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  Abstract 

 
 Asian American teachers represent approximately 1.5 percent of the teaching 

force in the United States, an alarmingly disproportionate representation of the Asian 

American student population (American Association of Colleges for Teacher Education, 

2010).  The most rapidly growing population of Asian American students will grow at a 

rate of 213 percent by the year 2050 according the U.S. Census Bureau (2012).  Studies 

indicate less Asian Americans are entering the teaching profession (Kang, 2009; National 

Center for Education Statistics, 2015).  The purpose of this qualitative multi-case study is 

to examine why so few Asian Americans go into the teaching profession.  This 

descriptive and exploratory research study identified the positive motivations and 

negative barriers influencing Asian American STEM students’ decisions in pursuing 

teaching as a career.  Purposive nested sampling was used and survey results were 

collected in the first phase.  From the criterion sample formed, seven highly diverse 

Asian American college STEM students were chosen by extreme case sampling for the 

second phase.  Semi-structured interviews were conducted and inductive data analysis 

followed.  The emerging themes for motivations included feeling supported in teaching, 

inspiring role models, desire to make a difference, prior mastery experiences, and high 

self-efficacy.  The themes for barriers included many forms of cultural pressures, low 

salary and prestige, and teaching was a backup choice.  Strategies to support the 

motivations and to address the barriers, along with recommendations for school leaders 

were provided in an effort to recruit more Asian American students into teaching.
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I. INTRODUCTION 

In the past decades, the teacher diversity gap continues to grow within the United 

States (Bireda & Chait, 2011; Boser, 2014; Ingersoll & May, 2011).  According to the 

National Center for Education Statistics, of the 3.3 million teachers in U.S. schools in 

2012, 82 percent were White, eight percent were Hispanic, seven percent were Black, and 

less than two percent were Asian.  Compare these numbers to the most recent statistics 

from The Center for American Progress, U.S. students are comprised of 52 percent 

White, 23 percent Hispanic, 16 percent Black, and approximately six percent Asian 

(Boser, 2014).  Proportionally, Asian students have the lowest percentage of faculty 

representation among all student groups overall within U.S. schools.  In conclusion, 

although the nation continues to become more demographically diverse, the teacher 

diversity gap is steadily increasing.   

Statement of the Problem 

Among the most rapidly growing populations, Asian American students is 

expected to grow at a rate of 143 percent by the year 2060 according the U.S. Census 

Bureau (2015).  Studies indicate fewer Asian American students are currently entering 

the teaching profession (Kang, 2009; National Center for Education Statistics, 2015).  

Asian Americans represent approximately 1.5 percent of all teachers in the United States, 

an alarmingly disproportionate representation of the increasing Asian American student 

population (American Association of Colleges for Teacher Education, 2010).  

Another alarming issue is the nation’s crisis in Science, Technology, Engineering, 

and Mathematics (STEM) Education.  U.S. Students finished 27th in math and 20th in 

science in the ranking of 34 countries by the Organization for Economic Cooperation and 
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Development (2006).  According to the National Math and Science Initiative (NMSI), the 

U.S. is losing its competitive edge in math and science because of the lack of certified 

math and science teachers in the classrooms (Fuller, 2009).  At the middle school level, 

36 percent of math teachers and 30 percent of science teachers did not major in math or 

science and are not certified to teach it (Science and Engineering Indicators, 2012).  The 

figures are even more alarming at the high school level for subjects such as Physics and 

Chemistry.  Given the demographic trends of low teacher retention and insufficient 

teacher supply, projections show the state of Texas will continue to experience shortages 

of highly qualified math and science teachers, especially at the secondary levels (Sid 

Richardson Foundation, 2012).  In its longitudinal study of 51 math and science teachers 

in Texas, the foundation found that only 57 percent of the cohort teachers remained in 

secondary math or science classrooms after five years, a statistic that is consistent with 

those of secondary math and science teachers statewide. 

This well-documented trend is happening nationwide.  Universities across the 

nation have recognized the declining interest and low persistence rates for college 

students in the STEM disciplines.  Since 2007, fewer domestic students are choosing to 

major in and successfully complete degrees in STEM disciplines.  STEM field leaders 

have called for major national initiatives to be undertaken to address this educational 

trend (Weaver, Cook, Foster, Moon, Phegley, & Tormoehlen, 2007).  Consequently, with 

fewer numbers of students pursuing and completing STEM degrees, the supply pool of 

potential “highly qualified teacher” applicants holding degrees in core subject areas like 

math and science would not be able to fulfill the teaching vacancies and combat the high 

turnover rates at the secondary level. 
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It is important to define and explain the term “highly qualified teacher” at this 

point.  In 2001, the national education reform law called No Child Left Behind (NCLB) 

mandated that all public school teachers in each state must meet the “highly qualified” 

standards.  In an effort to raise student achievement and hold schools accountable for the 

academic performance of all students, including those considered “disadvantaged” and 

struggling to learn, core subject and special education teachers must meet the following 

requirements: (a) hold a bachelor’s degree or higher; (b) have obtained state teaching 

certification, including appropriate special education if appropriate; and (c) demonstrate 

subject competency in the core academic subjects they teach.  Although the law leaves it 

up to the state to determine how teachers demonstrate competency, the common standard 

is to hire individuals who have a college degree in the academic subject they teach.  In 

order to fill all math and science classrooms with highly qualified teachers, states must 

encourage more students to pursue STEM degrees. 

As Asian American students enter college, they are twice as likely to declare a 

STEM major when compared to White students (Crisp, Nora, & Taggart, 2009).  Crisp et 

al. (2009) found that Asian American students who initially were non-STEM majors are 

four times more likely to change to a STEM major than other ethnicities.  Despite the low 

persistence and completion rate of a STEM degree among other ethnicities, Asian 

American students graduate with a STEM degree almost three times more than the next 

closest group, White students.  There is a high percentage of Asian American college 

students who pursue and earn STEM degrees; however, there is a very low percentage of 

Asian American STEM teachers in U.S. schools.  This under-representation of highly 
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qualified Asian American STEM teachers contributes to the disproportionate ratio of the 

percentages of Asian American students to Asian American teachers.    

According to U.S. Census Bureau (2014), approximately 30 percent of Asian 

Americans who graduate with STEM degrees actually end up working in STEM fields.  

The other 70 percent take various jobs in other industries such as business, sales, and 

service.  A minute amount of Asian American college STEM students are entering the 

teaching profession.  There is a dearth of research exploring the possible reasons why 

Asian American college students pursue STEM degrees yet avoid STEM education as a 

career.  Higher salaries in STEM fields could be among the factors that play a role in this 

phenomenon, but is that the only possible explanation?  How come some ethnicities do 

not experience this phenomenon?  This issue may be more complicated than it appears on 

the surface. 

Purpose of the Study 

Little research has been done to examine what influences Asian American college 

STEM students in their career decision-making process. The main purpose of this study is 

to examine why so few Asian American college STEM students go into the teaching 

profession.  This study identifies some motivations and barriers for Asian American 

college STEM students who have considered becoming secondary math or science 

teachers.  One goal of the study is to explore what strategies can be used to encourage 

more Asian Americans college STEM students to become secondary math or science 

teachers.  Targeted formulation of solutions for barriers to teaching and specialized 

strategies to support motivations for teaching address two major issues:  decreasing the 

teacher diversity gap and increasing the number of highly qualified STEM teachers.  
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Research Questions 

Using a qualitative, collective instrument multi-case study design, the researcher 

will document answers to the following questions:    

1. What do Asian American college students in a STEM teacher preparation 

program report are influences in their decision to pursue teaching secondary 

math or science? 

2. What do Asian American college students in a STEM teacher preparation 

program report are influences in their decision to no longer pursue teaching 

secondary math or science? 

3. What do Asian American college students in a STEM teacher preparation 

program report are possible strategies that can be used to address the barriers 

and to support the motivations in an effort to increase the recruitment of Asian 

American STEM teachers? 

This study is designed to explain potential reasons for the dearth of Asian 

American teachers in the secondary math and science classrooms.  Findings of this study 

may provide practical implications for school leaders in the recruitment of Asian 

Americans in the teaching profession. 

Theoretical Framework 

 In order to shed light on Asian American students’ experiences, internal and 

external processes such as cognition and behavior, it is imperative to use theoretical 

frameworks that address the relationships between cultural experiences, behaviors, and 

thought processes.  Other issues such as race identity/relations and intrinsic/extrinsic 

motivation play key roles in the decision-making process of Asian American college 
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students; therefore, it is important to examine the research context with an appropriate 

conceptual lens. 

Social Cognitive Theory (SCT) 

 This study employs the social cognitive theory, drawing upon the concepts 

outlined by Albert Bandura’s triadic reciprocal determinism (Bandura, 1978).  Unlike 

Behaviorism where explanations of human behavior is depicted as unidirectional, SCT 

examines the bidirectional flow of interactions between behavior, cognition, and the 

environment.  An individual’s sense of self, specifically their self-concept and self-

efficacy, is affected by their surrounding environment and cultural upbringing; in return, 

the external experiences have as much influence on an individual’s self-beliefs. This 

study explores how Asian American students define themselves in relationship to their 

academic achievements, social interactions within and outside of the school context, and 

how they construct and navigate themselves to ultimately decide upon a teaching career 

pathway (Bandura, 1986).  This conceptual framework also addresses the internal 

processes at the intra- and inter-personal levels which are important considerations when 

investigating the perceptions of teaching among Asians American students and their 

parents (Bracey, 2001). 

Critical Race Theory (CRT) 

 The CRT framework provides a contextual perspective for exploring the role of 

race on a student’s ethnic identification and social interactions within and outside of their 

own culture.  This philosophical foundation is necessary to better ascertain the 

complexities of Asian American’s educational and career decision-making processes. The 

idea that members of minority groups internalize the common stereotypes society has 
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imposed upon them (Ladson-Billings, 1998) fits well within the context of this study.  

Critical race theorists also seek to examine how citizenship and race interact (Delgado, 

1995; Ladson-Billings & Tate, 1995). 

 It is important to note that the use of SCT and CRT is an advantageous decision.  

Both theories alone cannot address all of the issues within this study; and, in 

combination, they complement each other.  SCT has an inward focus and is well noted 

for addressing concepts relating to self-concept, self-efficacy, and self-identity.  

Meanwhile CRT has an outward focus, choosing to examine how the external systems put 

into place by the majority group is affecting society and individuals.  SCT may be viewed 

as more objective and applies to general situations, whereas CRT is more appropriate to 

use for specific situations involving different ethnicities.  Both frameworks have their 

own merits and in conjunction, they produce a combinatory effect that enhances this 

study. 

Researcher Assumptions 

This study involves collecting extensive data from a specific pool of university 

students in a relatively small teacher preparation program.  This qualitative research is 

dependent on the researcher collecting data, conducting interviews, and analyzing the 

data; therefore, researcher bias is an important consideration.  The researcher is an 

authoritative figure, a clinical associate professor, within the teacher preparation program 

and has varying degrees of relationships among the participants of the study.  In addition, 

the researcher’s ethnic background and personal experiences are similar to the chosen 

participants of the study.  It is often difficult to maintain complete objectivity throughout 

the entire research process given the extreme familiarity.  Safeguards will be put in place 
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to aid in maintaining objectivity.  These safeguards include withholding personal advice 

and opinion, asking clarifying questions to verify the accuracy of recording the 

participants’ perspectives, allowing participants to speak in their native language, and 

asking for translations whenever necessary.  A field work journal is used to chronicle the 

introspections of the researcher to account for personal bias. 

 In U.S., Asian American populations are often highly concentrated in certain 

American cities.  This study acknowledges the fact that although the lack of Asian 

American teachers is widespread, there may be rare localities within the U.S. where the 

percentage of Asian American teachers match the demographics of the community. 

Significance of the Study 

This study is designed to contribute to the research base of knowledge on Asian 

American teachers and their career decision-making process.  Given the lack of research 

on specific types of Asian American groups in STEM Education, this study will uncover 

new and significant perspectives on the thought processes of Asian American STEM 

majors who are seeking to become certified secondary math and science teachers.  Their 

backgrounds, social, cultural, and academic experiences are investigated to provide 

further insights into the phenomenon of why so few Asian American college STEM 

students are entering the teaching profession. 

Addressing the needs of these pre-service teacher participants, this research is 

expected to help school leaders to attract, develop, and retain highly qualified math and 

science teachers of color in order to narrow the teacher diversity gap and address the 

critical shortage of secondary math and science teachers. 
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Definition of Terms 

1. Asian American refers to individuals with East Asian, South Asian, Southeast 

Asian, and Filipino parents.  In instances where particular sub-groups of 

Asians are used, they will be specified by designations like Asian Indians or 

Hmong Americans.  In all cases, the term may describe first, second, and even 

third generation Americans (Paik, Kula, Saito, Rahman, & Witenstein, 2014). 

2. Barriers, in this study, refer to any factors, experiences, beliefs, or other 

influences that may discourage participants from pursuing a teaching career.   

3. East Asians refer to Americans with ethnic origins from the countries of 

Japan, Korea, the People’s Republic of China, Mongolia, Macau, Hong Kong, 

and the Republic of China (Taiwan).  The term Chinese Americans include 

those from China, Taiwan, Hong Kong, and Macau (Paik et al., 2014). 

4. First-generation American refers to the generational status used by the U.S. 

Census Bureau (2010a) regarding the place of birth of an individual or an 

individual’s parents. Questions on place of birth and parental place of birth are 

used to define the first, second, and third-or-higher generations. The first 

generation refers to those who are foreign born. The second generation refers 

to those with at least one foreign-born parent. The third-or-higher generation 

includes those with two U.S. native parents. 

5. Model minority refers to a minority group, whether ethnic, racial, or religious, 

whose members are perceived to achieve a higher degree of success than the 

average population (Yoo, 2010).  
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6. Motivations, in this study, refer to any factors, experiences, beliefs, or other 

influences that may encourage participants from pursuing a teaching career.   

7. Race and ethnicity are categories used to describe groups to which individuals 

belong, identify with, or belong in the eyes of the community. Individuals are 

designated as Hispanic or Latino or Not Hispanic or Latino for ethnicity. 

Races include American Indian or Alaska Native, Asian, Black or African 

American, Native Hawaiian or Other Pacific Islander, and White.  Specific 

Asian races in this study include: Filipino, Pakistani, Korean, Japanese, 

Chinese, Cambodian, Vietnamese, and Indian (U.S. Census Bureau, 2010a). 

8. Race-match teaching or racial match or cultural congruence teaching refers to 

the belief that minority students benefit more from having teachers who have 

the same or similar ethnic or cultural backgrounds (Ingersoll & May, 2011). 

9. Self-concept refers to an idea of the self constructed from the beliefs one holds 

about oneself and the responses of others.  An example of self-concept is a 

person’s belief that he/she is a smart and capable person (Baumeister, 1999). 

10. Self-construal evolved from a comparison of Western and Eastern 

conceptualizations of the self (Markus & Kitayama, 1991).  In this study, self-

construal refers to the grounds of self-definition, and the extent to which the 

self is defined independently of others or interdependently with others. 

11. Self-efficacy refers to a person’s belief in his or her ability to complete a 

specific task.  If a person has high self-efficacy in Algebra, he/she believes 

strongly in being able to solve algebraic problems (Bandura, 1977). 
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12. Self-identity is different than self-concept.  A self-concept exists only in a 

person’s own mind whereas self-identity refers to the recognition of one’s 

potential and qualities as an individual, especially in relation to social context. 

Examples of self-identity include being a member of the swim team, a top ten 

percent student, someone’s niece, and so on (Baumeister, 1999). 

13. South Asians refer to Americans with ethnic origins from the countries of 

India, Pakistan, Bangladesh, Sri Lanka, Nepal, Bhutan, and the Maldives 

(Sandhu & Madathil, 2008).   

14. Southeast Asians refer to Americans with ethnic origins from the mainland 

countries of Cambodia, Thailand, Vietnam, Laos, Myanmar (Burma), East 

Malaysia, and maritime countries of Philippines, Indonesia, West Malaysia, 

Singapore, and Brunei.  The U.S. Census only recognizes four major ethnic 

groups from these countries: Cambodian, Vietnamese, Laotian, and Hmong.  

The Hmong people are an ethnic group from the mountainous regions of 

China, Vietnam, Laos, and Thailand (Paik et al., 2014). 

15. STEM is an acronym for the fields of science, technology, engineering, and 

math.  It is mostly used in school systems and in the workforce as “STEM 

teachers” and “STEM jobs.” 

 

 



 

II. REVIEW OF THE LITERATURE   

This chapter begins by examining the problem and answer in the diversity in the 

educator pool.  Two critical issues facing U.S. public schools, the teacher diversity gap 

and race-matched teaching, represent the current problem and the possible strategy to the 

current situation.  The next section examines how race-matched teaching is beneficial for 

all students, but especially for students of color.  The chapter then explains how SCT and 

CRT are both used as sociocultural lenses to provide the contextual lens for exploring the 

phenomenon.  Using the frameworks from both theories, an investigation into the cultural 

factors that influence Asian Americans’ decisions for career choice illuminates the 

inequities faced by Asian Americans in schools.  The chapter continues with a review of 

literature on the model minority myth, Asian Americans’ interdependence of their parents 

and teachers and their self-perceptions of identity, concept, and efficacy.  These topics 

show how Asian American students eventually decide to mainly major in STEM, persist 

to earn STEM degrees and avoid the teaching profession.  Finally, the chapter concludes 

with an investigation of various positive and negative factors, sometimes referred to as 

barriers and motivations, which influence Asian Americans’ decisions to enter the 

teaching profession.   

Teachers in the U.S. 

Diversity in the Educator Pool: The Problem and the Strategy 

Teachers of color have long since been underrepresented in U.S. schools (Boser, 

2014, Bracey & Molnar, 2003; Goodwin, 1995; Kang, 2009). Minority teachers, 

including Hispanic, Black, and Asian American teachers, comprise 17 percent while 

White teachers represent the 83 percent of the teaching force.  Studies indicate the 
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national trend shows there is a decline in interest for teachers of color and a higher 

turnover rates for teachers of color than White teachers (Boser, 2014).  The problem will 

continue to exist as the population for students of color continue to increase in the next 

decades (Bireda & Chait, 2011; Ingersoll & May, 2011).  In the next sections, the teacher 

diversity gap is visited more closely and the strategy for decreasing the gap is examined. 

Teacher Diversity Gap 

Studies show the diversity gap between teachers and students of color exists in 

every state and it continues to increase (Bireda & Chait, 2011; Boser, 2014; Ingersoll & 

May, 2011).  Boser (2014) cites that California’s non-white student population is 73 

percent, however, their non-white teacher population is only 29 percent.  This trend of 

imbalanced race-matched student-to-teacher ratios can be seen across each state.  In 

Nevada, just nine percent of teachers were Hispanic as compared to the state’s 39 percent 

of Hispanic students.  This pattern continues beyond the state level and is often worse at 

the district level.  The Chelsea Public School district in Massachusetts has a 76 

percentage-point gap for Hispanic students to Hispanic teachers (Boser, 2014).  Ingersoll 

and May (2011) found the same patterns exist for African Americans and other minority 

races such as Asian Americans.  The issue is most dire among the Asian American 

population where the ratio of race-matched teacher to student is one to four.  Bracey and 

Molnar (2003) claim the percentage of Asian American teachers is one percent while the 

student population is four percent, and others like Kang (2009) claim that there are 1.5 

percent Asian American teachers in the U.S. and six percent of Asian American students 

in the U.S.  Both groups of researchers agree that Asian Americans have the lowest ratio 
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of teacher percentage to student percentage among all minority groups.  These findings 

may have significant ramifications for teachers and students of color. 

Race-matched Teaching 

Also known as teacher-student racial or ethnic congruence, race-matched teaching 

has been adopted as an acceptable hiring practice for school administrators.  In theory, 

students of color academically achieve more if they are taught by teachers of color.  

Ingersoll and May (2011) argue that because minority teachers are likely to have ‘insider 

knowledge’ due to similar life experiences and cultural backgrounds, they are better 

equipped to support and nurture minority students.  Likewise, Boser (2014) claims that 

“when students see teachers who share their racial or ethnic backgrounds, they often view 

schools as more welcoming places” (p. 3). The reasons for this may be related to a sense 

of positive self-concept that results from a safer, more nurturing environment.  Dee 

(2004) found experimental evidence that when teachers interact with students of the same 

racial or ethnic background, they are more favorably disposed toward those students.  

Therefore, when students and teachers of color see themselves in each other, the 

relational and affective side of teaching may promote higher student achievement. 

A substantial amount of empirical research also shows many other benefits for 

schools with high teacher diversity.  They include providing positive role models, cultural 

sensitivity, commitment to equity and justice, culturally relevant pedagogy, multicultural 

exposure and different perspectives for real-world experiences (Dee, 2004; Johnson, 

2008; Ladson-Billings, 1995; Ochoa, 2007; Villegas & Irvine, 2010).  In addition, 

research shows that teachers of color can also be effective for all students, minority and 

majority.  Ozbalas (2008) labels such teachers as “critical pedagogues”, explaining that 
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by drawing upon the teacher’s unique cultural background and experiences, those 

teachers continuously ask their students to reflect upon their own cultural and ethnic 

identities and challenge their students to think critically for themselves.  

As the country is projected to experience rapid growth in the Asian and Hispanic 

populations, it is essential for school educators to not only be able to relate to them, but 

also provide a culturally relevant education that makes every child feel included 

(Graham, 2014).  With a linguistically, racially, and culturally diverse teacher workforce, 

students will gain from the multiple perspectives that mirrors the world around them. 

Social Cognitive Theory 

SCT examines the bidirectional flow of interactions between behavior, cognition, 

and the environment (Bandura, 1978).  An individual’s view of their identity, specifically 

their self-concept and self-efficacy, is affected by their surrounding environment and 

cultural upbringing; in return, the external experiences have as much influence on an 

individual’s self-beliefs. Bandura (1986) suggests this interplay affects one’s motivation 

and decision-making process.  Numerous empirical studies involving math and science 

university students have tested SCT as a predictor of career choice (Ferry, Fouad, & 

Smith, 2000; Gainor & Lent, 1998; Lapan, Shaughnessy, & Boggs, 1996; Lent, Lopez, 

Lopez, & Sheu, 2008). These studies generally support SCT as a reliable predictor of 

career choice. The effects of how students define and view themselves, their 

environmental influences, and engagement in particular activities relating to their future 

goals are determinants in their career choice (Blanco, 2011).  SCT identifies mastery 

experiences as the most influential source for self-efficacy (Bandura, 1986).  The more 

accomplishments Asian American students have in math and science in school, the more 
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likely they may choose to enter college majoring in a STEM field.  Even if the self-

efficacy is perceived rather than true, their self-concept of working in a STEM 

occupation is in alignment with their cultural expectations of pursuing a prestigious 

career in such fields as medicine and engineering.  The powerful combination of self-

identity, self-efficacy, and cultural expectations may limit Asian American students to 

enter college as STEM majors (Yu, 2012). 

Critical Race Theory 

 As previously stated, this study utilizes some of the tenets of CRT in order to 

frame and discuss how racial matters can shape the educational experiences, social 

behaviors, and cultural beliefs of Asian American students.  This CRT framework 

provides a contextual perspective for exploring the role of race and ethnicity on Asian 

American students’ self-concept and social interactions within and outside of their own 

culture.  This foundation of thinking is necessary to better determine the complexities of 

Asian American’s educational and career decision-making processes. 

 According to Ladson-Billings (1998), CRT was developed in the 1980’s as a legal 

literature within the U.S. justice system pertaining to civil rights.  Its main premise is that 

racism is normal and prevalent in American society.  The theory argues that Whites have 

been the primary beneficiaries in a society where racism is engrained into every facet of 

daily life.  Researchers have provided research on the inequities that exist within the 

education system where all students, by law, have the right to the same quality education 

(Ladson-Billings & Tate, 1995).  Curriculum, instruction, assessment, and school funding 

are found to have huge disparities among different racial minority groups and Whites 

(Ladson-Billings, 1998).  Although CRT is wide-reaching in almost all aspects within 
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school systems, for the purpose of this study, the focus of application will remain on how 

Asian American students’ social behaviors, their cultural beliefs, and sense of self are 

affected by racial matters. 

As previously explained in the model minority myth, racism and stereotypes of 

Asian American students exists within U.S. schools.  Despite the severe lack of Asian 

American teachers in the classroom, there are no special programs or recruitment 

strategies being developed to address the teacher shortage for Asian Americans 

(Goodwin, 1995).  Although affirmative action has been implemented to recruit more 

Black and Hispanic teachers, such conversations ignore other racial minority groups such 

as Asian Americans.  Programs throughout the state and nation that serve English 

Language Learners (ELL), low-literacy, and at-risk students often lack proper supporting 

structures for Asian American students. The problem is widespread for Asian Americans 

student groups but are most acute among Hmong and Mien students (Siu, 1996).  This 

lack of personnel and special attention to the needs of specific Asian American student 

populations may place these groups into poor educational environments and culturally-

insensitive social experiences.   

In addition, Asian Americans are often ineligible for special recruitment projects, 

fellowships, scholarships, and state programs designed to assist the minority groups.  

Goodwin (1995) suggests this may be due to the belief that all Asians are already high 

achieving “model minorities” and therefore are not in need of any support.  This specific 

type of overt racism is not only allowed to happen, it is commonly accepted as “normal” 

practice within the educational world.  In Liu’s (2009) study of how CRT is applied to 

Asian American college students, she suggests that Asian Americans student groups 
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should be disaggregated in an effort to not perpetual the model minority myth.  In 

addition, on matters relating to race and racism, stereotypes of Asian Americans in 

general should be challenged and addressed openly instead of ignoring or passive 

inaction. 

History of Asian Americans in Education 

Asian Americans have recently been cited as the largest group of incoming 

immigrants and the fastest growing ethnic group in the U.S. (Goodwin, 2010; Hoeffel, 

Rastogi, Kim, & Shahid, 2012; U.S. Census Bureau, 2010).  Historically, Asians have not 

been viewed favorably as immigrants and are often seen as foreigners who are coming to 

take land, businesses, and jobs away from the American people (Goodwin, 2010).  Many 

different Asian countries have been in conflicts and wars with the U.S., including the 

Japanese from World War II, the Korean War, the Vietnam War and political conflicts 

with China.  Stemming from these events, there has been a long documented history of 

exclusionary immigration laws that have targeted different Asian groups (Paik, Kula, 

Saito, Rahman, & Witenstein, 2014) including the notable 1882 Chinese Exclusion Act 

which limited Chinese contract laborers to ten years and prohibited naturalization.  Many 

subsequent acts would follow that restricted Asian immigrants, including the 1888 Scott 

Act, the 1892 Geary Act, the 1924 Immigration Act which restricted all Asians from 

coming into the U.S., and the 1965 Immigration and Naturalization Act that limited 

20,000 Asian immigrants per country (Hoeffel et al., 2012).  These immigration acts 

affected the different subgroups of Asians to various degrees.  The diverse Asian 

American populations make it difficult for experts such as historians, sociologists, and 
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educators, to study the impact and long-standing effects for Asian Americans in general 

(Portes & Rumbaut, 2001).   

There is limited research that collectively attempts to examine how historical 

immigration experiences of Asian groups affect their current educational outcomes 

(Jahng, 2013).  Zhou and Xiong (2005) found that 70 percent of children of Southeast 

Asian refugees encountered race-based discrimination in schools.  Portes and Rumbaut 

(1990) state most of the Vietnamese refugees were met with derision and hatred, a claim 

supported by Takaki (1998).  Other researchers from Claremont Graduate University, 

Paik et al., (2014) report poor societal reception and varying degrees of discrimination 

have affected Asian Americans within the educational community.  The researchers in 

this study employed a historical analysis based on a taxonomy to organize and classify 

information in order to understand the patterns and themes.  The authors gathered, 

reviewed, and systematically organized over 100 sources, including census data, 

literature review, websites, and other historical information, to illustrate the modes of 

incorporation, immigration experiences, and educational experiences vary within the 

diverse populations of Asian Americans. Prior education, occupation/job skills, English 

abilities, and class/wealth were the factors examined, similar to earlier research works 

(Portes, Fernandez-Kelly, & Haller, 2009; Solorzano & Villalpando, 1998).  Their results 

challenge the model minority stereotype and the researchers suggest the need to 

disaggregate data as some groups experienced more barriers than opportunities, thus they 

continue to struggle in the U.S.  Generally, post-1965 immigrants had more access and 

opportunity than early immigrants.  Specific groups that settled in coastal or metropolitan 

areas, like Hawaii and California, had more access to co-ethnic networks which provided 
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more opportunities.  Immigrant groups with more education, English language fluency, 

professional skills, or were of higher class status were able to acculturate more easily into 

the new country.  Filipinos and South Asians were prime examples of such groups.  On 

the other hand, those with less English fluency, settled in scattered towns within inland 

U.S., less education, lower class status, or weak job skills were generally relegated to 

working-class positions with fewer opportunities (Paik et al., 2014; Portes & Rumbaut, 

2001). 

Academically Higher Performing Asian Groups 

In general, Asians show higher academic achievement in K-12 and higher college 

degree attainment than any other racial/ethnic groups in the U.S. (U.S. Census Bureau, 

2010b).  The level of educational attainment is highly correlated to personal and 

household income.  In 2015, Asians have the highest household median income at about 

$74,000 while Whites were slightly above the average median incomes for all races at 

about $58,000.  Median incomes for Hispanics were at about $40,000 while Blacks were 

at $36,000.  The Asian groups that contribute to the higher averages include East Asians, 

South Asians, and Filipinos from the Southeast Asian group.  These three groups have 

differences that exist between and within, however, each group still show higher rates of 

academic achievement and attainment in K-12, college, and post-college (Chu, 2002; 

DeNavas-Walt & Proctor, 2015; Goodwin et al., 1997; Wu, 2002; Yoo, 2010). 

Academically Lower Performing Asian Groups 

Southeast Asians, with the exception of Filipinos, do not achieve at the same 

levels academically as East Asians and South Asians.  In terms of academics, Southeast 

Asian groups like Hmong, Laotian, and Cambodians are below average and about 33 
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percent fail to graduate high school according to U.S. Census Data (2004).  Vietnamese 

Americans achieve slightly higher than the aforementioned groups, but their high school 

drop-out rate is at 30 percent, more than two times higher than the overall Asian 

American rate of 14 percent (U.S. Census Bureau, 2010b).  The high correlation between 

educational attainment and income exist accordingly within these groups. 

Filipinos are included in the Southeast Asian groups and their academic 

achievement levels are generally higher but somewhat mixed.  College degree attainment 

for Filipinos is above the U.S. average and is similar to the Asian American average 

(U.S. Census Bureau, 2010b).  Two unique characteristics of Filipinos include 

significantly lower educational attainment for second generation Filipinos and male 

Filipinos have lower bachelor degree attainment than females, contrast to most Asian 

American groups (Bankston, 2006). 

Cultural Factors Influencing Asian American Students’ Career Choices 

Asian American students are uniquely different than other student groups 

culturally, academically, and behaviorally.  This section examines the cultural factors, 

why they exist, and how these factors affect Asian American students’ career decision-

making process.    

Model Minority Myth 

This section elucidates what the model minority myth is and how this stereotype 

has affected Asian Americans, particularly students when they are in grades K-12 and in 

college.  This is especially important in examining the cultural and social influences of 

the environment on Asian American’s personal self-concept and identity, 
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interdependence on parents and authority figures, and their self-efficacy in math and 

science. 

In the 1960’s, Asian Americans began to become known as the model minority. 

Asian Americans are seen as ideal citizens, who are hard-working, who do not complain, 

who value academics and who are relatively responsible professionals who contribute to 

the American society (Chu, 2002; Goodwin, Genishi, Asher, & Woo, 1997; Wu, 2002; 

Yoo, 2010).  In addition, Asian American families remain intact, have low crime rates, 

make high incomes, have strong family values, and are the poster for America’s 

meritocracy system. 

Unfortunately these popular beliefs and overly positive characterizations of Asian 

Americans are not entirely true.  These inaccurate and distorted images have been shown 

to have adverse effects on the lives of Asian American students.  Greene, Way, and Pahl 

(2006) believe the model minority myth pits Asian American students against other racial 

minorities, creating interracial tension.  The group found that while the distorted portrait 

of all Asian American students as hard working and studious seemed harmless, the reality 

in the classrooms is that teachers and administrators viewed other racial minority students 

who do not achieve the same academic success as lazy, disruptive, and complaining.  As 

a result, Asian American students became more verbally and physically harassed by their 

peers.  Instances of severe bullying due to resentment are evident in U.S. schools (Way, 

Santos, Niwa, & Kim-Gervey, 2008; Yoo, 2010).  Additional studies have shown that 

Asian American students receive the most peer discrimination and harassment than any 

other racial or ethnic student groups (Rosenbloom & Way, 2004).  Cooc and Gee (2014) 

corroborated the high levels of racial discrimination in their own study that looked at the 
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national trends of victimization among different Asian American groups by gender, 

socioeconomic status, and achievement levels.  It is also important to note though, these 

researchers also found that lower achieving Asian American students are less likely to be 

bullied relative to other students, but the results varied greatly among the heterogeneous 

groups of Asian Americans.  Possible reasons contributing to the high levels of 

victimization include linguistic differences (heavy accents and incorrect grammar), 

resentment of high levels of academic achievement, perceived favoritism from teachers, 

and other stereotypes of Asian American students such as being weak and passive 

(Rosenbloom & Way, 2004; Way et al., 2008; Yoo, 2010). 

A growing body of literature links the pressure of high academic success to 

greater psychological distress (Chu, 2002; Wong & Halgin, 2006; Yoo, Burrola, & 

Steger, 2010), and in some cases, even suicide (Cohen, 2007).  Unrealistically high 

expectations and pressure to succeed, combined with the tendency to keep silent and hide 

their personal problems may lead to serious mental health issues.  In fact, studies have 

found that not only are Asian Americans less likely to seek help, culture-specific services 

and programs are severely lacking for Asian American populations (U.S. Department of 

Health and Human Services, 2001).  In Chu’s (2002) study, he investigated students who 

viewed themselves as model minorities and how it affected their feelings of shame, guilt, 

anxiety and depression.  Overall, the study found a positive correlation for low self-

esteem and feelings of shame, but not to the other variables mentioned above.  Ample 

support from family and friends may buffer Asian Americans from experiencing the 

deleterious effects of academic stress. Other studies by Inman and Yeh (2007) and S. J. 

Lee, Wong, and Alvarez (2008) similarly found Asian Americans who internalize the 
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model minority image and falsely view their racial group as problem-free, were at greater 

risk for academic and mental health problems. 

The model minority myth also ignores the heterogeneity of diverse Asian 

American groups and their different levels of academic and professional success.  While 

South Asian Indians and Japanese are notably successful in obtaining advanced college 

degrees, Southeast Asian American groups such as Hmong, Cambodians, and Laotians 

have the highest high school drop-out rates among all minority groups (U.S. Census 

Bureau, 2004).  Siu (1996) states that because of the bipolar distribution, high levels of 

both the lower and upper extremes, the mean statistics could be very misleading.  For 

example, 58.4 percent of South Asian Indians in the United States are college graduates 

but less than three percent of Hmong Americans in the United States are college 

graduates.  The average median household income for all Asian groups is about $74,000 

(DeNavas-Walt & Proctor, 2015), the highest among all races and ethnicities and well 

above the national average of $54,462.  At a closer glance, some Asian groups have 

vastly different income levels. On average, Hmong Americans earn $43,000 less than 

South Asian Indians (Ramakrishnan and Ahmad, 2014), further illustrating that not all 

Asian Americans are high achieving. 

Another example is language proficiency. According to Siu (1996) the mean 

percentage of Asian Americans not speaking English well is 15 percent, but the span is 

wide, ranging from 69 percent for Laotians to only five percent for Asian Indians. The 

percentage of female-headed households is four percent for South Asian Indians and 25 

percent for Cambodian Americans.  This means not only is the model minority myth 

inaccurate, it is falsely misleading as well.  The myth continues to exist as long as Asian 
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Americans are lumped into one group instead of disaggregating the data to accurately 

reflect the diverse subgroups of Asians. 

In summary, approximately half of all Asian Americans fall below average in at 

least one of the following categories: earning income, poverty levels, high school drop-

out rates, and language literacy. As Siu (1996) contends, the model minority myth places 

Asian American students at high educational risk of academic failure due to the lack of 

institutional support to meet the social, mental, and educational needs of students who 

come from other Asian American groups. 

Strong Interdependence on Parents and Authority Figures 

Yeung, McInerney, and Ali (2014) explored how two internally referenced 

factors, competence and affect, are related to four externally referenced factors: parents, 

peer positive, peer negative, and teachers.  The researchers also compared these internal 

and external factors to students’ motivation for receiving high marks, a significant 

phenomenon among Asian culture.  Using White and Asian secondary students in 

Australia, researchers found the external factors of parent and teachers were identified as 

having the strongest impact on internal factors (i.e., competence and affect) among Asian 

students.  The parents and teachers also had significant impact on Asian students’ 

motivation for high academic scores.  

 In a study conducted by Lepper, Corpus, and Iyengar (1999), second- through 

fifth-grade Asian American students’ intrinsic motivations were strongest when choices 

were made for them by either their mother or peers.  In contrast, White students’ intrinsic 

motivations were strongest when they personally made their own choices.  In this case, 

Asian American students were more interdependent than their White counterparts. 
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Similar studies conducted (e.g. Fiske, Kitayama, Markus, & Nisbett, 2000; Markus & 

Kitayama, 1991) claim the interdependence seen in Asian Americans make it difficult to 

determine whether working to please one’s mother is actually more intrinsic than 

previously believed since the mother constitutes such a significant part of the Asian 

American students’ sense of self.  This idea is known as self-construal where the 

student’s self-belief is developed interdependently rather than independently.   

“Tiger mothers” illustrate this phenomenon well.  Most Asian cultures is 

collectivist and communal in nature; family interests take precedence over personal 

interests (Nguyen & Williams, 1989).  These beliefs stem mainly from Confucianism 

where deference to parental authority is the cultural expectation (Nguyen, Chang, & Loh, 

2014).  Fu and Markus (2014) compared Asian American and White high school students 

and their relationship with their mothers.  Asian American mothers tend to be more 

directly involved in their children’s academic achievement than their White counterparts.  

Fu and Markus (2014) designed four studies to find out the differences between Asian 

American and White students’ relationships with their mothers.  Whereas Asian 

American students were encouraged to be interdependent on their mothers as opposed to 

independent like White students, both groups of children described their mothers 

positively and as sources of support.  Fu and Markus (2014) suggested that “tiger 

mothers” are motivating for Asian American students because their connectedness to 

their mother provided the motivation to persist through challenges or difficult tasks. 

White students, on the other hand, were more independent from their mothers and were 

not motivated by their mother's pressure.  The more nagging and pressure placed upon 

them, White students felt less supported and were more likely to give up on the difficult 
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tasks.  There was a signifcant difference in Asian American students.  When Asian 

American students experienced a failure, they were more motivated to complete the task 

when prompted to think about their mothers.  Fu and Markus (2014) contends these 

results may extend to dynamics between students and teachers and could suggest why 

Asian American students pay more attention to the authority of a teacher than White 

students.  

Hvitfeldt (1986) conducted a micro-ethnographic study of Hmong adults’ 

perceptions and ability to learn.  This study which consisted of five males and four 

females between the ages of 20 and 65 was focused on how Asian students learn to be 

literate in the English language.  Findings indicate that students’ classroom behavior 

reflect consistent reliance on an external frame of reference such as their denial of 

individual ability or emphasis on cooperative goals.  Their dependence on an authority 

figure is similar to their dependence on those leadership positions within the Hmong 

culture.  An important purpose in order to influence students’ interactions with classroom 

materials was for instructors to have a holistic style. 

Shoho (1994) used a case-study, oral-history approach to examine the parental 

involvement of 3 generations of Japanese Americans in their children's education. 

Through interviews, first-generation adults (Isseis), second-generation adults (Niseis), 

and third-generation adults (Sanseis) revealed their level of involvement in their 

children’s education as well as challenges to become involved.  With each new 

generation, parents became more active and directly involved in their children’s 

education.  In contrast, their challenges include their ability to communicate effectively in 

English, their degree of Americanization, familiarity with American school functions, 
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economic survival, and educational background.  These challenges were more easily 

overcome by later generations. 

Perceptions of Self-Efficacy, Self-Concept, and Self-Identity 

In relations to how Asian American students’ perception of their self-identity, 

each sub-group of Asians have varied attitudes toward education, obligation to their 

parents, and acceptance into mainstream America.  Since Asian Americans rely heavily 

on familial unit, one’s duty is service to the family lineage (Nguyen & Williams, 1989).  

This commitment to the group and internalization of group values make it difficult to 

distinguish Asian Americans’ personal perceptions of the self.  In many aspects, the 

views of parents, teachers, and society become the views of Asian American students 

(Baumeister, 1986; Nguyen, et al., 2014).  In the following section, specific studies that 

examine this interdependence of cognition and beliefs are highlighted. 

Whang and Hancock (1994) examined constructs related to mathematics 

achievement in Asian-American and non-Asian fourth through sixth graders. Students 

were surveyed on their perceptions of their own abilities and parental beliefs on 

achievement in mathematics.  The results showed that Asian-American students differ 

significantly from non-Asian students on several constructs.  The Asian-American 

students had lower self-concepts of mathematics ability and expressed that they believed 

their parents share the same viewpoints.  These findings were not similar in the non-

Asian student groups.  In reality, Asian American students had higher mathematics ability 

but lower confidence and non-Asian students had relatively lower mathematics ability but 

higher confidence.  This study suggested that Asian American students’ self-efficacy and 
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their actual mathematics abilities are not always positively correlated (Whang and 

Hancock, 1994). 

Self-construal.  In relations Luo, Hogan, Tan, Kaur, Ng, and Chan (2014) 

examined the role of self‐construal in student learning.  Independent self-construal refers 

to Western individualistic culture that is focused on valuing and expressing one’s unique 

attributes.  Interdependent self-construal, in contrast, refers to collectivist cultures such as 

East Asian countries where harmonious interdependence is important.  Using a mediation 

model, results revealed that interdependent self-construal uniquely predicted mastery 

approach and avoidance goals and indirect effects on math anxiety.  This suggests that 

people from Confucian cultures are focused on self-improvement even in the face of 

failure.  This view has empirical support from Mizokawa and Rychman (1990) who 

found that Asian American students were more likely to attribute their success to effort 

rather than to their ability, level of difficulty, or luck.  This study indicates that Asians 

have higher anxiety and lower self-concept than their Western counterparts, yet they are 

more willing to put forth the effort in order to achieve their goals in spite of previous 

failures.   

In an empirical study conducted by Zusho, Pintrich, and Cortina (2004), 

researchers used 105 Asian American and 98 White college students to find the 

differences in levels of fear of failure, math anxiety, and their own perceptions of 

competence. Asian American students exhibited higher levels for fear of failure, higher 

anxiety on a math-related task, and higher math performance than White students. These 

results were in alignment with the idea that Asian American students believed less in 
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their abilities as compared to their White counterparts despite showing higher 

performance in math. 

Asian Americans’ own perceptions of their abilities (i.e. self-efficacy), how they 

view themselves (i.e. self-concept), and who they are as a unique individual in society 

(i.e. self-identity) can impact their professional lives.  These perceptions were found to be 

direct causes for some Asian American college students in San Jose, California who 

decided not to go into the teaching profession.  In that research, Gordon (2000) found that 

a sense of personal inadequacy based upon the Confucian view of a model teacher, 

parental attitudes about the lack of respect among American students for teachers, and 

low efficacy in linguistic abilities were negative factors that deter Asian Americans from 

entering the teaching profession.  These unique cultural differences may be responsible 

for Asian American students pursuing STEM degrees in college but not enter STEM 

Education as a career.  

Asian Americans in STEM 

The college trend of Asian American students choosing to pursue a STEM degree 

can be seen across the nation.  Georgetown University published a 2011 study using data 

from the U.S. Census’ 2009 American Community Survey.  The study revealed that of 

the top 10 undergraduate degrees for Asian Americans in 2009, nine were in STEM 

fields.  Foreign language was the only exception, coming in at number five (Wang, 

2014).  Asian American students begin their college career selecting a major in fields 

where they have experienced the most academic success or that will be the most prestige 

to their family. As Wang (2014) found, Asian American students enter college with 



 31 

 

STEM as their “default” major because they choose whatever major their parents think is 

best for them.  

Significant differences in self-efficacy and interest exist between Asian American 

students and non-Asian students.  Yu (2012) used data from the Trends in International 

Mathematics and Science Study (TIMSS) to compare how academic self-concept and 

motivational beliefs influence science test performance among East Asian and non-Asian 

students.  Results showed that East Asian science competency was not related to enjoying 

science or science self-efficacy.  In contrast, American students’ interest and self-efficacy 

in science were negatively related to their science performance.  The belief that science 

could advance one’s career significantly predicted science test scores among non-Asian 

students, but these variables were not related among East Asian students.  Yu (2012) 

concluded that Asian American students do not necessarily have to be good in science 

nor enjoy the sciences in order to pursue a science degree. 

Data show Asian American students pursue and earn STEM degrees at higher 

rates than other ethnic groups. Hossain and Robinson (2012) noted that Asian Americans 

and Whites have much higher participation rates in STEM fields than Hispanics and 

Blacks.  Among all student groups, Asian Americans were almost 2.5 times more likely 

to complete a STEM degree than the next closest group, Whites (Crisp, Nora, & Taggart, 

2009).  Across all ethnic groups, 74 percent of those who have a bachelor’s degree in 

STEM are not employed in STEM occupations according to the U.S. Census Bureau 

(2014).  Of the percentage of Asians with STEM degrees who chose not to go into STEM 

occupations, only around 6 percent decided to go into Education.  This trend is different 

among other ethnic groups. 
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Asian Americans Becoming Educators 

Ladson-Billings and Tate (1995) have suggested the lack of culturally relevant 

pedagogy, school funding, and special programs create inequities for students of color, 

especially for Asian Americans who are deemed the model minority.  Education is seen 

as a necessary component for living out the American dream.  University of Pennsylvania 

sociologist Grace Kao’s (2014) research found that foreign-born parents had higher 

educational aspirations for their children than native-born parents.  These same parents 

also held education and teaching in high regards in their homeland as well (Goodwin, 

2010; Gordon, 2000; Nguyen, 2008).   

A very small percentage of Asian Americans choose teaching as a career (Bracey 

& Molnar, 2003; Kang, 2011).  One of the most current estimates show that nationally, 

minority teachers represent 17 percent of the U.S. teacher population.  Of those, only 1.3 

percent are Asian American teachers (Achinstein, Ogawa, Sexton, & Freitas, 2010).  The 

percentage of Asian American STEM teachers are even lower.  For the purpose of this 

study, understanding that a great portion of such a low percentage is not significant, this 

paper assumes the difference between Asian American teachers and Asian American 

STEM teachers is negligible.  Given the relatively high completion rate of STEM degrees 

by Asian American students, it is ironic that few Asian Americans enter the teaching 

profession even though their success within the U.S. education system allowed them to 

obtain the STEM degrees they sought. 

In the next sections, a review of the literature is divided into two separate 

sections, negative factors and positive factors.  The general term “factors” can be used for 

the words “barriers” and “motivations”, aligning to the theoretical frameworks used in 
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this study.  Negative factors are defined as barriers, experiences, beliefs, or any other 

influences that dissuade Asian Americans from pursuing a teaching career.  Positive 

factors are defined as motivations, experiences, beliefs, or any other influences that 

encourage Asian Americans to pursue a teaching career.  Both the negative and positive 

factors listed can also be classified as intrinsic and extrinsic, although the lines which 

separate the intrinsic and extrinsic processes can differ for each individual or groups of 

individuals such as Asian Americans (Fiske, Kitayama, Markus, & Nisbett, 1998).  Such 

a distinction of intrinsic versus extrinsic was useful when examining approaches for 

possible recruitment strategies and applying appropriate solutions that appeal to intrinsic 

and extrinsic motivators.  In the context of this study, the focus was mainly on how the 

relations of behaviors, cognitions, environments, and cultural matters affect the career 

decision-making process of Asian Americans.  

Positive Extrinsic Factors or Motivations 

Despite the many challenges, some Asian Americans choose teaching as a career.  

To remain consistent, these positive factors are also categorized into extrinsic and 

intrinsic factors.  It is again important to reiterate that some researchers contend the lines 

between extrinsic and intrinsic factors such as motivation is not always distinguishable, 

especially in groups of individuals such as Asian Americans who are more 

interdependent than their White counterparts who are much more independent in their 

cognition, emotion, and motivation (Markus & Kitayama, 1991; Fiske et al., 1998).  The 

classification of extrinsic and intrinsic of the following factors by this researcher is done 

for the purpose of categorization in preparation for the discussions of recruitment 

strategies and solutions for Asian Americans. 
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It is also important to note that while negative factors or barriers for teaching in 

the Asian American culture were more unique as compared to other racial or ethnic 

groups, the positive factors are remarkably similar to most other racial and ethnic groups 

(Chiang, 2007; Chong, 2002).  As detailed in Lortie’s (2001) research, there are five 

overall themes of motivation for people to go into the teaching profession.  They are: (a) 

the interpersonal contact with youth theme; (b) the service/altruism theme; (c) the 

continuation or lifelong learning theme; (d) the material benefit theme; and (e) the time 

compatibility theme.  The last two themes are deemed by this researcher to be extrinsic 

factors and will be discussed in this section. 

Among the positive extrinsic factors Chiang (2007) were the compatible schedule 

and lengthy time off, including holidays, summer months, and spring break.  

Furthermore, the Chinese parents in Chiang’s study listed having a stable job was 

attractive as well.  Other positive extrinsic factors were revealed in Chong’s (2002) study 

of Korean American teachers.  Some teacher candidates had positive role models such as 

former teachers and their pastor at church who inspired them to become teachers.  Unlike 

most research, Chong (2002) found that many of the respondents had a support network 

of family and friends who had a positive view of a teaching career.  Although this rare 

occurrence of a positive outlook on teaching may be specific to this small Korean 

American community in California, it cannot be ignored and can provide further insights 

on the potential benefits of having a great support network for Asian Americans seeking 

to become teachers. 

Positive Intrinsic Factors or Motivations 
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It is valid to state that most researchers strongly agree that those who are drawn to 

the teaching profession do not deem achievement of status and high salary to be more 

rewarding than intrinsic motivators (Chiang, 2007; Chong, 2002; Goodwin, et al., 1997; 

Nguyen, 2008).  The themes of working with children/youth and giving service and 

providing meaningful contribution (Chong, 2002; Goodwin et al., 1997) were both 

commonly cited among respondents.  The theme of being a lifelong learner and 

expressing a love of learning/being in school (Goodwin et al., 1997) and becoming a 

moral agent to lead and guide children (Nguyen, 2008) were reported as well.  In 

addition, Chong’s (2002) participants elaborated on their high self-efficacy as their 

reason for choosing teaching as a career.  These individuals stated that they felt they were 

“good at teaching” and that “teaching was easy”.  Some cited previous successful tutoring 

experiences lead them to want to become teachers. These utopic self-perceptions could be 

explained by the innate desire to seek out a career path that is intrinsically rewarding.       

Negative Extrinsic Factors or Barriers 

 A growing number of studies have explored the reasons why so few Asian 

Americans enter the field of teaching (Chiang, 2007; Choi, 2012; Goodwin et al., 1997; 

Gordon, 2000; Kang, 2009; Ng, Lee, & Pak, 2007; Nguyen, 2008; Rong & Preissle, 

1997; Su, 1996).  Due to the limited number of studies and heterogeneity of the Asian 

American participants in the aforementioned studies, concrete themes and developing 

patterns were difficult to find.  Goodwin et al. (1997) and Gordon (2000) found that 

extrinsic factors such as parental pressure to achieve a high status, earn greater financial 

rewards, and have a prestigious career such as medicine and engineering was the primary 

reason Asian Americans did not choose teaching as a career.  Chiang (2007) and Nguyen 
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(2008) both noted that ironically, these same parents held teaching in high regards in their 

ancestral countries, yet they generally did not view teaching in the U.S. as a reverent 

profession.  In Nguyen’s study, one participant’s parents were both teachers back in their 

homeland, but they wanted to steer their child away from teaching, citing fears that their 

child would not be able to command the respect and maintain order in the classroom. The 

lack of parental support, including their lack of confidence and belief in their child’s 

teaching efficacy is a recurring perception popular within the Asian culture (Whang & 

Hancock, 1994).   

 Another negative extrinsic factor deals with discrimination, racism, and societal 

perceptions of Asian American teachers.  Under the lens of CRT, the model minority 

stereotype of Asian American teachers as being passive and uncomplaining contributes to 

the marginalization and discrimination that Asian American students can experience 

while in their pre-service teaching years (Goodwin et al., 1997; Nguyen, 2008).  In 

Nguyen’s (2008) study, one Vietnamese pre-service teaching participant reported the lack 

of acknowledgement by the many parents who came into her classroom.  The parents 

greeted the American paraprofessionals, but they “looked down” on the participant even 

though she was teaching their children for eight consecutive weeks (p. 16).  In addition, 

school administrators, parents, and students often view Asian American teachers as 

incapable of handling urban classrooms (Gordon, 2000) or do not speak well enough 

(Goodwin et al., 1997) to teach.  Moreover, there is a general perception that students do 

not respect Asian American teachers as much as White teachers.  These subtle and overt 

forms of discrimination can lead to doubts about teaching in a profession where you are 

unwanted (Bracey, 2001).   
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 As a final negative extrinsic factor, the lack of institutional support have made it 

very difficult for some Asian American students to pursue a teaching career (Goodwin et 

al., 1997; Yee, 2009).  Studying Cambodian American teachers in Los Angeles as they 

are looking for teaching positions, Yee (2009) reported that the lack of financial support, 

recruitment program, and support networks of role models or peers for encouragement 

caused lack of confidence and were difficult to overcome.  Nguyen (2008) listed the lack 

of culturally relevant pedagogy in higher education and teacher preparation programs as a 

deficiency for Vietnamese American pre-service teachers.  Goodwin et al. (1997) found 

there were no support for those who were struggling with the certification process, 

especially recent immigrants who had language, financial, and immigration status issues.  

The lack of programs to support Asian Americans who are pursuing teaching may be due 

to the widespread model minority beliefs.  Conversations about increasing minority 

teachers and ways to attract more minorities to teaching often do not include Asian 

Americans (Goodwin et al., 1997).  

Negative Intrinsic Factors or Barriers 

 Negative intrinsic factors include low self-efficacy, poor self-concept, and the 

self-perceptions that race-matched teaching is unimportant (Chiang 2009; Goodwin et al., 

1997; Gordon, 2000; Ng et al., 2007).  Gordon (2000) argues that language issues, 

including the fear of public speaking due to the presence of an accent and lack of English 

proficiency and the belief in the Chinese culture to avoid speaking about oneself, 

contribute to the low self-efficacy of Asian Americans who believe teaching is not the 

right career for them.  In the traditional Chinese culture, teachers are viewed as “perfect” 
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role models with superior skills and high competence in the craft of teaching.  Those who 

do not possess high self-efficacy are unqualified to teach (Gordon, 2000). 

Relatedly, low self-efficacy often times corresponds with a poor self-concept as 

well.  Viewing themselves as “foreigners” (Ng et al., 2000) and “invisible” with no 

authority (Nguyen, 2008), some Asian Americans have a personal sense of inadequacy to 

handle other peoples’ children who are ethnically diverse and may be “unruly, 

undisciplined, and gang oriented” (Gordon, 2000).  This internal fear of working outside 

their comfort zone can be attributed to the self-internalization of some of the model 

minority stereotypes that view Asian Americans as silent, small, and weak.  As explained 

in CRT, constant exposure to such beliefs can cause the individual to develop an identity 

to match what is seen or heard in everyday life (Ladson-Billings, 1998).  

The final negative intrinsic factor is the self-perception that race-matched 

teaching is unimportant.  Participants in the studies rejected the notion that ethnic 

background was an important consideration for teachers (Gordon, 2000).  These 

informants believed pedagogy was the only quality that matter once students grasped the 

English language. In a contrasting study, Chiang (2007) conducted interviews with 

sixteen Chinese parents who had no children in the teaching profession.  Of the sixteen 

parents, three lived in the U.S. for ten to nineteen years while thirteen parents lived in the 

U.S. for more than twenty years.  It was found that eight out of the sixteen parents 

believed there is a need to recruit more Chinese American teachers.  The parents cited 

reasons such as, “Bilingual education is important”; “Asian teachers work harder”; 

“Chinese culture is getting more and more important with time”; and “more Chinese 

teachers will be able to preserve and teach what is good and true about the Chinese 
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stories by interacting and sharing with young people through personal experience and 

understanding of an important part of human universals” (Chiang, 2007, p. 6).  These set 

of parents were possibly more aware of the importance of multicultural education and 

how teacher diversity can provide a more culturally relevant pedagogy (Ladson-Billings, 

1995). 

Recruiting Teachers of Color 

The need to increase the diversity of the teaching force has been on the national 

radar since the mid-1980s.  In 1972, the U.S. Department of Education began collecting 

demographic data of newly desegregated schools.  In the first decade, there was a 10 

percentage point gap between students of color and teachers of color (U.S. Department of 

Education, 2001).  This gap has increased since then and there is a 28 percentage point 

gap between the two groups despite national recruitment efforts (Villegas, Strom, & 

Lucas, 2012).  Two education organizations in the late 1980s, the Carnegie Task Force on 

Teaching as a Profession and the National Commission for Excellence in Teacher 

Education, began efforts to create special programs to attract people of color into the 

teaching profession.  Colleges and universities responded by actively recruiting and 

offering support for their current preservice students in teacher education (Clewell & 

Villegas, 1998).  By the early 1990s, the Education Commission of the States instituted 

policies designed to increase teacher diversity.  This trend continued on through the next 

two decades with an emphasis on a variety of recruitment strategies: (a) teacher cadet 

programs targeting pre-college student sometimes known as “homegrown” programs; (b) 

career ladders for paraprofessionals seeking to become teachers; and (c) extensive 
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financial incentives including scholarships, signing bonuses, and loan-forgiveness 

programs (Villegas et al., 2012). 

Asian Americans are often ineligible for special recruitment projects, fellowships, 

scholarships, and state programs designed to assist the minority groups.  Goodwin (1995) 

suggests this may be due to the belief that all Asians are already high achieving “model 

minorities” and therefore are not in need of any support.  This specific type of overt 

racism is not only allowed to happen, it is commonly accepted as “normal” practice 

within the educational world. 

School Leaders’ Roles in Closing the Teacher Diversity Gap 

School administrators have the challenge of creating a culture that respects 

student diversity and hiring a diverse teaching staff.  The benefits of hiring a diverse staff 

are detailed next.  Graham (2014) proclaims a culturally diverse teacher workforce 

benefits students linguistically, racially, and the multiple perspectives mirrors the world 

around them.   Ladson-Billings (1995) explains that a diverse teaching staff are more 

likely able to provide culturally relevant pedagogy.  Other researchers cite that students 

are more apt to academically achieve (Ingersoll & May, 2011; Villegas et al., 2012) and 

view the school as more welcoming places (Boser, 2014).   Many empirical research also 

show other benefits for schools with high teacher diversity.  They include providing 

positive role models, cultural sensitivity, commitment to equity and justice, deeper 

multicultural exposure and different perspectives for real-world experiences (Dee, 2004; 

Johnson, 2008; Ladson-Billings, 1995; Ochoa, 2007; Villegas & Irvine, 2010).  In 

addition, research shows that teachers of color can also be effective for all students, 

minority and majority.  Ozbalas (2008) labels such teachers as “critical pedagogues” (p. 
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301), explaining that by drawing upon the teacher’s unique cultural background and 

experiences, those teachers continuously ask their students to reflect upon their own 

cultural and ethnic identities and force their students to critically think for themselves. 

School leaders play a pivotal role in decreasing the teacher diversity gap.  The 

first step for school administrators would be to re-assess their hiring practices to 

appropriately search and hire diversity that meets the mission and goals of the school 

(Brosnan, 2001; Kayes, 2006; Robinson-Neal, 2009). The practice of race-matched 

teaching, hiring teachers who mirror the ethnic backgrounds of the student population, is 

an acceptable practice that should be used whenever possible (Ingersoll & May, 2011).  

Villegas, et al. (2102) claim that when school administrators hire more teachers of color, 

schools benefit because it gives them more credibility with students of color.  According 

to Grant and Sleeter (2007), without the personal insight that teachers of color have on 

societal inequalities, students of color do not commit to school learning.  In the best 

interest of all students, school administrators should try to diversify the hiring of faculty 

and staff. 

School administrators must also provide appropriate professional development 

and training for all teachers.  All teachers need to be able to differentiate instruction in 

order to meet the complex academic interests and needs of culturally and linguistically 

diverse students (Choi, 2012), understand culturally responsive practices (Ladson-

Billings, 1999; Villegas et al., 2012), and expose teachers to diverse experiences and 

perspectives from people of color (Villegas & Irvine, 2010).  It is important to note that 

while hiring teachers of color may benefit all students, some researchers believe it is not 

necessary to assign teachers to students solely on the basis of race and ethnicity (Ladson-
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Billings, 1994; Landsman, 2001; Paley, 2000).  Culturally relevant pedagogy can be 

mastered by teachers of all races and ethnicities. 

School administrators must focus on investing in homegrown teachers.  Many 

school districts have “Grow Your Own” projects focused on recruiting and retaining 

teachers of color from within the community.  These efforts are successful at addressing 

the teacher turnover, teacher-student cultural mismatch, and faculty diversity issues (; 

Graham, 2014; Villegas & Lucas, 2004).  School administrators must also seek out 

programs and opportunities outside of their own district efforts to increase teacher 

diversity.  Recent legislation such as the 2012 Higher Education Budget allows 

administration to request funding for minority-serving institutions to increase the pool of 

effective teachers of color (U.S. Department of Education, 2010).  Some non-traditional 

pathways have had success in recruiting teachers of color (Clewell & Villegas, 1999) 

while other alternative certification pathways have not been successful in developing, 

recruiting, and retaining effective teachers in general.  Graham (2014) suggests the need 

for program evaluations in order to determine which programs should be increased in its 

scope, funding, and size.  To guide which programs warrants allocation of funding and 

resources, educators must be able to convince policymakers through research based 

evidence in the form of carefully designed studies (Villegas et al., 2012).   



 

III. METHODOLOGY 

The purpose of this study is to examine why so few Asian American STEM 

college students go into the teaching profession.  This study identifies some barriers and 

motivations for Asian American STEM college students who have considered becoming 

secondary math or science teachers.  The goal of the study is to explore what school 

leaders can do to recruit more Asian Americans STEM college students to become 

secondary math or science teachers.  Targeted formulation of solutions and strategies for 

the Asian American population of STEM students will address two major issues:  

decreasing the teacher diversity gap and increasing the number of highly qualified STEM 

teachers. The research questions addressed in this study are: 

1. What do Asian American college students in a STEM teacher preparation 

program report are influences in their decision to pursue teaching secondary 

math or science? 

2. What do Asian American college students in a STEM teacher preparation 

program report are influences in their decision to no longer pursue teaching 

secondary math or science? 

3. What do Asian American college students in a STEM teacher preparation 

program report are possible strategies that can be used to address the barriers 

and to support the motivations in an effort to increase the recruitment of Asian 

American STEM teachers? 

This chapter begins with the rationale for the use of a qualitative, collective instrument 

inductive case study approach.  It continues with the description of the research design 

including the contexts of study, the multiple types of sampling used, and the detailed case 
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selection process of the final participants in the study.  An explanation of the inductive 

data analysis methodology follows. This chapter concludes with a description of how this 

study protected participants’ human subject rights. 

Rationale 

This study employed a qualitative, collective instrument multi-case study design 

(Bogdan & Biklen, 2007; Denzin & Lincoln, 2005; Miles, Huberman, & Saldana, 2014).  

Qualitative research produces rich descriptions of people, place, conversations, context, 

and it deals with the interrelationships among all that exists, something which cannot be 

handled by statistical procedures (Creswell, 2007; Bogdan & Biklen, 2007; Glesne, 

2011).  Researchers employing qualitative research strategies place a high emphasis on 

describing, understanding, and interpreting a socially constructed phenomenon rather 

than measuring data.  This study unpacked socially and culturally situated experiences 

and perceptions of Asian American college students who are pre-service teachers in a 

STEM teacher preparation program in order to explore the phenomenon of the lack of 

Asian American teachers in U.S. schools.  According to Denzin and Lincoln (2005), 

phenomenological research is grounded in social and behavioral sciences and has deep-

rooted connections to philosophical theories, such as SCT and CRT.  This study 

investigated the phenomenon using the lens of educational and social psychology; thus, 

this design would be the appropriate method to employ. 

This study used a collective instrument case study approach.  A case study is 

defined by Bogdan and Biklen (2007) as “a detailed examination of one setting, or a 

single subject, a single depository of documents, or one particular event” (p. 59).  In 

particular, this researcher used a multi-case study approach, conducting two or more case 
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studies and then comparing and contrasting their contexts.  A multi-case study is an 

effective approach for this research because the complex experiences of diverse types of 

Asian Americans may show unique differences but also generate possible similarities 

among the multiple cases.  The seven case studies in this research inductively generated 

the emerging themes that are discussed in detail in Chapter IV. 

Research Design 

Qualitative methodology investigates the why and how of human behavior and the 

decision-making process, not just the what, where, and when (Denzin & Lincoln, 2005).  

The need for smaller, focused samples are often used rather than large samples (Miles et 

al., 2014).  The focused sample used in this study attempted to capture the diversity 

among the Asian American population here in the U.S.  The following section includes a 

description of the setting for the research and how the participants for the survey and 

interview were chosen.  The case selection process is described in detail, including how 

the participants were selected using an extreme case sampling method.  Descriptions and 

backgrounds of the final participant sample provide a more contextualized interpretation 

of the phenomenon. 

 Context of the Study 

The general setting for this study was an urban, tier one, four-year state university 

in Southeast Texas.  The Hispanic Serving Institution (HSI) is the second most ethnically 

diverse major research institution in the United States.  With students from 137 nations, 

the breakdown of race and ethnicity include 29 percent White, 27 percent Hispanic, 20 

percent Asian American, 10 percent Black, and 10 percent International students.  

Undergraduates comprise 76.5 percent of the student population and 75 percent of these 
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students are full-time.  Twelve percent of all undergraduates are in the College of Natural 

Sciences and Mathematics (NSM).  In the NSM College, there are 29 percent Asian 

American, 25 percent White, 21 percent Hispanic, 15 percent International, and six 

percent Black.  These data are from the latest released facts from the Fall 2014 semester. 

Case Selection – Multiple Types of Sampling 

A strong research study incorporates multiple sampling strategies (Creswell, 

2007; Glaser & Strauss, 1967; Miles & Huberman, 1994; Miles, Huberman, & Saldana, 

2014; Morse, 1991; Onwuegbuzie, Leech, & Collins, 2012).  This section details the 

different types of sampling chosen for this study. 

Convenience sample.  Marshall and Rossman (2006) suggest that qualitative 

researchers should choose a site and sampling based on convenience, accessibility and 

proximity to the researcher.  As a student and employee at the university, this researcher 

will have ample time and advantages to conduct a thorough research study.  The low cost, 

ease and speed for the participants and researcher are great advantages in this study.  The 

participants were easily contacted and they all knew the exact location to report for the 

interview process. 

Criterion sample.  This study also used criterion sampling to identify a sample 

that meets the predetermined characteristics that are important for studying the 

phenomenon (Miles et al., 2014).  Participants had to fit specific general requirements in 

order to be considered for the initial sample for the study. Creswell (2007) suggests 

criterion sampling can be used for identifying case participants who should be followed 

up based upon their responses on a standardized questionnaire.  For this reason, only 

survey results from participants meeting the criteria of this study were considered.  The 
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criteria for participant selection are as follows: (a) students who self-identify as Asian 

American; (b) students with a major in Science, Technology, Engineering, or Math; (c) 

students who were currently or previously enrolled in at least one teacher preparation 

course at the participating university.  From the criterion sample, eligible participants 

were then sorted based upon their survey scores.   

Purposeful and extreme case sampling.  Creswell (2007) explains purposeful 

sampling allows the qualitative researcher to choose the number of participants and the 

specific criteria in order to enlighten the researcher about specific aspects of the 

phenomenon being studied.  Miles and Huberman (1994) encourage researchers to seek 

out extreme cases in order to develop a deeper and richer understanding of a 

phenomenon.  For phenomenological studies, it is recommended that five to 25 

participants are interviewed (Creswell, 2007; Morse, 1991).  Other researchers agree that 

the number of participants can vary, provided that saturation and sufficiency for the study 

is met (Miles et al., 2014) or the saturation point is evident when information begins to be 

repeated and no new data are revealed (Glaser & Strauss, 1967).  All of the chosen 

extreme cases previously expressed at least some desire to teach at one point in their 

college career.  The survey scores were sorted into quartiles, with the lower and upper 

quartiles being eligible to participate in the interview process.  After invitations were sent 

out to the extreme cases, participants were carefully chosen to represent well the 

demographically diverse population of Asian Americans.  Initially, six extreme cases 

were chosen, with half from the lower quartile and half from the upper quartile.  A 

seventh participant, who was South Asian (Pakistani), was chosen from the upper quartile 

in order to meet data saturation and to account for all Asian American subgroups.  The 
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final target sample included a diverse racial makeup, both males and females, different 

immigrant or generational status, varying ages, and a wide ranging likelihood to become 

a teacher (from extremely unlikely to extremely likely).  

Nested sample.  Nested sampling designs use members of the subgroup to 

represent a subset of the full sample in order to generate theory and/or to improve 

understanding of a phenomenon (Onwuegbuzie et al., 2012).  Onwuegbuzie, Leech, and 

Collins (2012) suggest using nested sampling designs to select key informants who can 

provide the voices for the subset of the larger sample.  Nested sampling can also be used 

for emerging (allowing a theory to emerge from the data) or constructivist (focuses on the 

views, attitudes, beliefs, values, feelings, and assumptions of individuals) research 

(Onwuegbuzie & Leech, 2007).  Glaser and Strauss (1967) believed nested sampling 

designs are pertinent for grounded theorists.  In this study, the subset group of the 

subgroup of the initial sample were obtained by meticulous selection.  These individuals 

may act as the key voices for their respective race, sex, social, and cultural demographics. 

Figure 1 illustrates the nested sampling design utilized for this study. 
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Figure 1.  Illustration of nested sampling design being utilized. 

 

Participants 

This section introduces the background information of the seven participants 

selected in the final sample.  There were a total of 32 respondents from the initial survey 

questionnaire who met the criteria for the study.  The criterion sample was then divided 

into quartiles according to their survey scores.  Participants from the upper quartile and 

lower quartile were then eligible to be invited for the interview process.  Table 1 shows 
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the participants in the upper and lower quartile, their ranking, and survey scores.  These 

extreme case participants provided rich insights into the phenomenon being studied in 

this research.  Demographic information and their likelihood to teach are shown in Table 

2, Participants and Their Background Information.  Participants were asked to choose 

pseudonyms that represented their ethnic heritage.  All participant data collected during 

the semi-structure interviews were kept in a password protected, encrypted file and folder 

on a password protected computer in order to maintain confidentiality of the participants 

and their families.   
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Table 1 

Eligible Participants from the Lower and Upper Quartiles 

Note. *Participant N missed the interview appointment and then did not reply back to reschedule. 

Participants Rank Total Points Sex Ethnicity Immigrant or Generational Status 
A. Did not reply 

B. Kevin Ocampo 

C. Did not reply 

D. Nancy Chey 

E. Jackie Chan 

F. Next option 

G. Next option 

H. Next option 

I.  Next option 

J.  Next option 

K. Emily Park 

L. Nicole Fogle 

M. Did not reply 

N. Missed appointment 

O. Fatima Jamal 

P.  Joe Vu 

1 

2 

3 

4 

5 

6 

7 

8 

25 

26 

27 

28 

29 

30 

31 

32 

-120 

-45 

-15 

-10 

-5 

0 

10 

15 

110 

110 

115 

115 

135 

135 

155 

195 

Male 

Male 

Female 

Female 

Male 

Female 

Female 

Male 

Male 

Female 

Female 

Female 

Female 

Female 

Female 

Male 

Southeast Asian 

Southeast Asian 

South Asian 

Southeast Asian 

East Asian 

Southeast Asian 

South Asian 

Southeast Asian 

South Asian 

Southeast Asian 

East Asian 

East Asian 

Southeast Asian 

Southeast Asian 

South Asian 

Southeast Asian 

1st generation 

1st generation 

2nd generation 

1st generation 

Immigrant 

1st generation 

1st generation 

1st generation 

1st generation 

Immigrant 

Immigrant 

2nd generation 

Immigrant 

2nd generation 

Immigrant 

1st generation 
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Table 2 

Participants and Their Background Information 

Participants Age Sex Ethnic Origins 
Place of Birth/Age of U.S 

Arrival Likelihood to teach 
College 
Major 

Emily Park 20 Female Korean Korea; 6 years old Extremely likely Math 

Jackie Chan 20 Male Chinese Hong Kong; 11 years old  Unlikely Technology 

Nicole Fogle 20 Female Japanese/Taiwanese-
German Texas; Second-generation Extremely likely Science 

Kevin Ocampo 22 Male Filipino The Philippines; 10 years 
old Extremely unlikely Science 

Nancy Chey 22 Female Cambodian-
Vietnamese Cambodia; 11 years old Unlikely Science 

Joe Vu 23 Male Vietnamese Vietnam; 2 years old Extremely likely Math 

Fatima Jamal 34 Female Pakistani Pakistan; 14 years old Extremely likely Math 
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Data Collection 

The collective instruments and sources of data include surveys and interviews.  

Bogdan and Biklen (2007) recommend multiple sources because specific details from a 

wider array of data build an in-depth understanding of the phenomenon.  Each of the 

instruments is detailed below. 

 Surveys 

A solicitation email, attached in Appendix A, were sent to 454 college students 

who have taken or are currently enrolled in at least one course in a teacher preparation 

program within the past two years.  The email explained the purpose of the study and it 

contained a web link to the 12-item closed-ended survey questionnaire.  Participants 

selected “yes” at the beginning of the questionnaire to indicate their voluntary consent to 

complete the survey.  The first four questions of the survey were used to determine if the 

participant meets all of the inclusion criteria: (a) students who self-identify as Asian 

American; (b) students who had a major in Science, Technology, Engineering, or Math; 

and (c) students who were currently or previously enrolled in at least one course in a 

teacher preparation program in a specific university.  Questions five through twelve 

collected additional demographic information, social and cultural perceptions, and their 

likelihood in becoming a secondary math or science teacher.  Survey scores were 

collected and sorted into quartiles.  A total of 32 out of 52 respondents met the criterion 

sample and the upper and lowe52r quartiles were eligible for the interview process.  The 

extreme cases were carefully selected for the final participant sample. These individuals 

act as the key voices for their respective race, sex, social, and cultural demographics 

(Glaser & Strauss, 1967).  The complete 12-item survey questionnaire is in Appendix C. 
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 Interviews 

Semi-structured interviews were conducted on seven participants in the final 

sample of this study.  The semi-structure interview approach provided a descriptive and 

exploratory process in which the participants are asked the same guiding questions on the 

main talking points but were allowed to elaborate.  This method allowed the researcher to 

collect new information not previously thought of as pertinent by the researcher (Miles 

and Huberman, 1994).  Participants were invited to participate in the one-on-one 

interviews and each lasted between 30 to 60-minutes.  The location of the interviews was 

on campus, in the researcher’s office space.  The office door was closed to provide 

privacy and the meeting to place at the convenience of the participants.  Prior to the start 

of the interview, participants received a brief introduction to the study and the interview 

protocol was followed.  Each participant were asked the same 14 open-ended questions 

and they will be allowed to diverge from the initial questions asked.  The researcher 

asked questions about the participants’ background and family history, their viewpoints 

on education and teachers in their homeland and in the U.S., how they perceive their 

parents’ beliefs, and how the decision-making process on the possibility of a teaching 

career developed.  The complete interview protocol and questions are attached in 

Appendix D.   

All interviews were videotaped, transcribed verbatim within 48 hours, and non-

verbal behaviors deemed as important were recorded as well.  Non-verbal data are often 

neglected in data collection but such behaviors may reveal attitudes and cognitive 

processes not readily apparent from verbal data (Creswell, 2007; Onwuegbuzie, et al., 

2012).  A transcription of the non-verbal behaviors helped the researcher to achieve data 
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saturation.  Pseudonyms were chosen by the participants.  Each participant were asked to 

choose a surname that was common among their race.  In the case of Nicole Fogle, she 

chose that particular surname because both of her parents are half-German.  The data 

collected is being kept in a password protected, encrypted file and folder on a password 

protected computer. 

Data Analysis 

Miles, Huberman, and Saldana (2014), define a code “as most often a word or 

short phrase that symbolically assigns a summative, salient, essence capturing, and/or 

evocative attribute for a portion of language-based or visual data” (p. 72).  The researcher 

used the interview transcripts, observation notes from the one-on-one interviews sessions, 

and transcriptions of non-verbal behaviors to properly code the content and capture the 

essence of the data (Miles et al., 2014; Saldana, 2013).  The entire data coding process 

occurred in two cycles.  The First Cycle focused on a broader scope of meaning and in 

the Second Cycle, the researcher refined and reconfigured the codes from the First Cycle 

in order to have more accuracy, description, and summation of the represented data 

(Saldana, 2013).  The method of constant comparison was utilized in this study to 

identify emerging themes and subthemes from the categorization of the coded data 

(Glaser & Strauss, 1967; Miles et al., 2014). 

The researcher used QDA Miner Version 4.1.22, a qualitative data analysis 

software developed by Provalis Research, to assist in the management, coding, and 

analyzation of the data.  The software accepted the importation of transcription data 

stored as text in Microsoft Word files.  Each of the seven participants’ transcripts were 

imported into QDA Miner Version 4.1.22 and coding was done electronically within the 
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program.  The researcher read and reread through the data in order to carefully get a 

sense of the whole and to promote immersion with the data (Creswell, 2007).  The 

researcher also jotted down some thoughts and comments as they come to mind and 

created an organized summary of the main ideas for each of the three research questions.  

The goal was to develop categories and themes which were internally consistent but 

distinct from one another (Bogdan & Biklen, 2007; Miles, et al., 2014).  During the 

analyses, all emergent themes within each individual transcripts were coded.  When the 

same theme appeared in at least half of the other transcripts, those were deemed 

significant.  For this study, those significant emerging themes must appear in at least five 

of the seven (over 70 percent) participants’ transcripts in order to qualify as prevalent 

themes.  All other uncommon themes were recorded and accounted for to ensure all 

participants’ voices were captured, although they are not elaborated upon in the results 

section. 

A list of initial codes were generated based upon the categories, themes, and 

subthemes.  After the First Cycle was complete, the data were reread again prior to 

performing the Second Cycle.  During the subsequent cycle, initial codes and their 

descriptions were edited, new codes were added, and redundancy was eliminated 

(Saldana, 2013).  A list of the final codes used is presented in Table 3.  Using data results 

collected from QDA Miner Version 4.1.22, tables and figures were made to illustrate the 

findings in a clear and concise manner.  These representations are shown in Chapter IV. 
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Table 3 

List of Codes and their Descriptions 

Codes Categories Themes Subthemes 
Mot_Sup_F 

Motivations 

Feeling 
Support in 
Teaching 

Friends Approval or Support 
Mot_Sup_T Teachers Approval or Support 
Mot_Sup_P Parents Approval or Support 
Mot_Sup_O Other Relatives Support 

Mot_RM Inspiring Role Models (teachers, principals) 
Mot_Diff Desire to Make a Difference (contribute, give back) 
Mot_ME Prior Mastery Experiences (tutoring, teaching) 

Mot_HSE High Self-efficacy in Math/Science 
Mot_L2T Love of Teaching 

Mot_Youth Working with Youth 
Mot_JB Job Benefits (time off, job security) 

Bar_Cul_Exp 

Barriers 

Cultural 
Pressures 

High Expectations for Academics 
Bar_Cul_Nar Narrow Success Frame 

Bar_Cul_NoSup Lack of Parental Support 
Bar_Cul_Brag Bragging Rights/Competitive 
Bar_Cul_ISC Interdependent Self-construal 

Bar_Sal Low Salary 
Bar_2ndPlan Teaching is Backup Choice 

Bar_LP Low Prestige 
Bar_Lang Language/Public Speaking 

Bar_Soc Societal Views (Asian stereotypes) 
Bar_Fam Family Obligations 

Strat_SN_FIP 

Strategies 

Support 
Networks 

Faculty Inside Program 
Strat_SN_Peer Peer Clubs/Organizations 
Strat_SN_FOP Faculty Outside Program 
Strat_SN_Adv Advising/Counseling/Staff 
Strat_SN_AA Alumni/Ambassadors 

Strat_EDU_PD 
Educational 
Trainings 

Prof Dev/Workshops 
Strat_EDU_Job Employment/Volunteering 

Strat_EDU_CRP Culturally Relevant Pedagogy 
Strat_Sal Increase Salary 

Strat_Expo Early Exposure (high school programs) 
Strat_CC Provide Child Care 
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IRB/Human Subject Clearance 

This study complied with the requirements set out by the university’s IRB 

committee.  A more detailed description of the human subject population, methodology, 

confidentiality, amount of time involved, along with the potential benefits and risks were 

fully explained to all participants.  Consents were obtained through the use of appropriate 

means as outlined by the IRB committee.  An approval letter is attached in Appendix E. 

Limitations of the Study 

The sample size of seven participants is a mild limitation of this study.  Creswell 

(2007) and Morse (1991) recommend that five to 25 interview participants are used for 

qualitative studies.  Using seven participants is on the lower end; however, the researcher 

believes that data saturation and sufficiency for the study were met.  Information began to 

repeat and no new data were revealed after the seventh participant was interviewed.  This 

logic is supported by Miles et al. (2014) and Glaser & Strauss (1967).  Researcher bias is 

also an important consideration.  The researcher is an authoritative figure, a clinical 

associate professor, within the teacher preparation program and has varying degrees of 

relationships with the participants of the study.  This qualitative research was dependent 

on the researcher collecting data and conducting interviews of students who were, in 

some cases, in the researcher’s courses.  In addition, the researcher’s ethnic background 

and personal experiences are similar to the chosen participants of the study.  It is often 

difficult to maintain complete objectivity throughout the entire research process given the 

extreme familiarity.  See Appendix G for an elaboration on the positionality of the 

researcher.   
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Safeguards were used to maintain objectivity.  These safeguards include 

withholding personal advices and opinions, asking clarifying questions to verify 

the accuracy of recording the participants’ perspectives, allowing participants to 

speak in their native language if applicable, and asking for translations whenever 

necessary.  Every effort was made to allow the participants to feel relaxed, and 

confirmation to the accuracy of their recorded statements were obtained in each 

interview.  The researcher must acknowledge, however, that despite all efforts, 

researcher bias was not fully eliminated. 



 

IV. RESULTS OF THE STUDY 

This chapter responds to the study’s three research questions:  (a) What do Asian 

American college students in a STEM teacher preparation program report are influences 

in their decision to pursue teaching secondary math or science?; (b) What do Asian 

American college students in a STEM teacher preparation program report are influences 

in their decision to no longer pursue teaching secondary math or science?; and (c) What 

do Asian American college students in a STEM teacher preparation program report are 

possible strategies that can be used to address the barriers and to support the motivations 

in an effort to increase the recruitment of Asian American STEM teachers? 

Prior to addressing the findings, each participant was examined through a case sketch in 

order to create a deeper context and understanding for their perceptions and beliefs.   

Participant Biographies, Perceptions, and Experiences 

This section presents the biographical sketches for each participant.  In qualitative 

case studies, understanding the subject’s social context and their autobiographical 

philosophies serve as a catalyst to have a better understanding of how their perceptions 

and beliefs are formed (Miles, et al., 2014).  To begin each case study, questions were 

asked to explore each participant’s self-ethnoracial identification, familial relationship, 

and their educational experiences.  These questions helped to establish a trusting 

relationship with the research participants and to obtain adequate relevant background 

information prior to exploring the research questions (Miles et al., 2014).  Key statements 

from each participant’s transcript are shared in this section.  A more in-depth look at the 

participants’ perceptions and beliefs in regards to the research questions follows after the 

biographical sketches. 
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Case 1:  Ms. Emily Park  

Ms. Emily Park was a 20 year old Mathematics major who was currently a junior 

in college.  Both of her parents are Korean and she dually identified herself as an 

immigrant and first-generation Korean American.  Her mobility was limited and she used 

specialized crutches to move around because of cerebral palsy, a condition which 

appeared in early childhood.  Cerebral palsy is a permanent movement disorder that can 

cause poor coordination, stiff muscles, weak muscles, seizures, and in some cases, the 

person can have difficulty with the ability to think and reason.  Emily expressed her 

parents’ anger towards the Korean school system for discrimination, placing her into a 

different school with other children who had learning disabilities: 

They were angry with the system in Korea.  They felt like they didn't have any 

power because they, the education system in Korea, were making me do 

elementary things for a very long time; and they knew and I knew that I could do 

so much more, and can do better things than that. 

When Emily was asked to elaborate on the discrimination and how it affected her, she 

responded: 

There was this test that I did for creativity and intelligence, and it actually came 

back that I was pretty normally intelligent or even more.  But the [other] parents 

doubted that pretty heavily, and so they thought that there was something wrong 

with the test or the system rather than just acknowledging that I am intelligent. 

That made me want to become a teacher more because I want to create a safe 

space [for students], and be able to let students have that place where they can feel 

comfortable. 
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Due to her early treatment in the Korean schools, her parents decided to move the family 

to the U.S. when Emily was six years old.  The uprooting and emigration of the family 

due to her own circumstances contributed to the pressure Emily felt as a child: 

I had a lot of anxiety and depression.  My parents are used to being on high stress 

because that’s the culture in Korea.  Recently I told my mom I was struggling 

with a lot of high anxiety, and she said it was just a regular thing, that it was okay 

and it’s not an issue. 

Her parents’ stern treatment and high expectations for her academics also gave insight 

into her family dynamics.  Emily spoke about her parents’ involvement in her schooling: 

They weren’t in the PTA (Parent Teacher Association), and they didn’t volunteer 

or come out to functions at all.  They do not value extracurricular activities and 

my mom even told me art doesn’t matter, just focus on math and science.  They 

never told me that they were proud of me.  It took 18 years for me to hear that 

they were proud of me.  I didn’t hear it until I got to college. 

The evidence for parental influence on her career choice was demonstrated when Emily 

conveyed her mother’s denial of her chosen career path: 

She (Mom) wanted me to go into the engineering field with math rather than 

teaching.  She would say little things like, “See, when you become an engineer, 

you could make it yourself!” Even now, she is proud to tell others that I am a 

Math major but she leaves off the part that I am becoming a teacher. 

Table 4 shows a summary of Emily’s perceptions and experiences. 
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Table 4 

Ms. Emily Park’s Perceptions and Experiences 

Parent’s views on 
education in the 
U.S.  

Parent’s views on 
education in their 

native country 
Parent’s views on 

teachers in the U.S. 

Parent’s views on 
teachers in their 
native country 

Academic 
difficulties 

Non-academic 
difficulties 

Lacks rigor, 
especially prior to 

college 

Very rigorous, 
requirements 
studying until 

midnight  

Absence of opinion 
due to lack of first-

hand school 
involvement  

Well-respected, 
teacher pay is high  None 

Lack of creativity 
due to parental 

emphasis on math 
and science; 

anxiety/depression 
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Case 2:  Mr. Jackie Chan 

Mr. Jackie Chan was a 20 year old Technology major who was currently a junior 

in college.  Both of his parents are Chinese and he identified himself dually as an 

immigrant and first-generation Chinese American.  Jackie’s father lost his job in Hong 

Kong and since his aunt’s friend owned an electronics manufacturing company in 

Houston, Texas, the family emigrated to the U.S. when Jackie was 11 years old.  He 

began sixth grade in a large suburban school district in the Greater Houston Area.  Jackie 

spoke about his parents’ English language proficiency: 

They didn’t know English so they kind of just look at how I study as an 

evaluation of the American education system.  I believe my parents think that all 

[the] teacher do[es] is stand [at] the board and write stuff down.  That’s why they 

always tell me to sit in the front, pay attention, and don’t fall asleep.  I don’t think 

they know. 

Jackie further revealed his struggles at home with his family and how school became a 

safe haven for him: 

Growing up, every time we go out to a family dinner in Hong Kong or in the 

states, going out with uncles, family reunion and stuff, people always ask, “What 

do you want to be when you grow up?”  I had no answer.  I had family problems 

and having good teachers, caring teachers made me feel like school was a second 

home for me.  Having those teachers made me want to do the same for other 

students who might have family problems. And that’s why I chose teaching as an 

option. 
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Later in the interview, Jackie expressed more about the family pressure he felt, a possible 

cause for most of his family problems: 

Because of how much homework you have to do in Hong Kong, it is very 

stressful.  The way my parents were, the discipline, if you don’t finish your 

homework then you don’t really get to go to bed.  You are forced to finish those 

homework or you get slapped in the hand or something like physical discipline.  

According to the law, you’re not supposed to physically discipline the child, but I 

mean there’s good and bad just like everything. 

I noted Jackie was getting a little emotional.  He immediately spoke about another topic 

on his own and avoiding the topic of emotional support from his parents: 

Speaking of bullying, I do see even non-Asians getting bullied around in school.  

As for parental support emotionally at home, as I said before, my parents don’t 

speak English so I don’t really get academic support from there.  We are kind of 

low to middle class family so my dad has long working hours and my mom was 

not home very often either.  So it’s only me and my brother.  My brother was also 

in school so we both had homework to do.  It was tough finding help, especially 

English is my second language also.  Teacher was my only source of help. 

Jackie spoke about the why he decided to choose a STEM major: 

Well first thing[s] first, my language skill[s] is not the strongest compared to math 

and science.  General perception as I grew up in school was, “Oh you’re Asian.  

You’re good at math.”  I don’t know about the Asians who grew up in America, 

but the curriculum for math in Hong Kong is much faster.  By the time I moved 

here, multiplication is like addition for me; it’s second nature. 
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Jackie was no longer taking any courses in the teacher preparation program at the 

university.  When he was asked about his career goals, Jackie elaborated on his decision 

to pursue a different career path: 

eSports is viewed as a hobby or bad hobby by society, but with the rise of a game 

called League of Legends, the competitive gaming has been on the rise.  More and 

more people, even the media, see it as the same level of regular sports like 

basketball or football.  And I always had a passion for gaming.  As most people 

say, pursue your dreams while you are still young.  That’s why I decided not to 

become a teacher and pursue another career in [the] eSports field. 

Table 5 shows a summary of Jackie’s perceptions and experiences. 
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Table 5 

Mr. Jackie Chan’s Perceptions and Experiences 

Parent’s views on 
education in the 
U.S.  

Parent’s views on 
education in their 

native country 
Parent’s views on 

teachers in the U.S. 

Parent’s views on 
teachers in their 
native country 

Academic 
difficulties 

Non-academic 
difficulties 

Easy, laid-back 

Competitive, 
difficult 

curriculum, must be 
studious to succeed  

Very little opinion 
due to lack of first-

hand school 
involvement; 

teachers lecture a 
lot  

Good profession, 
teachers lecture a 

lot 

English language; 
low college GPA 

Family problems 
regarding discipline 
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Case 3:  Ms. Nicole Fogle 

Ms. Nicole Fogle was a 20 year old Biochemistry major who was currently a 

junior in college.  Her biracial mother was a Chinese-German who is originally from 

Taipei, Taiwan.  Her mother was accepted into a highly prestigious nursing school and 

held education in high regards.  Her biracial father was a Japanese-German from 

Okinawa, Japan.  His family did not attend college and he himself was a high school 

dropout.  Nicole’s father obtained his GED and enrolled in a nursing program, but he also 

dropped out of that program as well.  Nicole chose the pseudonym surname that closely 

resembled her self-identification as a second-generation Asian American.   

Nicole was born and raised in Texas and was valedictorian of her high school.   

The academic success created high expectations for her, especially from her mother’s 

side of the family: 

My parents are vastly different.  My mom grew up in Taiwan, China, and the 

Philippines and was able to get into a very prestigious nursing school while my 

dad’s side of the family never went to college.  My mom glorifies her own 

education and she thinks very highly of her instructors, but my dad doesn’t really 

speak about it.  My mom also believes education is not for everyone.  It is only 

for the special few who are very ambitious and hard working.  I guess this was 

due to the very different education systems she experienced while growing up.  

Education is a privilege, a gift and honor, so it should not be taken lightly.  She 

wanted me to become a doctor or lawyer. 

Nicole went on to elaborate about what she meant when she said her mother believes 

education is only for a “special few”: 
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Unlike here in America where everyone goes to school because it is the law, my 

mom believes only a special few can and should be educated.  She thinks either 

you go to college and become a doctor or lawyer or you should go into menial 

labor or “blue-collar” jobs.   

When asked whether if teaching in the U.S. would fall under the “blue-collar” label, 

Nicole responded: 

No, but my parents think teachers here are just babysitters.  There are too many 

people that teach outside of their expertise and since four years of college is the 

only requirement to teach, that is not enough training.  My mom doesn’t have too 

much respect for teachers here. 

The interview continued with me asking about how her mother felt with her decision to 

pursue teaching.  Similar to Emily’s mother, Nicole’s mother was holding out hope for 

the chance that her daughter would consider another career: 

My parents did not want me to be a teacher.  To make themselves feel better, they 

keep telling themselves that I’m going to get a Ph.D. in Biochemistry and that 

teaching is only a fallback plan. 

Table 6 shows a summary of Jackie’s perceptions and experiences.
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Table 6 

Ms. Nicole Fogle’s Perceptions and Experiences 

Parent’s views on 
education in the 
U.S.  

Parent’s views on 
education in their 

native country 
Parent’s views on 

teachers in the U.S. 

Parent’s views on 
teachers in their 
native country 

Academic 
difficulties 

Non-academic 
difficulties 

Not rigorous, too 
easy, lax, and 

homework is way 
too easy 

Competitive, 
privilege, a gift, 
prestigious; only 

meant for a special 
few 

Babysitters, 4-year 
college degree 

requirement is too 
little, not enough 

training, too many 
teaching out of 

their content; not 
much respect  

highly valued, 
esteemed and 

honorable 
None 

Social pressure 
from high 

expectations from 
parents and peers 
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Case 4:  Mr. Kevin Ocampo 

Mr. Kevin Ocampo was a 22 year old who was currently in Pharmacy school.  

Kevin’s family emigrated from the Philippines when he was 10 years old, and he self-

identifies as a first-generation Filipino American.  His grandfather was a science teacher 

and his grandmother was a math teacher and principal.  Both of his parents also taught 

some nursing courses for two semesters prior to moving to the U.S.  Kevin attended 

school in Texas starting in 5th grade.  In college, Kevin considered teaching as a backup 

option in case he did not get into Pharmacy school. 

Kevin’s parents believed education in the U.S. is easier than in the Philippines; 

however, they felt the quality of teaching is better in the U.S.  Sharing his parents’ 

lament, Kevin stated, “They still remember having to memorize every little thing that was 

presented by the teacher.  The teacher would write out a textbook on the blackboard.”  

Contrasting to the other participants, Kevin felt his parents had higher respect for the 

teachers in the U.S.: 

Since my mother’s parents were teachers, I do not think that they have a negative 

perception of teachers in general.  I feel like the reason they do not have an 

entirely positive view [is] due to the fact that the salary and prestige of teachers 

are so low in the Philippines.  However, I feel like they have more respect for 

teachers in the United States as they seem to be more interactive with their 

teaching and have a higher salary compared to those back home. 

When Kevin was asked how his beliefs compared to his parents, he stated: 
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I have an extremely positive view of teachers.  I have so much respect for what 

they are able to do in the classroom.  I was not even able to give a short lesson 

about fingerprinting that I prepared for weeks with a partner.  They have to do 

that every day.  The only viewpoint that I agree with is the low salary of teachers 

in general. 

Kevin then went on to discuss who influenced his decision to go to Pharmacy school: 

The people that influenced my decision the most were definitely my parents.  

Other relationships I had that influenced my decision to go to pharmacy school 

were my peers.  Most of them were on the pre-pharmacy track.  I mainly 

discussed the decision with my parents though.  They were the ones paying my 

tuition and supporting me.  I felt like they were the only people I could actually 

discuss the topic with. 

Kevin summarized his perceptions about his likelihood in becoming a secondary math or 

science teacher: 

The odds of me becoming a high school STEM teacher are very slim.  I feel like 

Asian Americans shy away from a degree in teaching mostly due to the prospect 

of a better salary.  It might be an overreaching generalization, but for the most 

part, Asian American parents think their kids should be doctors or lawyers to have 

a good life. 

Table 7 shows a summary of Kevin’s perceptions and experiences.
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Table 7 

Mr. Kevin Ocampo’s Perceptions and Experiences 

Parent’s views on 
education in the 
U.S.  

Parent’s views on 
education in their 

native country 
Parent’s views on 

teachers in the U.S. 

Parent’s views on 
teachers in their 
native country 

Academic 
difficulties 

Non-academic 
difficulties 

Somewhat easier, 
but quality is a bit 

better 

Lots of 
memorization of 
every little detail; 
copying copious 
notes form the 

blackboard  

More interactive 
with students; more 

prestigious and 
higher salary  

Not entirely 
negative but low 

salary and prestige 
None 

Social pressure 
from high 

expectations from 
parents and peers 
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Case 5:  Ms. Nancy Chey  

Ms. Nancy Chey was a 22 year old Biochemistry major who was currently a 

senior in college.  Her father was Cambodian and her mother was Vietnamese.  She was 

born in Cambodia but after her parents separated, Nancy went to live with her 

grandmother in Vietnam.  She stated that speaks three languages:  Cambodian, 

Vietnamese, and English.  Nancy first arrived in the U.S. when she was 11 years old, but 

her mother did not like the U.S. and she quickly moved back to Vietnam.  Two years 

later, Nancy came back to the U.S. and her family settled in Houston, Texas when she 

was 13 years old. 

During the interview, the researcher sometimes repeated the questions or stated 

them in another way in order to clarify the intent of the question.  The following 

conversations demonstrates Nancy’s communication skills in the English language: 

Sample Conversation 1 –  

Me:    How do you think your parents view education here in the U.S.? 

Nancy:   My mom supported me when I told her I wanted to go teach. 

Me:    What do your parents think about the education system here in the U.S.? 

Sample Conversation 2 – 

 Me:     What are your parents’ perceptions of teachers here in the U.S.? 

 Nancy:   The culture I think, one of it, and also harsh on the (long pause) 

 Me:      Harsh on whom? 

Nancy:   On the students.  They disciplines [sic] them, they you know, they 

physically [sic].   
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When asked to elaborate on her parents’ perception of education and teachers in the U.S. 

as compared to her native country, Nancy stated: 

In Vietnam, my mom think[s] it [is] more strict and that’s when they could 

discipline the kids better cause [sic] over here when she sees high school kids 

dress and all of that and the attitude, she was surprised and [sic] my brother came 

here very young, so he’s kinda [sic] there with them and my mom couldn’t really 

say anything. 

As for Nancy’s own views on education and teachers, she shared very similar 

perspectives with her mother.  She believed that doing a lot of homework, memorizing 

lots of facts, doing a lot of practice problems made education in Vietnam much more 

rigorous than education in the U.S.  Furthermore, Nancy believed the culture in Vietnam 

paid more respect to teachers as they were allowed to physically discipline the students if 

they deemed it was appropriate.  She also stated that U.S. teachers are restricted by the 

law, limiting the teachers’ ability to discipline students.  Nancy also claimed that it is 

frowned upon in the U.S. to hang out with students or to go over to a teacher’s house, but 

in Vietnam, that is how relationships are built with students.  Table 8 shows a summary 

of Nancy’s perceptions and experiences. 
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Table 8 

Ms. Nancy Chey’s Perceptions and Experiences 

Parent’s views on 
education in the 
U.S.  

Parent’s views on 
education in their 

native country 
Parent’s views on 

teachers in the U.S. 

Parent’s views on 
teachers in their 
native country 

Academic 
difficulties 

Non-academic 
difficulties 

A lot easier than in 
Vietnam; restricted 
by laws regarding 

discipline 

Lots of 
memorization of 
every little detail; 
harsh discipline on 

students  

Teachers are too 
easy on their 

students  

Highly respected; 
teachers can visit 

with students 
outside of school 

Language and 
communication 

skills 

Running the family 
restaurant; 

conflicting goals of 
medical school, 

becoming a 
secondary or higher 
ed Science teacher; 
no longer enrolled 

in teacher 
preparation 

program 
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Case 6:  Mr. Joe Vu  

Mr. Joe Vu was a 23 year old Mathematics major who was currently a senior in 

college.  After his father lost his job, his parents decided to move to the U.S. in order to 

seek better employment opportunities.  Joe’s family emigrated from Vietnam to Dallas, 

Texas over 21 years ago when he was 2 years old.  Although both of his parents have 

obtained their citizenship, they are not proficient in English.   

Joe self-identified as a first-generation Vietnamese American and he has five 

older siblings, four brothers and one sister.  During his childhood, both of his parents 

worked long, odd hours from three o’clock in the afternoon to midnight during the 

weekdays.  When Joe would arrive home from school, he was left alone to complete his 

academic work and chores.  His parents believed that their roles were to provide food and 

shelter by working to earn money and their children’s roles were to do well in school.  

Joe explained further: 

Well education, they just always assume that you do your own work.  They think 

it's not supposed to be hard. They just assume that you work to get the education 

and it gets easy when you get a job.  I guess they don't know how difficult it is so 

they assume that whatever it is you need to do in school, you can do it easily if 

I'm not playing games or something.  I just need to try. 

Joe continued to explain his family and school experiences, divulging what he believes 

attributed to his parents’ lack of school involvement: 

They don't understand the structure and curriculum in the U.S. schools.  They still 

don't understand English very much.  They can't really speak it to other people 

and they can barely understand it still.  So I guess they just don't have the network 
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to understand it well.  Because of the communication barrier and their work 

schedule, they did not participate in any school activities. 

Table 9 shows a summary of Joe’s perceptions and experiences. 
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Table 9 

Mr. Joe Vu’s Perceptions and Experiences 

Parent’s views on 
education in the 
U.S.  

Parent’s views on 
education in their 

native country 
Parent’s views on 

teachers in the U.S. 

Parent’s views on 
teachers in their 
native country 

Academic 
difficulties 

Non-academic 
difficulties 

Critical for getting 
a good job; easy 

Structure is more 
organized  

No opinion due to 
lack of first-hand 

school 
involvement; 

Respected, talented, 
sometimes teaching 
multiple subjects at 

many different 
grade levels 

None 
Transition from 
high school to 

college 
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Case 7:  Ms. Fatima Jamal 

Ms. Fatima Jamal was a 34 year old mother of two young boys, ages six and nine 

years old.  She was a senior Mathematics major and she self-identified as an immigrant.  

She was born in Pakistan but she spent the first ten years of her childhood living in 

Europe due to her father’s employment as a banker.  During that time period, the family 

lived in many countries, including Dubai, Egypt, Cypress, and Luxemburg. Her father 

retired when she was 11 years old and the family moved back to Pakistan, her parents’ 

native country.  Fatima’s mother was a housewife so both parents were home during 

Fatima’s teenage years.  Her father once had dreams to open his own school and her 

mother often volunteered at her schools when she was younger.  The family emigrated to 

the U.S. when Fatima was 20 years old, settling in Katy, Texas, and suburb right outside 

of Houston. 

 According to Fatima, the Pakistani community viewed higher education as a 

special privilege, a luxury afforded to only a select few.  A college degree from the U.S. 

was a highly coveted accomplishment in Pakistan.  Fatima explained her perceptions of 

education in Pakistan: 

There is a lot of disparity in the education system in Pakistan.  You have the Ivy 

Leagues and then you have the middle class thing going on, and then there are the 

government institutions, which is where mostly everybody goes.  There is a big 

gender difference as well.  For boys, you know, education is, there is no question 

about it.  For girls, you can do with an associate’s degree.  You don’t need a four-

year degree, or you might not need a degree at all.  When I came here, I had just 

done high school, and it wasn’t really important at that time for me to go to a 
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four-year college.  When I came here, for me, it was very important.  For my 

parents, it wasn’t very important.  For my father it was, but for my mother it was, 

“You’re fine. You can just get married and you're fine.” 

Fatima went on to clarify that Pakistani immigrants in the U.S. had different expectations 

for their children.  She stated, “If you are a Pakistani living here in the U.S., there is no 

way you would not send your kids to college.  You will do whatever it takes.”  She 

continued by expressing her perceptions on education in the U.S.:  

The Pakistani community in general is not very fond of high school education in 

the U.S.  They think Pakistani high school education is much better.  They're like, 

they learned the Pythagorean Theorem in 5th grade versus they learned it in 8th 

grade here.  When I came here, I felt that everything was too easy, and it needed 

to be stepped up a little bit, especially when I started doing my college core 

classes when I came here.  

In describing her perspectives about her parents’ perception on teachers, Fatima 

explained: 

Teaching is a very noble profession in Pakistan.  Typically teachers are what all 

girls should be doing.  They're really respected, and they're looked up to, and 

people usually go to them for advice.  Because of the lack of experience with 

teachers over here in the U.S., I don’t think they really have a view.  I think, 

teachers are teachers for them because they haven’t been here, they don’t know 

what teachers are like over here.  So I think they just accept it to be the same as it 

is in Pakistan.  

Table 10 shows a summary of Fatima’s perceptions and experiences. 
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Table 10 

Mrs. Fatima Jamal’s Perceptions and Experiences 

Parent’s views on 
education in the 
U.S.  

Parent’s views on 
education in their 

native country 
Parent’s views on 

teachers in the U.S. 

Parent’s views on 
teachers in their 
native country 

Academic 
difficulties 

Non-academic 
difficulties 

Prestigious to 
obtain a U.S. 

college degree; 
critical for success; 

children are 
expected to go to 

college; high school 
is too easy 

Luxury for the 
select few; males 

must attend college, 
okay for females to 

complete 
associate’s degree 
or high school only  

Lack of first-hand 
experiences, no 

child in high school 
so default opinion 

corresponds to their 
opinions of teachers 

in their native 
country 

The noblest 
profession; great 

respect; belief that 
all females should 
become teachers 

None 

Time management 
due to being a 
mother of two 

boys; anxiety from 
focus on grades, 

cultural 
expectations 
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Emergent Themes 

An analysis of the qualitative data was conducted to determine the emergent 

themes for the three research questions:  (a) What do Asian American college students in 

a STEM teacher preparation program report are influences in their decision to pursue 

teaching secondary math or science?; (b) What do Asian American college students in a 

STEM teacher preparation program report are influences in their decision to no longer 

pursue teaching secondary math or science?; and (c) What do Asian American college 

students in a STEM teacher preparation program report are possible strategies that can be 

used to address the barriers and to support the motivations in an effort to increase the 

recruitment of Asian American STEM teachers?  A total of five prevalent themes 

emerged for the motivations category, two prevalent themes for the barriers category, and 

two prevalent themes for the strategies category.  As defined in the data analysis section, 

prevalent themes are recurrent themes that appeared in at least five of the seven (over 70 

percent) participants’ transcripts.  These prevalent themes and their subthemes provide a 

rich, descriptive account of the participants’ voices.  Only the prevalent themes are 

described in more detail in the sections below, along with key quotes to exemplify the 

interpretive process.  Uncommon themes are listed but not discussed as they do not 

represent significant emerging themes from the data.  Generally, grammatical errors were 

left intact, except in a few cases where readability was a concerned. 

Motivations 

Motivations, in this study, refer to any factors, experiences, beliefs, or other 

influences that encouraged participants from pursuing a teaching career.  In exploring the 

first research question, five prevalent themes emerged from the seven extreme case 
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participants:  (a) feeling supported in teaching, (b) inspiring role models, (c) desire to 

make a difference, (d) prior mastery experiences, and (d) high self-efficacy in 

Math/Science.   The theme of emotional support had four subthemes:  (a) friends, (b) 

teachers, (c) parents, and (d) other relatives.  Other uncommon themes reported by 

participants include:  (a) love of teaching, (b) working with youth, and (c) job benefits.  

71 percent of the participants had a strong sense of intrinsic motivation to make a 

meaningful contribution, especially with disadvantaged students, give back to society, or 

be a positive influence for others.  71 percent of the participants also felt they were very 

good in math, science, and K-12 school in general.  This strong academic knowledge led 

some to tutor others, and through those successful mastery experiences, they developed 

an interest in teaching.  Five of the seven participants, or 71 percent, recounted stories 

about a time when a prior teaching experience went well for them.  Only two of the seven 

participants had parents who were emotionally supportive of their interest for teaching, 

but all participants reported they had someone who encouraged or approved of their 

decision to pursue teaching.  Friends, a sister, an uncle, along with parents were 

individuals who provided emotional support for the participants’ pursuit of teaching.  All 

of the participants also were able to name someone who was an inspiring role model for 

them in the past.  These individuals were often their former high school teachers but in 

some cases they were other family members who were teachers. 

Figure 2 shows how many of the total seven extreme case participants reported 

each motivations theme and the frequency of their occurrence.  Table 11 shows the 

prevalent motivations themes reported. 
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Figure 2.  Motivations Reported by Participants (N = 7).  
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Table 11 

Prevalent Motivations Themes Reported 

Theme Subtheme 
Reported 

Participants Example of Significant Statements 

High Self-
efficacy in 

Math/Science 

(6) 

None 

Emily, 
Fatima, 
Jackie, 
Nancy, 
Nicole    

“Math was really easy for me.” 

 

“I was so good that my teacher used 
my work to teach her classes.” 

 

“I am good at math and science.” 

 

“…learned the Pythagorean Theorem 
in 5th grade versus they learned it in 
8th grade here.  When I came here, I 
felt that everything was too easy.” 

Prior 
Mastery 

Experiences 
(7) 

None 

Emily, 
Fatima, 
Jackie, 
Nancy, 
Nicole 

“I taught her the phonics and then I 
taught her how to write, and then she 
would write essays for me in English, 
which is not her native language. 
When I came back to visit, she came to 
see me and said, ‘You know what, my 
mom sent me to school and I’m the 
smartest kid in my class! I skipped two 
grades and now I’m in fourth grade!’ It 
made me feel like magic!” 

 

“Everybody that was in the class was 
struggling so I helped them after I 
finished my work.  And they said I 
explained it clearer than what they 
learned in class.” 

 

“I helped one of my friends with math 
and she thought that I did a really good 
job and she told somebody they knew 
so they asked me to tutor them too.” 
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Desire to 
Make a 

Difference 
(8) 

None 

Emily, 
Fatima, 

Jackie, Joe, 
Nancy  

“That made me want to be a teacher 
more because I want to create a safe 
space and be able to let students have 
that place where they can feel 
comfortable.” 

 

“I think teachers have immense power, 
especially for underprivileged people.” 

 

“It made me want to do the same for 
other students who might have family 
problems, and that’s why I chose 
teaching as an option.” 

 

“I felt like I could have made a 
difference in a way that teachers can.” 

Inspiring 
Role Models  

(10) 
None All 

“For some reason she had a liking to 
me, she just gave me that confidence.  
I would like to think that she saw 
something in me.  She offered to pay 
for me to fly to another city for 
competition.” 

 

“I had one government class and he 
was an Asian teacher and so I got 
influence.  He was good and I thought 
I didn’t like government but then his 
teaching was so interesting. It just feels 
more comfort that there is an Asian 
teacher there and so I could do the 
same thing [teach].” 

Feeling 
Support in 
Teaching 

(13) 

Friends, 
Teachers, 
Relatives, 

Parents 

All 

“My high school English teacher 
supported me.  She was the one who 
told me it was okay for a valedictorian 
to become a teacher.  She would also 
tag these educational articles for me to 
read on my Facebook account.” 

 (Continued) 
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Barriers 

Barriers, in this study, refer to any factors, experiences, beliefs, or other 

influences that discouraged participants from pursuing a teaching career.  In exploring the 

second research question, two prevalent themes emerged from the seven extreme case 

participants:  (a) cultural pressures and (b) low salary.  The theme of cultural pressures 

had five subthemes:  (a) high expectations for academics, (b) narrow success frame, (c) 

lack of parental support, (d) bragging rights/competitive, and (e) interdependent self-

construal.  Other uncommon themes include:  (a) teaching is backup choice, (b) low 

prestige, (c) language/public speaking, (d) social perceptions, and (e) family obligations.  

Six out of the seven participants reported that low salary was a barrier for them.  Two of 

the three participants who are no longer pursuing teaching cited that low salary was their 

primary concern.  Cultural pressures were mentioned a total of 33 times by the seven 

participants, almost five times more often than the next highest barriers theme.  The 

general consensus felt that their Asian parents demanded and expected too much 

academic success, yet their parents did not provide the academic or emotional support, 

made them feel worse about their academic abilities, or were always comparing their 

children’s successes to other families.  Five participants mentioned eight times that being 

a doctor, lawyer, or engineer were the only options their parents wanted for them.   

Figure 3 shows all of the reported barriers theme and the frequency of their 

occurrence.  Table 12 shows the prevalent barriers themes and their subthemes that were 

reported, along with examples of significant statements. 
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Figure 3.  Barriers Reported by Participants (N = 7). 
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Table 12 

Prevalent Barriers Themes Reported 

Theme Subtheme(s) 
Reported 

Participants Example of Significant Statements 

Low 
Salary (7) None 

Emily, 
Fatima, 

Jackie, Kevin, 
Nancy, 
Nicole    

“Teachers aren’t valued here and they 
aren’t paid as well either.” 

 

“Males are the breadwinner and they 
have to make more money.” 

 

“The other factor why I decided 
against teaching was the salary 
coming out.” 

Cultural 
Pressures 

(3) 

Interdependent 
Self-construal 

Fatima, 
Jackie, Joe    

“An A just means you’re average and 
a B means you’re bad.”; “I guess they 
[parents] don’t know how difficult it 
[schoolwork] is so they assume that 
whatever it is you can do it easily.”  

 

“When you get your first B, you kind 
of cry a little bit.  Secretly, I was 
hoping to get a B so I can break that 
thing and say, ‘Ok, now I’m not an A 
student anymore.’ I guess you get 
used to that. So I realized it doesn’t 
mirror who you are really.” 
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 Cultural 
Pressures 

(4) 

Bragging 
Rights/ 

Competitive 

Emily, 
Fatima, 

Jackie, Nicole  

“Yeah, definitely the culture. Grades 
are really a big important part when I 
was growing up.  [Why do you think 
that is so?] The culture.  People 
would be asking, ‘How much did she 
get?’  There was a lot of competition 
going on. ‘Oh she got an 86%’, or 
‘He got a 76% and you got a 45%? 
Oh, go inside!” 

 

“They [Asian people] are all about 
‘I’m better than you!’’ 

Cultural 
Pressures 

(8) 

Narrow 
Success Frame 

Emily, 
Fatima, Joe, 

Kevin, Nicole  

“She [mom] wanted me to go into the 
engineering field or something rather 
than teaching.”  

 

“…the pressure or idea that you can 
only be a doctor or lawyer.” 

 

“It might be an overreaching 
generalization, but for the most part, 
Asian American parents think their 
kids should be doctors or lawyers to 
have a good life.” 

 

“My parents emphasized that being 
artsy isn’t important at all.  So they 
told me not to spend a lot of time on 
it [art projects] and don’t put a lot of 
effort into it.” 

Cultural 
Pressures 

(6) 

Lack of 
Parental 
Support 

Emily, Jackie, 
Joe, Nicole, 

Nancy 

“They [parents] did not believe in 
depression, anxiety, or any mental 
health issues.  So it was hard to get 
help for it.  Of course I still go to the 
on campus psychologist despite all of 
that.  I didn’t get much support for 
it.” 

 

 (Continued) 
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“My parents did not want me to be a 
teacher.  To make themselves feel 
better, they keep telling themselves 
that I’m going to get a Ph.D. in 
Biochemistry and that teaching is 
only a fallback plan.  I wish they 
could just see that teaching is okay 
too.” 

Cultural 
Pressures 

(12) 

High 
Expectations 

for Academics 
All 

“I had social pressure and high 
expectations from everyone. [Who is 
everyone?]  Like from family, peers, 
teachers, just about everyone.” 

 

“They [parents] just assume that it 
[academics] is easy, it’s not supposed 
to be hard.” 

“The general perception as I grew up 
in school was, ‘Oh you’re Asian.  
You’re good at math.” 

 

“If you don’t finish your homework 
then you don’t really get to go to bed.  
You are forced to finish those 
homework or you get slapped in the 
hand or some physical discipline.” 

(Continued) 

 

Strategies to Support Motivations and to Address Barriers 

In exploring the third research question, two prevalent themes emerged from the seven 

extreme case participants:  (a) support networks and (b) educational training.  The 

support networks theme was divided into five subthemes:  (a) faculty inside program, (b) 

peer clubs/organizations, (c) faculty outside program, (d) advising/counseling/staff, and 

(e) alumni/ambassadors.  The educational training theme was divided into three 
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subthemes:  (a) professional development/workshops, (b) employment/volunteering, and 

(c) culturally relevant pedagogy.  Other uncommon themes include:  (a) increase salary, 

(b) early exposure, and (c) provide child care.  Figure 4 shows each strategies theme and 

the frequency of their occurrence.  Table 13 shows the prevalent strategies themes 

reported.  Educational trainings emerged as an important strategy for six participants.  

These ideas include:  professional developments, special workshops targeting language 

and public speaking deficiencies, job-embedded trainings through employment 

opportunities, volunteer work, and more culturally relevant pedagogy in the curriculum.  

Support networks were the consensus strategy for all participants.  Recommendations 

included:  having a strong supporting network of people like professors inside and 

outside of the teacher preparation program, counselors, advisors, and staff members.  

Other recommendations include student societies, Big Brother/Big Sister programs, 

alumni groups, and having ethnoracially similar teachers come back as guest panelists. 

Figure 5 shows the total percentages of participants reporting each theme.  Table 11 

shows the frequency of all reported motivations, barriers, and strategies. 
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Figure 4.  Strategies Reported by Participants (N = 7). 
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Table 12 

Prevalent Strategies Themes Reported 

Theme Subtheme(s) 
Reported 

Participants Example of Significant Statements 

Educational 
Training 

(6) 

Professional 
Development/ 

Workshops 

Emily, 
Jackie, Joe, 

Nicole    

“In our teacher preparation program 
we have lots of professional 
development that we go to outside of 
class.  It is one of our class 
assignments.” 

 

“I think [LGBT] training and equity 
training would really be helpful for 
students to get into.  There’s a lot of 
the emotional part that it taps into.” 

 

“We could hold more workshops for 
students with public speaking or 
language issues. They could be taught 
to use a more structured PowerPoint 
and use non-verbal ways to 
communicate." 

Educational 
Training 

(5) 

Employment/ 
Volunteering 

Emily, 
Jackie, Nicole 

“I’ve been volunteering as a 
[university special program] tutor for 
a while now so that has really helped 
me train and become a teacher.” 

 

“My high school had a teaching 
program too.  I used to do some 
volunteer work after school.  That 
was my first time actually teaching.” 

 

“I worked as a camp counselor last 
summer and I do volunteering at a 
physics lab to improve my skills.” 
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Support 
Networks 

(10) 

Faculty 
Inside 

Program 
All  

“Dr. [teacher preparation professor], 
she’s been my Step 2 teacher and is 
currently my Classroom Interactions 
professor.  We are in contact on a 
regular basis.  We talk a lot about 
lesson plans, teaching, but we also 
have a personal relationship to where 
I’m not intimidated.  It’s nice to have 
that personal relationship.” 

Support 
Networks 

(5) 

Peer Clubs/ 
Organizations 

Joe, Nancy, 
Nicole  

“We could do a Big Brother/Big 
Sister type of program where the 
senior ones pair up with the new 
ones.”  

 

“Our student society holds a lot of 
PD’s and some of them are really 
helpful.” 

Support 
Networks 

(3) 

Faculty 
Outside 
Program 

Joe, Kevin, 
Nicole 

“I’ve networked with other STEM 
professors so I could get a ‘foot in the 
door’.  It was a research position.” 

 

“Dr. [professor] suggested the 
program in my CHEM 2 class.” 

 

“In class, the teacher gave us an 
opportunity to go talk to him instead 
of writing an essay assignment. So 
you can have a 10-15 conversation 
with him about the book, and he gives 
you many opportunities to talk in 
front of the class. This gave us a 
chance to work on our public 
speaking skills and being able to 
overcome nervousness.  I talked to 
him about that and he said that that 
was the whole point of the class – to 
have an opportunity to talk more.” 

(Continued) 
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Figure 5.  Percentage of participants reporting each theme (N = 7). 
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Table 13 

Frequency of All Reported Motivations, Barriers, and Strategies 

Categories Themes Subthemes Frequency 

Motivations 

Feeling 
Supported in 
Teaching 
(13 total) 

Friends Approval or Support 5 
Teachers Approval or Support 4 
Parents Approval or Support 2 
Other Relatives Support 2 

Inspiring Role Models 10 
Desire to Make a Difference 8 
Prior Mastery Experiences 7 
High Self-efficacy in Math/Science 6 
Love of Teaching 1 
Working with Youth 1 
Job Benefits 1 

Barriers 

Cultural Pressures 
(33 total) 

High Expectations for Academics 12 
Narrow Success Frame 8 
Lack of Parental Support 6 
Bragging Rights/Competitive 4 
Interdependent Self-construal 3 

Low Salary 7 
Teaching is Backup Choice 4 
Low Prestige 4 
Language/Public Speaking 3 
Societal Views 2 
Family Obligations 1 

Strategies 

Support Networks 
(22 total) 

Faculty Inside Program 10 
Peer Clubs/Organizations 5 
Faculty Outside Program 3 
Advising/Counseling/Staff 2 
Alumni/Ambassadors 2 

Educational 
Trainings 
(13 total) 

Prof Dev/Workshops 6 
Employment/Volunteering 5 
Culturally Relevant Pedagogy 2 

Increase Salary 3 
Early Exposure 1 
Provide Child Care 1 



 

V. DISCUSSION AND IMPLICATIONS OF THE STUDY 

 This chapter analyzes across the seven cases participants to discuss the prevalent 

themes that emerged from the study.  The final participant sample was created by using a 

criterion sample to select Asian American STEM students from the extreme cases that 

demonstrated intragroup diversity.  Common patterns among the diverse pool emerged as 

prevalent themes, indicating a clear pattern of significant results.  The identified themes 

are discussed, in relation to the research literature and theoretical frameworks, in the 

following sections.  Figure 6 shows the prevalent themes organized into extrinsic and 

intrinsic motivations and barriers, and including the strategies. 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 6.  Graphic organizer for prevalent themes.  [*not prevalent theme] 

Extrinsic 

Feeling Supported in Teaching 

Low Salary 

Motivations Barriers 

Desire to Make a Difference 

Prior Mastery Experiences 

High Self-efficacy in Math/Science 

Inspiring Role Models 

Interdependent Self-construal 

Cultural Pressures 

Teaching is Backup Choice* 

Language/Public Speaking* 

Intrinsic 

Strategies 

Support Networks: Faculty Mentors, Advising, Peer Clubs, Peer Assistance Programs 

Educational Trainings: Workshops, Employment, Volunteering, Cultural Awareness 



100 

 

Cross-Case Analysis 

 I analyze across the seven cases:  (a) Ms. Emily Park, (b) Mr. Jackie Chan, (c) 

Ms. Nicole Fogle, (d) Mr. Kevin Ocampo, (e) Ms. Nancy Chey, (f) Mr. Joe Vu, and (g) 

Mrs. Fatima Jamal in this chapter. Prevalent themes were holistically examined by taking 

into account the theoretical frameworks for this study and by comparing the findings to 

the research base.  The connections and the inter-relationships of the themes are 

discussed in the next sections. 

Motivations 

The motivations for the Asian Americans participants entering teaching are 

defined as any factors, experiences, beliefs, or other influences that encourage Asian 

Americans to pursue a teaching career.  The prevalent motivations themes that emerged 

are remarkably similar to most other racial and ethnic groups (Chiang, 2007; Chong, 

2002).  The themes can be classified as intrinsic and extrinsic, although the lines which 

separate the intrinsic and extrinsic processes can differ for each individual or groups of 

individuals such as Asian Americans (Fiske, Kitayama, Markus, & Nisbett, 1998).  Such 

a distinction of intrinsic versus extrinsic was useful when examining approaches for 

possible recruitment strategies and applying appropriate solutions that appeal to intrinsic 

and extrinsic motivators.  In the context of this study, the focus was mainly on how the 

relations of behaviors, cognitions, environments, and cultural matters affect the career 

decision-making process of Asian Americans. 

Inspiring Role Models’ Emotional Support.  The first two themes discussed, 

inspiring role models and feeling supported in teaching, were reported in 100 percent of 

the participants.  Every participant named an inspiring role model in their past who 



101 

 

motivated them to become interested in teaching and they all had someone who 

supported teaching as a career choice.  In the context of SCT, a person’s beliefs and 

behaviors are affected bi-directionally with their environment.  It is logical to see a 

strengthening of the student’s personal beliefs correlating to the presence of a positive 

role model in the student’s environment.  In Nicole’s case, the relationship with her 

English teacher was mutually beneficial as suggested by Bandura (1978).  Her English 

teacher was impressed by Nicole’s written essays so she encouraged Nicole to join the 

UIL Writing competition and Journalism.  As Nicole became more immersed in the 

writing-centered environment, she became an excellent writer, producing exemplary 

work worthy enough for her English teacher to use as an example to teach her classes.  

Their symbiotic relationship continued on through Facebook.  Nicole often received 

emotional encouragement and links to interesting teaching articles from her English 

teacher.   

Evaluating through the lens of CRT, a critical look at how a school principal 

interacted with Fatima is examined (Ladson-Billings, 1995).  In Fatima’s case, a school 

principal “saw something special” in Fatima that inspired her to offer to pay for Fatima’s 

airfare to a competition.  That gesture made a difference in her life, enough to inspire 

Fatima to reach out to an illiterate, economically disadvantaged eight year old child to 

teach her how to read and write.  When Fatima came back to her native country a couple 

of years later, the child shared with her all of the successes she had experienced.  The 

child influenced her mom to put her sister into school as well.  Fatima believed the school 

principal “saw something special” in her.  Through a more critical lens, the culturally 

sensitive principal could have recognized Fatima’s needs at the time.  This culturally 
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focused pedagogy was passed on to Fatima when she became older, and she in turn 

recognized the needs of the figuratively and literally “poor” child.  The long-lasting 

effects an inspiring role model can have was shown through this example.   All 

participants in this study had inspiring role models who supported them in their times of 

need.  Teaching may not have been a possible career choice for the participants without 

their role models’ emotional support.  Asian American youth who otherwise might be 

interested in teaching may lack role models to consult (Chong, 2002; Rong & Preissle, 

1997).  Respondents who had a support networks that encouraged, listened, or reassured 

them that teaching is a possible career choice for them are more likely to enter the 

teaching profession.  These themes cannot be ignored as they can provide further insights 

on the potential benefits of having a great support network for Asian American students.   

Towards Intrinsic Motivation.  Bandura (1986) claims that thoughts and actions 

reciprocally influences each other.  According to SCT, building on prior mastery 

experiences can increase self-efficacy.  Having higher self-efficacy can produce more 

mastery experiences.  Thoughts and actions are both affected bi-directionally.  It was 

surprising to find the three remaining prevalent motivations themes:  (a) desire to make a 

difference, (b) prior mastery experiences, and (c) high self-efficacy were reported at the 

same 71%.  Examining the participants for each theme closely, four participants:  Emily, 

Fatima, Jackie, and Nancy, all reported the same three themes.  The remaining 

participant, Nicole, reported two of the three themes.  While their Asian parents appeared 

to be more concerned with the extrinsic rewards of high salary and high prestige of their 

children’s professions, Asian American students who have the desire to become teachers 

are more intrinsically motivated (Su, 2001).  It is commendable that these young adults 
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opposed their parents’ wishes.  The participants’ Asian parents made enormous sacrifices 

for their children’s education and they expected their children to select more prestigious 

career choices that would bring honor to the families.  This cohesiveness and filial piety 

observed in Asian families are deeply rooted in the Confucian tradition and their 

collectivistic culture (Goodwin et al., 1997; Gordon, 2000; Rong & Preissle, 1997; Su, 

2001).  Emily’s parents moved the whole family over to the U.S. because of Emily’s poor 

treatment in Korean schools.  Jackie’s parents worked laborious jobs, sacrificing family 

time for financial gains through longer working hours.  Joe’s parents also were never 

home due to long, odd working hours.   

Researchers agree that Asian Americans who are drawn to the teaching profession 

are more intrinsically motivated (Chiang, 2007; Chong, 2002; Goodwin, et al., 1997; 

Nguyen, 2008).  The themes making a difference in their own communities (Chiang, 

2007) and providing meaningful contribution (Chong, 2002; Goodwin et al., 1997) were 

both commonly cited among respondents.  Nguyen (2008) reported the theme of leading 

and guiding children (Nguyen, 2008).  In Chong’s (2002) study, participants elaborated 

on their high self-efficacy and previous successful tutoring experiences as their reasons 

for choosing teaching as a career.  These motivations themes mentioned above have been 

confirmed in this study as well.       

Barriers 

The barriers for the Asian Americans participants entering teaching are defined as 

any factors, experiences, beliefs, or other influences that discouraged the participants 

from pursuing a teaching career.  The prevalent barriers themes that emerged are low 

salary and cultural pressures:  (a) high expectations for academics, (b) narrow success 
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frame, (c) lack of emotional support, (d) bragging rights/competitive, and (e) 

interdependent self-construal. 

Similar to the motivations themes, these themes can be classified as intrinsic and 

extrinsic, although the lines which separate the intrinsic and extrinsic processes can differ 

for each individual or groups of individuals such as Asian Americans (Fiske, Kitayama, 

Markus, & Nisbett, 1998).  Such a distinction of intrinsic versus extrinsic was useful 

when examining approaches for possible recruitment strategies and applying appropriate 

solutions that appeal to intrinsic and extrinsic motivators.  In the context of this study, the 

focus was mainly on how the relations of behaviors, cognitions, environments, and 

cultural matters affect the career decision-making process of Asian Americans. 

Upholding the Family Honor.  Environment plays an interactive role in the 

development of an individual’s behaviors and beliefs (Bandura, 1978).  Viewing through 

the lens of SCT, consider the effects on the Asian American STEM students’ cognitions 

and behaviors in this study.  Participants reported the constant cultural pressure applied 

onto them while going out to dinner with relatives, at family get-togethers, and at home 

with their parents.  Grades of an A only stands for “average” while a B symbolizes “bad” 

in the Asian American culture.  In contrast, the American educational system signifies A 

to be “excellent” and B corresponds to “good”.  Numerous studies have shown that Asian 

American students have interdependent self-construals rather than independent self-

construals typical of the Western culture (Fiske et al., 2000; Fu & Markus, 2014; Lepper, 

et al., 1999; Markus & Kitiyama, 1991).  See Figure 7 for a conceptualization of the two 

kinds of self-construals.  Interdependent self-construals lead Asian Americans to work 

harder to please their “tiger moms” (Nguyen & Williams, 1989), defer to parental and 
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teacher authority regardless of right or wrong (Nguyen et al., 2014), and cause them to 

feel obligated to seek out more prestigious professions in accordance to their parents’ 

wishes as a means to bring honor to the family lineage (Goodwin et al., 1997).  Sadly, 

these cultural expectations and pressures exist among all types of Asians.  The seven 

participants in this study were, by design, of seven different races:  (a) Korean, (b) 

Chinese, (c) half Japanese/Taiwanese, half German, (d) Filipino, (e) half Cambodian, half 

Vietnamese, (f) Vietnamese, and (g) Pakistani. 

 

         

 

 

 

 

 

 

 

 

 

Figure 7.  Conceptual representations of the self-construals. Note. Adapted from Markus 

& Kitayama’s (1991, p. 226) diagram to include teacher/authority figure. 
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Cultural pressures were mentioned by the participants at a rate of nearly five 

times as many as the next highest prevalent barriers theme of low salary.  The seven 

participants referenced cultural pressures a total of 33 times.  They unanimously felt that 

their Asian parents created a culture of high expectations for their career paths.  The 

parents demanded academic excellence yet most were not able to provide the necessary 

support due to their own deficiencies.  A few parents made their child feel worse about 

their academic abilities as compared to their true self-efficacy.  Five participants felt their 

parents believed meeting the narrow success frame, being a doctor, lawyer, or engineer, 

was the only viable option for a “successful” life.  Some participants reported resentment 

from the unfair comparisons made about themselves to other families’ children.  These 

pressures, combined with the relatively low salary and prestige of the teaching 

occupation in the U.S., create an unlikely career choice for most Asian American 

students.  For these reasons, the Asian American STEM students who were interested in 

teaching are pursuing higher paying professions and reserved teaching as their backup 

choice.   Language/public speaking deficiencies and common stereotypes such as Asians 

being too timid or small in stature were reported by two participants as barriers.  

Although they are not prevalent themes, it is important to note those issues from the CRT 

perspectives.  Being culturally responsive to marginalized populations is a worthwhile 

endeavor for educators to better serve the historically underserved individuals (Ladson-

Billings, 1995).     

Strategies to Support Motivations and to Address Barriers 

Examining the strategies from a SCT perspective, the participants’ responses 

reflect their own culturally experiences in their native countries and in the U.S.  Most of 
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the participants grew up in many different localities.  Prior to moving to the U.S., Fatima 

was born in Pakistan, but for over a decade, she lived in two different countries in 

Europe, a country in the Middle East, and a country in Africa.  Each participant grew up 

in different geographical locations, but the unifying factor was their Asian roots.  Their 

beliefs were formulated by the interdependent relationships they had with their parents, 

siblings, relatives, friends, teachers, and other influential people in their lives.  In short, 

the solution strategies the participants reported are based upon the accumulation of 

learnings and experiences from their own unique environments (Bandura, 1978).  It was 

interesting to note that although each participants’ personal backgrounds, schooling 

experiences, and racial identities were very different, their colored perspectives produced 

very similar results.  The key consideration to examine here is whether the Asian 

collectivistic belief systems are strong enough to override the differences.  It would 

appear so judging from the cohesive voices in this study. 

From the standpoint of CRT, the participants offered critical views on the current 

professional development trainings available within the teacher preparation program and 

the curriculum currently used in one of the field-based courses.  Emily requested an 

equity project to be extended into the program’s curriculum across the semesters.  She 

believed weaving in more culturally relevant issues such as multi-cultural education and 

diversity trainings such as LGBT awareness into the courses would allow the students to 

engage in richer conversations to better prepare them emotionally for the sensitive topics 

that may arise in their own classrooms.  This strategy could prove to be quite useful for 

Asian Americans as they are typically not inclined to share their feelings or talk about 

themselves or their beliefs (Gordon, 2000).  Emily’s intriguing reflective suggestions was 
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a product of her intersectionality of being an Asian, immigrant, female who suffers from 

a permanent disability.  Three participants spoke about providing more relevant and 

responsive pedagogy to support students who had language and public speaking 

deficiencies.  One participant suggested that having an Asian American alum of the 

program to come back to speak with the current students would be beneficial.  The 

vicarious experience of watching and hearing a successful person who has gone through 

similar experiences would give hope to the Asian American students who may be 

struggling or are having doubts (Bandura, 1986). 

Employment and volunteering were also mentioned as excellent opportunities for 

students to hone their skills, work with the underserved populations in urban settings, 

receive direct mentorship from faculty inside the program, and gain mastery experiences 

that could increase their teaching self-efficacy.  These employment opportunities came 

from internships, summer camp counselors, and student worker positions.  Volunteering 

opportunities were program requirements for all students enrolled in program courses.    

All of the participants reported the benefits of having a strong support network.  

The professors in the teacher preparation program were referenced by name 11 times by 

the seven participants.  Faculty members outside of the program, the program’s advisor 

who serves the students’ counseling and advising needs, and student society officers were 

also named as good resources for support.  In the teacher preparation program, student 

society officers are in charge of the professional developments and community service 

events.  The student society also holds many social events to build a family-oriented 

atmosphere.  As an extension of the existing support networks, participants recommended 

establishing a mentoring program like Big Brother Big Sister where a more senior 
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member monitors and checks on junior member’s progress.  Lacking the academic and 

emotional support from home were barriers that needed to be addressed for most the 

participants in this study.  Having strong support structures and a wealth of individuals 

willing to provide assistance can positively impact Asian American students’ journey in 

becoming secondary math and science teachers.    

Implications for School Leaders 

Most Asian American students enter college seeking a STEM degree.  They also 

persist and complete their STEM degrees at a higher rate than any other ethnicities.  

Similar to all other ethnicities, more than 70 percent of Asian American college graduates 

with STEM degrees do not work in STEM jobs.  This represents an untapped potential of 

teacher candidates who could help address the diversity gap and the critical shortage of 

secondary math and science teachers across the U.S.  The challenge for school leaders is 

to recognize and understand the importance of creating a culturally diverse teaching staff.  

School leaders have the task of creating a culture that respects student diversity by 

hiring a diverse teaching staff.  The benefits of hiring a diverse staff are plentiful.  A 

culturally diverse teacher workforce benefits students linguistically and racially.  

Teachers of color have multiple perspectives that mirrors the world around them 

(Graham, 2014) and is more likely to be able to provide culturally relevant pedagogy 

(Ladson-Billings, 1995).  Students are also more apt to achieve academically (Ingersoll & 

May, 2011; Villegas et al., 2012) and view the school as more welcoming places (Boser, 

2014).  Benefits for schools with high teacher diversity include providing positive role 

models, cultural sensitivity, commitment to equity and justice, deeper multicultural 

exposure and different perspectives for real-world experiences (Ochoa, 2007; Johnson, 
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2008; Dee, 2004; Villegas & Irvine, 2010; Ladson-Billings, 1995).  Having teachers of 

color serving as “critical pedagogues” can also be effective for all students, minority and 

majority (Ozbalas, 2008, p. 301).  Their unique cultural background and experiences 

continuously ask their students to reflect upon their own cultural and ethnic identities and 

force their students to critically think for themselves.  

A Targeted Approach 

Understanding the dual benefits of having more Asian Americans teachers in the 

teaching profession is the first step.  School leaders must also understand the barriers that 

exist for Asian American students from K-16.  By addressing their needs and concerns, 

school leaders can attract more Asian American students into the teaching profession.  

This section provides a short summary of the problems facing Asian American students.   

The model minority stereotype for Asian Americans is ubiquitous in the U.S.  It is 

readily found on television shows, YouTube parody and prank videos, and even in 

scholarly literature (Blair & Qian, 1998; Lee, 1996).  It is unfair to perpetuate the 

predominant belief that Asian Americans do not need support because they are already 

highly achieving in society.  Research has proven this is untrue.  The educational and 

emotional needs of the diverse population of Asian Americans are not being met; 

problems include mental health issues, psychological distress, bullying, high drop-out 

rates, and lack of funding for educational programs and services (Chu, 2002; Pang & 

Cheng, 1998; Wong & Halgin, 2006; Yoo, et al., 2010; Yosso & Solorzano, 2005).  At 

home, the lack of academic and emotional support combined with the cultural 

expectations present more challenges for the Asian American student.   
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Who will be the voices for these traditionally silent and underserved students?  

Asian students are taught not to question the teacher or authority.  Asian parents believe 

through hard work and perseverance any endeavor can be overcome.  Asian teachers are 

very rare in K-12 schools.  It is up to school leaders to become advocates for the silent 

voices of Asian American students.  Awareness is the first step and being more culturally 

responsive follows.  This small but significant group may become a much bigger issue as 

the Asian American population is projected to have the largest increase of all 

races/ethnicities at 143.1 percent by the year 2060.  See Table 15 for the population 

increase by race from 2014 to 2060.   The next section enumerates the recommendations 

for school leaders. 

 

Table 15 

Population Increase by Race from 2014 to 2060 

Note.  Numbers are listed in millions. Source: U.S. Census Bureau, 2014 National 
Projections.  

 

Ethnicity/Race 2014 2060 
Change in 
Millions 

Percent 
Change 

White 254.0 309.6 55.6 21.9% 

American Indian 6.5 10.2 3.6 55.8% 

Black 45.6 74.5 29.0 63.6% 

Hispanic 55.4 119.0 63.6 114.8% 

Asian 20.0 48.6 28.6 143.1% 

Total U.S. Population 318.7 416.8   
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Recommendations for School Leaders 

In this study, motivations for the participants included having emotional support, 

a positive role model, prior mastery experiences, and intrinsic factors such as a desire to 

make a difference.  Barriers such as cultural pressures and low salary were the primary 

concerns of Asian American college STEM students.  The recommended strategies will 

support Asian Americans’ motivations and address the barriers for entering the teaching 

profession.  These strategies may be helpful to recruit more Asian American college 

students to become secondary math and science teachers. 

1. Increase salary: There is little doubt that prestige and salary go hand in hand 

in the Asian culture.  Sign-on bonuses, math and science stipends, stipends for 

being bilingual in Asian languages, loan forgiveness programs, stipends to 

teach in urban settings, stipends for being sponsors of academic clubs, 

payment for teaching additional classes like evening ESL classes, retention 

bonuses, and bonuses for student progress could potentially add $20-25K 

more to the typical starting salary of $51,500 in the surrounding school 

districts.  A teacher salary in the range of $75K would cause more Asian 

American STEM students to consider the teaching profession. 

2. Incorporate Asian Americans ambassadors into existing recruiting programs 

that target minorities.  School administrators can select the ambassador from 

their district pool of teachers to raise awareness and recruit at the middle 

school, high school, junior college, and university levels.  School 

administrators should provide training and compensation through stipends or 

compensatory time.  Provide a substitute for the recruitment days.  At middle 
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schools, ambassadors can attend career fairs.  At high schools, ambassadors 

could attend college night or set up an informational table in the cafeteria to 

market teaching as a viable profession.  Ambassadors could recruit at junior 

colleges where students are still in their career-decision making process and 

serve as role models whom students can consult for advice for transitioning to 

the university level.  Ambassadors could also serve as guest speakers or serve 

as a panelist for Colleges of Education or other teacher preparation programs. 

3. Create an organization and network for Asian American teachers:  Similar to 

teacher induction programs, this support network could be a hybrid version 

since there are few Asian American teachers at schools in general.  Most of 

the interface would be through online networking, social media, LinkedIn, 

Edmodo, and some face-to-face contact would be social events at restaurants 

or other meeting places.  Open up the membership to include pre-service 

teachers as well.  School leaders could reach out to other schools, districts, 

and even universities to form the organization.  Having this platform to share 

ideas, connect with others of similar interests and passions would build up the 

sociocultural capital and most likely would produce desirable results, i.e. 

attracting and retaining more Asian American teachers (Portes, 1998). 

These three recommendations may have immediate impact.  Providing more emotional 

support, positive role models, mentor support, peer support, higher pay, and increasing 

cultural awareness about teaching as a viable option will address most of the motivations 

and barriers for Asian American students. 
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 These recommendations will only be enacted if school leaders believe it is 

important to recruit more Asian American teachers.  While it is commendable for some to 

focus on recruiting more African American and Hispanic teachers, education reform 

should be inclusive rather than exclusive.  As the national trends continue, school leaders 

and policymakers will need to give more attention to the recruitment of Asian Americans.  

Future Research 

This qualitative study explored the motivations and barriers for Asian American 

college STEM students influencing their decision to pursue teaching secondary math and 

science.  Strategies to support the motivations and to address the barriers were also 

solicited from the participants.  Future research could include the perspectives of Asian 

American pre-service, novice (one to five years of teaching experience), experienced (at 

least five years of teaching experience), and master teachers (instructional leaders with at 

least two years of teacher development experience).  Qualitative research seeks data 

about human behaviors, psychological and emotion thought processes, and personal 

characteristics that quantitative research cannot easily capture.  It would be important to 

extend the research to include multiple perspectives of novice to master level teachers.  

Capturing all their voices would create a richer, deeper understanding of the 

phenomenon. 

Future research could also examine the perceptions of Asian American school 

administrators in K-12 schools and their recommendations for targeted solutions and 

strategies to recruit more Asian Americans into teaching.  In this study, the participants 

were able to formulate many plausible suggestions from creating more support networks 

to providing more culturally relevant educational trainings.  Their scope is limited by 
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their backgrounds and novice experience level.  Examining the beliefs and perceptions 

from a school leader’s lens could potentially open up new ideas and possible strategies 

that can have immediate impacts within their own school districts.  One interesting 

question to explore would be the Asian American school administrators’ views on race-

matched teaching.  In Gordon’s (2000) study, a rejection of race-matched teaching was 

found among the nine Japanese, Chinese, Vietnamese, and Korean college students.  It 

was intriguing to find that participants in the study had inspiring teachers who helped 

them overcome their cultural issues, held their teachers in high esteem, yet they rejected 

the idea that more Asian American teachers are needed in the classroom.  Would school 

administrators share the same sentiments as well and how would that affect the 

recruitment efforts for teachers of color? 

Further research could also explore the phenomenon more deeply by looking at 

answering other questions such as:  (a) Is there a correlation between the level of cultural 

pressure experienced and generational status?; (b) Are there significant differences for 

barriers and motivations among Asian Americans and other ethnicities?; and (c) How 

much weight or value do each barrier or motivation contribute in their career choice?  

These possible quantitative and qualitative studies would further contribute to the dearth 

of research on the career decision-making process of Asian American college students.  

Conclusion 

This study will contribute to the current research on Asian American in the 

teaching profession.  Framed by SCT and CRT, the different cultural motivations and 

barriers for Asian American teachers found in this study add to the literature base 

examining the reasons for and against entering the teaching profession.  It will also 
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provide meaningful insights to the dearth of research on how interdependent self-

construal affects the career decision-making process of Asian American students.   

In this study, the findings indicate Asian American students have similar 

motivations for entering the teaching profession like other racial groups.  The main 

differences are Asian American students were strongly motivated to pursue teaching 

when they felt supported in their career choice and they had high self-efficacy in math 

and science.  This emotional support or approval came from friends, teachers, sometimes 

their parents, and from other relatives.  It was important for these Asian American 

students to feel validated because going against their parents’ expectations of pursuing 

more prestigious careers was a heavy emotional burden to carry.  The Asian American 

students by default entered college seeking a degree in math or science due to their high 

self-efficacy in those content areas.  Their career choice are mostly undecided and the 

mental battle is played out in their minds as they weigh their parents’ wishes against their 

own interests.   

The barriers for Asian American students by a large margin were the many forms 

of cultural pressures.  Their parents made many sacrifices in order to provide their 

children better opportunities in the U.S.  Through this logic, it was the role of their 

children to place academics above all else.  Extracurricular activities and emotional well-

being were sometimes ignored at the expense of their children’s mental health.  The high 

expectations for academics imply the participants had to work tirelessly on their 

schoolwork because their parents believed through hard work any obstacle can be 

overcome.  Due to the language and communication deficiencies, academic and 

emotional support at home were not provided.  Participants were responsible for their 
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own success and their parents would add extra pressure by comparing their children’s 

success to other families.  Their interdependent self-construal, a result of the traditional 

Asian collectivistic ideology, made it difficult for Asian Americas to place their own 

desires above the needs of their parents and family.  Consequently, Asian Americans 

sometimes view teaching as their backup choice, choosing to seek out other professions 

that have higher salary and are deemed to have more prestige. 

Strategies to support the motivations and to address the barriers involved creating 

strong support networks that are specifically targeted to meet the needs and concerns of 

Asian American students.  Participants suggested peer networks such as student societies 

and Big Brother Big Sister programs would help.  Positive role models, mentor support 

from faculty inside and outside of the program, counseling advice, and educational 

opportunities such as summer camp counselor and professional development sessions 

were suggested as well.  Having strong support structures and a wealth of individuals 

willing to provide assistance positively impact Asian American students’ journey in 

becoming secondary math and science teachers.       
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UNIVERSITY OF HOUSTON 
SOLICITATION OF PARTICIPATION 

To: tmle17@uh.edu 

From: Tom M. Le 

BCC: [email addresses of potential participants]  

Subject: Research Participation Invitation: Where Are All of the Asian American STEM 
Educators?: A Multi-Case Study on Barriers, Motivations, and Recruitment  

Dear UH STEM Student, 

Currently I am a doctoral student in the Department of Educational Leadership and 
Policy at University of Houston.  The purpose of this study is to examine the reasons why 
there are so few Asian American STEM teachers in the U.S.  If you are selected to be a 
participant for the interview process, you will be able to contribute your ideas and 
thoughts on recruitment strategies to increase the number of Asian American STEM 
teachers. 

Your e-mail address was obtained by your participation in the teachHOUSTON program 
and a blind copy format is used so that the list of recipients will not appear in the header. 

You were selected to participate in this study because you are listed as a STEM student 
here at the University of Houston.  This survey will take about 5 to 10 minutes to 
complete and all of your responses will be kept confidential. 
(http://goo.gl/forms/0JOa5Ax59z  please click here for the survey) 

The completion of this survey will not obligate you to become a research participant in 
the interview process.  The results of these surveys will determine a pool of participations 
who will be asked to proceed to the interview process.  That interview process will take 
approximately 60 minutes and will occur conveniently on campus at an agreed upon time. 

Questions about this research should be addressed to Tom M. Le via email at 
tmle17@uh.edu or by phone at 713-743-6464.  

This project has been reviewed and approved by the University of Houston Committees 
for the Protection of Human Subjects (713)743-9240. 
  

http://goo.gl/forms/0JOa5Ax59z
http://goo.gl/forms/0JOa5Ax59z
http://goo.gl/forms/0JOa5Ax59z
mailto:tmle17@uh.edu
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UNIVERSITY OF HOUSTON 
CONSENT TO PARTICIPATE IN RESEARCH 

 
 

PROJECT TITLE: Where Are All of the Asian American STEM Educators?: A Multi-
Case Study on Barriers, Motivations, and Recruitment  

 
You are being invited to take part in a research project conducted by Tom Le from the 
teachHOUSTON program at the University of Houston. This study is part of my 
dissertation conducted under the supervision of Dr. Michael Wayne Emerson. 
 
NON-PARTICIPATION STATEMENT 

 
Taking part in the research project is voluntary and you may refuse to take part or 
withdraw at any time without penalty or loss of benefits to which you are otherwise 
entitled. You may also refuse to answer any research-related questions that make you 
uncomfortable.  
 
PURPOSE OF THE STUDY 

 
The main purpose of this study will be to examine why so few Asian American college 
STEM students go into the teaching profession.  This study will identify the barriers that 
influencing Asian American STEM students who have decided not to become math or 
science teachers in grades seven through twelve and motivations of those who choose to 
become math or science teachers in grades seven through twelve.  The goal of the study 
is to explore what school leaders can do to recruit more Asian Americans to be STEM 
educators.  With the formulation of specific solutions targeted for the Asian American 
population of STEM students, two major issues can be addressed at the same time – 
decreasing the teacher diversity gap and increasing the number of highly qualified STEM 
teachers. 
 
The length of time for this study will last one semester.  There will be a survey to select 
individuals at the beginning of the Fall 2015 semester and one-on-one interviews will be 
conducted with chosen participants during the semester. 
 
PROCEDURES 

 
You will be one of approximately _10__ subjects invited to take part in this portion of the 
study, the interview process. 
 
Participants in this study will be asked to do the following:  
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1. During the first phase of data collection, participants were asked to complete the 
12-item demographic and teaching interest survey that will last from 5 to 10 
minutes.  

2. If selected, participants are invited (and they accept) to participate in the second 
phase of data collection, they will be asked to participate in a single one-on-one 
interview of approximately 60 minutes in duration. 

 
CONFIDENTIALITY 

 
Every effort will be made to maintain the confidentiality of your participation in this 
project. Each subject’s name will be paired with a code number by the principal 
investigator. This code number will appear on all written materials. The list pairing the 
subject’s name to the assigned code number will be kept separate from all research 
materials and will be available only to the principal investigator. Confidentiality will be 
maintained within legal limits. 
 
RISKS/DISCOMFORTS 

 
Students recollecting negative experiences and emotional feelings could potentially place 
undue stress upon you. The researcher will pre-emptively acknowledge these risks prior 
to the start of the interview process. In addition, you will be allowed to decline given 
responses and/or participate in the study. 
 
BENEFITS 

 
While you will not directly benefit from participation, your participation may help 
investigators better understand why so few Asian American students enter the teaching 
profession. Answers to these questions will contribute to the identification of partial 
reasons for the lack of teacher diversity in U.S. schools today.  Findings of this study will 
provide practical implications for school leaders in the recruitment of under-represented 
ethnicities and in critical shortage areas such as math and science. 
 
ALTERNATIVES 

 
Participation in this project is voluntary and the only alternative to this project is non-
participation. 
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COSTS 

 
There are no financial costs associated with this study.  Voluntary participants are college 
students who attend classes on campus on a regular basis and are asked to give up only 
their time.  
 

INCENTIVES/REMUNERATION 

 
There are no extra credit for those who complete the 12-item survey.  Students who are 
selected for the interview will receive credit for one of their professional development 
tasks, a coursework requirement in all teachHOUSTON courses. 
 
PUBLICATION STATEMENT 

 
The results of this study may be published in scientific journals, professional 
publications, or educational presentations; however, no individual subject will be 
identified.   
 
AGREEMENT FOR THE USE OF VIDEOTAPES 

 
If you consent to take part in this study, please indicate whether you agree to be 
videotaped during the study by checking the appropriate box below. If you agree, please 
also indicate whether the videotapes can be used for publication/presentations. 
 

� I agree to be videotaped during the interview. 
� I agree that the videotape(s) can be used in publication/presentations. 
� I do not agree that the videotape(s) can be used in 

publication/presentations. 
� I do not agree to be videotaped during the interview. You may still participate in 

this study in this case. 
 
 
CIRCUMSTANCES FOR DISMISSAL FROM PROJECT 

 
Your participation in this project may be terminated by the principal investigator 
 

• if you cancel or reschedule your interview appointments more than once; 
• if you do not follow the instructions you are given; 
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SUBJECT RIGHTS 
 
1. I understand that informed consent is required of all persons participating in this 

project.  
 

2. I have been told that I may refuse to participate or to stop my participation in this 
project at any time before or during the project. I may also refuse to answer any 
question. 
 

3. Any risks and/or discomforts have been explained to me, as have any potential 
benefits.  
 

4. I understand the protections in place to safeguard any personally identifiable 
information related to my participation. 
 

5. I understand that, if I have any questions, I may contact Tom Le at 713-743-6464.  I 
may also contact Dr. Michael Wayne Emerson, faculty sponsor, at 713-743-7597. 
 

 
Any questions regarding my rights as a research subject may be addressed to the 
University of Houston Committee for the Protection of Human Subjects (713-743-
9204). All research projects that are carried out by Investigators at the University of 
Houston are governed be requirements of the University and the federal 
government.  
 
 
SIGNATURES 
 
 
I have read (or have had read to me) the contents of this consent form and have been 
encouraged to ask questions. I have received answers to my questions to my 
satisfaction. I give my consent to participate in this study, and have been provided with 
a copy of this form for my records and in case I have questions as the research 
progresses.  
 
 
Study Subject (print name): _________________________________________________ 
 
Signature of Study Subject: _________________________________________________ 
 
Date: ___________________________________________________________________ 
 
------------------------------------------------------------------------------------------------------------ 
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I have read this form to the subject and/or the subject has read this form. An 
explanation of the research was provided and questions from the subject were solicited 
and answered to the subject’s satisfaction. In my judgment, the subject has 
demonstrated comprehension of the information.  
 
 
Principal Investigator (print name and title): ____________________________________ 
 
Signature of Principal Investigator: ___________________________________________ 
 
Date: ___________________________________________________________________ 
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Appendix C:  12-Item Questionnaire 
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Please indicate your consent to voluntarily complete the survey.      * Required 
  Yes 
  No 
 
1. What is your major? * 
  Science 
  Technology 
  Engineering 
  Math 
  Other 
 
2. What is your age? * 
  
3. Do you identify yourself as Asian American? Check all that apply. * 
Asian American students refers to individuals with East Asian, South Asian, Southeast 

Asian, and Filipino parents. 
  Yes 
  No 
 
  East Asian (Americans with ethnic origins from the countries of Japan, Korea, the 

People’s Republic of China, Mongolia, Macau, Hong Kong, and the Republic of 
China (Taiwan) 

 
  South Asian (Americans with ethnic origins from the countries of India, Pakistan, 

Bangladesh, Sri Lanka, Nepal, Bhutan, and the Maldives) 
 
  Southeast Asian (Americans with ethnic origins from the mainland countries of 

Cambodia, Thailand, Vietnam, Laos, Myanmar (Burma), East Malaysia, and 
maritime countries of Philippines, Indonesia, West Malaysia, Singapore, and 
Brunei) 

 
  Filipino (do not identify as Southeast Asian) 
 
4. Have you been previously enrolled or currently enrolled in a teachHOUSTON 

course?* 
  Yes 
  No 
 
5. How certain are you of becoming a STEM teacher in grades seven through twelve? 
  1. No desire at all 
  2. Very little desire 
  3. Some desire 
  4. Strong desire 
  5. I have always wanted to become a teacher 
6. Are you male or female? * 
  Male 
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  Female 
 
7. Which of the following courses have you taken or currently enrolled? * 
  Check all that apply. 
  Step 1 
  Step 2 
  Knowing and Learning 
  Perspectives 
  Classroom Interactions 
  Multiple Teaching Strategies 
  Research Methods 
  Student Teaching 
 
8. Which of the following are you? * 
  Immigrant, not a U.S. citizen or resident alien 
  First-generation American 
  Second-generation American 
  Third-generation American 
  Fourth-generation American 
  None of the above 
 
9. How much of an influence did your parents/family/friends play on your college major 

decision? * 
  1. Not at all influential 
  2. Slightly influential 
  3. Fairly influential 
  4. Strongly influential 
  5. My career choice was determined for me 
 
10. What is the likelihood of you becoming a math or science teacher in grades seven 

through twelve? * 
  1. Extremely unlikely 
  2. Unlikely 
  3. Neutral 
  4. Likely 
  5. Extremely Likely 
 
11. How necessary do you believe it is for students to have teachers who are culturally 

and ethnically similar to yourself? * 
  1. Not at all necessary 
  2. Slightly necessary 
  3. Neutral 
  4. Very necessary 
  5. Completely necessary 
12. Can you think of ways to attract more students to teaching? 
  1. I have no idea. 
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  2. I have maybe one or two ideas. 
  3. I have several ideas. 
  4. Given time, I can come up with ten ideas. 
 
Please include contact information in case you are invited to proceed on to Phase Two. * 
First and last name, email address, and a phone number: __________________________ 
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Appendix D:  Interview Protocol and Questions 
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Title of Research Study: Where Are All of the Asian American STEM Educators?: A 
Multi-Case Study on Barriers, Motivations, and Recruitment 

 
Principal Investigator:  Tom Le 
 
Time Frame:  Fall 2015 
 
Total Interview Time: 60 Minutes  
 
Place:  University of Houston 
 
Description: This interview protocol will serve as a guide when conducting the one-on-
one interview (approximately 60 minutes in length) with Asian American students who 
are currently or previously enrolled in at least one teachHOUSTON course and are 
current or formerly Science, Technology, Engineering, and Mathematics (STEM) majors.  

Purpose of Interview: The interview session will seek to describe and explore the 
participants’ perceptions about barriers and motivations that influence their decision to 
not choose or pursue teaching math or science in grades seven through twelve. The 
session will also explore possible recruitment strategies for Asian American STEM 
teachers.    

Qualitative Research Questions:  

4. What do Asian American college students in a STEM teacher preparation 
program report are barriers that influence STEM students to not choose 
teaching math or science in grades seven through twelve? 

5. What do Asian American college students in a STEM teacher preparation 
program report are motivations that influence STEM students to choose 
teaching math or science in grades seven through twelve? 

6. What do Asian American college students in a STEM teacher preparation 
program report are possible strategies that can be used to address the barriers 
and to support the motivations in an effort to increase the recruitment of Asian 
American STEM teachers? 

Interview Introduction: 

• Introduce the study. 
• Sign Consent form. 

Introduction of Study (to Participants): 

I want to thank you for agreeing to meet with me today and for taking the time to join our 
discussion on Asian American STEM teachers. You have been contacted to participate in 
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this phase of the study for which you have agreed to be a participant. Your selection in 
this portion of the study was determined by your participation and resulting score on the 
online survey. I am going to ask a series of questions and you are welcomed to provide an 
initial response or to elaborate or comment on your previous responses.   
 
During the 60 minutes allotted for the discussion, the interviewer will have questions and 
will listen to what you have to say. The interviewer may ask for clarification but will not 
contribute ideas and suggestions to the discussion. Please feel free to respond as honestly 
and as deeply as possible. Recording devices will be used to ensure data collection 
accuracy, so it is important that you project your voice and speak clearly.  Questions will 
be asked to elicit responses and will be followed by further prompts to get respondents to 
elaborate in order to generate a richer data set. Do you have any questions before we 
begin? 
 

Interview Questions: 

1. Tell me about your background and family history as you were growing up. 

2. How do you think your parents view education here in the United States?  
Describe the viewpoint of education in your parents’ native country. 

3. What are your parents’ perceptions of teachers here in the United States? Describe 
the viewpoint of teachers in your parents’ native country. 

4. Compare your own viewpoints to your parents.  To what extent are they alike or 
different? 

5. Describe any academic difficulties that you’ve encountered as you consider a 
teaching career.  Describe any non-academic difficulties as well. 

6. Describe how some of the relationships you have had with people influenced your 
decision to pursue or not pursue your major? Who did you discuss the selection of 
your major with prior to doing so? Why did you speak to these particular 
individuals? 

7. Are there any other factors that affected your decision to pursue a STEM major? 

8. How did you first become initially interested in teaching?  Are you still interested 
in teaching?  Why or why not?  

9. How likely are you to become a STEM teacher?  What are some reasons why you 
believe this is so? 

10. What campus resources have you taken advantage of while in college? Please 
give me some examples of the types of academic resources that you utilized (e.g., 
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labs, writing center, academic counseling, time management, study skills 
workshops).  How effective do you rate these resources? 

11. What kinds of professional relationship have you formed while in college and 
how has it benefited you in becoming a STEM teacher? 

12. What are possible support services that would help you in becoming a STEM 
teacher? 

13. If you previously considered teaching as a career, what are possible support 
services that may help you reconsider your decision? 

14. Is there anything else you would like to add? 

Thank you for your time and thoughtful comments. Are there any other comments, 

questions, or information that you would like to provide before we end our session? 
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In qualitative research, Marshall and Rossman (2006) emphasizes the need for 

researchers to acknowledge their own set of biases, morals, and values, especially on 

research involving racially and ethnically marginalized communities such as Asian 

American students and teachers.  My frames of references as an Asian American 

immigrant, secondary math teacher, university professor, and doctoral student in a 

diverse urban college help shape my investigation.  In this preface, I discuss how my 

experiences and background have affected my research study. 

I am a Vietnamese immigrant who was born in Saigon, Vietnam to a wealthy 

family at the end of the Vietnam War in 1975.  Although I personally did not attend 

school in Vietnam, my brothers and sisters did.  I can recall many stories about the harsh, 

strict discipline and high expectations teachers had for their students in Vietnam.  My 

parents taught me to respect my elders and that teachers were beyond reproach in 

Vietnam.  Everything they said or did was faultless.  You, as the learner, were always in 

the wrong no matter what (Gordon, 2000; Rong & Preissle, 1997).  My parent’s mentality 

on education and teachers came with them to the U.S. as well.  In my senior year of high 

school, I was wrongfully stripped of my National Honor Society membership and was not 

allowed to speak at graduation even though I was the valedictorian of my class.  This 

came about because one of the influential school leader of the school placed the blame on 

me for the Academic Decathlon team’s poor performance at the state competition.  He 

viewed me as the leader of the team and since the team under-performed based upon his 

expectations, he became angry at me.  In a vengeful retaliation, he accused me of 

falsifying a letter of recommendation written by him for my college scholarship 

application.  The principal believed his word over mine and my parents did not attempt to 
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fight the decision.  This blatant mistreatment of a racial minority was allowed to occur, 

demonstrating both the marginalization (Ladson-Billings & Tate, 1998) of an Asian 

student and the deference to authority and passivity of my Asian parents (Goodwin, 

2000). 

When I entered college, I immediately chose to become a pre-med, Biology 

major, because I believed it was what I was obligated to do for my family’s namesake 

(Wang, 2014).  My previous siblings had went to college and received their engineering 

degrees.  Since I graduated with a higher ranking then all of my siblings, the pressure for 

me to exceed the “success” left me with only one choice – to become a doctor (Nguyen & 

Williams, 1989).  Oddly enough, my sister did not receive any ridicule for becoming a 

teacher (Nguyen, 2014).  In the Asian culture, the male would need to carry on the 

reputation and name for the family, whereas the female can be married off to a suitable 

family of wealth.  I did not get accepted into medical school after I sabotaged my chances 

during the interview by answering questions with blundering honesty.  I had poor self-

concept of myself, believing that I did not work hard enough and was not good enough to 

become a doctor (Whang and Hancock, 1994).  Ever since high school I have always 

identified myself as a member of the tennis team, the athlete of my family.  Although my 

self-efficacy in math and science was high, my perceptions of my abilities to become a 

doctor was low. 

 After I did not get into medical school, I spent two years working as a U.S. postal 

employee.  In those two years, my average salary was close to $50,000 but the working 

conditions were unfavorable for Asian workers.  Most of the Asian workers were unfairly 

treated by the predominately Black supervisors and managers who favored their friends 
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and blatantly discriminated against Asians who had language deficiencies or were too 

passive to speak up for themselves.  From a Critical Race Theory (CRT) perspective, the 

dominant majority sought to marginalize the minority and systemically, the issues were 

too difficult to overcome (Ladson-Billings, 1995).  After trying to defend myself and 

other Asians unsuccessfully, I quit the job, taking my sister’s advice to join her as a 

teacher. 

 In my first year as a teacher, I made $33,000, about a 33 percent decrease from 

my previous job.  Nevertheless, the enjoyment and fulfillment I got from teaching 

allowed me to know that I had found my calling.  I did not mind all of the negative 

factors about teaching because I was more focused on the positive aspects of teaching.  

The compatible work schedule, stable career, fulfillment working with youth, and 

departmental school support were all great benefits of teaching (Goodwin, et al., 1997; 

Chong, 2002; Chiang, 2007; Nguyen, 2008).  On top of that, I was content working for 

the district in which I attended because I was giving back and serving my community.  

All of these personal experiences has helped shape my frameworks in this research study. 
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