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Critical Multicultural Education: Working at the
Intersections of Resistance, Restorative Justice, and
Revolutionary Change—Introduction
Christine Clark * and Norma A. Marrun
Cultural Studies, International Education, and Multicultural Education (CSIEME), Department of Teaching and
Learning, College of Education, University of Nevada, Las Vegas, NV 89154-3001, USA; norma.marrun@unlv.edu
* Correspondence: chris.clark.unlv@me.com
Received: 14 June 2019; Accepted: 17 June 2019; Published: 18 June 2019

We are pleased to serve as co-editors for this Education Sciences Special Issue focused on
Critical Multicultural Education: Working at the Intersections of Resistance, Restorative Justice, and
Revolutionary Change. Contributors to this Special Issue are graduates and/or close academic aﬃliates
of the University of Nevada, Las Vegas’ doctoral program emphasis in Cultural Studies, International
Education, and Multicultural Education, also known as “CSIEME,” pronounced phonetically as
“See Me.”
“See Me” is evocative of the Zulu notion of “Sawubona,” which literally translates to, “We see you,”
but more conceptually conveys intentional collective acknowledgement of everyone’s human presence,
particularly the value and importance of that presence: “Good to see you,” and “Good to be seen.”
Because the concept of Sawubona, of seeing and being seen, is foundational to the work done in the
CSIEME emphasis, we asked contributors to this Special Issue to submit relevant research and praxis
articles related to themes that challenge deﬁcit narratives, and reveal and document counterstories,
about historically, persistently, and newly minoritized and marginalized communities in the United
States—so that members of these communities are “seen.” Themes highlighted in the call for articles
included, but were not limited to:
1)

2)

3)

4)

5)
6)

The persistent failure of teacher education to recruit and retain teacher educators of Color and
pre-service teachers of Color and the implications of their absence on the educational experiences
of PK–12 students of Color.
The persistent failure of educational leadership education and of PK–12 school leaders to listen to
and meaningfully engage Black women, and other women of Color, as educational leaders and
their critically culturally relevant and responsive educational leadership expertise in U.S. schools.
Gay teacher identity development and its impact on the experiences of out and closeted Gay
teachers in PK–12 schools that are supportive of or hostile to Lesbian, Gay, Bisexual, Trans, and
Queer (LGBTQ) concerns.
The manners in White female teacher engagement/non-engagement with especially Black, as well
as with Latinx and Indigenous, male students facilitates the gross disproportionate funneling of
these students, as well as their female counterparts, into the school-to-prison pipeline.
The persistent failure of teacher education to prepare and support critically culturally relevant
and responsive teachers, including through professional development and performance review.
The long-term implications of the educational experiences of Black students, and other students
of Color, who are transracially adopted, racially isolated in schools (from like peers and teachers),
experience various forms of identity marginalization (especially through PK–12 curricula), and/or
are otherwise systemically minoritized.
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7)

8)

9)

The impact of critical multicultural education on the language dispositions of pre- and in-service
teachers and their preparedness to work eﬀectively with students, and their families, who speak
English diﬀerently and/or as a second language.
The educational implications of forced and reverse migration on Chicanx, Mexican American,
Mexican, and other families, including how children of deported parents use various forms of
resistance to educationally navigate on both sides of the U.S.-Mexico border.
The manners in which recent immigrant parents of 1.25, 1.5, and 1.75 generation immigrantand U.S.-born children navigate the U.S. education system, and the importance of school- and
community-based family engagement initiatives in their successful navigation.

We also asked contributors to the Special Issue to emphasize the use of critical, indigenous [1], and
emancipatory research methodology [2] and inquiry methods in challenging deﬁcit narratives [3], and
revealing and documenting counterstories [4], about historically, persistently, and newly minoritized
and marginalized communities in the United States. More speciﬁcally, we asked contributors to
situate their research in Critical Race Theory [5], intersectional analysis [6], radical (from the root,
grassroots, origins, and beginnings) resistance [7], and realization of restorative, transformative [8], and
revolutionary change [9]. The articles included in this Special Issue reﬂect the contributors’ thoughtful
attention to the highlighted themes, use of emergent methods, sociopolitical grounding, and ﬁdelity to
work for justice.
It is our hope that this Special Issues will serve as a springboard to the development of a CSIEME
journal, modeled after the Berkeley Review of Education (BRE), which is an open-access, peer-reviewed
journal edited by students from the Graduate School of Education at the University of California,
Berkeley. Accordingly, we are using this Special Issue opportunity as a way to move toward launching
that journal, with the primary objective of that eﬀort being to provide a space for members of our
CSIEME community to learn how journals work and to gain experience preparing their own, and
editing others’, work for publication. The exemplary recent, current, and on-going work included in
this Special Issue will go a long way in facilitating our subsequent launch of a CSIEME journal. We are
grateful to Education Sciences for providing us this opportunity.
Author Contributions: Conceptualization, C.C. and N.A.M.; methodology, not applicable; software, not applicable;
validation, C.C. and N.A.M.; formal analysis, C.C. and N.A.M.; investigation, not applicable; resources, not
applicable; data curation, not applicable; writing—original draft preparation, C.C. and N.A.M.; writing—review
and editing, C.C. and N.A.M.; visualization, C.C. and N.A.M.; supervision, C.C. and N.A.M.; project administration,
C.C. and N.A.M.; funding acquisition, not applicable.
Funding: This research received no external funding.
Conﬂicts of Interest: The authors declare no conﬂict of interest.
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Yo Resisto, Tú Resistes, Todos Resistimos: Modes of
Resistance Displayed by U.S.-Born Children of
Deported Parents on the Mexico/U.S. Border
Sandra L. Candel
Interdisciplinary, Gender, and Ethnic Studies, University of Nevada, Las Vegas, NV 89154, USA;
slcandel@gmail.com
Received: 9 April 2019; Accepted: 3 June 2019; Published: 18 June 2019

Abstract: Over 600,000 U.S.-born children are living in Mexico after being forced to leave with their
parents after a deportation. Although these children possess transnational funds of knowledge,
these go unrecognized by their Mexican teachers, who mostly view transnational students from a
deﬁcit perspective. This qualitative study included three transnational students aged 12–17 attending
schools in northern Mexico due to parental deportation and used interviews, testimonios and thematic
analysis to document their educational experiences and to determine their coping mechanisms and
modes of resistance. By doing so, this study intended to highlight the ways in which participants
enacted agency. The research questions guiding this study were: How are the educational experiences
of transnational youth shaped by parental deportation? What tools do they use to cope? and, how does
transnational youth enact transformative and other types of resistance? Based on theories of resistance and
the Coyolxayhqui Imperative theory, this research found that the major obstacle transnational students
face is the diﬀerence in educational systems and teaching practices and lack of academic Spanish
proﬁciency. Deportation posed the added burden of stigmatization and exclusion. Family support
was the greatest coping mechanism identiﬁed by participants, followed by friendships formed in
Mexico, especially with other transnational students, as well as being resilient and purposeful in
their pursuit of an education. Participants in this study displayed self-defeating, transformative,
and resilient resistance. All people and place names are pseudonyms.
Keywords: resistance; resilience; funds of knowledge; transnational; youth; education

1. Introduction
I have introduced this article with testimonios from three transnational students that were forced
to live in Mexico after their parents’ deportation. Although two of them are U.S. citizens, they cannot
return; therefore, they live as undocumented citizens in Mexico. This trend, in which U.S.-born children
are excluded from accessing basic social services due to lack of Mexican citizenship documentation,
is a phenomenon that I call reverse un-documentation.
I don’t remember exactly the day that I got [to Mexico] but I remember exactly like it was
yesterday. I remember that I got in my aunt’s car and she drove me all the way here and
I remember the smells when I got here, I remember exactly everything. It smelled good,
it smelled like tacos [laughs], and when I got here everything was diﬀerent, the streets,
everything, the cars, everything was diﬀerent. I didn’t feel like home, I felt like crying
at that same time because I thought that I wanted to be in California the rest of my life,
I thought I had a future there, I thought I would have my own family there, everything.
But unfortunately, when I got here the only thing that mattered to me in that right moment
was to see my mom. I remember when she was in jail, I remember seeing her in that bullet
Educ. Sci. 2019, 9, 140; doi:10.3390/educsci9020140
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proof glass, I remember that I wanted to hug my mom. You would tap on the glass and
you wouldn’t be able to hear it, or you would scream as loud as you can, and you wouldn’t
be able to hear it. I remember seeing her, and I said “no, forget all of that, forget my life
over there in California, I want to see my mom, I want to see that person that gave me life.”
So when I got there I felt like crying but I said “no, if I cry my mom is going to start crying.”
So I got there and she just saw me, she started crying, she said “I missed you!” the ﬁrst thing
she did was hug me, she almost fell to the ground, to her knees. I picked her up and I said
“no, mom, never go on your knees for me, ever, ever, ever.” I picked her up, I started crying
and she said, “I missed you.” I said, “I missed you too, I missed you a lot.” At that moment,
I felt like crying like a baby, like dropping to the ground and, like a kid does a tantrum but of
happiness, but I said “no, I can’t cry.” (Paloma’s testimonio, 16 years old).
I was seven, six years old when I barely came [to Mexico.], my grandma came for us.
We stayed in a garage, my aunt’s garage, for a couple months, then she told us to pack,
I didn’t know what for. I didn’t ask. I just came. When I ﬁrst got here I cried because I saw
my mom. Yeah . . . I cried because I saw my mom, I had half a year without seeing her and
. . . Yeah, that was the ﬁrst time I came [to Mexico]. I didn’t really like it though, because I
left a lot of friends [in the United States]. (Hans’ testimonio, 12 years old).
I remember when everything was packed, and we were driving to the border and everything,
and I remember my dad said that he forgot his driver’s license and how was he going to pass
through the border and everything. And I remember thinking, like, “Oh, my God, what if
something happens? What if we can’t pass [to the Mexican side]? What if they get us or
something?” because we were still in the U.S., I was like “what if they take us to, like, a foster
home or something?” I think I was 10 or 11 . . . . Yeah, I was scared, but I was thinking too
much. I think my dad called his brother, my uncle, and they were able to come. We passed
[the U.S./Mexico border], because they didn’t ask for his driver’s license, the good thing. So
when we passed, I remember we got into a van and I remember seeing a lot of trees. At ﬁrst
it was pretty, but then it was getting ugly, like the streets and everything, the houses, and I
was like “poor people” and I remember, like, you know how in the U.S. when the red light is
on, there’s not people trying, like doing stuﬀ there [referring to street vendors, including
children], that’s what I remember. I was like “it’s dangerous! What if they get ran over or
something!” And then I just remember like . . . “poor people, oh, my God, how they live
here!” But now I’m used to it. (Paula’s testimonio, 15 years old).
By law, minors who are born abroad to Mexican parent(s) are considered Mexican citizens.
Technically, in order to have access to basic rights in Mexico, they must have their Clave Única de
Registro de Población (CURP), which is the equivalent of a social security number. In theory, these
U.S.-born transnational students are considered Mexican citizens by virtue of being the children of
Mexican nationals. In reality, however, they must have a CURP in order to have access to basic
rights and higher education. By not having this code, U.S.-born children of deported parents become
undocumented in Mexico, experiencing the same invisibility and loss of rights that their parents
experienced while living in the United States.
Of the estimated 4.1 million U.S. citizen children under age 18 that live with an undocumented
parent in the United States [1] (p. 1), approximately half a million have experienced the apprehension,
detention, and deportation of at least one parent from 2011 to 2013 [2] (p. 11). According to
Gonzalez-Barrera [3], 1 million Mexican families, along with their U.S-born children, have returned
to Mexico between 2009 and 2014, with 14% of them citing deportation as the reason for their return
(para. 3). Although it has not been determined how many of these children are in Mexico due to
parental deportation, it is estimated that over 600,000 U.S.-born children are now attending schools in
Mexico [4] (p. 7). This return migration trend has given rise to an increased interest in post-deportation
experiences [5]. However, few researchers have focused on U.S.-born children and the challenges
5
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they face when they are forced to return to Mexico with their deported parents [6]. Most importantly,
few studies have focused on the ways in which these children navigate, make sense of their new
environment, cope, and resist their oppressive realities.
This study focuses on the impact of deportation for U.S.-born transnational students as well
as on the modes of resistance transnational children display. Scholars that focus on transnational
students have criticized Mexican schools for viewing them from a deﬁcit perspective [7], ignoring their
transnational funds of knowledge [8], and considering them a burden for a Mexican educational system
that does not have the resources to support them [6,9]. This article challenges deﬁcit perspectives,
arguing that transnational students display an array of sophisticated and complex resistance and
coping mechanisms of which some scholars have no complex understanding. Therefore, the purpose
of this study is to uncover the stories of three transnational youths, two of whom are U.S.-born and
one of whom is Mexico-born, to convey the obstacles they face while attending schools in Mexico, and
to examine their resistance mechanisms. Recognizing that the intricacy or their resistance cannot be
explained by existing models, I argue that more complex modes of understanding are needed in order
to understand how these children make sense of, and survive in, an unfamiliar Mexican culture and
sociopolitical landscape.
To understand the experiences of transnational children forced to reside in Mexico after the
deportation of their parent(s), this study asked the following research questions: (1) How are the
educational experiences of transnational youth shaped by parental deportation? (2) What tools do they use to
cope? and, (3) How does transnational youth enact transformative and other types of resistance?
2. Theoretical Framework
This study was framed using theories of resistance [10,11] and Anzaldúa’s [12] Coyolxauhqui
Imperative theory. I based my assessment of resistance modes on the theories of resistance which
highlight that individuals are not simply acted upon by institutions, but rather, that they struggle
and negotiate with institutions to create their own meanings [10]. For this study, I particularly relied
on Solórzano and Delgado Bernal’s [10] self-defeating and transformative resistance models and
Yosso’s [11] resilience resistance model, discussed at length in my ﬁndings section.
The uprooting of U.S.-born children of deportees is a traumatic event—as evidenced in the
testimonios from my three participants at the beginning of this article—which has long-lasting eﬀects
at the personal level. Therefore, I used Anzaldúa’s [12] Coyolxauhqui imperative, described as an
ongoing process of healing and achieving integration, “to move through and beyond trauma and rage,
transforming it into social justice work” (p. xxiii). Coyolxauhqui was a Mexica goddess in Aztec
mythology whose body was dismembered and tossed into the sky, to eventually become the moon.
To Anzaldúa, Coyolxauhqui’s broken body represents the necessary fragmentation that needs to occur
in order for a critical consciousness to emerge, and the “reconstruction and reframing that allows for
putting the pieces together in a new way” [12] (p. 20). The Coyolxauhqui imperative framework,
symbolizing the ongoing process of fragmentation and reconstruction, allowed me to identify critical
awareness and healing processes in my participants.
3. Methods
This study is part of a larger research conducted from March to October 2017 in the city of Alamar,
in the northern border region of Mexico, located three miles from the U.S. border. The study took place
at the Grupo de Apoyo para Alumnos Migrantes (GAAM) or Support Group for Migrant Students,
a government organization that is part of the State Educational System. Its main objective is the
identiﬁcation and record keeping of transnational students statewide in order to provide them with
educational and psychological support. After learning about the organization through their website,
I identiﬁed the name and contact information of the coordinator. Contact was ﬁnally established three
months after an initial email, at which point, the coordinator asked for a face-to-face meeting in her
oﬃce to learn more about the research. After the introductory meeting, the coordinator agreed to
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locate potential participants for this study. In addition, I also had a key informant from Madres por
la Reuniﬁcación [Mothers for Reuniﬁcation], a non-proﬁt civil organization in Alamar founded by
deported mothers who advocate for the reuniﬁcation of families separated by deportation.
3.1. Participants
This study included two U.S.-born and one Mexico-born youth aged 12–17 that were forced to
move to Mexico due to the deportation of their parent(s) and that attended schools in Alamar. I used
criterion sampling [13] to identify participants. The criteria for consideration were: (1) They had to be
U.S.-born youth, or Mexico-born youth who had lived in the United States for over 2/3 of their lives
and had almost native-like knowledge of U.S. culture. (2) They had to be aged 9–17. (3) They had
to attend Mexican schools due to the deportation of their parent(s). Participants’ demographics are
described in Table 1, below.
Table 1. Participants’ Demographics.

Name

Age

Nationality

Paloma

16

Mexico-born

Hans

12

U.S.-born

Paula

15

U.S.-born

Schooling in MX or
the US

K-7 US
8-11 MX
K-3 US
4-7 MX
K-4 US
5-10 MX

Years in
the
U.S.

Years in
Preferred
Mexico
Language
(after
(for Interviews and
Parental
Testimonios)
Deportation)
English

12

3

9

3

English

10

5

English

Participants’ proﬁles reveal that they lived between 9 and 12 years in the United States, which
means they lived most, if not all, of their childhood in the United States. In all three cases, participants
came to Mexico as a result of the deportation of their parents. They, along with their families, resettled
in Alamar because they either were born there or had family in the area. At the time of this study,
participants had lived between three and ﬁve years in Mexico and had attended Mexican public schools
ranging from primaria (elementary) and secundaria (middle school) to preparatoria (high school).
For this research, only Paula’s family reported not having any issues enrolling her in school and
having access to education immediately after their arrival in Mexico. For Paloma and Hans, it took
two to three months to get them registered in school due to lack of proper Mexican documentation.
The dominant language of the children at the time of their arrival in Mexico was English, and although
children spoke some basic conversational Spanish, they struggled in school due to their lack of academic
Spanish ﬂuency. For this study, all three participants chose to be interviewed in English. Interestingly,
they kept switching to Spanish every time they were unable to recall a word or phrase in English,
which indicated to me that at the time these data were collected, they were more ﬂuent in Spanish.
3.2. Data Collection and Analysis
Data were collected in two phases, and participants were given the option to participate in all, some,
or none of the phases. The ﬁrst phase included in-depth interviews lasting between 40–60 min each.
The second phase included testimonio sessions lasting from 60–90 min each. The three participants
chose to participate in both phases. Since Institutional Review Board (IRB) speciﬁcations prevented
me from visiting participants in their homes, data collection took place at the lobby of my hotel or at
public cafes located in a popular local mall, and mothers accompanied children to all our meetings.
All interviews were audio recorded, transcribed, and translated by me. The purpose of the interviews
was to discuss the educational experiences of participants and to contextualize those experiences in
the face of parental deportation. Testimonios allowed for participants to express their thoughts and
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feelings more personally, to guide their own narrative, and to share what was important to them at
a deeper level. The relationship built during the months that this study took place allowed for the
collection of rich data that would have not been possible if the trust that developed between us had
not been present.
I used MAXQDA, a software program for data analysis. I used thematic analysis to analyze data.
The purpose of thematic analysis is to identify patterns of meaning across a dataset that provide
an answer to the research question being addressed [14]. The coding system in MAXQDA was
informed by the research questions and the theoretical framework. The thematic analysis produced
four main categories: (1) Education-related factors, from which educational experiences were drawn;
(2) forced/reverse migration factors and (3) trauma-related factors, from which impacts of deportation
were drawn; and, (4) coping mechanisms, from which modes of resistance were drawn.
4. Findings
4.1. Education-Related Factors: Educational Experiences
The most signiﬁcant obstacle to a smooth educational transition for transnational students,
as identiﬁed by the participants, was the diﬀerence between the U.S. and Mexican educational system.
Among the most cited obstacles by the students was teacher absenteeism, a teaching practice that is
unfortunately common in Mexico. The students were astounded by the habit, among Mexican teachers,
of simply not showing up for class without previous notice, of using class time for activities other than
teaching, including checking social media on their phones, or of explaining lessons only once without
checking for understanding, leaving many students confused and without the possibility of going over
the lesson again. For example, Paloma shared her frustration:
Yeah, I notice that the teachers here in Mexico sometimes they don’t go to your classes and
you stay like an hour without that class, like if it’s math you stay an hour without learning
anything in math. Yeah. They teach you when they want to.
Yet, when students were vocal about their frustration and critiqued this incompetent teaching
practice, they were silenced by their teachers. Students were reminded that the they had to get used
to Mexican practices because they were no longer in the United States. Even the principals justiﬁed
teachers’ ineﬃcient practices by saying that teachers had full autonomy in their classroom and that not
even the principal could interfere. When I asked Paula what she could do to improve the situation,
she said: “Well, I could [talk to the teacher] but nothing will change. They would still be not doing
anything because the teacher, every year, they say that he’s like that. That’s his style, not doing
anything, just putting easy lessons.” This cold reception by school staﬀ made students feel voiceless
and, in some cases, it undermined their sense of agency.
4.2. Forced/Reverse Migration Factors and Trauma-Related Factors: Impacts of Deportation
The second greatest obstacle hindering transnational students’ adjustment to Mexican schools was
having insensitive teachers. Surprisingly, my co-researchers did not mention academic failure when
speaking about the insensitivity of their teachers, but rather, the emotional toll it took on them. Not only
were teachers insensitive to the academic needs of students, refusing to oﬀer additional assistance or to
repeat instructions for those who did not master academic Spanish; worse yet, some teachers were
insensitive to the special needs of the student. Hans experienced this attitude repeatedly, as described
by his mother:
I have told all of them [teachers] about Hans’ ADHD. That is what he has. If you ask him
something and he feels you’re going to embarrass him he would try to go oﬀ a tangent, [ . . . ]
or if you ask him something he will answer something else because he’s playing, but nothing
else. And [teachers] tell me “but here he’s not supposed to do that, you’re used to something
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else,” and always, I mean, always, they bring up the subject that because “él es del otro lado”
[he’s from the other side, meaning, he was born in the United States]. I tell them, “and believe
me, over there [in the United States] people are more accepting than here.”
The lack of empathy towards transnational children was due to the normalization of migration in
Alamar. As the GAAM coordinator explained, “We are so used to migration, that it has permeated
Alamar’s social fabric to such extent that the migration of transnational students has no eﬀect on these
teachers who refuse to change their practices for them.” The coordinator often heard teachers say: “My
job is to teach, my job is not to make sure that you are learning.” Therefore, the coordinator continued:
“There needs to be a change not only in the teaching practices, but in the teacher’s mentality.”
The lack of Spanish proﬁciency was identiﬁed by all transnational students as their third biggest
impediment, as it aﬀected not only their schooling experiences, but their social interactions and
emotional well-being as well. Hans’ mom explained:
His teacher scolded him all the time, she did not allow him to go to recess because he did not
ﬁnish the work they had him do, that was the ﬁrst day of school. She knew the situation. She
knew that he did not speak Spanish well, she was well aware that he did not write absolutely
any Spanish, that in order for him to write he would write letter-by-letter, letter-by-letter, and
I would tell him “do what you can, m’ijo, I’m going to help you when you get here, I will help
you, I will do this, I will do that,” then he would cry every day when he had to go to school.
Hans’ self-esteem was visibly damaged by this experience. It was obvious that he was cautious
about speaking. Once he warmed up to me during our interactions, he shared his negative experience,
which helped me understand his shyness. He shared:
[The teacher] would make fun of me ‘cause I don’t know Spanish, and he would be like “Oh,
this is like that” and he laughed at me in front of everyone and embarrassed me . . . in front
of everybody in class.
4.3. Coping Mechanisms: Modes of Resistance
Family support was the greatest coping mechanism identiﬁed by participants. For Paloma and
Hans, their support came mainly from their older brother, who decided to stay behind in the United
States. Paloma shared:
My brother also gives me those talks where he says: “Look at me, I stopped studying and
this is how I ended up, and I don’t want you guys to end up like me too.” And honestly, well,
I reﬂect [on] that and I say: “well . . . I don’t want to be like that, I want to be someone in life,
I want people to know who I am and what I’m known for.”
Similarly, Hans mentioned:
My oldest brother, he would try to motivate us [when their mom was in jail], he’d say “don’t’
cry, she’s going to come one day, she’s still loves us,” and stuﬀ like that. But my big brother,
he was like a dad for us, he showed me how to skateboard, he taught me how to write in
cursive, he taught me a lot of stuﬀ.
Family encouragement was pivotal in the students’ emotional healing, but high parental
involvement and advocacy also made a positive impact in the transition of the students to the
Mexican educational system. Hans’ and Paloma’s mother became the president of their school and
raised funds to improve the school’s lack of resources. She shared:
The school that Hans attends is right in front of where I live, we just cross the street and
there it is, so, I volunteer. Then with the funds that I was able to raise, we planted trees.
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I started to buy fans, I started to buy water dispensers because they did not have water in
the school, and then, I started to buy brooms, things for gardening, hoses, water containers,
chlorine, toilet paper. Because if you would have entered the school you would have cried,
because the children sometimes had to throw away their socks to use them as toilet paper.
So, I would think, “I don’t want my daughter to be in this school.”
Similarly, Paula’s mother tirelessly advocated for her children; she shared:
When one speaks to the teacher, at least in my case, I went and spoke to the principal, with
the teachers, with each one of them, and I explained the situation to them and it was perfect,
they gave my children a lot of support.
Other coping mechanisms included coping through friendships formed in Mexico, especially with
other transnational students; self-reﬂection to discern positive from negative behaviors; adapting to
their new environment in Mexico; having a high self-esteem; being resilient; and being purposeful in
their pursuit of an education.
The ﬁnal coping mechanism was code switching. Children either highlighted or suppressed their
transnational identity and English language in order to protect themselves from discrimination and
exclusion. Paloma, Hans, and Paula avoided speaking English in public to avoid being identiﬁed as
foreigners and, in some cases, being mocked or targeted. Paula explained:
Well, I wouldn’t say [I got] bullied, but sometimes [at school] they would say funny things in
English but in their Spanish accent trying to make fun of me, because I used to go to school
with my brother and we used to talk in English so they used to hear us and they would
repeat it in Spanish trying to copy our language like that.
Despite the hardships they had to endure in Mexico, all children without exception mentioned
that, with time, they learned to adapt and to be happy in Mexico. Even school seemed a little easier
over time, as Hans pointed out: “I used to get only sixes and sevens [Ds and Cs], but now I’m getting
eights and nines [Bs and As]. The following closing statement by Paloma sums it up: “If I could change
anything about my life, honestly, I wouldn’t change anything, I’m happy with my life right now.”
5. Discussion: Resistance Modes and Evidence of Critical Consciousness
Most of the literature on transnational students ignores their funds of knowledge [15] and agency,
portraying them from a deﬁcit-based perspective [7]. Therefore, this study sought to highlight the
ways in which participants resist, and by doing so, enact agency. I drew on the seminal work of
Solórzano and Delgado Bernal [10] on resistance modes, situating my participants in the self-defeating
resistance and transformative resistance mode quadrants of their model. I also used Yosso’s [11] model
of resilience resistance because I found that one of my participants displayed this mode of resistance.
The position of my participants within these models and relative to these modes was based on my
assessment of their answers to interview questions and testimonio sessions. Below I describe the
process that guided my assessment.
One of the ways in which I was able to assess their level of critical consciousness was through
their engagement with, and connection of their own experiences to, the sociopolitical context. In one
of our testimonio conversations, I asked my participants for their thoughts on the Mexican and U.S.
governments. Paloma expressed:
I’m honestly talking about both of them. Both of them! Mexico, I’m sorry for my language
but Mexico is shit, honestly, the government is shit. They have policemen here arresting
innocent people when really the real criminals are out there. [Police] stop you here when
really, they don’t get paid enough and they take away your money. They say, “OK if you
give me this much money I’ll let you go.”
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Then she went on to critique the U.S. government as well, saying:
And over there in the U.S. they, some police oﬃcers are racist, just because they see you’re
African American or Hispanic they would detain you without any reason. [ . . . ] They’re just
being racist. That’s why I don’t like the government at all! People say “Oh, this government’s
the best, if it weren’t for them we wouldn’t be here.” And I’m all, NO! [emphasis placed by
participant].
Similarly, Hans shared his frustration with the U.S. government, saying:
The [U.S.] government for me, it’s like they’re making fun of us, technically, like we don’t
know anything, when they say something they say it like if you don’t know about it, like if
you don’t know your rights, or like if you don’t know what you have to do.
Paula’s critique was directed toward the Mexican local authorities for the lack of safety she
experienced even in her own home. Paula expressed:
I still don’t feel safe because I think it was like two weeks ago, [my neighbor] started to be a
drug addict and he set his own house on ﬁre, and it was going to our house and we had to
get out [ . . . ] like, the police didn’t even came, like the ﬁreﬁghters came when my dad had
already put out the ﬁre. So, it was like, “how can we be safe?”
In addition, Paula was critical of the Mexican brand of the global sexist and misogynistic culture.
In fact, she was the only female participant who would recurrently touch on this issue, as she
experienced it every single day. Since she is a very soft-spoken person, she brought up the issue
reluctantly at ﬁrst, as evidenced by her response:
A lot of boys when a girl passes [ . . . ] like if a girl passes and they do something to her, no
one else would say “why are you looking at her like that?” or “why do you say something
like that?” You know? When boys are inappropriate with someone or with a girl.
When I asked her directly: Has that happened to you? She laughed nervously and said: “Yeah, that
has happened to me, but I try to ignore it.” Her response illustrates the she does not feel that she has the
power to interrupt the gendered violence herself, and that somebody else with more social capital than
her should come to her rescue. This further exempliﬁes her experiences of women’s disempowerment
in Mexican society.
In sum, participants’ resistance was not clear-cut. They all lacked awareness of oppression at
times, and they all demonstrated agency at others, making their placement in the diﬀerent resistance
mode quadrants reliant on both academic interpretation and analysis, as well as insider knowledge of,
and cultural intuition about, Mexican culture. Accordingly, I assessed that Paloma, Hans, and Paula
engaged in self-defeating, transformative, and resilient modes of resistance.
5.1. Paloma: Enacting Transformative Resistance by Questioning Teachers
Transformative resistance is nearly impossible to assess if the researcher or educator does not have a
good communication with the student, a clear understanding regarding the student’s perspective, and a
thorough analysis of the historical and sociopolitical contexts that formed the student’s behavior [10].
In this study, there were ample opportunities for me to assess the sociopolitical context of my
participant’s motivations through the use of interviews and testimonios, which I interpreted using my
insider’s knowledge of the Mexican and American cultures, but especially, due to the relationship and
trust that we built during the seven-month duration of this research, which led to a deep introspection
on the part of the researcher and participants.
Based on my assessment, I placed Paloma in the transformative resistance mode quadrant because
she was highly critical of systems of oppression, while at the same time showing motivation toward
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social justice. She was outspoken whenever she encountered oppression, and although she was
motivated to work for social justice by expressing great pain when she saw the state of “her people”
(referring to Mexicans) in the United States as well as in Mexico, she was not as vocal in expressing
concrete steps she planned to take to work toward social justice. She resisted by being outspoken and
sociopolitically conscious. She was one of the most outspoken students, especially about the lack of
instruction in her school. She mentioned:
Actually, I tell my teachers, I’m like “what are you guys thinking about? What are you guys
doing? ‘Cause we’re here, getting up early, coming to school, getting everything that you
guys ask us, and, our parents, honestly, our parents waste all this money like on books,
on notebooks, on pens, on everything you guys ask us for, and when we’re here, you just
teach us what you guys want to. What’s happening?”
Despite teachers being unsympathetic and unresponsive to her critiques, Paloma shared:
[Teachers] get mad, they’re like “Oh, who are you to come up to me asking me all these
questions?” [But] I’ve done it all the time. I question them all the time, like “hey! What’s
going on? Are you going to teach me, or what?”
Transformative resistance is not displayed in a crystal-clear fashion in real life. For example,
Paloma also displayed ambivalence about her critical consciousness. When asked who or what
was responsible for her situation, she blamed herself, suggesting that no connections to structural
oppression were made when it came to deportation. She shared:
I blame myself. I used to blame my mom, I’d tell her “it’s your fault that I’m here, it’s your
fault that you got deported, it’s your fault!” [ . . . ] In parts I think it’s my mom’s fault, because,
well, because she started working in things she wasn’t supposed to. Me and my brothers,
because we were so rebellious that we also got in trouble, and that’s why we’re all here,
but in parts, it’s ‘cause . . . how can I explain it? It’s in parts that I think it is our fault but in
certain times I think that it is none of our faults. I don’t know if you can understand it.
Surprisingly, although Paloma was able to connect oppression to larger sociopolitical structures in
the case of her educational experiences, she was not able to make those connections when it came to
her mother’s deportation. In this case, she felt it was a strictly personal failure, ﬁrst on her mother’s
part for making decisions that put the entire family at risk and eventually led to the family being
forced to move to Mexico; and later, she expressed feeling personally responsible for her situation for
being a rebellious teenager. There was no mention of structural forces such as the lack of respect for
her mother’s human rights in the United States, of the detrimental eﬀects of a patriarchal society that
normalized her father’s abandonment and put all the responsibility of the children’s upbringing on
their mother’s shoulders, and ﬁnally, of the institutional racism displayed by the immigration judge
who was extremely harsh on her mother for not showing enough contrition and for refusing to declare
herself guilty of the charges against her in order to expedite her sentencing process.
5.2. Paula: Resilient Resistance Through Discipline and Purposefulness
Yosso [11] advanced the model developed by Solórzano and Delgado Bernal [10] by including
Freire’s critical consciousness-raising principle. Yosso extended the resistance model to include magical
consciousness, or the belief that inequality is due to fate, luck, or God; naïve consciousness, or the
belief that inequality is caused by ourselves, our culture, or our community; and critical consciousness,
associating inequality to sociopolitical structures. In addition, individuals can be not motivated,
moderately motivated, or highly motivated by social justice. Yosso developed the concept of resilient
resistance as located between the conformist and transformative quadrants in concluding that students
engage in behaviors that “leave the structures of domination intact, yet help the students survive
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and/or succeed” (p. 181). Participants in this mode of resistance used diﬀerent practices to protect
themselves from oppression, rather than to change it. Accordingly, I determined that Paula displayed
resilient resistance because she was a high-achieving student, recognized as such in her former schools.
Furthermore, she was able to survive and even succeed in her new educational environment, though
her coping mechanisms did not break the systems of oppression impacting her. She resisted by being
disciplined, resilient, and purposeful. For Paula, academic success helped her to cope, adapt, and shield
herself from exclusion.
5.3. Hans: A Case of Self-Defeating Resistance?
As Solórzano and Delgado Bernal [10] assert, self-defeating resistance “refers to students who
may have some critique of their oppressive social conditions but are not motivated by an interest
in social justice. [Their behavior] in fact helps to re-create the oppressive conditions from which it
originated” (p. 317). Based on this model, I concluded that Hans displayed a self-defeating resistance
because he was highly critical of oppressive systems, however, he also perpetuated the oppression
by engaging in behaviors that do not work to advance social justice, but that prolong the oppression.
He recognized and critiqued the systems of oppression; however, he also resisted in ways that further
aggravated his oppression.
Following his older brother, Hans became negatively focused on a gang lifestyle and dress code.
When asked how his life in the United States was before moving to Mexico, his response was: “Pretty
messed up.” When I asked him to elaborate, he shared information about his life in the United States
with his older brother, who would often act as his guide, protector, and father-ﬁgure, since his father
was not present in his life. He described:
Well, with my brother, I would have to stick with him, normally I would just skate with them
[brother’s gang friends]. They would rob in front of me, they would, sometimes they would
smoke too. And they would always get in gang ﬁghts, I would see graﬃti, they let me [do]
graﬃti every time too.
Hans also actively disengaged from class participation because he thought that no matter what he
did, he would continue to be targeted, further alienating his relationship with teachers. During our
interview, he shared:
Yeah. I always act the same. Normally I would do whatever I want because the teachers
sometimes they can make fun of me, like the Biology teacher, he would make fun of me
‘cause I don’t know Spanish and he would be like “Oh, this is like that” and he laughed at
me in front of everyone and embarrassed me in front of everybody in class. And they try to
get a joke [meaning, they laughed at his expense].
Unfortunately, Hans’ resistance was met by a close-minded attitude from school staﬀ who
were unable and unwilling to ﬁnd a positive way to engage him, causing both sides to continually
disaﬀect each other to the point that his mother started receiving complaints about his behavior.
His mother stated:
The problem now started at the secundaria [middle school], they are always calling me, that if
I don’t come with him they will not let him in the school, that Hans is too arrogant, that Hans
talks back to his teachers, that Hans makes fun of children when they are in class, and that
. . . a lot of things.
What his teachers failed to recognize, was that Han’s behavior was a reaction to the relentless
bullying he had been subjected to since he got to Mexico. His mother elaborated:
If they ask him something and he’s unable to pronounce it or he does not know to answer,
everybody makes fun of him, and that’s how he’s been. He says: “I’d rather get a zero than
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to answer.” Or “I would rather this and that because the teacher always sends me to the
principal’s oﬃce, or he sends me do chores [like sweeping and mopping], and everybody
makes fun of me.”
In Hans’ case, he engaged in oppositional behavior, characterized by adversarial, defensive,
or rebellious conduct. He resisted by disengaging from the classroom and acting up, which got him
into trouble at school. Because he has been exposed to gangs most of his life, he demonstrated an
obsession with their lifestyle. Although he critiqued them at times, he felt he could not escape them;
he said: “Hanging out with gangs, I don’t like hanging out with them a lot, but I can’t do much because
almost everyone I know or everywhere you go and try to meet, there’s gangs.” This had ramiﬁcations
for him at school, especially prejudiced perceptions of him. For example, one teacher was openly
prejudiced against him due to his appearance. His mother remembered: “Even the teacher says that
Hans is one of the children that he sees as resembling a U.S. gang member, he said to me “because in
the U.S. it’s the only thing that you see, gang members.”
5.4. Subversive Resistance: A Nepantla State between Self-Defeating and Transformative Resistance
Although Hans grew up in a toxic environment, he knew early on that being part of a gang or
doing drugs was not something he wanted for his future. He shared:
My brother used to smoke weed and cigarettes and he told me to do it once, I’ve never
did it, but there was one time where I was kind of curious about it. I was ten, and some
friends came over and they brought a “hookah pen” which is like a little pen with smoke
in it. They look like little straws and you just suck on it and smoke comes out and there’s
um, cherry, I think water melon, there’s a lot of ﬂavors. I think I did it two times then he
tried to keep on bringing it and I said no because I knew I didn’t want a future like that. But
then when I came here [to Mexico] I was saying “there’s not a lot of future here for anyone,”
almost everyone’s on the streets, smoking weed, selling weed. Sometimes I imagine myself,
if I was doing drugs, what would happen if I did drugs? A lot of people would try to ﬁnd
me, cops would be following me, there would be other people trying to kill me too, and I
think about, so, what happens if I die too, so I get kind of scared when I think about that.
After revisiting Han’s position in the self-defeating resistance mode quadrant and after re-reading
his testimonio and interview transcripts, it became evident that he was displaying a form of resistance
that did not entirely ﬁt the self-defeating model. His “cholo” dress style and his confrontational attitude
toward his teacher kept getting him into trouble at school. However, his dress code, his rejection of
being mocked due to his lack of Spanish, but most importantly, his reﬂection about wanting a better
future for himself, were signs of a type of resistance that needed to take into consideration the agency
he was displaying, amid the self-defeating elements. Hans was in a nepantla [12,16,17], a border zone
between self-defeating and transformative resistance. It was here that I realized that I needed to
go beyond the models previously established by Solórzano and Bernal [10]. Inspired by the work
of Yosso [11], in which she extended the resistance model to include “resilience resistance”, which
stands at the border of transformative and conformist resistance, I knew I too had to ﬁnd a hybrid
model that stood at the borders of self-defeating and transformative resistance. The term subversive
resistance was coined during a brainstorming session at one of my writing group’s meetings; when a
colleague blurted out the word “subversive” to describe Han’s behavior, the word immediately caught
my attention. Meaning troublemaker, agitator, revolutionary, or dissident, subversive was the perfect
word to describe Han’s resistance.
In this article, subversive resistance (see Figure 1, below) is deﬁned as a form of resistance situated
at the border of self-defeating and transformative resistance, characterized by a behavior that at ﬁrst
sight seems to be self-destructive and to exacerbate oppressive conditions; however, upon deeper
analysis, the behavior takes a transformative overtone as the student displays subtle manifestations
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of agency and social justice by refusing to be dehumanized by the oppressor or the oppressive
circumstances. In Han’s case, he refused to participate in class even if that meant getting a zero,
a self-defeating behavior, but he did so in order to save himself from the ridicule he was subjected
to by his teacher for not speaking proper Spanish, a manifestation of transformative resistance used
to counter dehumanization. In another example, according to his teacher, he used to dress and act
as a “cholo,” a behavior that was perceived as confrontational; however, belonging to a gang was
the only sense of family, protection, and loyalty that he had been exposed to earlier in life. Hence,
his fascination with the gang lifestyle was rooted in a sense of kinship, even though to the outside
world, it was perceived as dissidence.

Figure 1. Conceptualization of subversive resistance.

To understand subversive resistance, I used the nepantla [12,16,17] and Coyolxauhqui imperative [12]
concepts. Nepantla, a Nahuatl word for an in-between state, can be understood as a place of
contradiction, of identity breakdowns, and buildups; a place where transformation is enacted,
described as “that uncertain terrain one crosses when moving from one place to another, [ . . . ] when
traveling from the present identity into a new identity” [12] (p. 56). The Coyolxauhqui imperative refers
to the process of emotional and spiritual dismemberment and the art of putting the pieces back together
in a new form, in a new type of “re-membering” [12] (p. xxi). Most importantly, to Anzaldúa [12,16]
nepantla and the Coyolxauhqui imperative represent ways to decolonize knowledge and to oﬀer
alternate ways of thinking. Both represent the border, “the locus of resistance, or rupture, of implosion
and explosion, and putting together the fragments and creating a new assemblage” [12] (p. 49).
To further my conceptualization of subversive resistance I also consulted Sosa-Provencio’s [18]
article “Creolizing White Spaces in Teacher Education,” in which she also draws on the nepantla
theories developed by Anzaldúa [12,16], as well as the resistance model developed by Solórzano and
Delgado Bernal [10]. In addition, Sosa-Provencio incorporated the creolization concept developed by
Gordon [19], which urges writers to decolonize disciplinary methods and to embrace an emancipatory
approach. Creolization generally refers to ongoing forms of cultural convergence and ensuing culture
mixing; more speciﬁcally it refers to the “illicit” blending of dominant and oppressed cultures when
the people from them come into contact with one another mainly due to colonization. In these
instances, “previously unconnected people whose mutual recognition was unprecedented, were
thrown together in violently unequal relations [where] new perspectives, based largely in reinvention,
resituating, and mistranslation began to take shape” [19] (p. 170). As shown in Figure 2 below, nepantla,
resistance modes, and creolization conform to the theoretical foundations that support the concept of
subversive resistance.
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Figure 2. Theoretical underpinnings of the Subversive Resistance Model.

Recognizing the transformative aspects in Hans’ behavior was not immediately accomplished.
In my ﬁrst round of analysis, my initial reaction was to only recognize the apparent self-destructive
elements in his actions, and I proceeded to place him in the self-defeating resistance without hesitation.
I recognize how problematic this was on my part because my ﬁrst reaction was to interpret his behavior
from a deﬁcit-based perspective. It was not until I revisited his transcripts that I started to recognize the
nepantla in his actions. This prompted me to place Hans in the subversive resistance mode in-between
quadrant and to reﬂect on who gets included in and who gets excluded from the transformative
resistance mode. These questions made me reinterpret his answers and to take a closer look at the
context that had prompted his reactions to the harassment to which he was subjected. I then realized
that he was not only in a state of nepantla, characterized by an identity breakup and buildup, but he
was also enacting a process of creolization in which he was blending, for the second time in his short life,
pieces of a dominant culture, ﬁrst in the United States, and later in Mexico, together with a submissive
culture. On the one hand, his creolized identity as a Mexican in the United States and as an American
in Mexico forced him to reinvent himself and to resituate his position blending aspects of both cultures
to shield himself from equally oppressive systems; on the other hand, his creolized concept of familial
bonds forced him to blend traditional notions of blood family with alternative forms of family ties that
he found in the gang his brother introduced him to, which for him represented an important support
system despite recognizing their unlawful conduct. See Figure 3 below for my conceptualization of
subversive resistance within the resistance model.

Figure 3. Resistance modes [10,11].
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6. Conclusions
The ﬁndings of this research revealed the obstacles that transnational children of deported parents
have to endure, including having to navigate an uncertain Mexican educational system with mostly
insensitive teachers who do not provide them with the support they need. Findings also evidenced the
creative ways in which these children cope with their new realities by sticking with family, forming new
friendships, and trying to excel academically to protect themselves from exclusion and stigmatization.
Lastly, students creatively code switch, highlighting or suppressing their American identity as the
situation requires.
The greatest contribution of this article, however, is the realization of the need for an expansion
in our understanding of the resistance model, and in particular, the development of the subversive
resistance mode concept. While recognizing the value of Solórzano and Delgado Bernal’s [10] model,
scholars also have the responsibility to expand it to reﬂect the evolution in the ways students in
present-day contexts resist. Failing to do so can lead us to perpetuate the very systems of oppression we
are trying to dismantle. What happens when our understanding as researchers falls short of recognizing
covert transformative behaviors? When our assessments are not complex enough, who are we granting
access to being “transformative”? Even worse, who are we not considering to be critically aware
or social justice-oriented enough to be deemed transformative? It is important that we, as scholars,
recognize that there is an undue expectation from the student to demonstrate critical awareness and
orientation toward social justice that we can recognize. Therefore, the burden to recognize not only
overt, but most importantly, covert manifestations of transformative resistance should be borne by
scholars and researchers, not only by the students whose agency we are trying to highlight.
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Abstract: Racial identity development in young children is inﬂuenced by interactions with teachers
and curriculum in schools. This article, using the framework of critical race theory, critical
literacy, and critical pedagogy, explores how three elementary-aged Black children view their
own identity development. Speciﬁcally, observing how children interact with Movement-Oriented
Civil Rights-Themed Children’s Literature (MO-CRiTLit) in the context of a non-traditional summer
literacy program, Freedom Schools, to inﬂuence their Black identity. Professional development and
preservice teacher preparation are needed to support teachers as they navigate through learning
about pedagogical practices that increase student engagement.
Keywords: critical literacy; Civil Rights; Black identity; children

1. Introduction
The central question addressed by the Supreme Court during the Brown v. Board of Education
of Topeka, Kansas (1954) [1] was whether the segregation of children in public schools based on their
race, deprived minoritized children of equal educational opportunities when everything else was
equal [2–4]. This question has been, and continues to be, answered in the negative, as evidenced in an
educational system in which Children of Color are repeatedly reported to have lower reading and
numeracy scores in comparison to their white peers. In 2003, Education Trust, Inc. reported that,
nationally, fourth-grade African-Americans fell behind their white peers in reading. In fact, 61% of
fourth-grade African-Americans were below basic scores in reading compared to 26% of fourth-grade
white Americans [5] (p. 1). These statistics attest to the reality that, even after the 1954 ruling of Brown,
U.S. schools continue to marginalize minoritized students. With persistent failure of only racially
diverse and working-class students, the system must instead consider how race and culture inﬂuence
the educational outcome of all students.
Our current educational system, where many African-American students are failing, often puts
the blame on, perceived, “unsupportive” parents, “lazy” students, and media inﬂuences [4]. However,
an examination of the historical structure of schools and the biases that are perpetuated within the
education system is necessary in order to understand why this blame is constantly and inaccurately
associated with speciﬁc groups of students, particularly People of Color and the poor. Research
suggests that Black children suﬀer most in schools due to power structures in which school staﬀ, who
are overwhelmingly white and ill-prepared to aﬃrm students who are racially and culturally diﬀerent
from themselves, have the power to label, classify, and deﬁne these students. These white school
staﬀ also often do not have the best intentions for these students [4,6–8]. Children of Color and poor
children, especially working-class Black children, also disproportionately attend poorly resourced
schools with inexperienced teachers, many of whom are also un/under-certiﬁed, -credentialed, and/or
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-licensed [9]. Moreover, these teachers often rely on the scripted programs that are provided to deliver
the content and instruction without considering the structure of the curricula.
This study explored the interactions during read-alouds of multicultural children’s literature
inﬂuenced the racial identity development of seven self-identiﬁed Black elementary aged children.
Speciﬁcally, the primary research questions considered were: How does movement-oriented Civil
Rights-themed children’s literature inﬂuence the racial identity development of Black elementary-aged children?
and, How are critical pedagogy and multicultural literature used in conjunction to provide students a foundation
to make connection, address disconnections, and dialogue about topics with other students their age? These
questions were informed by this study’s literature review.
2. Literature Review
Increasingly for the past ten years, research ﬁndings have shown that the nation’s teaching force
fails to reﬂect the cultural diversity represented among students [10–12]. The majority of teacher
candidates are European American, at least middle-class, monolingual English speakers, and have
had very few prior substantive experiences interacting with diverse populations, and, therefore, may,
in some senses, view diversity in negative or inaccurate ways [13–15]. Additionally, new teachers
remain dependent on the scripted and one-size-ﬁts-all curricula that does not include a wide range of
diﬀerentiated directives for various dimensions of student diversity; this leaves little room for teachers
to promote critical appreciation for diﬀerences among students, much less to aﬃrm these diﬀerences
though their own creative teaching practices. When teachers lack understanding of diversity issues it
can negatively aﬀect the educational success of their students [16,17]. The review of literature on racial
identity development, critical race theory, critical pedagogy and critical literacy informed this research.
2.1. Black Identity Development
The topic of identity development often elicits resistance from educators, especially when the
focus of learning about identity is on race and racism [18]. Although there are various other models
of racial identity development (notably [19]), this study draws from one that explicitly discusses the
racial identity of Black Americans in a sociopolitical, rather than psychosocial, context: Jackson’s (1976)
Black Identity Development (BID) model [20]. This model is relevant for this study due to its
sociopolitical tethering, coupled with its use of the Civil Rights Movement of the 1960’s as a key
historical reference point. This BID model emerged from this movement and had particular relevance to
the racism experienced during it by many Black/African-Americans in the United States (Jackson, 1976).
Furthermore, Jackson relates that the intention of the BID model was to establish:
. . . a framework to understand the diﬀerent ways that Black people were responding to this
era of civil rights; to understand how this change was inﬂuencing the thinking and behavior
of Black people; and to examine the way that Black identity was evolving or developing as
a result. [20] (pp. 36–37)
This framework is vital to the study’s focus on examining the diﬀerent ways that elementary-aged
Black children respond to today’s Civil Rights issues as they are connected to this past. This model
aided in identifying how the critical pedagogical engagement of MO-CRiTLit inﬂuences the identity
development of Black children and how, in turn, these children’s academic performance is impacted.
2.2. Critical Race Theory
Critical Race Theory (CRT) seeks to foreground the experiences of People of Color relative to the
law to reveal the embedded racism within it. Williams (1991) [21] asserts that
the simple matter of the color of one’s skin so profoundly aﬀects the way one is treated,
so radically shapes what one is allowed to think and feel about this society, that the decision
to generalize from this division is valid (p. 256).
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This holds true in the context of education as well. Ladson-Billings and Tate (1995) [8] are
credited with being the ﬁrst educational scholars to apply CRT to the ﬁeld of education, speciﬁcally to
pedagogical practices, ﬁnding that persistent educational problems, notably the racial achievement
gap, can be explained by the revelation that embedded within educational policy, as well as practice, is
racial bias. Through a CRT lens, practitioners who serve Children of Color and, thus, who need to know
how to aﬃrm them daily, learn to see these children through asset, not deﬁcit lenses; that is, children’s
persistent educational failure is not a function of their “culture,” but rather of systemic oppression
designed to protect white privilege, in this case, educational privilege. Thus, changing the educational
future of these children becomes tethered to culturally responsive practice, not cultural assimilation.
2.3. Critical Pedagogy
Kincheloe (2008) argues that, because there is constant change in social issues and related theoretical
insights, critical pedagogy is always evolving [22]. Critical pedagogy is rooted in critical theory and
refers to systems of actions and beliefs that are focused on social justice [23–25]. Critical pedagogy is
practiced in varying contexts around the world. In education, educator critical consciousness must
exist before critical pedagogy can be enacted. Gay and Kirkland (2003) explain that teachers who know
who they are culturally, understand the sociopolitical contexts in which they teach, and can recognize
and question how their assumptions and prior knowledge may impact the students they teach possess
critical consciousness and leverage that consciousness in developing critical pedagogical practice [26].
When teaching is coupled with critical self-reﬂection, there is constant transformation and improvement
of self and one’s teaching reality [26,27]. This task is not simple for teachers. Too often, teachers, all
of whom have been inculcated by dominant ideologies, especially when those ideologies serve their
interests, begin to view themselves and their students through oppressor lenses [22,28]. Although
the demographics of U.S. classrooms are becoming more diverse, the curriculum remains heavily
deﬁned by European and European American cultural norms, experiences, and contributions [29].
As dominant ideologies play out—covertly or overtly—in the context of a classroom, youth from
non-dominant or marginalized communities are confronted by the power of the dominant group.
Consequently, they are inﬂuenced by the myths of those in power. Kincheloe (2008) describes one
such myth as the notion that “African Americans and other non-white people are not as intelligent as
individuals from European backgrounds . . . ” [22] (p. 73). Even when this and other myths are exposed
and challenged by critically conscious pedagogists. On at least a daily basis, most African-American
children have long been, and continue to be, educated in a manner that implies this myth holds truth.
For this reason, promoting widespread development of teacher critical consciousness and subsequent
alignment of this consciousness with critical pedagogical practice is vital to changing the educational
picture of Black children and youth.
2.4. Critical Literacy
Critical literacy is related to critical pedagogy and the social justice work of Paulo Freire [28].
Freire’s work brought change to poverty-stricken areas in Brazil through a movement that empowered
poor and otherwise disenfranchised adults to question social structures that conditioned them to
remain in disempowered spaces. Literacy education was the ﬁrst key factor enabling these adults to
begin to face, question, and challenge the status quo [30]. But mere literacy—functional literacy—was
not enough to bring about transformational change. Additionally, Freire and Macedo [31] argue
that literacy education should not only provide basic reading, writing, and numeracy skills, rather
it must also be characterized by “a set of practices that functions to either empower or disempower
people” [31] (p. 187). According to Freire and Macedo, true literacy is reﬂected in the ability to read
“the word and the world” [31] (p. 8). From these ideas, the concept of critical literacy formally emerges.
But, as previously noted with respect to the historical development of critical pedagogy, the notion of
critical literacy predates its codiﬁcation. For example, in 1977, Foucault described a form of critical
literacy in his work exploring and encouraging disruption of power relations in society [32]. Further,

21

Educ. Sci. 2019, 9, 141

as critical literacy is rooted in the struggle of historically marginalized people to become educated,
it is clearly also implied in the work of Marcus Garvey and Frederick Douglass [33]. A critical literacy
framework encourages teachers of Black children to reconsider literacy instruction as “problem posing”
education, where the relationships between hegemony, power, and literacy are questioned, at the same
time that literacy skills are being taught and learned [34].
3. Conceptual Framework
The conceptual framework for this study drew from ﬁve areas of research, the ﬁrst four include
Black Identity Development (BID), Critical Race Theory (CRT), Critical Pedagogy, and Critical
Literacy. Each of these areas are broad, complex and aligns with many diﬀerent ﬁelds of study,
including education. The ﬁfth element of the conceptual framework for this study was drawn from
the Freedom Schools program, created during the Civil Rights Movement and continuing today
through the Children’s Defense Fund Freedom Schools Program model. All ﬁve of these dimensions
were integrated relative to education to create a unique analytical lens through which furthering
understanding of literary interactions of Black youth with Movement-Oriented Civil Rights-Themed
Literature (MO-CRiTLit) could be pursued through the study. MO-CRiTLit is a term coined in previous
work to describe a speciﬁc type of literature under the umbrella of children’s literature [35]. This
literature includes multicultural children’s literature that focuses on historically underrepresented
people who organize to create change through movement-oriented social action.
4. Methodology
This paper is derived from a multiple case study which explored the Black identity development
of elementary-aged children and their engagement with Civil Rights literature.
4.1. Context
This study took place in a suburban elementary school setting in a metropolitan area of the
Southern United States at one individual CDF Freedom School Program site. The CDF Freedom
Schools Program serves more than 12,375 children in 96 cities and 29 states and Washington, D.C.
during the summer months [36] (para. 4). This particular site served a total of 100 scholars, ranging
from kindergarten to eighth grade.
4.2. Participants
The participants of the larger multiple case study included parents, a servant leader intern, and
elementary-aged Black children. All participants in this study self-identiﬁed as Black. A total of eight
parent participants and seven child participants in grades 3–5 participated in this study. This particular
age group was selected due to their familiarity with school, thus the greater likelihood that they would
have a longer attention span [37], greater ability to articulate their experiences with literature, and
more time in traditional schooling from which they could make comparisons to their Freedom Schools’
experience. Each of these participant attributes contributed to the rich cases.
This paper concentrates on three of the seven child participants from the larger multiple case
study. Each of the individual participants experienced their own transaction with the literature, thus
making their own meaning from the text [38]. The three participants discussed further varied in terms
of their racial identity development, thus providing an illustration of the impact the engagement with
Civil Rights literature had on their individual identities.
4.3. Data Collection and Analysis
To achieve the purpose of this study, interviews, observations, and video recordings were gathered
and a systematic approach to managing the coding process was identiﬁed. After the initial review of
the interviews, data was coded. In the ﬁrst level, open coding was used to identify the initial themes
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that appeared in the data. During the second level, axial coding was used to ﬁnd connections between
themes. During this process, the conceptual framework guided the analysis.
5. Findings
Each of the cases, which made up the multiple case study, aided in the process of identiﬁcation of
key themes that were common across the participants’ educational experiences. In an eﬀort to present
a range of the identity development, three child participants will be presented to understand the
process and the interaction with MO-CRiTLit. The purpose of the selection of the three cases provides
opportunity to showcase three diﬀerent cases at diﬀerent stages of the BID model [20]. However, it
is important to disclose that all participants demonstrated progress in their identity development
through the interaction with the MO-CRiTLit.
The presentation of the ﬁndings includes three cases; Dre, Alexis, and Jeremiah. The qualitative
nature of the study illustrates a self-description of the participant, their personal recounting to the
Freedom Schools Program, their placement on the BID model, and their connection to MO-CRiTLit.
All participant names are pseudonyms.
5.1. Dre
Dre, an 11-year-old male who had most recently completed the ﬁfth grade is the oldest of three
children of a single mother. Dre demonstrated a strong sense of independence. Unfortunately, for Dre,
he did not have many interactions with his father despite his father living in a nearby neighborhood.
He considered himself to be a good reader and said his mother and grandmother taught him to read
before he went to kindergarten. During the initial interview, Dre used descriptive words to describe
himself: “tall, big head, and red hair maybe or kinda colorful hair.” In describing his classmates,
he responded simply stating that they were “intelligent” and said his classmates looked mostly like him.
After a thoughtful pause, Dre began to describe his skin tone stating that it is “light” and proceeded to
say that if someone asked him what race he was he would identify as Black. Dre was the most racially
aﬃrmed participant of this study beginning at the resistance stage and moving on the continuum to the
redeﬁnition stage on the BID model.
While enrolled in the Freedom Schools program, Dre was one of the most active read-aloud
participants. The use of culturally relevant texts allowed Dre to make connections with the lessons and
stories shared during the program. Dre describes an example of this connection in his description of
Reﬂections of a Black Cowboy [39], his favorite text from the program: “. . . it talks about his life and how
he loses his father. . . He missed him and they used to do everything together.” It was evident that Dre
was interested in building a closer relationship with his father. Furthermore, Dre actively sought out
mentorship from male staﬀ members throughout the Freedom Schools Program.
5.2. Alexis
Alexis, a nine-year-old female who had most recently completed third grade is one of three
children. Her twin brother Alex was also a participant in this study. Alexis described herself by
beginning with her hair: “I would say my hair is out. Like this, like it’s in an afro or it’s curly. If I was
meeting you today I’d say my nails are pink and I’m in a pink jacket.” She continued to describe herself
using physical attributes, but later in the interview she began connecting her identity to others with
similar racial characteristics. She began to discuss her emotions about the media and news coverage of
the church shootings in Charleston, South Carolina. At this point, Alexis added more detail to her
own racial identity explaining her feelings of sadness saying: “. . . they’re African-American and I am
too.” Although her identiﬁcation was not explicitly salient, Alexis was able to feel a connection to the
victims through her interactions with media outlets. In the initial stage, Alexis was positioned in the
passive acceptance stage and demonstrated growth on the BID model to the resistance stage by the end of
the study.
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During Freedom Schools, Alexis often used a critical lens and questioned what was being
presented in the texts. During an observation of a conversation during the read-aloud of Separate is
Never Equal [40], Alexis questioned why segregation had to exist. She said for the ﬁrst time she had
learned that segregation was not only about Blacks and whites but detailed more as she added:
I learned something, that not only African-Americans were segregated from white people
that Mexicans was too. . .That just because you’re a diﬀerent color and you’re from diﬀerent
places don’t mean you’re gonna get the same equalness of other people.
The interactions with MO-CRiTLit oﬀered an additional perspective that was new to Alexis and
aﬀorded her the opportunity to engage critically with the text.
5.3. Jeremiah
Jeremiah, a nine-year-old male had most recently completed the third grade after having to repeat
second grade due to low performance as a result of incomplete work. Jeremiah displayed a sense of
shyness when interacting with other children and adults. He described himself as smart, kind, and
nervous he continued stating: “Someone that has thin hair and big eyelashes aaaaannnnd a blue coat.”
He added, “No one ever talk[s] to me and when they see me, they look away . . . That’s why I always
wear this jacket with my hood on always looking down.” Jeremiah was the least racially aﬃrmed
participant in this study as he was in the active acceptance stage at the beginning. Through observations
and continued interaction with peers, staﬀ, and literature, Jeremiah progressed on the BID model
continuum and moved more towards the acceptance stage.
Jeremiah was able to recall details from the texts and described Separate is Never Equal [40] as his
favorite. Jeremiah continued to explain what he learned from this speciﬁc book as he explained: “. . .it
teach me that Blacks can do anything they want to . . . And it doesn’t matter [what] your skin color
[is].” In further discussing the Civil Rights issues that society is facing today, Jeremiah believed the
news was important to watch and it provided information on current events. He added that some of
the stories included people going to jail and men escaping from prison, which showed that his viewing
was current based on the events in the local community. After he discussed the general topics he
further exclaimed: “And the police are mean . . . Cause they tell you stuﬀ that’s not/they don’t care if
you’re Black or they don’t care if you’re proud . . .” Jeremiah believed he would never be proud to
be Black and said: “When you’re Black people always pick on you. . . [For instance] cause how my
face look.” The Freedom Schools Program and culturally relevant curriculum helped him break down
barriers within himself, and although he wasn’t outwardly “proud” of his Blackness, he was envious
of those who participated in the Civil Rights movement.
5.4. Cross-Case Analysis
Analysis of the data process involved coding and cross-case analysis to identify similarities
and diﬀerences in the participants’ cases. These themes will be discussed relative to the conceptual
framework on Black Identity Development, Critical Race Theory, Critical Pedagogy and Critical Literacy
The following ﬁve themes were prevalent: parental roles in development, early literacy development,
motivation to read, standardization of literacy curriculum in traditional schooling (scripted programs),
and the historical teaching of the Civil Rights movement.
For the purposes of this work, the focus on motivation to read, standardization of curriculum
in schools and the historical teaching of the Civil Rights movement are emphasized to support
the argument that the traditional curriculum does not focus on the historical teaching of the Civil
Rights movement.
5.4.1. Motivation to Read
All participants described having a strong motivation to read and on average considered themselves
good readers. The data revealed that having the option to choose the text provided participants with
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more motivation to read. There was a common preference for certain texts among participants with the
series Diary of a Wimpy Kid [41], Dork Diaries [42], and Captain Underpants [43] being the most prominent
during traditional school settings. The participants stated the Freedom School’s classroom culture and
setting contributed to their growth and development as readers. Generally stating their shared literacy
experiences with MO-CRiTLit fully engaged the emersion of their motivation to read. Furthermore,
participants read using a critical literacy lens where they were encouraged to analyze the text, question
whose voice was silenced, and connect to the literature.
5.4.2. Standardization of Literacy Curriculum in Traditional Schooling
All of the participants reported having experienced learning from their teachers through a
“scripted” standardized curriculum; that is, their teachers used predetermined and preassembled
curriculum to deliver content. More speciﬁcally, participants mentioned their literacy curriculum as
being leveled and scripted, which has resulted in a skewed view of their literacy achievement and
educational expectations caused by a force adoption of high-stakes assessments. For example, Dre and
Jeremiah detailed their interpretation of the classroom libraries as:
Dre: like they label the books and they [teachers] tell you what level you [are] on and that’s
what category you go to [choose a book from].
Jeremiah: there are books that’s not really chapter books . . . but there are levels of books like
level A, B, C, or level O or P.
From their interpretation of the libraries and standardized curriculum, they reported having a
lack of interest in the lesson activities and books due to the uninteresting story lines.
Furthermore, it was also believed that the texts in their classrooms were likely from a Eurocentric
perspective because they had diﬃculty making even superﬁcial connections with the text in general,
and the characters in it speciﬁcally. The absence of these connections, along with their racial group not
represented in the text left participants with a lack of interaction with multicultural children’s literature
in their traditional school curriculum, in contrast to the opposite experience with the Freedom School
texts. Freire (1983) promoted the theory that culturally relevant reading material should be included in
literacy instruction and pedagogical practices in order to engage students in the learning process as
well as transforming individuals from learners to thinkers [44].
5.4.3. Historical Teaching of the Civil Rights Movement
The child participants related learning through the use of MO-CRiTLit as a true, authentic, and
rich depiction of historically underrepresented People of Color during the Civil Rights Movement.
While the National Council for the Social Studies’ (NCSS) [45] National Curriculum Standards for
Social Studies have included U.S. History/Civil Rights content for decades (1992), and the Common
Core States Standards Initiative [46] established Common Core State Standards for English Language
Arts and Literacy in History/Social Studies in 2010, the Southern Poverty Law Center (2014) reported,
through examination of individual state standards, that there is still a need for integration of a more
critically conscious approach to Civil Rights education if student knowledge on the Civil Rights
Movement is to become meaningfully movement-oriented [47].
During this study, child participants discussed their appreciation for historical content knowledge,
especially during the interactive read-alouds. The participants addressed the diﬀerence that inﬂuenced
their learning was the freedom to question during the dialogue around literature. Many of the topics
introduced through the literature included, marriage equality, segregation, and the history of slavery.
These discussions between the scholars and servant leader intern generated a progressive learning
cycle that supported their cultural awareness and academic enrichment.
Drawing upon the newfound knowledge of historical events of the Civil Rights Movement during
the 1960s, the participants suggested that inequities and Civil Rights issues remain today. Dre explained
this idea: “. . . Now they’re [Blacks and whites] treated equally sometimes. Except like when whites
25
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are killing Black people for no reason and stuﬀ like that.” The participants used the space provided in
the Freedom Schools setting to dialogue about the topics, ask questions, and fully engage in discussion
to gain an understanding.
Each of the themes is relevant to understanding how children used MO-CRiTLit to inﬂuence their
identity development. Through their engagement with MO-CRiTLit and the historical teaching of
the Civil Rights movement, their motivation to read increases and progress in the development in
their racial identity is evident. In contrast, traditional schooling and scripted programs negatively
impact their racial identity development and could decrease their motivation to read, thus having an
unfavorable outcome on student achievement.
6. Discussion
The argument for Civil Rights literature in traditional schools is powerful given what is known
about the power of such literature in positively impacting identity development [48]. In examining and
documenting how MO-CRiTLit positively inﬂuenced the racial identity of Black children in the context
of the non-traditional school setting of the CDF Freedom Schools program, this study ampliﬁes the
power of that argument. Each participant had their own unique experience with MO-CRiTLit, which
inﬂuenced their Black identity. For example, Jeremiah, a quiet student with no observable behavioral
issues, still had self-identity issues, especially about his physical image. He described white ideals as
being ‘better’ and suggested that his view of being Black will never be positive because he believed
that: “Blacks do not have fun and are also not allowed to have pets” linking these attributes to whites.
Despite Jeremiah’s views and negative thoughts, the books from Freedom Schools allowed him to see
Black people in a positive way. The diversity in the literature provided various opportunities for all
participants to connect at diﬀerent levels.
This research has added to the existing research on multicultural education and teacher pedagogical
practices around curriculum development in PK-12 classrooms [29,49], where a majority of the teachers
are white and where there is an increasingly diverse student population [50,51]. While all participants
described an enriching learning experience during the Freedom Schools program due to the building
of knowledge and cultural understandings, it still remains that this setting is a non-traditional learning
environment. Freedom Schools provides a platform for culturally relevant pedagogical practices and
curricula that are inclusive of building a classroom culture that support student achievement and
inﬂuence their motivation to read. While this type of educational experience may not be able to be
fully achieved in a traditional classroom during a regular academic year, critical curricular components
can be integrated into the traditional curricula to increase student identity development and academic
achievement during the traditional school experiences.
7. Conclusions
Years after the 1954 landmark of Brown, children continue to be faced with segregation in schools
and inequities in education. Minority children are failing and are situated in what is one of the most
common phrases in the literature, the achievement gap [9,27,52]. Black and Latino students continue
to fall behind their white peers in reading and numeracy and are placed in special education programs
at twice the rate of their white peers [53] (p. 123), [54] (p. 41). The system has historically structured
schools where the curriculum focuses on white ideals, aﬃrming white children, and thriving on
educational success for this particular group of students.
Teacher candidates and in-service teachers must be prepared through teacher education programs
and on-going professional development to enter diverse classrooms. This study documented the
impact that the access to critical interactive read-alouds can have on Black students’ positive racial
identity development. The participants were aﬀorded opportunities to dialogue about critical topics,
critically understand historical periods, and critically explore their own Black identity development.
As a result, participants developed age-appropriate critical agency for participation in today’s Civil
Rights Movement, a goal of which is for Black children to view themselves positively.
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The ﬁndings reveal that there is a need for multicultural education across traditional schooling
practices to ensure a more equitable education for all children, but especially for Children of Color who
are faced with institutionalized racial stigmas. Culturally relevant pedagogy [13,47,55–57] must play a
central role in classrooms. The practice of teaching that openly addresses issues of power structures
and racism in schools helps to ensure that all students are receiving an equitable education. Critical
pedagogical practices are a main component to ensuring a more robust education for Children of Color.
Moreover, teachers must examine their own identity, acknowledge their own biases, and identify how
their place of authority has inﬂuence on students. Additionally, teachers must also examine the content
of the material that is being delivered. Due to the overarching reality of pre-packaged curriculum
that is widely Eurocentric in values, teachers must address the needs of their Students of Color by
supplementing the curriculum with resources that allow children to see themselves in print.
Research around critical literacy empowers children to question the text. Children’s literature is
a tool that teachers can use to connect students to historical and real-life events. Speciﬁcally, using
authentic MO-CRiTLit throughout the duration of the year as opposed to speciﬁc times of the year
(i.e., holidays, heroic birthdays, Black History month, etc.) increases awareness and appreciation for
literature, thus leading to a greater motivation to read. With the use of a critical literacy framework,
students will recognize and question power structures in classrooms, schools, and society as a whole.
Through the process of teaching the mechanics of reading, self-eﬃcacy and agency are developed;
encouraging young people to be change agents.
Finally, “quality teacher preparation depends on quality teacher educators” [58] (p. 524), yet little
attention has been given to teacher educators, particularly those who apply a multicultural approach
or perspective to the scripted standardized curriculum. Professional development must be continuous
for not only teacher candidates and in-service teachers but for teacher educators alike. Being abreast to
the changes in PK-12 settings will increase teacher educators’ knowledge and practice when serving
teacher candidates.
A career in teaching is widely characterized as rewarding [15]. The question is, for whom? Teachers,
especially white teachers, must enter the ﬁeld with a sense of fearlessness about pedagogically engaging
questions of power, privilege, and injustices with children, especially Children of Color, most especially
Black children. When children have educational spaces to openly, critically dialogue about societal
issues that impact their development, the ﬁeld of teaching rewards them as well.
Funding: This research received no external funding.
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Abstract: Data that are derived from high stakes testing in the United States have created rhetoric
of fear and criticism around our public K–12 educational system. Stakeholders often blame these
low-test scores on the school, administration, or teachers. Due to the way that this data is shared
with the general public Diﬀerent from this narrative, within many schools, high stakes testing data
are reported in an aggregated fashion, usually by students’ race. While the general public may
be pointing their ﬁnger at schools, administrators, or teachers for poorly achieving students, these
folks can quickly shift the blame to certain populations of students who are not performing well on
standardized tests. Teachers spend time sorting and labeling children into groups and categories in an
eﬀort to “ﬁx the problem”. While sometimes well intended, the planning, instruction, and assessment
of daily and weekly instruction is focused on an end result of getting particular groups of students to
score better on standardized tests. This article provides the counter narrative to this conversation and
it strives to tell the story of a student who has fallen victim to standardized unauthentic curriculum.
Multiple case study was the methodology used for this research. Consistent with this methodology,
the data were gathered through one-on-one interviews, classroom observations, and small group
discussions. Hardiman’s model of White Identity Development (WID) and Freebody and Luke’s four
resources model were the conceptual frameworks that were used to guide the study. The ﬁndings
shared in this article represent the data collected from one participant in this multiple case study.
Keywords: counter narrative; critical literacy; white identity development; children

1. Introduction
Data derived from high stakes testing in the United States have created rhetoric of fear and
criticism regarding our public K–12 educational system. Stakeholders often blame these low-test scores
on the school, administration, and/or teachers, because of the way these data are shared with the
general public.
Diﬀerent from this narrative, within many schools, high stakes testing data are reported in an
aggregated fashion, sometimes by students’ race, ethnicity, or socioeconomic standing. While the
general public may be pointing its ﬁnger at schools, administrators, or teachers for the poorly achieving
students, these individuals can quickly shift the blame to certain populations of students who are
not performing well on standardized tests. Teachers spend time sorting and labeling children into
groups and categories in an eﬀort to “ﬁx the problem”. While sometimes well intended, the planning,
instruction, and assessment of daily and weekly instruction are focused on a result of particular groups
of students scoring better on standardized tests.
This article provides the counter narrative to this conversation and strives to tell the story of a
student who has fallen victim to standardized unauthentic curriculum. It is no wonder that diverse
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students disengage with curriculum when they are unable to see themselves, their family, their culture,
their values, or any part of their identity represented in any element of the school day, particularly
during literacy instruction.
Additionally, it should be noted that the composition of this article is a direct attempt to oppose the
traditional, Eurocentric, way of reporting data. Just as I encourage teachers to resist hegemonic, scripted,
standardized curriculum, I feel empowered by journals and editors who encourage nontraditional
means of academic writing and I am taking advantage of that liberty.
2. Background
The perspectives that are shared in this piece are the result of a multiple case study that took
place in an elementary school that is part of a large urban school district in the southwest region of the
United States. The purpose of the original study was to investigate whether white elementary teachers’
perception of whiteness inﬂuenced their critical literacy practices. As is common with case study,
multiple data sources were used during this study, including interviews, observations, and multiple
small group discussions. The study consisted of six white elementary school teachers. The individual
had to identify as white and teach literacy in order to be a participant in this study. The ﬁndings of the
original multiple case study can be found in the dissertation entitled A Multiple Case Study of Whiteness
and Critical Literacy Practices Among White Elementary Teachers in Urban Public Schools [1]. However, for
this piece, I would like to focus on one participant, third-grade teacher, Miss Burke.
Miss Burke was observed six times during the multiple case study. Each observation lasted for 30
min and occurred while the teacher was providing literacy instruction. During each of the observations,
I sat at a desk or table in the participant’s classrooms. I recorded all utterances made by the teacher
throughout the thirty-minute observation using my laptop. As is common with observation in a
qualitative study, I also noted the teaching environment. My role during the observations was that of
participant observer. The students (in the elementary classroom) were not aware of the purpose of the
study, but the participating teacher was.
For the original case study, the utterances that were made by the teacher were coded using
Freebody and Luke’s [2] four resources model, which was one of the conceptual frameworks that
guided the study. The categories within the four resources model include code breaking, text participant,
text user, and text analyst. The ﬁrst process, code breaking, occurs when students learn the relationship
between and across spoken sounds and writing symbols. The second process occurs when the students
encounter texts as text participants, which involves them developing the intellectual resources to
engage in the meaningful understanding of the text discourse in and of itself. The third process includes
the social aspect of reading and it involves the student recognizing their role as a text user [2]. We
learn our position as reader and our instinct of what and how to use a text through social interactions
around literacy. When children are quite young, this process happens when parents and children
discuss a character’s motivation in choice making, or disappointment in the ending of a story. In the
classroom, this process happens with teacher–student discussion. During such discussion, the teacher
sometimes takes for granted that the students have comprehended the text; thus, the teacher asks the
students to make inferences from the text and support their inferences with evidence from the text.
Through extensive modeling and conversational interaction between students and texts, this process
then becomes one that students take on as their own, while independently reading or conversing about
text that they have read. The fourth process that Freebody and Luke [2] include as one of the four
processes a reader should employ when encountering text includes students learning their role as a text
analyst. This process calls for the reader to pay close attention to the language and idea systems that
are used within a particular text. A text analyst understands that people with particular orientations
and dispositions to the information write all texts, although the writer may attempt to be factual or
neutral in their presentation of text [2].
For each observation, I tallied the number of utterances for each process: code breaking, text
participant, text user, and text analyst. Table 1 notes the data from Miss Burke’s classroom observations.
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Generally speaking, Miss Burke almost never provided opportunities for her students to be text users
or analysts.
Table 1. Miss Burke’s Four Resources Examples.

Number of Utterances

Code Breaking

Text Participant

Text User

Text Analyst

10

29

0

1

A second data source for the original multiple case study was individual interviews. Each
participant, including Miss Burke, took part in two semi-structured interviews. The interviews were
conducted in person in the participants’ classroom or in a classroom that was not currently being
occupied with staﬀ or students. Both of the interviews were semi-structured, recorded, and transcribed.
Each interview addressed two themes: Whiteness and critical literacy. Open-ended questions were
used in order to allow for guided conversations rather than structured queries [3]. Furthermore,
although I was pursuing a consistent line of inquiry, the line of questioning for each case study
interview was ﬂuid rather than rigid [4].
During the initial and ﬁnal interview, the participants were asked to identify their white racial
identity stage using an abbreviated model of Hardiman’s model of White Identity Development
(WID) [5]. The document included the names of each stage, with a few deﬁning characteristics
from the stage. Participants were also asked to provide examples that justify their placement in this
particular stage.
Last, small group discussions comprised a third data source for the original multiple case study.
Small group discussions were held in a participant’s portable classroom that was on the elementary
school site. One small group discussion meeting happened each week for the duration of one month.
Before the initial meeting, the participants were provided with the book Racism Explained to My Daughter
by Tahar Ben Jelloun [6] and then asked to read the text by the ﬁrst meeting date. This book was
chosen because of its readability. While racism and whiteness can be diﬃcult topics to discuss; this
text explains both matters in an easy to understand manner while addressing their complexity. This
text was used to drive conversation during the ﬁrst three meeting times. During our meeting time,
open-ended questions were asked in regard to race, racism, and whiteness.
I asked the participants if they would be interested in reading a piece about critical literacy
and young Black males during the third small group discussion, recognizing that a majority of our
discussion time had focused on whiteness in elementary schools and wanting to have an opportunity
for the participants to learn about and discuss critical literacy. The decision to choose this article was
based on previous discussions regarding the increase of African American students attending the
school, as well as an indication during the initial interviews that most of the participants were not
familiar with critical literacy or how to implement the practices in their classroom. The suggestion of
reading the article was well received by the participants and they agreed to read “I Hate This Stupid
Book!” Black Males and Critical Literacy by Summer Wood and Robin Jocius [7]. During our fourth and
ﬁnal small group discussion, open-ended questions were asked in regards to understanding critical
literacy practices, as well as race, racism, and whiteness.
As the small group discussions allowed the participants a chance to collectively respond to the
material that we were reading, as well as hear how their colleagues reacted to and were impacted by the
texts, the small group discussions served as an informal means of data triangulation. As we engaged
with the ideas of racism, whiteness, and critical literacy, or forbidden conversations, as Lawrence [8]
suggests, it was sometimes challenging to facilitate intergroup dialogue in a manner that encouraged
new, or perhaps more advanced ideologies. I had to pay close attention to maintaining the participants’
trust and willingness to speak, because my role was to facilitate conversation. While the conversations
during our, hour-long small group discussions were robust, and provided a great deal of data to
support the participants’ WID, it should be mentioned that the data from small group discussions did
not support the notion that the participants’ white racial identities had changed or further developed
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from the ﬁrst small group discussion to the last. This supports the work of Terry [9] and Clark [10],
who both addressed the complexity of discussing whiteness, particularly in a homogenous group
of white participants and further strengthened the argument that consciousness change and related
behavioral change take time.
The data from the small group discussions indicate that Miss Burke is transitioning to the
Acceptance Stage of Hardiman’s WID model [5]. There was evidence that Miss Burke was transitioning
to Acceptance, because her comments often indicated that she held an ideology regarding other
racial groups and it was also evident that Miss Burke believes there are informal and formal rules of
institutions, such as schools, which permit some behavior and prohibit others. Table 2 is an illustration
of the coded comments that were made by Miss Burke during the small group discussions and
illustrates that most of her comments were evidence of an individual in the Acceptance Stage of WID.
Table 2. Miss Burke—Coded Utterances—White Identity Development Stage.

Number of Utterances

Naïveté

Acceptance

Resistance

Redeﬁnition

Internalization

0

15

4

0

0

3. Reﬂection of the Researcher
As mentioned earlier, the focus of the research while completing observations in Miss Burke’s
classroom was to take note of the literacy instruction that was occurring. In particular, special attention
was given to record the dialogue and teachings of the teacher in order to determine whether critical
literacy was cultivated within the literacy setting and, if it was, the extent of which it was used. The
teachers were aware of the data being collected; however, the students were not.
After further analysis of the data, from a critical literacy perspective, I could not help but wonder
about the students who were a part of Miss Burke’s literacy instruction. What does the research say
about students who are members of this teaching environment? Here is what I know about Miss Burke:
she is a beginning teacher, she works in a Title 1 school, she is transitioning from the Naïveté to the
Acceptance Stage of WID, and she relies on code breaking and text participant types of questioning
when teaching literacy. Knowing these facts, what do “we know” about the future of the students in
Miss Burke’s third grade class? In particular, what does research say about the one little boy who was
often assigned to sit at his own table facing the back wall of the classroom? While I do not know much
about him, I can still picture his face, and even more vivid is the heartache I felt to watch him live in
his own space observation after observation. Not being a member of the whole group conversations
and from my perspective, being neglected by his teacher and peers, I cannot help but wonder about
the damage that was done on a daily basis to this child. It was then that I decided that his voice did
not deserve to be silenced any longer. I have chosen to give this student both an identity and a voice,
and it is through him that I hope to encourage teachers to consider the impact of their teaching, even if
for just one year of the student’s academic career. So, let us switch lenses. Meet a third grader in Miss
Burke’s class. His name is Isa.
3.1. Isa’s Third Grade Experience: Historical Context of Education and Oppression Research
Isa’s plight in the American education system is not new or foreign to Students of Color and, in
particular, young Black males. As Clark [11] points out, schools are systematically designed to privilege
some, and Ladson Billings [12] focuses this statement with the acknowledgment that African Americans
in the South were not provided universal secondary schooling until 1968. Ladson Billings [12] states,
“Why, then, would we not expect there to be an achievement gap?” (p. 5).
The achievement gap is a commonly used term in the educational arena that refers to a gap in
academic achievement between minoritized students and their majoritized white counterparts. Ladson
Billings [12] urges her readers to consider the “wisdom of focusing on the achievement gap as a way
of explaining and understanding the persistent inequality that exists (and has always existed) in our
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nation’s schools” (p. 4), while the achievement gap can be described in some research as being the
result of stereotype threat, cultural mismatch, nature of curriculum, and/or pedagogical practices. In
other words, in order to improve the achievement gap, educators and researchers need to focus on
more than the current situation of schools and reﬂect upon the history of including and not including
People of Color in our educational system.
Historically, in the United States, People of Color have been given far less opportunity to participate
in the educational system. While historians note that inequalities in education have surrounded race,
class, and gender, it is race where inequities continue to persist [12]. The educational history of African
Americans, American Indians, and Latinos in the United States is not one to be proud of. Generally
speaking, People of Color have been denied education and later provided limited education in an eﬀort
to maintain a servant class and to promote assimilation. According to Lawrence [8], just over 60 years
ago schools were segregated by law in Washington, D.C., “In 1967, a federal court found that while the
District had desegregated schools, it had maintained segregated classrooms within its schools through
a system of tracking students that perpetuated the inequalities of the old de jure system” (p. 1353).
3.2. Isa’s Third Grade Experience: Current Context of Education and Oppression Research
Unfortunately, some would argue that the oppression that is placed on Students of Color in
the United States’ educational system has not changed, but rather has become slightly more covert.
Lawrence [8] describes today’s segregation as de facto segregation. “De facto segregation does not
constitute cognizable constitutional injury because it is caused not by actions traceable to the state,
but by the private acts of individuals who ‘choose’ to live in a segregated neighborhood or send
their children to a segregated school” (p. 1353). In today’s society, the choice to send children to
private schools stems from the fear that has been created around numerous policy reforms. Sorting
and classifying schools and students based on standardized assessments and the rhetoric around
teacher and school accountability are largely a result of policies and programs, such as No Child Left
Behind (NCLB) [13], Race to the Top (RTTT) [14], and other local accountability measures. When
parents and caregivers hear the reports that these accountability measures produce, a lack of trust in
our public-system is fueled. It is then that parents with resources begin to research alternatives to
their neighborhood schools. However, as Lawrence [8] points out, not all parents have the access and
resources to ﬂee and perhaps more signiﬁcant is his point that no one is talking about the students
who are left behind. “No one measures the enormous divestment in social and political capital that
has accompanied white ﬂight” [8] (p. 1359). Lawrence [8] states that, when no one is discussing the
students who are left behind, they are also not addressing the subjects of race, racism, and segregation,
which are the underpinnings of white ﬂight, further complicating the situation.
When schools are segregated by race, whether implemented by law, as in our nation’s past, or by
choice, as is indicated by de facto segregation, as mentioned above, the economics of education indicate
the permanence of “funding disparities that currently exist between schools serving white students
and those serving students of color” [12] (p. 6). Among the many districts that Kozol [15] reports, the
ﬁndings from New York City public school expenditures indicate that the per pupil spending for a
student population that is 72% Black and Latino is $11,627, while a suburb that is 91% white spends
$22,311 per student population (p. 272). Ladson Billings [12] refers to these disparities as the educational
debt, which she juxtaposes oppositionally to the achievement gap to reveal that educational inequities do
not derive from student performance (this is a symptom), but inadequate resource allocation.
3.3. White Teachers and Students of Color
As far as student and teacher demographics, Isa’s classroom is the norm. In a classroom that
is ﬁlled with a diverse student population, the female third-grade teacher, Miss Burke is white.
According to the most current data from the National Center for Education Statistics (NCES), 80%
of public elementary and secondary teachers identify as white [16]. While this diﬀerence in race is
not problematic in and of itself, there is a growing body of research that supports the idea that white
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teachers beneﬁt from additional training that is related to WID, white cultural norms, under which
many elementary schools function, or whiteness, which is oppressive to Students of Color, such as Isa.
When white teachers do not participate in the type of professional development that is mentioned
above, there can sometimes be a cultural mismatch [17] between the student and teacher. In particular,
as noted by Townsend [18], white teachers may lack cultural understanding, especially around elements
of the more active and physical style of communication that characterizes African American adolescents.
White teachers, such as Miss Burke, who represent teachers in the Acceptance Stage of WID [5] have
learned a systematic ideology of race and in regard to racial issues and interactions, the individuals
in this stage learn what shared opinions and beliefs are acceptable and unacceptable. This situation
is representative of what Monroe [17] refers to as the discipline gap as Isa and Miss Burke do not
share the same cultural framework, and because Miss Burke displays characteristics of someone in the
beginning development of her own white identity. “Situating the discipline gap within the intersection
of the teachers’ and students’ cultural norms may shed light to the persistence and prevalence of the
problem [overrepresentation of Black students referred for behavior problems” [15] (p. 320).
While it is not known whether Isa was sent out of the classroom or if he was referred to the
administration team for disciplinary reasons, Isa was removed from his classmates, facing the back
wall of the classroom, not engaged in the course content, and also not included in the conversations
by either his peers or his teacher in all of the six classroom observations completed for this study.
This practice is exclusionary and problematic. Miss Burke has made a conscious eﬀort to remove him
from learning opportunities while the student is still present in the learning community. Noguera [19]
explains this type of punishment, “Typically, schools rely on some form of exclusion or ostracism to
control the behavior of students. Chastising a child who has misbehaved or broken a rule with a
reprimand, or placing a child in the back of the room or out in the hallway for minor oﬀenses, are
common disciplinary practices” (p. 342).
Noguera [19] further discusses the implications of the aforementioned disciplinary measures by
explaining that “when students realize they are not going to ‘receive’ rewards of education, they have
little incentive to comply with the rules” (p. 343). “Students understand that if a teacher has low
expectations of them or expects them to complete minimum amounts of work that they do not expect
much of them” [19] (p. 347). While we cannot predict Isa’s future, research indicates that students,
in his case, may continue to meet his teacher’s minimal expectations [19] or, even worse, he may
self-select out of the education system at some point [11].
4. Findings: Isa’s Likely Educational Future in the Context of Historical and Current Education
and Oppression Research
I want to reiterate the idea that we cannot precisely predict Isa’s educational success or failure;
however, we can use what we know about his teacher as well as historical and current research in
educational policy to understand how the choices that are made by Isa’s third grade teacher are
impacting his educational future.
One characteristic of white individuals in the passive Acceptance Stage of WID is excluding,
avoiding, or ignoring People of Color, as they are diﬀerent or strange or not quite right. This trait
is evident by the manner in which Miss Burke removed Isa from the classroom community and did
not include him during the whole group instruction. By doing this, Miss Burke is signaling to Isa
that he does not belong in the classroom and her only choice is to “remove” him from the learning
environment. We must remind ourselves that this is a third-grade student while some may argue that
it is Isa’s choice to stay engaged with the material and the content from a diﬀerent location in the room.
Furthermore, there is a growing body of evidence that indicates this system of discipline is, in fact, the
ﬁrst step in what could be a devastating outcome for this young child.

35

Educ. Sci. 2019, 9, 142

4.1. Historical Context of Power and Control in Schools
As early as 1816, Thomas Jeﬀerson advocated for the education of the American population and
“simultaneously decried the notion that Blacks were capable of education” [12] (p. 6), and George
Washington, who was conﬂicted about slavery, did not consider educating the enslaved children on his
own Mount Vernon Plantation. A couple of themes become quite noticeable when we deconstruct
ideas, such as this from our United States’ history, as well as who has had access to education, as well
as the purpose of education.
The ﬁrst theme, as mentioned earlier in this article, is that schools have been systematically
designed to privilege some [11]. At various times throughout our nation’s history, individuals have
been included or unincluded from education based on race, class, gender, and/or socioeconomic status.
The second theme is when changes or considerations were made to systems and laws to include
oppressed groups into the educational system; they were usually met with a set of provisions or
limitations. In other words, the inclusion of the oppressed into the educational platform was to promote
a particular way of thinking. For example, American Indians were ﬁrst provided education in the
form of mission schools to further the cause of the church, and later boarding schools were developed
to promote and encourage assimilation [12]. Simply stated, access to education was a way for the
dominant culture to maintain social control.
4.2. Current Context of Power and Control in Schools
Currently, in the United States, public education is aﬀorded to all, but, as I have previously
pointed out, it is at a diﬀerent cost to diﬀerent groups of people, particularly those dependent on race
and socioeconomic status. However, one thing that remains the same in education leadership of the
past and present is the ﬁxation with behavior management and control [19]. In fact, Noguera [19] has
pointed out that order and control become the most important elements in education and they override
everything else when teachers are fearful of or lack control of their students.
4.2.1. Zero Tolerance Policies
This fear of lack of control has led to a diﬀerent way of omitting students from the public education
system—zero tolerance policies. According to the United States (U.S.) Department of Education’s
National Center for Education Statistics [16] zero tolerance policies mandate “predetermined
consequences or punishments for speciﬁc oﬀenses” (p. 117). Hirschﬁeld [20] explain evidence
of sociopolitical inﬂuences in the hardening of school discipline, when he refers to the increase in
school crime and juvenile violence that occurred as early as the late 1980s. The reaction of the general
public, which was highly inﬂuenced by media, was that of ‘moral panic’ [21], which in turn led to
“quick-ﬁx, punitive solutions (e.g., zero tolerance, metal detectors) that are disproportionate to actual
threats of violence” [20] (p. 85). With policies, such as zero-tolerance, situational circumstances are
often overlooked, because particular acts are met with predetermined consequences. In the past,
some teachers may have felt comfortable handling inappropriate behavior or actions within their own
classroom, but with zero tolerance policies, the idea of case by case discipline becomes unwelcome or
“against the rules”, and the teachers feel as if they need to remove students from the classroom. This
calls for school administration teams to determine the consequences for the misbehaving students
based on the zero tolerance policies that are in place that have been implemented in the school or
even the district. Removing the discretion of how to handle class room management problems on a
case-by-case basis and removing the power from teachers and school authorities to disciplinary codes
and zero tolerance policies have unfortunately increased suspensions and expulsions [20]. In other
words, the students are being denied access to a public education.
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4.2.2. School Accountability Movement
As mentioned in the beginning of this article, the United States is currently in the midst of a
standardized testing and accountability movement. Formulas are applied to individuals, schools,
districts, and even states to report who is or is not achieving using standardized assessment and
attendance data. Fenning and Rose [22] “assert that the requirement for schools to meet federally
mandated requirements for academic achievement has heightened the pressure for administrators to
remove children who do not ﬁt into the norms of the general population” (p. 537). Hirschﬁeld [20]
situates the economic debt within the school accountability narrative by explaining that the neo-liberal
push for school accountability encourages school authority of ﬁnancially strapped schools to exclude
the low-achievers and truants in an eﬀort to boost standardized test scores and attendance. This is
another way for individuals in power to decide who is and is not welcome in the education system.
4.3. What Does This Mean for Isa?
Isa was in third grade at the time the data were gathered for this study. While he was still a part
of the learning environment in the classroom, he was physically removed from his peers and was not
directly included in whole or small group instruction. As an elementary classroom teacher for ten
years, I understand that sometimes this strategy works. Some students need time to reﬂect, regroup,
refocus, or even cool down in a space that is somewhat removed from the whole group. However,
what becomes problematic is, during six classroom observations that happened over the course of
two months, every time that I visited Miss Burke’s classroom, Isa was at his own table in the back of
the room. During my observation time, it was obvious that Isa was not beneﬁting from academic
instruction, but what was and is more bothersome to me is the social emotional damage that is being
caused from this isolating behavior. What is Isa starting to believe about whether he belongs in school? As
Noguera [19] highlights, “at a relatively young age students may have so many negative experiences
in school that they soon begin to recognize that education is not working for them and will not provide
them with access to desirable rewards” (p. 343).
The notion that as young children begin to “internalize the labels that have been aﬃxed to them,
and as they begin to realize that the trajectory of their education has placed them on is leading to
nowhere, many simply lose the incentive to adhere to school norms” is even more indicative of Isa’s
future [19] (p. 343). In Isa’s case, as a young Black male, not adhering to these norms might have
signiﬁcant consequences. Miss Burke is choosing to keep Isa in the classroom, but, as Isa gets older,
he may recognize that school is not a place that is working to his advantage. “Most often it is the
students who understand that school is not working for them, and who know that education will not
lead to admission to college or access to a promising career, who typically cause the most trouble and
disturbance in school” [19] (p. 345). It appears that Isa’s actions are not yet signiﬁcant enough for him
to be placed out the classroom, suspended, or expelled, but research indicates that African Americans
are referred to the oﬃce for less serious and more subjective reasons [23]; so, given the intended and
unintended messages that have been shared with Isa regarding access to education and the research
that is related to how this impacts students self-eﬃcacy, motivation, and behavior, one could conclude
that a less serious infraction of school rules in the future could lead Isa to suﬀer the consequences of a
zero tolerance policy. Furthermore, zero tolerance policies typically permit little consideration of the
mitigating circumstances [20]. Usually, mitigating circumstances would refer to the situation where a
behavior infraction has occurred, but, in Isa’s case, I would argue that the mitigating circumstances
are the intended and unintended learning that has taken place in Isa’s educational journey regarding
his access to education. If and when Isa’s behavior makes a teacher feel as if they need to rely on
policies and procedures to ﬁx a situation, who is going to examine the mitigating circumstances of his
educational journey?
In Isa’s case, it is especially important to consider how current zero tolerance policies and
accountability measures aﬀect young Black males. Over 30 years of research supports the notion that
there is an over-representation of African American youth who are being suspended and expelled
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from school, as Fenning and Rose [22] point out. While some have tried to link this ﬁnding to the
socioeconomic status of these students, Skiba et al. [23] have concluded that these practices are,
in fact, based on bias and not the socioeconomic status of the student. In fact, they state, “racial
disproportionality in school discipline, originating at the classroom level, is an indicator of systemic
racial discrimination [23] (p. 30).
Those who tend to receive the most punitive discipline consequences in our educational system
are generally Students of Color [22]. When students do not follow the hidden curriculum, or white
cultural norms that are silently favored in classroom communities, teachers, especially white teachers,
often become fearful of losing control. This fear then leads to the removal of “bad” students from
the classroom, but, as Noguera [19] points out, removing bad students does not work, and new
troublemakers will take their place. Instead, if we consider that young Black students are getting
removed from classrooms, and that these decisions to remove them are, in fact, bias or discriminatory
in nature, then it becomes easier to understand what Lawrence [8] refers to as a fear of Blackness. If
only we could “recognize the ways in which our cultural experience has inﬂuenced our beliefs about
race or the occasions on which those beliefs aﬀect our actions . . . If we could talk about our fears of
Blackness we might ﬁght ways to confront and alleviate them” [8] (p. 1371). Generally speaking,
instead of continuing to promote a culture that rejects racism as “immoral and unproductive”, where
“hidden or unconscious prejudice has become the more prevalent from of racism” [8] (p. 1371), perhaps
change would happen in our educational system that would allow for Students of Color to stay in
schools and not be forced into the school to prison pipeline.
According to the American Civil Liberties Union (n.d.) [24], the school to prison pipeline is
deﬁned as “the policies and practices that push our nation’s schoolchildren, especially our most
at-risk children, out of classrooms and into the juvenile and criminal justice systems” (para. 1). As
long as schools continue to function as institutions to maintain social control, they are continuing
to operate as “breeding grounds for prisons” [11] (p. 51) and, as Noguera [19] points out, school
punishment has essentially become the same as social punishment. Hirschﬁeld [20] further supports
these ideas by discussing how problems that have commonly occurred in schools, over time, have
become criminalized. In fact, “schools often maintain or intensify their punitive eﬀorts long after
public panics over school violence subside” [20] (p. 85).
The statistics related to Black males and the school to prison pipeline are particularly signiﬁcant
to our student Isa. Here are just a couple from Clark [11]: Black males are 8% of public school students
nationwide, but they constitute 37% of suspensions and approximately 800,000 Black men are in prison,
while 500,000 are in college (p. 50). The research that was shared by Skiba et al. [23] report that African
American students are more frequently subject to disciplinary actions in school settings than white
students, and often for far less severe infractions than white students. Wald and Losen [25] add that
African American students frequently receive more severe forms of punishment for the same infractions
that are committed by white students. “The increase in level of severity of school punishment has thus
disproportionally aﬀected those who are being punished in the system most often—namely, Students
of Color” [26] (p. 574). Simply stated, for Isa, it is going to be diﬃcult to avoid the structures and
systems that have been designed to take him from the schoolyard to the jailhouse [26]).
5. Recommendations: What Do Teachers Need to Know about Isa’s Educational Future?
But what if the teachers in Isa’s future became aware of the school to prison pipeline, began to
problematize zero tolerance policies in their school and district, or even began to reﬂect on their own
classroom experiences and what they believe about who deserves public education? What if Miss
Burke began to wonder how her attitude and actions convey messages, overtly and covertly, to Isa
and his belonging in school? What if Miss Burke had the opportunity to develop her white identity in
a more complex fashion before becoming an elementary school teacher? All of these questions are
hypothetical, as is the prediction of Isa being a part of the school to prison pipeline, but, at the same
time, none of the questions that were asked in this paragraph seem diﬃcult to answer.
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5.1. Awareness of Self
At some point in their college journey, the pre-service teachers need to become aware of their race
and how it matches or does not match with their prospective students. There needs to be a realization
that the population of our nation’s public schools is changing [12] and, in an eﬀort to become culturally
synchronized [27], pre-service and service teachers need to continue to develop their identity of self
throughout their career as a teacher. Identity is not constructed overnight, whether it is cultural, racial,
gender, socioeconomic, or any other part of our identity; it has been constructed over a duration of
time. Subsequently, it makes sense, that it also takes time to question the norms that have been created
with these identities. I recognize that this is an extremely diﬃcult concept for some to consider, but
when being presented with the possible outcome and reality for many students currently enrolled in
Pre-K–12 classrooms throughout the United States, how can we not consider alternatives? Lawrence [8]
also acknowledges the perplexity of the development of self in relation to racial identity and justice:
I believe that we are all racists, that we share a common history and culture where racism has
played and still plays a central role . . . None of us is exempt from the wages of America’s
racism. We also share a belief and commitment to racial equality, and for the most part we are
unaware of our racism. We do not recognize the ways in which our cultural experience has
inﬂuenced our beliefs about race or the occasions on which those beliefs aﬀect our actions.
As our culture has rejected racism as immoral and unproductive, hidden or unconscious
prejudice has become the more prevalent form of racism. (p. 1371)
Along with the development of self, teachers, and pre-service teachers, in particular, need
continued education related to the hidden curriculum and social norms that are often associated with
schools. In particular, teachers need to unpack their belief systems that are related to behavior and
punishment of their future students. Often pre-service teachers take one course, entitled “classroom
management” throughout their educational career and, unfortunately, all too often the focus of these
courses is how to ﬁt into white cultural norms, instead of understanding the purposes of our education
and schools that have been to sort children based on educational accomplishments and place them on
educational and career trajectories, socialize children, and ultimately maintain order and control [19].
It is with this understanding that future teachers can begin to develop their own philosophy that is
related to classroom management and who belongs in school. Furthermore, they can begin to develop
an understanding of how their behavioral expectations, as well as disciplinary responses, may impact
the lives of their current and future students [17,28,29]. In particular, the connection to Isa, “because
low-income African American students seldom receive instruction from teachers who share their
cultural framework, culturally based misunderstandings based on race, ethnicity and social class may
serve as a powerful reason to present trends in the discipline gap” (p. 32). These ideas are also related
to Monroe’s [17] promotion of immersion experiences that challenge cultural norms. Teachers begin to
reﬂect on their own ways of knowing and how those may or may not be shared by diﬀerent cultures
through these experiences.
I argue that only through purposeful self-reﬂection and deliberate forbidden conversations [8] can
we even begin to help teachers to develop their awareness of self and the intentional or unintentional
consequences that this identity has in their classroom environment, expectations of students, and
potential inﬂuence in the lives of their students.
5.2. Awareness of Pedagogy and Policy
Isa’s teachers’ use of culturally relevant pedagogy could greatly inﬂuence his educational journey.
As Monroe [17] explains, “composite studies of culturally responsive teachers reveal that such
practitioners function as determined, caring individuals whose disciplinary styles parallel approaches
found in students’ home environments” (p. 322). Although there are only a few empirical studies
reported in this area, “culturally responsive disciplinary practices appear to promote better student
outcomes by addressing behavioral concerns in the classroom rather than directing students to
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administrators where they are likely to be subject to outcomes such as suspension” is also signiﬁcant
(p. 323). Fenning and Rose [22] support the ideas of culturally relevant pedagogy, by emphasizing
that “having discussions about the cultural meanings of behavior would be critical in preventing and
responding to common sources of discipline referrals that ultimately lead to the removal of Students of
Color from the school setting” (p. 553). Skiba et al. [23] state it simply, “Teacher training in appropriate
and culturally competent methods of classroom management is likely then to be the most pressing
need in addressing racial disparities in school discipline” (p. 32).
Noguera [19] also speaks to the importance of student engagement as a way to promote student
self-eﬃcacy and belief that they belong in school, which in turn results in fewer students having
hostile or antagonistic relationships with the adults that they work with in school. Speciﬁcally,
while studying schools through perceptions and experiences of students (low, average, and high
achieving), the preliminary ﬁndings indicated that most of the students felt that their teachers had
low expectations of them and allowed them to complete minimal work. However, in support of high
expectations, two of the schools that were studied, which also had the lowest suspension rates, “there
was considerable evidence that students were being challenged by rigorous courses and supported by
caring teachers” [19] (p. 341).
The literacy instruction that Isa was facing in third grade was consistent with the lack of rigor and
low expectations. The data from the study showed that his teacher, Miss Burke, mostly used code
breaking and text participant types of instruction, which leave little room for engaging or rigorous
conversations that are related to literacy. In relation to pedagogy, teachers, such as Miss Burke,
may (or may not) recognize that moving to using texts to teach students how to be text users and
text participants requires students to speak to each other, move around, ask questions, and perhaps
even question authority. These notions do not jive with a system that values order and control over
participation, rigor, and possibly even enjoyment. For this reason, teacher educators need to provide
opportunities for pre-service and service teachers to increase academic engagement and intellectually
challenge students at school, while, at the same time, recognizing and feeling comfortable with a shift
in the dynamic of “power” within the classroom.
Besides being educated about culturally relevant pedagogy and the best practices that keep
students engaged and part of the classroom community, pre-service and service teachers also need to
stay current with educational policy. Historically, ignorant masses that were xenophobic and virulently
racist did not merely impose educational debt [12]. Sometimes, this is still the case today. In my work
with teachers, in particular, white teachers, they often do not know what they do not know (myself
included). While not an excuse for racist or oppressive teaching, I see this as an opportunity for teachers
to learn more about becoming a solution to the school-to-prison pipeline, rather than contributing to it.
I see a parallel to how our pre-K–12 students are taught and how pre-service teachers and service
teachers are oﬀered education and professional development. Similar to the drill and kill, systematic,
low level instruction our youth endure, pre-service teachers are often required to attend professional
development trainings that are based on a product or program. There is an eﬀort to provide a
material or thing to “ﬁx” learning instead of investment in the pre-K student, pre-service teacher, or
teacher themselves. Noguera [19] supports this idea, when he discusses that “often it is the needs of
students and the inability of schools to meet those needs that causes them to be disciplined” (p. 342).
Furthermore, he states:
Too often, schools react to the behavior of such children while failing to respond to their unmet
needs or the factors responsible for their problematic behavior. In so doing, they contribute
to the marginalization of such students, often pushing them out of school altogether, while
ignoring the issues that actually cause the problematic behavior. Schools also punish the
neediest children because there is a ﬁxation with behavior management and social control
that outweighs and overrides all other priorities and goals. (p. 342)
In accord with this notion, teachers who strive to do things diﬀerently, for example, teach through
a constructivist lens, which includes culturally relevant pedagogies and community-based instructional
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techniques [30], are often undervalued and marginalized [17]. In other words, when the principal
cannot dictate the behavior of the teacher and understand the teacher’s social or cultural capital, they
are oppressed and forced to conform.
What if teachers like Miss Burke, and the other teachers that were a part of this study for that
matter, were allowed to participate in professional development sessions that analyzed suspension
and expulsion data from their school, the district, and the state? Taking it a step further, Fenning and
Rose [22] argue for the development of a diverse discipline team in schools. One that is composed of
“individuals from cultures and ethnicities that represent the diversity of students found in the school”
(p. 551). Creating a space for teachers and administrators to engage in the aforementioned professional
development should also aﬀord particular school sites to participate in or refute top-down zero policy
policies. As Noguera [19] states:
Perhaps what is needed even more than a revival of ideals is a recruitment of educators
who will question the tendency to punish through exclusion and humiliation, and who see
themselves as advocates of children and not as wardens and prison guards. Without such
personnel, the drive to punish will undoubtedly be diﬃcult to reverse and abate. (p. 350)
6. Conclusions
This distant and immediate history of oppression in the United States seems obvious and
uncontestable to me, especially given the current political climate, yet there is resistance to combat the
policies, procedures, and beliefs that often cause this oppression. The suggestions shared above, as an
eﬀort to improve the likelihood that more Black and brown children will graduate from high school,
are not revolutionary. Ultimately, I am suggesting that the investment and development in the teacher,
their racial identity, pedagogical practices, and problematic punitive discipline practices will lead to
more Students of Color having an opportunity to attend school and enjoy the experience while they do.
They are ideas that have been accumulated from the current body of research and shared by
others that are committed to social justice in schools. What I hope is somewhat diﬀerent though is this
time when reading these suggestions, we think of Isa. Because he is counting on us.
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Abstract: This reﬂective, autoethnographic qualitative case study at focus in this article is based on
broader research on the experiences of Black teachers working at predominantly white and aﬄuent
private schools in the United States. It was motivated by the author/researcher’s own experiences of
personal, academic, and professional racial identity development as a student, educator, parent, and
educational administrator while living and working in predominantly white and aﬄuent communities.
The two main research questions this study engaged were: (1) How did the author/researcher develop
her Black identity as a transracial adoptee living at the intersection of race and class; and, (2) What was
the author/researcher’s journey towards her present state of racial self-acceptance and understanding?
Three ancillary research questions were also engaged: (a) How did social and societal factors inﬂuence
the author/researcher’s racial identity development? (b) How did the author/researcher build a
support network of personal and professional community? and, (c) How was the author/researcher
able to get to a place of self-love? Using Hill Collins’ (1998) intersectional analysis framework and
Cross’s (1991) theory of Black racial identity development, this article explores the author/researcher’s
experiences as an aﬄuent racialized minority by unpacking lived experiences, coping strategies, and
support mechanisms that led to her current professional calling.
Keywords: reﬂective autoethnography; black teachers; aﬄuent schools; black identity development;
intersectional analysis; race; class

1. Introduction
Life experiences and exposures teach us that there are diﬀerent acceptable modes of behavior
depending upon the situation and culture in which one ﬁnds oneself. As we experience more of the
world, we develop coping strategies to accommodate our new truths that guide our actions as we
navigate life. According to widely accepted psychological theory, coping strategies are generally either
cognitive (requiring you to think diﬀerently) or behavioral (requiring you to alter how you behave) [1].
What happens when our identity, the truths about ourselves, clashes, daily, with the world in which
we work, and even live? What coping strategies are incorporated in to a person’s daily interactions
and how do these strategies impact individual identity? “No one knows precisely how identities are
forged, but it is safe to say that identities are not invented: An identity would seem to be arrived
at by the way in which the person faces and uses his experience” [2] (p. 189). Baldwin argues that
identity development is a process that begins with reﬂection and ends in action. Our identity develops
nationally, spiritually, by gender, by sexual orientation, across class lines, and on multiple levels; too
many to name. However, for members of racially minoritized groups it is often their racial identity that
they identify with most vehemently. What are the experiences and coping strategies of people who
identify with a minoritized racial group while working and living within a majority white and aﬄuent
environment? This introspective piece uses intersectionality to examine my journey to self-acceptance
as an African American woman living and working in predominantly and white spaces.
The American Heritage Dictionary (2015) deﬁnes the term racialized as “to impose a racial character
or context on” [3] (p. 1384). I consider myself a racialized minority because, while I have lived an
economically privileged life, there has never been a time in my life when society failed to remind
Educ. Sci. 2019, 9, 143; doi:10.3390/educsci9020143
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me in a negative way that I was Black. I often felt that the class privilege I have been aﬀorded was
borrowed, or even accidentally obtained. When considering my experiences at the intersection of
race and class as racialized, several questions come to mind: How do African Americans cope with the
racialized minority experience to become contributing and respected community members? How do African
Americans develop a healthy Black identity within a negatively race-charged environment? In what ways and
to what extents can outside forces, like mentors, friendships, diversity gatherings, etc., mitigate the negative
impacts of racism? How do racialized minorities reﬂect upon their personal, academic, and work experiences and
choices to develop individually and professionally? These questions are explored in this autoethnographic
study of my experiences as a Black woman.
2. Problem Statement
I was adopted in 1971 to a white family in Maryland. My adoptive parents, who had already had
three biological (white) children prior to adopting me, planned to adopt a second Black child a few
years later so that I would not be the only Black person in my family. However, in 1972 the National
Association of Black Social Workers (NABSW) protested transracial adoptions [4]. In September of
1972, the NABSW published their “Position Statement on Trans-Racial Adoption” which included the
belief that “only a Black family can transmit the emotional and sensitive subtleties of perception and
reaction essential for a Black child’s survival in a racist society” [4] (p. 373). According to the NABSW,
I was doomed to a life of confusion and pain because growing up in a white home would not aﬀord
me the opportunity to “receive the total sense of [myself] and develop a sound projection of [my]
future” [4] (p. 377). The NABSW believed that only Black parents could teach Black children the coping
techniques that enabled them to ﬂourish against institutionalized racism and racist individuals [4]. This
autoethnographic study documents my experience as a racialized minority, adopted by a white family,
now raising a Black family while living and working in predominantly white and aﬄuent communities
and institutions. Even though just between 1968 and 1972 approximately 50,000 Black children were
adopted transracially [5] (para. 1), few studies have documented the identity development of African
American adults who were products of transracial adoptions. This article uses intersectional analysis
as a tool through which to reﬂect my voice about, and my lived experiences of, ﬁrst, Black identity
development, transracial adoption, and racialized minoritization in predominantly white and aﬄuent
communities, and, second, self-acceptance.
3. Statement of Purpose
Research on race and racial policy lacks depth and validity if the researcher ignores the tangled
relationship between race and class in American society. Race and class intersect in such a way that
examining one without the other ignores the social, political, and historical context. In addition,
examining identity development without consideration of the eﬀects of race and class also ignores
the context in which that development is occurring. McFarlane [6] called race and class “overlapping
categories of identity that lead to signiﬁcant, yet often unacknowledged, diﬀerences in material
conditions and life opportunities” (p. 163). If race, class, and identity are so interconnected, why is it that
research on the eﬀects of class on racial identity development is limited, at best?
Sociologists have often used an intersectional approach to study the growth of the Black middle
class. This Black middle class, and more aﬄuent Blacks, often use money to purchase homes in wealthy
white suburbs in the ‘best’ school districts. McFarlane [6] argues that “through their wallets and
educational or professional attainments they gain access to some of the privileges, goods, and services
formerly reserved exclusively for Whites” (p. 165). This rise of the Black middle class has developed
generations of Black children who have been raised with the privileges that money has aﬀorded them.
However, McFarlane [6] refers to this Black middle class as “operatively White” because their “access
is contingent and sometimes unpredictable” (p. 165). While middle-class and aﬄuent Blacks can
receive the privileges money can buy, like the highest performing schools and comfortable housing,
they cannot escape the eﬀects of large-scale institutional racism, nor racism on the individual level,
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(e.g., racial proﬁling by police oﬃcers). Generally, the Black middle class, then, still identiﬁes with
being Black in America.
If identity were created through one’s personality, belief systems, personal experiences, and more,
it would follow that one’s racial identity is created through how a person identiﬁes themselves in
racial terms. Helms [7] states that “racial identity actually refers to a sense of group or collective
identity based on one’s perception that he or she shares a common racial heritage with a particular
group” (p. 3). Black racial identity is identifying oneself as Black, sharing racial heritage, culture, and
physical attributes as African Americans. Research on Black identity, or the Black experience, has often
focused on the experience of inner-city Blacks living in poverty. McFarlane [6] noted that often the
Black experience “is equated with poverty” (p. 164). How, then, does a Black child raised in the world of
white privilege develop a Black identity?
Since the popular research focus of Black identity is on Blacks with low socioeconomic status,
much has been written about the so-called culture of poverty. Focusing on a group identity that develops
at the intersection of race and class, the culture of poverty refers to the perceived and stereotypical
traditions and values of the poor. The term was coined by Oscar Lewis in 1959 [8]. Lewis, who
researched poverty in Mexico, claimed to notice a subculture of people living in poverty. Moynihan [9],
concerned with the plight of Black society, described the culture of poverty as a “tangle of pathology”
created by centuries of injustices that resulted in “deep-seated structural distortions in the life of
the Negro American” (p. 10). Moynihan’s [9] tangled pathology included perceived stereotypes like
female-headed households, delinquency, and crime. He concluded that poverty and racism have
created a culture of welfare dependency and a breakdown in family structure. He contended that
generations of children raised in the culture of poverty (rather than in the culture of racism) create
more generations raised with the same, again so-called, values and traditions. Following Moynihan’s
beliefs is the idea that this culture of poverty is fundamental in shaping the racial identity of working
class and working poor Blacks. How does Black identity being associated to the culture of poverty (rather
than the culture of racism) aﬀect the identity development of middle-class Blacks?
While there has been interest in longitudinal studies of individuals’ racial identity development
in order to document change over time [10–12], there has not been research on how the racial identity
development of aﬄuent African Americans may be aﬀected by the stereotyped and highly documented
culture of poverty. Cross [13] stated that the purpose for studying Black identity is “to clarify and
expand the discourse on Blackness by paying attention to the variability and diversity of Blackness” (p.
223). Included in Black diversity are socioeconomic diﬀerences. Although Cross’ Black Racial Identity
Development (BRID) model has been tested and studied extensively, no study has been conducted
using social class as a predictor. Does a person’s social class eﬀect the development of their racial identity?
4. Operational Deﬁnitions
4.1. Class
There are two ideals that are often intermingled within the term ‘class.’ The ﬁrst is the economic
or material basis of class, and the second refers to social class, socioeconomic status (SES), or the actual
or perceived cultural practices of class [14]. When the US society portrays the Black experience or a
collective Black identity it is too often reduced to the cultural practices of class, and stereotypically
so. Cole & Omari [14] describe this Black experience as “styles of dress and social conduct, and
aesthetic preferences (e.g., in music) inﬂuenced by Black youth culture” (p. 788). Today, this social and
cultural practice of class is often limited to, and stereotyped as, talking “loud,” speaking in the African
American vernacular more commonly known as Ebonics, and wearing pants low. It is even often
extended to mean “gangsta,” “thug,” or criminal-minded behaviors. In this study, class represents the
economic and achievement range that a person or their family falls within. Class and SES are closely
related, but SES is often assumed to lack the achievement piece.
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4.2. Culture
Meriam Webster [15] deﬁnes culture as “the customary beliefs, social forms, and material traits
of a racial, religious, or social group” (para. 1). This study refers to Black culture as the norms and
shared experiences of Black Americans. Black culture will be generalized throughout this piece, and
to include the spectrum of socioeconomic classes, but will also be dissected to examine the eﬀect of
the so-called culture of poverty (unpacked through the culture of racism) on the experience of Black
culture among aﬄuent Black Americans.
4.3. Race
While race is a social construct, it acts, in society, as a human selection of attributes based on
physical characteristics like skin color, hair type, and other physical features. These attributes are often
stratiﬁed as “good” or “bad” and ultimately used to discriminate.
4.4. Transracial
For the purpose of this study as it is one individual’s experience, transracial will refer to an
experience of African American and white American; speciﬁcally, transracial is used to describe the
adoption of a Black child by a white family.
4.5. Racialized Minority
The term racialized minority is used to describe the Black experience in the United States. It
takes race as a social construct one step further by highlighting the implications of race for certain
minoritized groups, in this case Blacks. Racialized refers to the negative connotations, status, treatment,
and stereotypes that have been associated with what it means to be Black in America.
4.6. Black and White
For the purpose of this study the terms ‘Black’ and ‘white,’ are not necessarily used to identify the
color of the skin, but a cultural/racial group. White is used to represent white or European Americans
(sometimes also referred to as Caucasian), and Black is used to represent those who identify as Black
Americans. Both terms represent the cultural group, not just a representation of color. In addition,
Black or Black American and African American will be used interchangeably.
5. Theoretical Framework
5.1. Intersectionality
Intersectionality is a method for examining the life experiences, or worldview, of a group. It is
not a theory that can be empirically tested, but a lens through which experiences can be examined.
Intersectionality involves looking at a phenomenon from multiple perspectives, classiﬁcations, or
identities. Intersectionality will be used to study Black racial identity development through, not
only the lens of race, but also social class. In addition, race and class, as identities, will be examined
as they intersect with identities that result from transracial adoption. Hill Collins [16] states that
“intersectionality provides an interpretive framework for thinking through how intersections of
race and gender, or sexuality and class, for example, shape any group’s experience across social
contexts” (p. 208). In addition, Hill Collins [16] points out that “intersectionality works better as a
substantive theory (one aimed at developing principles that can be proved true or false) when applied
to individual-level behavior than when documenting group experiences” (p. 207). There is a lot to
consider when conducting intersectional race research, perhaps especially including how worldviews
are shaped; an intersectional approach allows for deeper understanding, evaluation, and meaning.
Hill Collins [16] states that “intersectionality references the ability of social phenomena such as
race, class, and gender to mutually construct one another” (p. 205). The women’s rights movement,
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speciﬁcally Sojourner Truth’s 1851 [17] “Ain’t I a Woman?” speech, shed light on intersectionality
(through race and gender) by bringing to the forefront the diﬀering experiences and issues of Black
women and white women [18]. Issues of purely race, class, or gender are now more likely to be studied
as they aﬀect each other in the experiences of, for example, Black women versus white women and, as is
the case for this study, poor Blacks versus aﬄuent Blacks; however, these juxtapositions are not meant
as simple (and, thus, false) binaries, rather simply as analytical props to surface identity complexities.
Sociologists began looking at collective experiences, especially experiences of oppression, through
the intersections of race/ethnicity, class, gender, immigrant status, etc. When using an intersectional
framework, these “identities are deﬁned in relation to one another” [19] (p. 303). For example, as
researchers examine inequality, they consider race and class as variables that aﬀect the division of
resources within a community. Intersectionality is “the manner in which multiple aspects of identity
may combine in diﬀerent ways to construct social reality” [20] (p. 176).
While there are many variables, or identities, that can be a part of an intersectional framework,
(e.g., race, ethnicity, class, gender, ability, age, sexual orientation, and nationality); there may be
variables that play a more dominant role in life experiences. These are variables that, together, hold
stronger implications for those life experiences than when examined separately. In the United States,
economic issues are so deeply intertwined at the intersection of race and class that the two variables
should always be examined together as they “often stand as proxy for one another” [16] (p. 209). In
addition, because race is “such an overriding feature of African-American experience in the United
States . . . it not only overshadows economic class relations for Blacks but obscures the signiﬁcance of
economic class within the United State in general” [16] (p. 209).
5.2. Black Racial Identity Development (BRID) or Nigrescence
During a reading group at the University of Nevada, Las Vegas, Cross [21] argued identity could
be viewed “as a guide of your awakened state.”. People develop an identity so that they know how
to behave in speciﬁc situations. Their identity guides their interactions, actions, and reactions when
they are awake and conscious. Cross [13,22] refers to Black racial identity development as nigrescence,
French for “the process of becoming Black” (1999, p. 157). This study of nigrescence is formally
considered (in academia) to have begun in the 1960s and gave rise to some of the ﬁrst qualitative
studies of Black identity development. “Models on the psychology of nigrescence depicted the stages
of the negro-to-Black identity transformation experienced by many Black adults in the Black Power
period” [13] (p. 157). Many identity models saw identity development as a linear phenomenon;
however, the BRID model, developed by Cross from his nigrescence model, looked at racial identity in
a cyclical way.
Due to the ability to apply the BRID model at any point in a person’s life or any life change, and
due to the undeniably overwhelming inﬂuence Cross’ theory of Black racial identity development has
had on the ﬁeld of BRID, I will be using the 1971 (original) and 1991 (revised) versions of the BRID.
Cross [13] theory outlines ﬁve stages of Black racial identity development as follows: Pre-encounter
(stage 1) depicts the identity to be changed, Encounter (stage 2) isolates the point at which the person
feels compelled to change; Immersion-Emersion (stage 3) describes the vortex of identity change; and
Internalization-Commitment (stages 4 and 5) describe the habituation and internalization of the new
identity (pp. 158–159).
6. Summary of the Key Topic Literature
This study examines the experiences of one Black woman (the author/researcher) as she navigates
through a life intersected by race and class. In order to understand this journey, a brief look at the
research on transracial adoption and the intersection of race and class follows. In addition, this study
looks at shifting as a coping strategy. A working deﬁnition of shifting has been included in this section
so that its use in this study is clear.
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6.1. Transracial Adoption
Research on transracial adoption has been conducted since the late 1960’s and has predominantly
focused on the eﬀects on children in transracially-adopted families. While this has been a focus of
study for several decades, the research on it is still very limited. Studies have been conducted either to
show the negative eﬀects of, or to support, transracial adoption; however, few studies have been done
to truly understand the experiences of adults who were transracially adopted. The research review
that follows looks speciﬁcally at the adoptive parents’ communication about race and their integration
choices, the racial identity development of Black transracial adoptees, and the eﬀect of the intersection
of transracial adoption, race, and class on Black adoptees.
6.2. Culturally Responsive Parenting in Transracial Adoption
Research on transracial adoption generally stems from the debate on whether it is psychologically
harmful to the adoptee when white families adopt other-race children. It is believed that it us up to
the white parents to create an environment in which the adoptee can thrive. The following literature
discusses this belief.
Lee’s [23] manuscript, The Transracial Adoption Paradox: History, Research, and Counseling Implications
of Cultural Socialization, looks at the opportunities and challenges of transracial adoption families.
Lee [23] found that it is imperative for adoptive parents to embrace the cultural diﬀerences within their
transracial family. Those who do are “more likely to engage in enculturation and racial inoculation
parenting strategies, which in turn, may contribute to more positive racial/ethnic identity development
and mental health” (p. 10). In contrast, Lee found that parents who claim to be colorblind, or who deny
any cultural diﬀerences, have a greater chance of raising adopted children with poor mental health.
Following this idea of deliberate culturally relevant parenting, Hamilton, Samek, Keyes, McGue,
and Iacono [24] studied the identity development of transracial and same-race adoptees and focused
on parent and child “communication about race and ethnicity as an element of identity development”
(p. 221). Their study found that there was little to no diﬀerence in the identity development and
adjustment of same-race and transracial adoptees, but that transracial adoptees and their parents
had a markedly higher level of communication, with adoptive parents of Black transracial adoptees
“reporting the highest level of racial/ethnic communication” [24] (p. 223). This suggests that it is
inherently natural for parents of transracial adoptees to not only embrace their cultural/racial/ethnic
diﬀerences, but to also openly communicate with their children about them. This leads the next body
of literature, which focuses on how transracial adoptees develop their racial identity.
6.3. Racial Identity Development in Transracial Adoptees
In an ABC News documentary one Black transracial adoptee articulated his Black identity
development this way, “In my teens, I became hungry to be a part of some kind of Black community,
Black identity” [25] (para. 8). He was describing consciousness associated with the beginnings of
the Encounter stage of nigrescence. However, the literature on transracial adoptees’ racial identity
development does not use identity theory models, and, thus, does not paint a clear picture of how
transracial adoptees experience identity development. Lee [23] found that while most literature
ﬁnds transracial adoptees as ‘well-adjusted,’ it fails to “unravel the speciﬁc factors that aﬀect cultural
socialization, racial/ethnic identity development, and psychological adjustment” (p. 13). He addresses
researchers by stating that they “must do a better job at understanding transracial adoptees as active
agents of change in their lives,” by speciﬁcally examining “how adoptees personally negotiate their
identities and sense of place in society” (p. 11).
6.4. The Intersection of Race and Class and the Transracial Adoptee
Butler-Sweet’s [26] article, “‘Acting White’ and ‘Acting Black’: Exploring Transracial Adoption,
Middle-Class Families, and Racial Socialization,” reviews the sparse research on the intersection of
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race and class as it pertains to transracial adoptees. She concludes her review with an examination
of transracial adoption in which she notes, “how middle-class status, along with the experience of
growing up in . . . transracial families, shapes dynamics of Black identity” (p. 210). The theme that
seemed interwoven throughout this article is a presumption by white adoptive parents that Black
culture is deﬁcit, a culture of poverty, and, thus, inextricably linked to the idea that racial identity
is also classed. The belief that Black culture is inner city culture is an idea that is prevalent in the
media, therefore it is not surprising that white parents, with little exposure to Black families, would
adopt this idea. However, Black families exist across class contexts, in the United States and around
the world. Even Black middle-class families often belong to Black social clubs, like “Jack and Jill,”
which surround middle-class Black children with other middle-class Black children. White transracial
adoptive parents lack knowledge about, and, perhaps, access to, these types of groups, and thus lack
access to middle-class Black families. Study respondents in Butler-Sweet’s review recalled pressure
to be highly educated and extremely articulate, and being in social and educational situations where
they were often the only Black person and, thus, were tasked by their parents to not represent any
stereotypical Black characteristics, speciﬁcally around speech. One respondent stated that his parent
would say, “you’re Black, and people have assumptions about you just because of that, so you need to
prove them wrong” [26] (p. 198). This led to the adoptees being “accused of ‘acting white’ because they
were, in fact, ‘acting middle class’” (p. 199). Butler-Sweet concludes by stating that the intersection
of race and class has a large impact on transracial adoptees, and that “racial identity literature rarely
explores the impact of class. Moreover, the body of research on transracial adoption ignores class all
together” (p. 211).
6.5. The Intersection of Race and Class and the Eﬀect on Identity Development
As noted previously, a person develops an identity so he/she knows how to behave in situations.
This identity guides a person’s awake and conscious interactions, actions, and reactions [21]. It would
follow that one’s racial identity is how a person identiﬁes him/herself in racial terms. Again, as
discussed earlier, Helms [7] argues that “racial identity actually refers to a sense of group or collective
identity based on one’s perception that he or she shares a common racial heritage with a particular
group” (p. 3). Black racial identity is identifying oneself as Black, sharing racial heritage, culture, and
physical attributes as African Americans.
Similar to intersectionality, nigrescence theory should be used as a lens “through which to view the
historical reality” of Black Americans [27] (p. 162). Parham stresses that when studying nigrescence it is
imperative to consider the social context. “It is important to view the social circumstances that instigate
the cognitive, emotional, behavioral, and spiritual reactions people exhibit” (p. 163). Parham states
that when the social context is positive and supportive, then a positive racial identity should develop.
However, if the social context is full of the negative experiences of racism and discrimination, then
the development of a person’s racial identity will be “an adequate reﬂection of that person’s struggle
for identity congruence. Remember that nigrescence is a process that addresses the development of
identity within the context of social oppression” (p. 163). Is it reasonable to presume, then, that aﬄuent
Blacks who have managed to ﬁnd a positive space in mainstream American society will not have the same negative
experiences as poor Blacks who may face racism and discrimination on a more oppressive level?
It is imperative to study experiences of racism through the intersection of race and class within a
race-charged society like the United States. It is at this intersection that we see how deep and disturbing
race relations are in the United States. Feagin and Sikes [28] discuss the experiences of racism on the
Black middle-class. They state that even the Black middle-class experience racism as a daily occurrence.
These experiences are “lived experiences” that not only cause mental pain and stress, but also have a
cumulative eﬀect that “signiﬁcantly aﬀects a Black person’s behavior and understanding of life (p. 17).
“The daily experiences of racial hostility and discrimination encountered by middle-class and other
African Americans are the constituent elements of the interlocking social structures and processes
called institutionalized racism” [28] (p. 17, emphasis original). In addition, the authors state that racist
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interactions between middle-class Blacks and whites have dimensions that include the site of the
action, (i.e., predominantly white workplace, public places like restaurants, public places with great
exposure like parks, and traditionally white spaces); the range of discriminatory action, (i.e., insults,
insensitivities, avoidance, exclusion and rejection, verbal attacks/slurs, and physical harm); the impact
on the victim (“discrimination is an energy-consuming, life-consuming experience” [28] (p. 23) leading
to determination, embarrassment, frustration, bitterness, anger, range, and more with any mix of more
than one reaction); and the coping mechanism, (i.e., ﬂight, ignore, confront—all after evaluating the
situation, or reexamining the situation). The authors study the Black middle-class because of their
frequent interactions with whites. The Black middle-class “are often the ones who are desegregating
historically white arenas and institutions, including upscale restaurants and department stores, business
enterprises, corporate and government workplaces, white colleges, and white neighborhoods” [28]
(p. 26). What kind of racial identity develops when a Black person is aﬀorded some of the privilege of being on a
higher socioeconomic level, but lives within a society of institutionalized racism and what Bonilla-Silva [29]
refers to as colorblind racism, which negates the importance of race in a racially charged society by stressing
rhetoric of equality?
In Assimilation Blues: Black Families in White Communities. Who Succeeds and Why?, Tatum [30] also
uses intersectionality to research the life experiences of middle-class (class) Black (race) families (life
choice) living in predominantly white (race) middle-class (class) communities (life choice). Tatum set
out to answer the question “What does it mean to be a middle-class Black parent living, working, and raising
children in the midst of a predominantly white community?” (p. 4). Using intersectionality as a lens, Tatum
discovered that middle-class Black families use their own network of religion, family and friends in
order to stay grounded within their own Black identity. They learn to ‘play the game’ or navigate in
the white community by understanding and mastering the rules of engagement even when those rules
diﬀer greatly from Black community rules. Finally, Tatum reported that there was an ever-present
collective belief about the long-term beneﬁts of living within the white community that kept the Black
families there even when they had doubts. Intersectionality allowed Tatum to uncover a collective
worldview of Black, middle-class parents living in predominantly white, middle-class communities.
How does this collective worldview, or identity, diﬀer from that of working class and working poor Blacks living
in segregated inner-cities?
Tatum [30] studied Black middle-class families living in a predominantly white community.
However, many Black middle-class families live in segregated Black communities [31]. Pattillo-McCoy
researched the segregation of the Black middle-class on Chicago’s South Side claiming that middle-class
African Americans “are an overlooked population still rooted in the contemporary Black Belts of cities
across the country” (p. 4, emphasis original). Pattillo-McCoy notes further that the media portrayal of
‘gangster life’ through movies and music, and the proximity of these segregated middle-class Black
neighborhoods to working class or working poor Black neighborhoods, often ﬁnds Black middle-class
youth in “downward mobilization” that may lead them to join gangs and engage in criminal activity
(p. 7). Pattillo-McCoy argues that Black middle-class youth in these spaces may develop their identities
from negative popular culture; that their segregation from economic and race privilege and interactions
with the culture of violence codiﬁed as the culture of poverty can lead them to make negative choices.
Pattillo-McCoy describes Black residential segregation further by explaining that the South Side of
Chicago not only has all-Black housing projects and middle-class Black neighborhoods like the one she
studied, but it also is the location of mansions owned by aﬄuent Blacks including Muhammad Ali,
Jesse Jackson, and Louis Farrakhan, among others. It is important to note that all three of these aﬄuent
Black men are known for their strong Black identities, no doubt a factor in their neighborhood choice.
As mentioned previously, there are two ideals intermingled within the term ‘class.’ The ﬁrst is the
economic or material basis of class, and the second refers to social class, or the cultural practices of
class [14]. Discussion of the economic basis of class has ﬁgured prominently in my discussion in this
article thus far, but I have only hinted at the cultural practices of class. When the Black experience
or a collective Black identity is discussed in society, it is often referred to only through references to
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the cultural practices of class. As noted earlier, Cole and Omari [14] described the Black experience
as “styles of dress and social conduct, and aesthetic preferences, (e.g., in music) inﬂuenced by Black
youth culture” (p. 788). The extent to which middle-class and aﬄuent African Americans navigate
these social and cultural practices of class as part of the Black experience or their own identity is
not examined.
6.6. Shifting
Shifting is a coping strategy used to help people ﬁt in to the culture that is dominant in any given
environment. However, shifting is most commonly associated with the tendency for minoritized people
to shift their behavior and thinking to reﬂect that of the majority white economically privileged. When
people shift, they “change the way they think of things or the expectation they have for themselves.
Or they alter their outer appearance. They modify their speech. They shift in one direction at work
each morning, then in another at home each night. They adjust the way they act in one context after
another” [1] (p. 61).
7. Methodology
7.1. Restatement of the Purpose
The purpose of this reﬂective, autoethnographic qualitative case study is to extend and personalize
my past research on Black teachers working in predominantly white private schools. This study details
my experiences and journey to self-acceptance using intersectional analysis to highlight the eﬀects of
race and class as it pertains to my transracial adoptee status. In addition, this study details my Black
racial identity development as theorized by Cross [13]. My hope is that this study may inﬂuence the
ways that we, as a Black community (and larger society), think about the intersection of race and class
and the ways in which our unique lived experiences eﬀect our identity development. I also hope that
my speciﬁc story will help Black individuals (and others) struggling with their personal, academic,
and professional identities by sharing with them coping skills and techniques that may lead them to
self-discovery, and ultimately, self-acceptance.
7.2. Research Questions
This study is based on two main and three ancillary research questions aimed at providing
greater understanding of the author/researcher’s journey through racial identity development to
self-acceptance. This includes the coping strategies developed and support systems activated.
The two main research questions this study engages are: (1) How did the author/researcher develop
her Black identity as a transracial adoptee living at the intersection of race and class; and, (2) What was
the author/researcher’s journey towards her present state of racial self-acceptance and understanding? Three
ancillary research questions are also engaged: (a) How did social and societal factors inﬂuence the
author/researcher’s racial identity development? (b) How did the author/researcher build a support network or
personal and professional community? and, (c) How was the author/researcher able to get to a place near self-love?
7.3. Approach to the Study
Current research in the ﬁeld of racial identity as being conducted primarily using qualitative
inquiry. Qualitative studies allow the researcher insight into an individual case or a phenomenon [32].
The qualitative study oﬀers a human understanding of experiences and thinking of participants in a
study [32]. This insight is necessary in studies like this one that aim to understand the experiences,
coping strategies and identity development of an individual. To accomplish this goal, I chose a reﬂective
biographical (autoethnographic) qualitative study design. This reﬂective qualitative study employed a
single-case study model. The case study considers the phenomenon, which in this case is the racial
identity experience of a Black transracial adoptee, in context, the context being the predominantly
white and aﬄuent family and community [32]. This study was conducted with the author as the
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researcher and the participant, relying heavily on self-reﬂection, which I aligned to theory. This study
is a continuation of my dissertation research [33], which examined the experiences of Black teachers
working in predominantly white and aﬄuent private schools. One of the ﬁndings from that study was
that all but one of the subjects grew-up in and/or were educated in predominantly white and aﬄuent
communities and/or schools, and this inﬂuenced their professional trajectories as adults. Following
this ﬁnding, my purpose for this piece was to examine my own life experiences and choices using
intersectional analysis [16] in tandem with Cross’ [13] BRID model.
7.4. Data Collection
As I was the research participant and researcher for this study, I used a hybrid inquiry-evaluation
process of self-reﬂection and critical analysis to access (from my memory) and review (from written
archives) the key factors in my racial identity development that have brought me to where I am today.
My goal was to determine the time periods in my life that were the most salient to my development. I
created identity charts for each time period identiﬁed, in concert with reviewing self-reﬂective academic
coursework and responding to standard journal prompts. Finally, I wrote letters to my younger selves
to reﬂect on how I felt and what I did/did not do to cope during those times.
7.4.1. Time Period Identity Charts
I developed a typical identity chart template like those used in many identity development
workshops (see Figure 1, below). For each chart, in the center I added a time period that represented a
time in my life. The earlier time period charts are organized around a place my family lived, but with
the later time period charts it made more sense to organize them around my places of employment.
After I designated the time periods, I took time to reﬂect on what was going on in my life at each
period and ﬁlled out the outer boxes with identity traits and inner feelings that represented who I was
and what I was experiencing at that time.

Figure 1. Identity chart template.

My time periods were distributed as follows, beginning when I was six years old as I do not
remember much prior to that time: Egypt 1977–1980, Miami 1980–1985, Towson HS 1985–1986,
WLHS 1986–1989, College Park 1989–1991, Towson U 1991–1994, Neo-Professional 1995–2001, Japan
2001–2003, Celebree 2003–2006, SA 1 2006–2008, Bright Horizons 2008–2009, UNLV 2009–2013, BASIS
SA 2013–2017, TNTP 2017–2018, present day.
7.4.2. Archived Self-Analysis Documents
I looked through old computer ﬁles to ﬁnd work I had completed on identity development
or any kind of self-analysis. I found three documents, detailed below, which I used to evaluate
diﬀerences in my thinking then-to-now, as well as to align similarities to surface thought constants
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in my self-awareness and/or reﬂection, particularly as these relate to my life experiences, choices,
and education.
I AM FROM poem written in stages between 1996–2003. I AM FROM poems are built using the
sentence stem, “I am from . . . ” They are an adapted version poet George Ella Lyon’s [34] “Where I’m
From” poem. Figure 2, below, illustrates one way to scaﬀold the development of an I AM FROM poem.

Figure 2. Example of an I AM FROM poem developmental scaﬀold.

As with the identity chart template, many “diversity” education workshops have participants
write these poems as a way of reﬂecting on their childhood, adolescent, and adult life, and then share
those reﬂections within a larger group as to reveal common experiences with others who may look
very diﬀerent, as well as divergent experiences with those who look more similar. I began writing
my I AM FROM poem in 1996, and have returned to reﬁne/augment it several times since then, most
recently in 2003. Similar to my self-analysis with the identity charts, I examined diﬀerences in my
sense of “being from” from one iteration to the next, as well as constants in this sense from the ﬁrst to
the most current iteration.
Cultural Self-Analysis Paper for Spring 2010 Multicultural Education Course
In the Spring of 2010, I wrote a cultural self-analysis paper for CIG 660: Multicultural Education
that documented my cultural values and their origins. In the paper I explored my cultural rituals and
ceremonies, value in work and leisure, belief about education, roles, and status, and use of names and
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forms of address. Speciﬁcally, I answered the following questions: How did/do you show respect to older
people, younger people, or authority ﬁgures? What is the purpose of play? What is a vacation? What methods of
teaching and learning occurs/ed in your home? What was/is commonly taught? What tasks do you expect to be
performed by girls, and what tasks by boys? Do names change in any way of the course of someone’s lifetime?
On the inside, Looking out Assignment for Spring 2010 Multicultural Education Theory and
Research Course
Additionally, in the Spring of 2010, for an assignment in CIG 662: Theory and Research in
Multicultural Education, I wrote a personal narrative focusing on my outsider within [35] experience.
The narrative chronicles my life experiences that led to my feeling ‘minoritized’ and like an ‘outsider
within’ my own family, school, and community; the narrative also discusses how, concomitantly with
choices I made in college and in work, this feeling led me to my later-in-life personal, academic, and
professional successes.
7.4.3. Journal Prompts and Responses
Journaling “removes mental blocks and allows you to use all of your brainpower to better
understand yourself, others and the world around you” [36] (para. 6). For this reason, while working
on my identity charts, I chose to journal, using standard journal prompts, to dive deeper into who I
was at during each time period. Accordingly, the journal prompts helped me to extend and deepen
my self-discovery beyond what the charts themselves required. I used the same questions for every
journal entry: What do you need right now? What do people not know about you? What is your biggest fear?
What makes you happy? What are you most proud of? What do you wish you could change? What is the most
important thing to you? What signiﬁcant choices did you make and why? Who are the important people in your
life and what roles do they play? Once again, the journals allowed me to document, in greater detail, the
thoughts, feelings, and beliefs I held that changed and that stayed more-or-less the same over time.
7.4.4. Letters to My Younger Self
The ﬁnal piece of data I developed involved writing unstructured letters to my younger selves.
While completing the identity charts and journal prompts there were some very diﬃcult memories and
emotions that surfaced. In order to best engage those emotions and understand how they impacted
my life choices, I wrote letters of advice and support to my younger self, one for each most diﬃcult
memory/emotion, typically aligned with the time periods on my identity charts. Through these letters
I was able to identify the experience, knowledge, and support that were missing in my life that would
either have made the time period less traumatic, and/or would have helped me to resolve them better
or sooner.
7.5. Data Analysis and Data Interpretation
The data analysis was conducted using triangulation of the identity charts, journal entries, archived
documents, and letters to my younger selves. Triangulation is used to cross-examine multiple types
of data [37]. The identity charts guided my data analysis as they were the most concise and, thus,
easiest to compare with each other. From the charts I found many sub-themes emerges. I used these
sub-themes to analyze the other sources of data to look for similarities and diﬀerences across time spans.
Speciﬁcally, I looked for similar themes around identity development, emotions, support systems,
education, race, and class. I used these analyses to identify four main themes: (1) Awareness of inequity
and discrimination; (2) the never-ending pursuit of knowledge; (3) the importance of developing a
peer support network; and, (4) comfort in emphasizing what makes me diﬀerent.
8. Findings
Someone interviewing me for a fellowship once called me exhausting; this is ironic because both
my personality and energy level are extremely laid back! I have been accused of being unemotional,
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reserved, unapproachable, aloof, but exhausting was never a word anyone had used to describe me
before that interview. The interviewer and I were simply chatting about my life and work experiences
that led me to what I believe about education, diversity, and equity, among other similar topics. That’s
when she called me exhausting! The crazy part for me was that she knew less than a quarter of my story,
and she already called me exhausting! I thought, “Lady, if you only knew!” To begin this reﬂective
piece, I asked myself two main research questions: (1) How did I develop my Black identity as a transracial
adoptee living at the intersection of race and class; and, (2) What was my journey towards my present state of
racial self-acceptance and understanding? I also asked myself three ancillary research questions: (a) How
did social and societal factors inﬂuence my racial identity development? (b) How did I build a support network
or personal and professional community? and, (c) How was I able to get to a place near self-love?
My journey from transracial adoptee to self-acceptance as a mature adult was long, and at times,
diﬃcult. I found myself in a constant state of ‘otherness,’ not really ﬁtting in anywhere. I was exposed
to a diﬀerent side of discrimination and racism as a pseudo insider. As I discussed in my cultural
self-analysis paper, I was ‘white by association,’ and, thus, I was privy to a view of discrimination that
most minoritized individuals do not ever see. Because of this precarious situation, I was forced to
devise strategies to cope as I navigated my space in the world.
As I analyzed the data I collected and created, I noted that the main four themes that emerged in
my self-reﬂections paralleled that arose in my original dissertation research. In addition to examining
these themes, I noticed that my process of nigrescence, based on Cross’ [13] theory of Black racial
identity development, could be chronicled as it was for the participants in my original doctoral
research [33].
The ﬁrst theme from my self-reﬂection involved intersectionality. Race and class, and all the
ramiﬁcations of the intersection of the two, hung over me from birth. However, it was the speciﬁc ways
in which elitism, racism, and discrimination were purposefully illuminated to me by my adoptive
mother from a very young age that led to my intersectional awareness of inequity and discrimination.
Ironically, perhaps, mother referred to this awareness as “calling a spade a spade.”. She pointed
out the isms, how people were attempting to use them to deﬁne or restrict me, and the negative
messages about myself and my race that came with the isms that I should not buy into. Because of
this socialization, ‘being woke’ became a way of life for me long before it was a catch phrase. This
theme parallels my dissertation work in which the respondents reported experiencing tokenism daily
as a result of working at the intersection of race (being Black at predominantly white institutions)
and the culture of poverty stereotype associated with being Black assumed by whites in the aﬄuent
communities in which they worked.
The second theme involved the absolute belief in the power of knowledge and, thus, my
never-ending pursuit of it. My parents instilled this in me through education and I have carried it out
by adopting lifelong learning as a core value. My mother said that isms are born out of ignorance, thus
I made it my mission to counter them with education. This paralleled part of the second theme in
my dissertation in which my participants all reported feeling the need to overperform professionally
and educationally.
The third theme emerges from the limited opportunity I had to connect with people older than me
within and outside my family, the result of life circumstances (which I discuss further in a moment).
Due to this lack of experience and exposure, I did not gain knowledge and guidance, or even comfort,
from my elders. Instead, I developed an intricate web of a support group of peers. This forced me to
look within people to see what I could learn from them, and to be deliberate when considering what
role/use a person had in my life. The participants in my dissertation study all also developed a speciﬁc
support network of folks who they could lean on. This support network was vital to their ability to be
successful and continue their work in an environment where they were often the only minoritized
person in any given room.
Finally, the fourth theme that emerged during my self-reﬂection was one of ‘otherness.’ I was
diﬀerent from my family, from my classmates, from other African Americans. There was no way
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around this fact. My transracial adoption and life experiences made it so. I developed a niche of
playing to my diﬀerence as strength and a thing that made me relevant and a ‘cultural shape shifter’ of
sorts. Similarly, my dissertation participants all described the need to create a personal mission within
their professional lives. This enabled them to ﬁnd comfort in their diﬀerence, making their jobs about a
greater cause. I have come to refer to this diﬀerence as “my calling,’ and it was born out of my need to
use my ‘otherness’ to carve out a niche professionally.
These four themes can be considered the coping mechanisms by which I developed a Black racial
identity through my life, lived at the intersection of race and class, which ultimately lead me to my
current state of self-acceptance and purpose. These themes will now be further examined over seven
periods of my life that represent diﬀerent stages of my development and which correspond with the
identity charts. I label these life periods: (1) Elementary school, (2) middle school, (3) high school, (4)
college, (5) neo-professional, (6) professional, and, (7) my current state of reaching self-acceptance.
9. Discussion
As I mention in the introduction, I was transracially adopted by a white family in 1971. I was the
youngest of four children, the other three all biological to my adoptive parents, and consequently, all
white. My parents had plans to adopt another Black child after me but were blocked by the NABSW;
but they had the right instinct in this regard. They knew that it would be diﬃcult for me to be the only
minoritized person in my family; however, my mother truly believed that she could nurture me in
a way that would compensate for my minoritized status. We, as a family, set oﬀ on an experiment
of race and class called ‘my life.’ My dad was a college professor who was dedicated to teaching
and did not want to publish. That meant that every three to ﬁve years, when it was time to perish
or publish, we would move. The ﬁrst move that I can remember, and that had a signiﬁcant eﬀect
on my identity development, was our move to Egypt in 1977. My mother was a secondary English
teacher primarily working in predominantly white and aﬄuent private schools, and the general rule
was that we attended school wherever she worked. We all attended a private American school with
many “expatriates” from all over the world. (It is ironic how white Americans are called expatriates in
other countries, but especially People of Color living in the United States are called “immigrants.”.) I
remember feeling very American during the three years we lived in Egypt. I held everything American
in high esteem: 1970s television shows like, The Love Boat and Fantasy Island, McDonald’s restaurants,
and Nestle’s crisps bars. I was so tied to being an American that I complained every summer when we
couldn’t aﬀord plane tickets to go back to the States like my school friends did. They always came back
to Egypt with the best snacks! Instead, my family backpacked through Europe, and spent months on
the beaches in Greece. While I am now so thankful for those experiences, at the time I felt so deprived!
Additionally because the school was so culturally diverse, I don’t ever remember feeling diﬀerent
around my friends. However, I do remember the very ﬁrst time that I recognized that others saw me
as diﬀerent from my family. We were on a bus tour to the pyramids and, as I got oﬀ the bus, a Nubian
woman grabbed me. She must have thought I was a stow away bothering the American tourists!
My mother jumped to my defense, and later explained the mistake to me. It would be one of many
conversations that we would have about race and others’ feelings about my race and my place in our
family. Cross [13] would describe my identity during this period as Pre-encounter. This is the identity
that will be changed by “encounters.”.
9.1. Becoming ‘Woke’
“Let us not look back in anger, nor forward in fear, but around in awareness.”
—James Thurber [38] (para. 1)
We left Egypt in 1980 and moved to Miami, Florida. My oldest brother had graduated high school
in Egypt and was oﬀ to Georgetown after a gap year traveling with friends in Europe. My mom got
a job at a prestigious school in an aﬄuent suburb of Miami, and my siblings and I were enrolled in
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school there. While the socioeconomics of the school in Egypt and the one in Miami were very similar,
the diversity was not. For the ﬁrst few years I was the only Black person in my grade. Eventually, a girl
who was mixed (Black and white), but who identiﬁed mostly as white, and a Hattian girl joined my
grade, but I was still the only African American in my grade. My friends were not only predominantly
white, but also lived much diﬀerent lives than me. They lived in large houses, vacationed at Club Med,
wore designer jeans, and were members of elite country clubs. This country club membership became
a constant theme of inequity for me as a middle schooler. It began with an innocent invitation to go
swimming. One of my closest friends casually invited me to go with her to the pool at her family’s club.
It didn’t seem like a big deal to me as I had been swimming at a few embassies in Egypt. I went home
and told my mom. Later that night my mom sat me down and told me that I had been uninvited to
swim because the country club was segregated and did not allow Blacks to swim there. She continued
by saying that my friend was welcome at our house any time, but that I would no longer be allowed to
go to her house as long as her parents were members at a club that discriminated against people based
solely on the color of their skin. My mom was great that way. She always called other people’s racism
out to me and explained to me that it said something about their character, but it meant nothing to
mine. I attended countless Bar and Bat Mitzvahs and, when I did, my mom always noted that I was
a trailblazer as I was often the ﬁrst Black person to attend a party at some of the venues where they
were held.
Ironically, as I matured, I realized that my mom also held some prejudiced views, mainly related
to race and class. She often spoke negatively about friends of mine who spoke with “broken English.”.
When my ex-husband’s coat was stolen from his car at a mall, my mom asked my friend who lived in
housing projects to “keep an eye out” for the coat in his neighborhood. Once, in a heated argument,
my mom told me that when she adopted me she had believed in nurture over nature, but that maybe
she was wrong. I never asked her to explain, but I understood her to mean that she was not able to
keep me from “becoming Black.”. This experience marks my movement into the Encounter stage in the
Cross model. It was at that moment that I realized there was more to my identity than I was aware.
While my mom raised me to acknowledge racism when I saw it, that argument changed how I saw my
mom, which, in turn, allowed me to break free from her to explore my identity as a Black woman. My
mom made it a point to always acknowledge my race, but not my racial identity. She saw educated,
aﬄuent, successful Black people simply as ‘darker white folks;’ no diﬀerent from her in any way other
than skin color.
In Miami, I began dating a Black Jamaican boy and, in integrating into his family, I realized that
there was a culture that I had not been privy to, and I wanted more. In 1985 we moved to a suburb of
Baltimore, Maryland. I was the only child left at home. My mom gave me the opportunity to either go
to the local public high school or to enroll in the private all-girls Catholic school where she would be
teaching. I chose to enroll in public school because I wanted to be around other Black students for the
ﬁrst time in my life. This decision marks my entrance into Cross’s Immersion-Emersion. During high
school my friends were predominantly Black, I listened exclusively to R&B and rap music, I learned to
codeswitch to urban slang, and I changed my style of dress to represent the youth culture to which I
was adapting. However, while I was beginning to develop a Black identity, I was also introduced to
inequity in education in a shocking way.
9.2. Becoming a Lifelong Learner
“Education is not preparation for life; education is life itself.”
—John Dewey [39] (p. 239)
As earlier discussed, education was always a priority in my family; my siblings and I attended rigorous
private schools, my mom was an educator with a master’s degree, and my dad was a professor with a
doctorate. When I entered ninth grade, I had two siblings at Georgetown University, and one at Johns
Hopkins University. I always believed that I was smart and entitled to a top-notch education. The
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day that we enrolled in the local public school my mom came loaded with my previous coursework
that included Latin, French, and Algebra 1, all in middle school. She insisted that I be put in the most
rigorous courses. I was excited for public school, and a more diverse experience, but what I found was
inequity, institutional racism, and segregation. I was the only African American in my honors classes.
I met Black friends in choir, gym, and lunch, but they were not in any of my core courses. I know that
these friends were at least as smart as me, if not smarter, and I could not understand why they were
not aﬀorded the same course opportunities as me. The only diﬀerence I could see between them and
me was that most of them were economically disadvantaged, whereas the white students and I were
predominantly aﬄuent. It was my ﬁrst introduction to educational inequity, and the intersection of
race and class in the educational setting. I only attended that school for one year. My parents moved
to a truly integrated community the next year, and I completed high school there. However, this
experience in my freshman year stuck with me. It ultimately motivated me to dedicate my career to
creating diverse, rigorous education experiences that are equitable and, most importantly, accessible to
all students, especially Black students. It made me cherish education and seek it out at all costs for
myself and for my children. It made me vow to never stop learning because it is a privilege that is not
distributed evenly in our country.
Although the quality of my public school experience got better after my freshman year in high
school, I still was unable to link my educational persona to my cultural persona. I did not have any
Teachers of Color during my entire K-12 experience, thus my peers were my cultural guides; I did not
have, and had never had, any mentors nor any adult role models.
9.3. Establishing a ‘Band of Brothers and Sisters’
“Mentoring is a brain to pick, an ear to listen, and a push in the right direction.”
—John C. Crosby [40] (para. 1)
As I entered college, majored in African American studies and sociology, and joined the Black Student
Union, I entered what Cross calls Internalization. During college my friends were exclusively Black and
they were my world. At this point I did not feel like my adoptive family knew me at all. My mom
dismissed everything culturally Black about me, and my siblings, who had not lived with me since
I was a middle schooler, seemed distant. I developed a support group of Black friends from whom
I learned everything about how to navigate the world. Since we had moved around so much and I
didn’t have any adult role models, my support group consisted of friends around my age. I learned
quickly how to form a supportive circle that was tight-knit and met my emotional and cultural needs.
It was not until forming my dissertation committee that I had my ﬁrst true mentor.
I remained in Internalization for most of my young adult life. I surrounded myself with people
who were pro-Black within the educational community. I was an independent school diversity
coordinator and I conducted workshops on diversity within private schools. I served on national
diversity committees and immersed myself in the Black private school community. However, my
second international experience made me look at who I was and who I wanted to be, and ultimately is
responsible for bringing me through Internalization and to what I call self-acceptance.
While working as a school administrator, I took two classes in pursuit of a doctorate program.
Then, I married an African American man who was a United States Air Force oﬃcer and moved to
Japan. I gave up the job and school and immediately became “the spouse.”. As a military spouse your
identity is consumed by your spouses’ rank and job. The ﬁrst thing anyone on base asks you is, “What
rank is your husband, and what does he do?” I was an accomplished professional with a graduate
degree, but, instantaneously, felt like I didn’t matter. Since we lived on base in a small ﬁshing village
in Japan, my life soon came to revolve around my husband, then my children, and “pampered chef
parties.”. I was expected to associate exclusively with other oﬃcers’ wives; not surprisingly, perhaps,
there are far fewer Black oﬃcers than white. Still, I embraced this role for the eighteen months that we
lived in Japan and was able to form friendships with women of all colors. We bonded over lunches,
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our children, and our shared perceived loss of identity as “wives.”. Ironically, this is when I began
to look at myself as more than a Black woman—conﬁned to race and gender. It was the ﬁrst time in
my adult life when I was seen ﬁrst as a spouse, a mom, a friend, and my race especially seemed to
be almost a non-factor. Similar to my early days in Egypt, our shared American identity bonded us.
When we returned to the United States, I had a stronger sense of my whole identity. I began working
in educational leadership and learned to ﬁnd allies of all races who were aligned with my core values.
Professionally, my core value is “whatever is in the best interest of children.”. I began to look
at equity through the lens of intersectionality: Equity works best when all students, across race,
class, other dimensions social identity, past personal experiences, among many other characteristics
have access to rigorous education that meets their diverse needs. In order to attain this lofty goal,
I embrace everyone and anyone who shares this belief. I spent many years in Maryland and San
Antonio developing a supportive peer network, while honing my leadership skills and creating my
professional identity.
9.4. Play to My Diﬀerences
“Find out who you are and do it on purpose.”
—Dolly Parton [41] (para. 1)
In 2009, the military moved us to Las Vegas, Nevada. My children were now all school-aged,
so I decided to enroll in a doctorate program full-time. I knew that I wanted to focus my research
on my experiences. I chose to focus all of my research on the experiences of Black teachers working
in predominantly white and aﬄuent private schools. I wanted to ﬁnd out if my experiences of
tokenism were universal for Black teachers. I wanted to better understand how Black people in
predominantly white environments maintain and develop their racial identity. I wanted to see what
coping mechanisms Black teachers used in order to be successful in an environment where they were
‘the only one.’ I recognized that my unique experiences, my otherness, aﬀorded me a lens to examine
racial identity development and class in a way that has mostly been ignored.
I have found that when I ‘lean in’ to what makes me diﬀerent, I discover what makes me relevant.
It is my experiences as ‘other’ that make me relatable to almost anyone. In addition, embracing my
identity and experiences in this way allows me to not only be relatable, but it allows me to relate and
connect in a way that I had not previously. It was at this point in my life that I was able to bond with
my ﬁrst true mentor. I was able to look at someone who was experienced and accomplished and
truly see through her eyes that she truly saw me and understood me. As a result of her support and
guidance, I was able to understand my path and my ‘calling.’
As a child I used my ‘otherness’ to gain certain privileges. In eighth grade I was the only middle
schooler allowed to run track with high school. I was a really good athlete, but I was also, coincidentally,
the only Black person in eighth grade at my school. I believe, but cannot prove, that some stereotypes
about athletic prowess motivated the coach to ask for me. I did not have any standing times or running
résumé as the school did not have a middle school track team.
As a neo-professional working in predominantly white and aﬄuent schools, I played to my
‘otherness’ to carve out a niche for myself. Diversity was the buzzword, and I was an ‘acceptable’ Black
person who had traveled the world, read the classics, learned how to mingle with ‘old money.’ I used
these experiences to my advantage to gain access to the elite community where I tried to, not only
open minds, but also be a support to the Students of Color and to open doors for more Teachers of
Color. At that time, I was comfortable being the token minoritized person. I am no longer comfortable
being used in that space, but still use my ‘otherness’ as life experiences that set me apart professionally,
and make me uniquely qualiﬁed to oﬀer speciﬁc developing, coaching, and training for school leaders
This road to self-acceptance has been long and full of detours and back peddling; but on this
journey I have learned that my strongest assets are my wide range of experiences, my depth of
knowledge, my core beliefs and a strong identity, and my comfort in playing to what makes me
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diﬀerent. I no longer am comfortable accepting what is, at best, conditional privilege based on racial
stereotypes or token status, but I do see my unique circumstances as a way to stand out.
10. Conclusions
I originally set out on this reﬂective journey to see if my racial identity development and
professional experiences were similar to those among my participants in my doctoral dissertation
research. In addition, I wanted to determine how my transracial adoption aﬀected my identity
development. I chose two main research questions to explore: (1) How did the author/researcher develop
her Black identity as a transracial adoptee living at the intersection of race and class; and, (2) What was
the author/researcher’s journey towards her present state of racial self-acceptance and understanding? I also
chose three ancillary research questions to explore: (a) How did social and societal factors inﬂuence the
author/researcher’s racial identity development? (b) How did the author/researcher build a support network
or personal and professional community? and, (c) How was the author/researcher able to get to a place near
self-love? In seeking answers to these questions, I found that my racial identity, like the identities of the
participants in my original study, did align with Cross’ nigrescence model. Additionally, in seeking
answers to these questions, I uncovered four major themes that spanned across my lifetime which also
corresponded to themes derived from the experiences of my dissertation research participants: (1)
Awareness of inequity and discrimination; (2) the never-ending pursuit of knowledge; (3) comfort in
emphasizing what makes me diﬀerent; and, (4) the importance of developing a peer support network.
While these themes were apparent in my research, as I have come to a place of self-love and have
found my ‘calling,’ I have developed within each theme over time.
Developing within the ﬁrst theme, my being ‘woke’ has resulted in my relentless drive to no
longer be seen as a token. It is imperative for me to view educational policies and practices through a
lens of equity and access so that all children, regardless of race or socioeconomic status, have access to
a rigorous education that ﬁts their learning needs. I no longer view the established white and aﬄuent
school and curriculum as the best. My decisions as a former administrator and as a parent are no
longer inﬂuenced by race and class, but by what is in the best interest of children.
Developing within the second theme, as a child of educators, learning has always been a priority.
However, I have made lifelong learning my passion. Seeing my parents achieve high levels of education,
but also seeing their beliefs stay stagnate through changing times, I have made it my passion to never
stop learning and to never stop challenging my own beliefs and knowledge bases. In addition, I value
the knowledge I gain from others through mentoring and being mentored in a way that I was not
introduced to as a child.
These mentorship and mentoring relationships are a crucial part of my development within the
third theme: Support networks. While I have learned to pull others up and to reach across and grow
with friends and colleagues, the greatest asset to my personal and professional growth came from
learning to reach up to those who can guide, teach, and support me. In my letters to my younger self
there was a persistent theme of wishing that I had someone to guide me through traumatic experiences
and life decisions. I now look for people who can oﬀer this relationship to me, and I make a conscious
eﬀort to be that person for as many people as possible.
Finally, I recognize growth in my development within the fourth theme, my ‘calling.’ What I know
to be true about myself is that I am at my best when I am developing and supporting school leaders. My
ability to relate to, and be relatable to, so many diﬀerent kinds of people due to my unique background
allows me to deeply connect with leaders and skillfully see their strengths and areas of development.
My educational and professional experiences allow me to guide them in developing school cultures
that meet their mission and vision while creating environments for teachers and students that are
diverse, equitable, accessible, and rigorous. I have found that this support is a gap that needs to
be ﬁlled speciﬁcally with the inﬂux of charter schools within the school choice movement. I am
playing to my diﬀerences by using my unique personal and professional experiences to ﬁnd my niche
and ﬁll this gap, including using insight that I have gained through raced and classed intersectional
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experience and academic analysis. Since the work I have done in self-reﬂection and exploring my
identity development, my job no longer feels like a job; it feels like a calling.
Funding: This research received no external funding.
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Abstract: The reproduction of white supremacist culture in schools continues to marginalize Students
of Color in a variety of implicit and explicit ways. A diverse teacher workforce not only helps to disrupt
the direct eﬀects of racism on Students of Color, but also prepares all students for successful democratic
participation in a diverse global society. This article uses a portion of qualitative interview data from
undergraduate Preservice Teachers of Color from a dissertation study completed within a College
of Education at a minority-serving public university in the southwestern United States. This study
adds to the literature on the complex issues that have resulted in our nation’s teacher demographic
diversity gap. The ﬁndings from these data reveal meaningful teacher–student encounters that eight
successful Preservice Teachers of Color have experienced during their K12 education and how these
experiences aﬀected their drive to become a teacher. The ﬁndings conﬁrm that resolving the teacher
diversity gap is more than a simple recruitment problem. Practitioners, scholars, and policy-makers
must attend to the climate and culture of schools, in particular the racialized experiences of Students
of Color, if we hope to begin to address the complexity of this issue. All names and places are
pseudonyms. Participants chose their pseudonym, and their identifying categories listed are directly
from how they identiﬁed themselves during the interviews.
Keywords: teacher diversity gap; Students of Color; Preservice Teachers of Color; teacher education;
race; racism

1. Introduction
A diverse teacher workforce beneﬁts not only Students of Color through congruency in
teacher–student relationships, but also prepares all students for successful democratic and economic
participation in a diverse global society [1]. Public school Students of Color overall now make up
slightly more than 50% of all school enrollment; yet, our teacher workforce is more than 80% white
and female [2,3]. Putman, Hansen, Walsh, and Quintero [4] refer to this as “the teacher diversity
gap.” Empirical research suggests that the lack of a diverse teacher workforce contributes to the
achievement gap as well as other poor educational outcomes [5]. Scholars also point to this diversity
gap when explaining why urban schools experience the highest rates of teacher attrition, which leads to
a revolving door of inexperienced teachers serving a vulnerable and disenfranchised population [6–8].
Recent scholarship also indicates that Students of Color who have just one or more racially matched
teacher in elementary school are more likely to attend college [9].
Even in the face of scholarship demonstrating the beneﬁts of a diverse teacher workforce,
little progress has been made that substantially addresses the complexities of the teacher diversity
gap [4]. Neal, Sleeter, and Kumashiro [10] point out that responses to the teacher diversity gap
fall into two categories. The ﬁrst involves scholarship on preparing white female teachers to teach
marginalized populations of students who are substantially unlike themselves using culturally relevant
Educ. Sci. 2019, 9, 144; doi:10.3390/educsci9020144
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and responsive approaches [11–19]. The second category is focused on the lack of People of Color
choosing to become teachers. While there has been growing attention to this problem over the last ﬁve
years, there is a noticeable gap in the literature exploring the explicit experiences of current Preservice
Teachers of Color on their journey to become teachers through a critical lens that centers sociopolitical
issues of racial/ethnic identity [20].
1.1. Study Origin and Purpose
The purpose of the study was to examine the experiences of Preservice Teachers of Color in order to
shed more light on the complex issues that have resulted in the teacher diversity gap through centering
the assets and experiences of those who are successfully navigating the teacher preparation pipeline.
This dataset in this study is part of a larger mixed-methods study involving both teacher educators
and Preservice Teachers of Color from the same College of Education (COE) within a public university
identiﬁed as one of the most diverse higher education institutions in the United States. Findings from
inductive coding of qualitative data from the eight undergraduate Preservice Teachers of Color in the
larger study revealed a common theme of K12 experiences that were relevant to the preservice teachers’
decisions to go to college and to pursue teaching. This study examines those ﬁndings more explicitly to
help explore and understand how these eight undergraduate Students of Color persisted through their
K12 experiences and came to choose the pathway of teaching. The study also examines how the legacy
of K12 experiences aﬀected the ways in which they experienced and navigated their teacher education
coursework. Speciﬁcally, themes related to K12 teaching and learning also emerged through how
the participants described observations of inservice teachers during ﬁeld experiences. The research
question that framed the study was, How have previous K12 educational experiences of Preservice Teachers of
Color aﬀected their pathway to pursue teaching as a career?
This analysis is framed by the critical theory Culturally Relevant Critical Teacher Care (CRCTC) in
order to bring into sharp relief the negative K12 experiences of these participants. The ﬁndings conﬁrm
that resolving the teacher diversity gap is more than a simple recruitment problem. Practitioners,
scholars, and policy-makers must attend to the climate and culture of schools, in particular the
racialized experiences of Students of Color, if we hope to begin to address the complexity of this issue.
1.2. Theoretical Framework: Culturally Relevant Critical Teacher Care
Culturally Relevant Critical Teacher Care (CRCTC) is a critical theoretical perspective on care in
education that has emerged out of and in resistance to a colorblind theory of authentic care identiﬁed in
some K12 settings [19–22]. It additionally was shaped through empirical studies of exceptional teaching
by African-American teachers of African-American students [23–25]. First formally conceptualized by
Roberts [21], CRCTC is rooted in the work of Ladson-Billings [26,27]. The framework elements have
since been utilized in practice and research and further reﬁned by critical scholar-practitioners in more
recent years [19,28–30].
Culturally Relevant Critical Teacher Care reframes the notion of teacher–student care using a
critical stance that centers the sociocultural experiences of students [19,21,30,31]. It problematizes
traditional notions of teacher–student care by asking who is doing the caring and how is it situated
within the speciﬁc needs and experiences of those being “cared for” [32]. Hambacher and Bondy’s [28]
recent review of studies used to reﬁne CRCTC identiﬁed that the following aspects of exceptional
teaching by African-American teachers of African-American students produced positive students
outcomes: “teachers insisted on high-quality performance, worked closely with families, allowed for
no wasted instructional time, consistently communicated their belief in their students’ capacity, and,
perhaps most importantly, assumed responsibility for their students’ success” (p. 328).
Hambacher and Bondy [28] identify three key ideological tenets of CRCTC that are necessary for
it to be enacted by educators: asset-based thinking, political clarity, and critical hope. Asset-based
thinking draws together the work of several critical scholars through the recognition of the intellectual,
cultural, and socioemotional strengths of marginalized students. This includes Moll, Amanti, Neﬀ,
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and Gonzalez’s [33] work on funds of knowledge, Yosso’s [34] work on cultural capital, and is also
supported by other empirical studies that suggest that teacher focus on assets over deﬁcits results in
positive student outcomes [29,35,36].
Political clarity is rooted in Freirean [37,38] philosophy that recognizes the reproduction of social
injustice in education and therefore calls educators to work not only as an academic facilitator but also
as an advocate for social justice alongside students [28,37,39–43]. Critical hope is born out of the Freirean
(2000) exigent call to change the world through social justice activism [28,41]. Duncan-Andrade [44]
enacts this in his scholarship and praxis and shares that it is “an audacious hope” (p. 191) that does
not turn away from the barriers and setbacks, but refuses to give up because it is inextricably linked to
“a deep sense of responsibility for the collective well-being of humanity” [28] (p. 330). Hambacher
and Bondy [28] identify that critical hope is the necessary fuel for Teacher Educators (TEs) who wish
to practice CRCTC. This framework—born out of exceptional African-American teacher praxis—is
therefore ideal for critical scholarship examining how the educational experiences of preservice Teachers
of Color inﬂuenced their pathways toward becoming a teacher. This framework is also particularly
well-suited to this study because it speaks directly to the problem of the teacher diversity gap via a
metaconstruct that unfolds across the spectrum of teaching and learning: K12 experiences of teaching
and learning framed to inﬂuence future teachers who will themselves reproduce or resist cultural
spheres of teaching in learning in K12 classrooms.
Much scholarship on public education in the U.S. reinforces the notion that schools are centers of
social reproduction [45,46]: thus, how teachers experience care and support will likely aﬀect the care
they demonstrate for their future students. Given the reproductive nature of sociocultural inﬂuences,
it seems not only useful, but vital to explore the nature of CRCTC in this context. To truly address
the problem of the teacher diversity gap, Students of Color who are pursuing teaching need to not
only stay in college and become teachers, but also must develop the skills and dispositions needed
for eﬀective practice in order to remain in the profession. Taking the cycle of teaching, learning, and
social reproduction one step further, we might also consider how these developing teachers will
potentially become the model and inspiration for future Students of Color to consider teaching as a
career. Through this lens, it is important to consider how their own K12 experiences shaped the current
experience they have in teacher education coursework.
2. Literature Review
Across multiple contexts, the literature shows that Students of Color must demonstrate exceptional
resilience in order to navigate the racialized experiences of schooling; that positive, supportive
interactions with faculty are a key element of building resilience and overcoming barriers to academic
success and degree completion; and that Students of Color with less sociocultural support or without a
community of understanding individuals experience lowered persistence toward degree attainment.
Literature speciﬁc to Preservice Teachers of Color aligns to similar themes, and it helps to point
to how the experiences of preservice teachers are reproductive within new contexts [see Ball’s [47]
conceptualization of generative change]. Additionally, the literature speciﬁc to Preservice Teachers of
Color reveals how white supremacy, through interest convergence and color blindness, plays a central
role in maintaining a simpliﬁed notion of the problem of the teacher diversity gap. This relies on the
oversimpliﬁcation that the problem is mostly one of basic recruitment, rather than also being strongly
linked to teacher retention as well as the culture and climate of K12 schools as critical education
scholars have argued [5,6].
In centering issues of race, the need for both K12 educational leaders, as well as teacher educators
and policy-makers, to consider how to decenter whiteness through systematic critical examinations of
current climate and culture and how it is reproduced and maintained by the policies and practices
within these spaces becomes paramount.
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2.1. Barriers to Persistence
Empirical studies—both within teacher education and in other ﬁelds such as science and
technology—concur that Black American and Latinx students must embody exceptional persistence
and motivation needed to complete their undergraduate degrees. This is due to a variety of barriers
including not feeling welcome in higher education environments [48] and a lack of a community of
understanding and supportive individuals [4,49–54]. More subtle and implicit barriers also interfere
with persistence.
Microaggressions contribute to feelings of alienation for many Students of Color [55]. Even
worse, the literature demonstrates that when Students of Color respond directly to microaggressions,
it generally leads to further, more explicit, aggression and accusations [55,56]. Scholarship on
microaggressions in a higher education context suggests that the inﬂuence of regular exposure to
microaggressions can result in Students of Color poor academic performance, changing majors, or
dropping out of college altogether [55–57].
Stereotype threat also poses a barrier for students who might internalize repeated exposure to
white supremacist culture, in general, and microaggressions, in particular [50]. Massey and Owens [58]
found that when African-American college students internalize negative stereotypes they are more
likely to suﬀer academically, potentially “living up to negative group stereotypes” (p. 558). Smith [57]
deﬁnes the collective consequence of implicit racial assaults as “racial battle-fatigue” in his discussion
of how they impact Faculty of Color in higher education (p. 179). Minikel-Lacocque [56] points out that
it is necessary to look beyond only academic outcomes and more broadly at the college experiences of
minoritized students if we are to understand and begin to improve circumstances for college Students
of Color.
2.2. Resilience and Resistance to Deﬁcit Narratives
Rather than allowing exclusionary racialized environments to act as barriers, some studies
demonstrate that Black and Latinx students and scholars leverage these experiences as a way to
motivate themselves and build resiliency [55,59,60]. One way that Students of Color have embodied
resilience in the face of barriers such as these is to develop intentional spaces for People of Color
within higher education settings. One such example is the development of “social and academic
counterspaces” wherein they can safely navigate their experiences of marginalization and persist
in their goals [55] (p. 660). The development of such spaces is part of “resistance practices,” what
Solórzano and Villalpando deﬁne as “oppositional behaviors and critical resistant navigational skills”
as cited in [61] (p. 264).
Scholarship in response to the teacher diversity gap suggests that institutions and researchers
must work to resist deﬁcit narratives while examining and developing support for marginalized
students. Unsurprisingly, Bourke and Jayman [62] found that students are resistant to being deﬁned in
terms of where they need to improve. Though it is vital to recognize, analyze, and advocate against
both individual bias and the systemic problems that compromise Student of Color persistence, this
problem-based focus has a tendency to reify deﬁcit narratives that further act to oppress Students of
Color and perpetuate low expectations on the part of faculty [62,63].
Recent transformative action research demonstrates signiﬁcant success with asset-based
approaches such as in the enactment of CRCTC and other Culturally Relevant Pedagogies. Jackson,
Sealy-Ruiz, and Watson [29] examined a mentoring program for African-American and Latino male
high school students that employed the concept of reciprocal love through a gardening metaphor as a
focus on capacity rather than deﬁcit: “our public schools need more adults who imagine themselves
as seed people whose purpose is to cultivate the academic, social, and emotional success of these
young men” (p. 396). In their examination of the experiences of preservice science Teachers of Color,
Mensah and Jackson [64] point to a need to purposefully examine issues of racism and power that
pervade our educational spaces at every level. This scholarship conﬁrms the work of Brown [20] in his
meta-analysis of the literature on Preservice Teachers of Color.
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2.3. Experiences of Preservice Teachers of Color in Teacher Education
Brown [20] undertook a Critical Race Theory (CRT) analysis of the existing literature on Preservice
Teachers of Color and found that Preservice Teachers of Color enter the path to become teacher with
exceptional sensitivities to racialized educational spaces along with an understanding of how to
navigate them. The empirical work of several scholars conﬁrmed that these experiences often lead
to Preservice Teachers of Color developing a social justice stance as their primary drive to become
teachers [65–67]. Another theme that Brown [20] identiﬁed and that is conﬁrmed by other scholars was
the lack of connection and support that Preservice Teachers of Color experienced in higher education
coursework as well as an absence of any attempt to center their racialized K12 experiences in ways
that would help them develop the culturally relevant skillset required to navigate teaching a racially,
ethnically, and linguistically diverse population of students in future classrooms [67–69].
In contrast to those ﬁndings, Brown [20] also pointed out instances where a tendency to assume a
socially just stance in Preservice Teachers of Color led to further disconnections as well as a lack of
purposefully developing them as culturally responsive educators. In concert with this was a tendency
to erase the important distinctions that discreet cultural and ethnic identities bring into play when
considering the complex spaces of teaching and learning [65]. Despite collective assumptions made by
much of the literature, Preservice Teachers of Color do not automatically enter the teacher preparation
pipeline with a set of innate culturally responsive skills at their disposal [5,70]. This “essentializing”
the diversity among Teachers of Color into one homogenous group is an eﬀect of white supremacy and
hegemonic forces [20] (p. 337), which contributes to the problem of stereotype threat and a reifying of
tokenism [71]. It can also compound the problem of Preservice Teachers of Color feeling isolated and
like an outsider if their positionality does not align with teacher educator assumptions [72].
For the purposes of this study, Brown’s [20] discussion of the implications of the existing
literature on Preservice Teachers of Color for examining the teacher diversity gap are perhaps the
most enlightening in two speciﬁc respects: (a) the conspicuous lack of explicit discussion of racism
and racialized experiences in most of the studies examining the experiences of Preservice Teachers
of Color; and (b) a focus on the individual responsibility for Teachers of Color to resolve the issues
related to the teacher diversity gap. Both of these ﬁndings illuminate the pervasive problem of interest
convergence in how the issue is continually framed. This pervasive colorblindness in much of the
existing literature and abdication of responsibility for critical self-reﬂection on the part of educational
scholars, policy-makers, and teacher educators simpliﬁes the problem of the teacher diversity gap
into merely a recruitment issue rather than recognizing the need for a comprehensive examination
of—alongside the development and enactment of policies needed to disrupt—white supremacist
culture in K12 schools and in higher education.
3. Methods
This study engages a transformative qualitative model in that it is attempting to center the voices
and needs of marginalized individuals: Preservice Teachers of Color. I focused on the following criteria
for transformative framework methodology developed by Mertens [73] and adapted by Sweetman,
Badiee and Creswell [74]: (a) situating the problem within a community that has experienced
marginalization; (b) use of a critical theoretical lens; (c) research questions written with a stance
toward advocacy; (d) the literature review includes discussions that primarily relate to diversity and
marginalization; (e) the labeling of participants was carefully guided by critical literature and by their
own self-identiﬁcations; and, (f) the discussion of ﬁndings focused on bringing attention to in order to
disrupt racism within education.
As an emerging critical teacher education scholar and career-long social justice advocate, I identify
white supremacy and colorblindness as the key barriers not only to racial justice in society, but also
speciﬁcally to diversifying the teacher workforce. Engaging CRCTC as a framework is in keeping with
the transformative intent of the study. The semistructured interview guide was based on the elements
of this critical framework and, during interviews, I used political clarity and self-revelation to make my
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subjectivities, biases, and anti-racist intent as clear as possible for participants. I am deeply committed
to self-reﬂexivity in order to be acutely attuned to race, bias, and privilege. Indeed, it is the leading
lens with which I approach my own teaching and collegial interactions within educational spaces as
well as my scholarship. It is important to note that I do not see my allyship and social justice advocacy
as binary or terminal, but rather as a consistent journey of critical self-awareness, inquiry, and humility.
As described previously, this study is derived from a larger mixed-methods dataset that also
employed critical transformative methods. This smaller study focuses narrowly on the data from the
eight Preservice teachers and how they experienced K12 education and, in turn, how those experiences
aﬀected their choice to become a teacher and their experiences in current teacher education coursework.
The data analyzed for this study was narrowed through inductive and deductive coding of the larger
study (See Table 1, below, for the initial coding tree from the original dataset).
Table 1. Original Coding Tree from Original Mixed-Methods Dataset.
Code

Parent Code

Deﬁnitions of Teacher Care
Educational Equity
Explicit Racism/Bigotry
Fear of retaliation
Interest Convergence
Lack of Political Clarity in Higher Ed Courses
Language Diversity in Teacher Ed
Negative Higher Ed Experiences
Negative K12 Schooling Experiences
Perceptions of Teaching Career
Positive Higher Ed Experiences
Positive K12 Experiences
Resilience
Social Justice
Teacher Diversity
Teacher Educator Care
Asset-based Thinking
Assuming Responsibility for Academic Success
High Expectations
Political Clarity
Knowing your students
Quieting Each Other/Silencing Voices
Low Expectations
Microagg. in current college experience
Microagg. outside school experiences
Lack of Care
Lack of Relationality
Lack of rigor
Poor academic supports
Recognizing Racialized Experiences
Teacher Care
Genuine/Authentic
Relationality
Superﬁcial Care/“Friendliness”

CRCTC
CRCTC
CRCTC
CRCTC
Deﬁnitions of Teacher Care
Lack of Political Clarity in Higher Ed Courses
Microagg. in current college experience
Microaggressions
Microaggressions
Negative Higher Ed Experiences
Negative Higher Ed Experiences
Negative Higher Ed Experiences
Negative Higher Ed Experiences
Political Clarity
Positive K12 Experiences
Teacher Educator Care
Teacher Educator Care
Teacher Educator Care

The data identiﬁed initially under the larger themes of “Positive K12 Experiences” and “Negative
K12 Experiences” were re-examined for this study and coded inductively and deductively using
CRCTC with focus on the guiding research question: How have previous K12 educational experiences of
Preservice Teachers of Color aﬀected their pathway to pursue teaching as a career?
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3.1. Participants
Eight participants were interviewed who ﬁt the criteria of Preservice Teacher of Color as deﬁned
by how they self-identiﬁed on a survey about CRCTC (that was part of the larger study). Fifteen
participants were initially selected for interviews purposively, based upon having a reasonably
consistent proportional alignment to the general racial and ethnic categories used by the College of
Education in which the study was undertaken. Further criteria limited the participants to those who
had taken teacher education coursework within the last year and to those who were still pursuing a
teaching license at the time of the study. Table 2, below, provides the description of the participants
according to how they self-identiﬁed during the interviews (all names are self-selected pseudonyms).
Table 2. Interview Participants.
Role

Pseudonym

Self-Identiﬁcation

Student

Aamu

Pakistani-born, female, Asian-American citizen

Interview Length H:MM
0:44

Student

Alana

Mexican, from big family, female

1:14

Student

Ani

African-American, Christian, female

0:54

Student

Ellen

Black, 25, female

1:26

Student

Jess

female, Catholic, Hispanic-Mexican-American, heterosexual

1:12

Student

Liz

Hispanic-Latina, Christian

1:25

Student

Nayeli

Hispanic female, 24, Christian, married, mother

0:54

Student

Olivia

23, female, biracial from single-parent low-income background

0:55

Qualitative Data Collection and Analysis Procedures
Because CRCTC has primarily been studied in the context of K12 teachers and
students [19,21,29–31,75], there is no existing validated instrumentation aligned to CRCTC in higher
education. Thus, the semi-structured interviews explored what elements of critical care were speciﬁcally
relevant to these participants. The interview did this by asking about the tenets related to CRCTC
speciﬁc to their K16 educational experiences. I also created interview guides for faculty and students
that additionally incorporate Gay’s [13] Culturally Responsive Teaching framework. In particular, the
question of how Students of Color view faculty coursework design as culturally responsive and how
they view their instructional and relational choices as indicative of critical teacher is under focus.
The individual interviews were initially transcribed and coded for the larger study both inductively
and deductively using holistic or macrolevel coding [76]. For the purposes of this study, codes related
to the macro theme of K12 experiences were isolated and those sections of text were recoded and
reﬁned with a focus on categorizing experiences among macro themes and sub-themes. With this
second round of reﬁned coding, themes also emerged from how the participants described observations
of inservice teachers during ﬁeld experiences in K12 schools that corresponded to their own K12
narrated experiences. Thus, data related to their own K12 experiences as well as observations of K12
experiences during their teacher education coursework are included in this data set. After the second
round of reﬁned coding, codes were arranged into common themes using a process of thematic coding
known as “metasynthesis” [76]. Table 3, below, demonstrates the thematically arranged coding tree
with code frequencies.
In order to increase trustworthiness, I employed a relatively novel technique to leverage the
transformative potential of member-checking known as Synthesized Member Checking [77] that
has participants re-examine their data after a period of time to reconsider ﬁndings and implications.
However, a limited number of participants chose to engage in the member-checking process (at the
time of publication of this article, four of the eight interview participants responded to and engaged
in the member-checking process). Triangulation is demonstrated by the themes that were identiﬁed
through similar experiences across multiple or more participants and/or narrated events.
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Table 3. Thematically organized coding tree with code frequencies.
Positive K12 Experiences
Teacher Care
Warm-Demanding
Knowing Me/Validation
Negative K12 Schooling Experiences
Linguistic challenges
Poor academic support
Teacher Apathy/Lack of Care
Racialized Experiences
Connections to Choosing Teaching as a Career
Persistence/Resilience

11
6
3
4
23
7
5
4
4
6
5

3.2. Researcher Positionality
As a white ally and social justice educator, I am deeply committed to self-reﬂexivity in order
to be acutely attuned to race, bias, and privilege. Indeed, it is the leading lens with which I strive
to approach my own teaching and collegial interactions within educational spaces as well as my
scholarship. It is important to note that I don’t see my allyship and social justice advocacy as binary or
terminal, but rather as a consistent journey of critical self-awareness, inquiry, and humility. The original
larger study and this more focused study has grown organically out of my own experiences of teaching
and learning over the last 15 years, alongside my developing understanding of how methodology and
scholarship shape the work of teacher educators and, correspondingly, the experiences of developing
teachers. I am drawn to, as well as concerned by, the circle of teaching and learning inﬂuences,
encourages, and/interrupts our understandings of the world through the preK–16 education process:
when centered in love, inquiry, and humility this process can be revolutionary and emancipatory;
when centered in dominance and assumptions, this process is a hegemonic and oppressive wheel of
reproduction. I seek to pursue a scholarly praxis that works to disrupt that wheel.
4. Findings and Analysis
The qualitative ﬁndings and analysis of those ﬁndings are arranged in sections aligned to the
themes across two large macro themes “Positive/Negative Experiences in K12 Settings,” and within
those two macro themes are the subthemes-based common experiences across participants. In addition,
coded data were arranged under the themes of “Connections to Choosing Teaching as a Career” and
“Persistence/Resilience.”
It is important to recognize the complexity of the experiences of these participants. While the
data is arranged in a somewhat hierarchical structure, there are many places where one narrated
experienced connected with multiple themes. While Table 3 demonstrates coding frequencies, the
frequency in and of itself is not solely demonstrative of the importance or relevance of each theme.
Still, the largest number of codes by far fell within the category/subcategories relating to negative
K12 experiences.
In order to help visualize the complexity and connections among the themes, I created a code map
using the analysis program MAXQDA (see Figure 1, below). The size of the graphic dot is relational to
the number of codes within that theme. The line width indicates the frequency of co-occurrence of
themes within the documents.
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Figure 1. Code map demonstrating code frequencies and co-occurrences among K12 experiences.

4.1. Positive K12 Experiences
While most participants could only remember and narrate one or two detailed positive experiences
from their K12 schooling, most presented these as a contrast to what the rest of their experiences were.
The notable exception to this was Aamu, a Pakistani-born, female, Asian-American citizen. She was the
only participant in the study who had only positive memories of her K12 schooling, which was limited
to the third grade since she was homeschooled after that point until college. This was an unexpected
ﬁnding, but an important one that points to the complex interplay of identity and experience.
4.1.1. Knowing Me
The theme of feeling a relational connection to teachers showed up across participant experiences.
Liz, a Hispanic-Latina, Christian described how after one year with a math teacher who never waited
for her to answer when called on, she developed a terrible phobia about math class. She then explained:
I did get a better teacher actually. She took time to try to teach you the math, and I think that
was one of the best experiences . . . because she knew my frustration about like participating,
especially if it was like on the spot. So I would run away to the bathroom and then come
back, and she would understand what I did because I didn’t want to actively participate,
[and be] put on the spot and that way. I would much rather be in like my own little area.
Other participants explained how when teachers remembered their names, and things from
their family, or how they learn best, it created a positive memory. Jess, a female, Catholic,
Hispanic-Mexican-American preservice teacher, described a meaningful point in her high school
experience when she chose to leave the International Baccalaureate program she had been in at the end
of her eleventh-grade year. She explained that all but one of her teachers were very angry with her and
repeatedly told her that leaving now was just a “waste” of the last three years. One teacher, however,
responded to her choice quite diﬀerently:
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He was like, “I, I agree with you. [ . . . ] You’ve learned so much. He, he told me so you
haven’t wasted your time. He was like, you’ve learned so much and even though you don’t
continue it, you already have all that experience. [ . . . ] And that was the only person out of
all my teachers, out of the counselors that have any administration that I talked to that told
me that. So I was like, thank you. Like, you know, he . . . ﬁrst of all he heard me out, which is
something where I was like, he heard out my reasonings . . . .
Ani, an African-American, Christian, female, explained how, since her friends were role models
for her, that is what made school enjoyable: “I guess my motivations were my friends and having
friends who were always, um, not always, but who did well in school, so wanting to be that way
helped me as well.” Alana, a Mexican, female explained that even though her grade school and middle
school experiences were mostly negative memories, she remembers her experiences with her peers in
band as very positive “It was like a family to me.”
These relational experiences echo what other studies of Students of Color have found. The positive
experiences of these participants who have chosen to pursue teaching and are successful so far in
their journey is especially meaningful given that the literature shows that two of the most common
barriers for persistence towards a college degree for Students of Color are not feeling welcome in
higher education environments [48] and a lack of a community of understanding and supportive
individuals [4,49–54].
4.1.2. Warm Demanding
This experience of feeling known also showed up in the context of participants describing when
they felt pushed to do better by a teacher. Ellen, a Black 25-year-old female, described a situation where
a Black female teacher stopped her from getting into a ﬁght with another girl:
Ms. Kyree comes out and she’s, she’s like, Ellen, you get in here. We go inside, and she, um,
she sits us down, and she was like, you will not be the average black girl at this school. She’s
like, “You will not sit here and get into these cataclysmic ﬁghts.” She said, “You need to be
better. You need to do more. [ . . . ] There aren’t very many black people as it is. Don’t get
kicked out of one of the top schools in the city because you want to ﬁght this girl. Be better
than that. Don’t be the stereotypical black kids. So when they come in and they’re like, ‘Oh
that black girl always . . . ’ don’t let that be you!” And I’m like, okay. So I felt like she came. I
love that.
This construct, perhaps best described as a disposition, combines the idea of high expectations with
responsive care. Even though not all of the participants directly shared a story of a warm-demanding
experience, several explained exactly this disposition when describing the kind of teacher they hope to
become. Ellen explained “when you actually intentionally care about someone, you want them to be the
best.” Liz described a warm-demanding care by articulating the links among love, critical feedback, and
positive motivation. Her description is closely aligned to the CRCTC construct of Critical Hope [28]:
I think as teachers we should be giving them [K12 students] that, that sense of hope that hey,
you know, there’s, there’s a better road than, and then uh, what you think, what you think
you’re capable of. You can do so much more. [ . . . ] I think like love goes a long way to so
showing that, that um, that care, like in their work, like giving that positive reinforcement.
I’m not putting them down . . . but there is some sometimes or you have to like give a little
bit more feedback.
4.1.3. Teacher Care
The theme of how teachers showed care were usually narratives of positive experiences in K12
schooling. Nayeli, a 25-year-old Christian, Hispanic female, explained, “I think I had the best and
worst of both worlds. I had teachers who really cared for me and helped me, gave me that extra aid
72

Educ. Sci. 2019, 9, 144

that I needed to be successful.” Ellen explained that her middle school experience was mostly negative,
with one exception. “And then through middle school I felt like the only teacher that really cared was
my math, the African American math teacher.” Alana described her third-grade teacher with fondness
“I’ll always remember that she was always seemed happy to be there and she, she messed around with
us. She, she just gave you that care you wanted I guess, or I wanted from a teacher.” It was meaningful
that these experiences for all but one of the participants were explained as exceptions to the normal
experience of being in a K12 school. Likely, most teachers would profess that they care about students.
Yet, there is clearly a disconnect among what most of these participants experienced as “normal” and
what we anecdotally expect from “caring” teachers. It provides yet another piece of evidence to disrupt
the status quo and to consider new ways of examining the climate and culture of K12 contexts with
political clarity.
4.2. Negative K12 Experiences
This group of Preservice Teachers of Color narrated nearly twice as many negative experiences as
positive ones. For example, Ellen explained that the majority of her high school experiences made
her feel like an outsider. “And then in high school I felt like the teachers, they picked their favorites,
or they picked who they liked the most and they just stuck to them and the rest of us just got the sloppy
seconds.” She also described a situation in middle school where the curricular choices conﬁrmed what
she felt as an outsider status. She was asked by a seventh-grade teacher to interview her family about
their ancestors so that they could then create a European-style coat-of-arms:
She said we’re going to, I want you guys to go home and learn about your, your family’s
origin and like, just learn about it. And I’m just like, I don’t ... So I went home and I was
like, “Dad, where did we come from?” And he was like, “Africa.” And I was like, do you
know any of our history? He said, “Ellen, were Black slaves. We came from Africa. That’s
all I got for you.” And I’m like, even beyond that, my dad should have been able to like . . .
But that’s just information that wasn’t given to us, but for you [the teacher] to make a whole
assignment about it. And then when I went to talk to her about it, I said “My dad doesn’t
know.” She said, “well you can do Kenya, here.”
Ellen’s experience of exclusion in this story resonates with how the ﬁndings of Mensah and
Jackson [64] framed scientiﬁc knowledge as white property. Here, ancestral and historical knowledge
are framed in precisely the same way. The additional lack of context related to the legacy of slavery,
colonization, and genocide is particularly problematic when viewed from a systemic lens. Adopting
political clarity might allow for this teacher to prompt her students to question who gets the privilege
to trace their ancestral roots and have historical customs chosen as the norm for classroom experience.
Although this was Ellen’s story, it resonates far beyond one individual microaggressive experience and
reveals the hegemonic culture of that classroom.
4.2.1. Teacher Apathy/Lack of Care
Multiple participants described apathy and lack of care of the normal experience they had in
schools. For example, Nayeli shared:
They really don’t care. They teach whatever they want and at the end if they hit the standard,
if they did it, it doesn’t matter. I had a class where it was departmentalized and in reading
the same exact assignment for three weeks, I have no idea what I learned. Nothing. Because
those teachers, they don’t care. I walked into their classroom, I sat there, I wasted four days
trying to do my brainstorming because the teacher didn’t care to come and help me. She just
sat in the back and just read her newspapers.
And Jess explained a lack of care throughout her middle and high school years that aﬀected her
perception of herself and her academic abilities:
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And I think because I never had that, let’s say like I never had a teacher that told me that [I
was smart] or I never had a teacher that was like, Oh, good job on this. I always did good
in my heart a little bit, and now I’m like, man, I wish someone would have told me I was
smart. My mom would tell me I was smart and my brother and my sister and they didn’t go
to college. So it’s always been like, oh, but I just thought it was normal and now I’m like,
Oh, you know, I do . . . like, I’m smart, I’m intelligent, I do work hard, and like I should be
glad to be where I am. And that’s not something till I realized until now. So, and which is
sad because like, I wish I knew that throughout my high school or middle school years, but
that’s, I guess the teacher never really. They never really cared, I personally never found care.
4.2.2. Poor Academic Supports
Participants also described a number of incidents that indicated a lack of appropriate academic
support. Ani, an African-American Christian female, described her struggle with learning to read and
the apathetic response of teachers to her struggle:
In fourth grade, I was behind in my reading and writing, so two grade levels behind in which
made it diﬃcult, um, I guess as a student to catch up with all the other students when we
were doing writing lessons because it was already expected that we had learned those skills.
And um, in third grade, since I had come from a diﬀerent elementary school during that time,
I didn’t learn those same skills. Um, and I just didn’t feel like I had teachers growing up help
me through those processes.
Liz describes a similar experience in an elementary math experience:
We were counting by ﬁves, or twos, or threes. With each child she’d look at us and she
would expect us to say the next number. Every time it came my turn I didn’t know what was
happening. I was kind of slow to . . . register, so I would look around to try and see if someone
would help me. Um, and when I would spit out a number, either if it was wrong or right, she
would just go to the next person, wouldn’t stop to like do a scaﬀolding method of correcting
me of saying, you know, this is what you’re supposed to be doing. Nothing. She would just
keep going and not waste your time on people that would get their answers wrong.
If care feels like being understood and held to high expectations as demonstrated in the Positive
K12 Experiences theme, these stories clearly demonstrate the opposite end of that spectrum.
4.2.3. Linguistic Challenges
A number of participants in the study are bilingual. They reported negative school experiences
related to learning English as well as microaggressions due to their language diversity. For example,
Nayeli expressed:
I tried to ask, you know, another Hispanic student in the class, you know how you said it in
Spanish, and the teacher would get mad that “Why are you speaking your language?” And
I’m like, well I’m asking because I don’t know. So it was a little bit of a conﬂict there. So I
don’t want to be that way. I strongly believe that bilingualism helps you so much more than
to speak only one language and especially in this country.
And Alana explained, “I remember just always getting, not yelled at, but more like teachers didn’t
want to deal with me because I didn’t know English.”
4.2.4. Overt Racialized Experiences
Three of the participants witnessed or personally experienced overt racism in a K12 school. Liz
describes an experience she had while substitute-teaching and co-teaching with another teacher who
was white.
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You know, it’s funny because I was subbing in a class and there was this white student
causing the problem and disturbing the, the Black students. Um, he was the one that was
ignored and that was in less trouble than the Black students had been. Actually, the teacher
came in and she took away the Black students, and she took away one of the girls [who
was] Latina. And when I asked why she took her, I said because I didn’t see she was doing
anything wrong, [the teacher said] “I had to put her to do her work and she wasn’t doing
what she was supposed to be doing.” Even if she was chatting like amongst her friends, they
were doing something productive. And uh, she’s, she [the other teacher] said because she
saw her mouth and talk back at her. And I was like, okay. And I asked the student and
she’s like, “No, I was just saying that it, that the kid that she said she was in trouble didn’t
do anything.” And I was just like, okay. Like, you know, I understand her, and I’m willing
to hear both sides of the story. But yeah, I feel like white students aren’t even punished as
harshly as someone of color and, who are even drawn attention or humiliated.
Ellen shared that she had a teacher who regularly made racist jokes during class.
Ellen: One of my teachers was very racially stupid,
Interviewer: Racially stupid?
Ellen: Like he made very horrible racial jokes and still has a shop, and still works there. And
um, he made like to the point to where I called him [a name] one day while I was out with
my dad, and my dad was like, “Why don’t you like your teacher?” [ . . . ] I said, I don’t like
him. I don’t listen to anything he says. Then he was like, “Why not?” And I said, because he
makes horrible racial jokes. He said, “What do you mean?” and I said, one of the jokes and
stuﬀ like that and my dad, but my dad was . . . [makes a face to indicate how angry he was] I
was like, “Dad, do not retaliate because this is my grade. Like I highly doubt they’re going to
ﬁre him because most of the kids are either afraid of him or they think he’s funny. So that’s
why I haven’t said anything.” My Dad was like, “Okay, well yeah.”
Olivia, a 23-year-old Biracial female, experienced an overtly racist and deeply troubling incident
of a racial slur being used by a veteran white female teacher at an elementary school during her
ﬁeld experiences:
Um, I, my mentor teacher and I were walking back after the bell rang, so the school day was
over and another teacher came over and introduced herself. So I introduced myself as well
engaged in brief conversation, and I think her and my mentor teacher were like reﬂecting on
the school day. And then there were several kids in the courtyard and, um, I think it was two
boys and a girl and the other teacher who had come over and introduced herself, called the
kids over and ask them what they were doing because the bell had already rang. So she was
concerned because the kids weren’t supposed to be in the courtyard. So they mentioned that
their teacher had asked them to go, um, I think get tape from the oﬃce because it was the
week of like, student, like elections or something was going on like that. And so she said,
okay, can you kids go back to your classroom because you’re not supposed to be out here,
the bells already rang. So she goes back or the kids go back and then she, the teacher who
introduced herself, not my mentor teacher, leans over to me and says, “I hope you don’t
think that I said that to those students because they’re Black” and me being biracial and half
black. I was like, okay, well maybe you don’t know that I am black, but all right. And um, I
didn’t, I recall like not saying anything, and then she goes on to say [Olivia hesitates, she is
visibly uncomfortable.] I don’t know if I want to say the word—
Interviewer: You can say it however . . . You can refer to it however you want.
Olivia: I mean, I’m going to say it, but, um, it makes me uncomfortable to say it. But she said
so. Yeah . . . So she says, you know, “I hope you don’t think that I said that because they’re
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black, I love niggers” and I recall being so incredibly frustrated and like my eyes started to
well with tears, and I looked over at my mentor teacher to see if she was having a similar
reaction, and she didn’t really have a reaction and they kind of just like, I recall there was like
a brief, like chuckle, like, ha ha, whatever. And they went along with their conversation, and
I turned around and went back into my mentor teacher’s classroom and gathered my stuﬀ.
And then my mentor teacher came in, and as I was getting ready to leave, I looked at her,
and we made eye contact and I just said, “wow.” And she kind of looked at me like confused
and not really understanding what I was referring to and then kind of took a second, and
she was like, “Oh, Dr. Aller, um, yeah, yeah. She says like, she says those kinds of things,”
And um, I remember I was like, “Oh, well, did I hear her correctly?” She’s like, “Oh yeah,
she, she uses that word a lot, but I don’t agree with it, but you kind of just have to take it
with a grain of salt.” And then I told her to have a good day, and then I would see her on
Wednesday, and then I decided not to go back to elementary school because I didn’t feel like
that was a place that I was welcome or respected or valued as an individual, let alone as
somebody who identiﬁes as a Black female and I didn’t feel like I could receive the education
and experiences that I deserve as a student. To be the best as I can be from a person who
would . . . from overhearing somebody say that in that context in school, referring to children
. . . . Not that it’s ever okay to refer to anybody as that, but especially to children and then
being mentored by somebody who I respected and hold in high regard to say that to take it
with a grain of salt. I just didn’t feel like . . . . I feel like I’d be compromising my personal
values and beliefs as well as my education.
Olivia’s experience is profoundly disturbing on a number of levels. While it is not surprising
that both within university spaces and in K12 contexts preservice teachers encounter overt acts of
racism, as well as frequent microaggressions, the lack of studies focused on exploring and disrupting
the issue is somewhat surprising. While more recent studies have recently centered the experiences of
Preservice Teachers of Color through the lens of CRT [20,64], the call for substantive policy change
related to improving the racialized climates of schools and university remains disappointingly narrow.
4.3. Connections to Choosing Teaching as a Career
Participants connected their K12 experiences to their current pursuit of a teaching career across
both positive and negative experiences. Olivia is still committed to teaching, but she talks through how
the incident still causes her to question herself and the ability of schools to be safe places for Students
of Color:
Has it motivated my drive? Yes. But it also, I think that it also hurts because you recognize
like there you can only try to understand something so much and if you don’t personally . . .
if it . . . I think that people aren’t going to be as frustrated enough as they should be if they
don’t feel like it’s a personal attack. And so I think that I would love to see just society in
general, but deﬁnitely the teaching profession, you know, like you, it will be my job, and as
teachers it’s your job, to advocate for students. So I think that it needs to get to a place where
using words like that word should make you as upset as somebody as a Person of Color.
And I just don’t think we’re there yet. And that is frustrating, and it hurts because I, it’s like
I’ve heard, I feel like . . . did I do something wrong? Do I even have the right to be mad at
these people? The person who said the word, the person who doesn’t think it’s that big of a
deal. My site facilitator who just seems like she doesn’t know how to handle it. Do I have the
right to be mad at those people because I don’t think that word holds that weight for them
because they aren’t . . . Because my site facilitator isn’t a person of color. My mom isn’t a
person of color, so that word means so much more to me because I feel like it’s such like it’s
just evaluating me as a human being. So do I have the right because I think that other people
just don’t understand. So it’s . . . I think it’s kind of been . . . I’m like, juxtaposed between
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motivation and frustration and the fact that will things change because we do have Students
of Color in classrooms, but are teachers knowing them enough and trying and ﬁghting to
know their experiences enough to, to the point that it makes them just as upset to hear those
words said about them are said in general, and to be courageous enough to have a voice and
speaking up against when they hear it.
Olivia’s articulate description of the tension within which she ﬁnds herself caught aptly frames the
complexity of navigating the path toward becoming a teacher for many of the participants. Multiple
studies have documented the need for a focused examination of racism in educational spaces and a call
for political clarity on the part of teachers and teacher educators to reveal and disrupt racism [20,64,72].
The colorblind response that Olivia faced made the experience all the more traumatizing and conﬂicted.
The teacher educator who was assigned as her ﬁeld supervisor and the elementary teacher assigned as
her mentor treated the event as solely an individual’s “disagreeable” (racist) action and an individual’s
(Olivia’s) reaction to it as part of a normal event in teacher development. Until every teacher, teacher
educator, and administrator identify such experiences as overt racism and take immediate actions to
address them as well as to create dialogue for healing and understanding in the community, there will
not be substantive change. Policy measures must be put in place that will hold educational leaders
accountable for actively addressing racialized learning environments.
The drive to pursue teaching also grew out of positive experiences for students. Jess explained
how one teacher who was always able to make the class laugh is what made the diﬀerence for her:
She made my day. She made my everything. And literally since that moment I was like, I like,
I want to be like her. Like I want to make my kids laugh. Like that’s the number one thing I
want to do. Like I want them to have a positive, you know, at least at school you never know
what’s going on at home. So as long as they have that little burst of happiness here and that
they feel comfortable with me while they’re with me, it’s like that’s what I want to achieve.
And Nayeli explained:
I feel that now because I struggled in the beginning. I have an advantage now [being
bilingual]. So I think it helps me a lot, but of course it took a lot of struggle in a lot of times.
The way that my teachers were with me, both negative and positive, made me want to be
what I am now, because I don’t want my students to have to go through some teachers that I
went through.
4.4. Persistence and Resilience
Several participants also reported how their experiences combined with messages of persistence
from their families speciﬁcally built up their resilience. For example, Liz shared:
I, I know I get all these, uh, diﬀerent like change your career, you know, do something
diﬀerent. Uh, I’ve even gotten to become a dentist or something. Do something because
I’m always with my hands, but they’re just like, you know, I don’t think English is right
for you if you keep making these kinds of mistakes. And I was like, well, I think I’m good
in the way that I kinda like, I know it’s bad. I take every feedback, you know, and I try to
make myself better, but I do kind of have that voice in the back where I’m just like, well, my
ideas are diﬀerent. The way I speak is probably diﬀerent. Doesn’t mean I can’t teach English.
It doesn’t mean that, you know, I just have that way of thinking outside the box that most
people probably wouldn’t understand. [ . . . ] Being like, Hispanic also means being like,
like you said, very smart and making these all kinds of connections that like white people
wouldn’t be able to do, you know, and with those connections, like why person will read
it and be like, what is this person talking about? This doesn’t make sense to me. Whereas
through I would read it and I’d be like, they know what they’re talking about. I know what
they’re getting at. And so like just seeing that, getting all this criticism that just proves more
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to like my belief that even though I’m bilingual, even though that I’m Brown, even though
that I’m Hispanic, I can do just as good as any other person that is white. [ . . . ] I was always
kind of a, I had a good childhood, good upbringing, good family to kind of support me in
my choices. Um, I didn’t always consider myself to be smart, so I always felt like the need to
just do better too. I’ve always grown up to like give my, all, have been disciplined in sitting
down and reading my whole life in middle school. That’s all I did. I, I just went to the library,
sit down and read. I had that discipline instilled in me. [ . . . ] So there’s just a, there’s, there
needs to be that, that, that inside you that want that motivation, that drive to just, I dunno,
just to become better than what people would think you believe. Kind of like trying to prove
them wrong.
Implicit racism and bias are potentially some of the most insidious challenges that Students of
Color face, precisely because they are the most diﬃcult to document, confront, and resist and they are
deeply embedded in American normative culture [78]. These ﬁndings speak to the need for teacher
educators to prioritize developing supportive and validating relationships that contribute to Student
of Color resilience and persistence.
5. Conclusions
The focus on K12 experiences in this study requires us as teacher educators to consider the
implications for how we develop teachers. Perhaps even more urgently, it calls for teacher educators to
more purposefully partner with the schools who provide clinical settings for teacher development.
We must examine how, as clinical partners with K12 schools and educational leaders, we might
begin to hold one another accountable for consistently developing culturally responsive practices
and policies that work to disrupt the racism that remains present in our schools and universities
as evidenced by even the limited number of studies focused on preservice teachers and issues of
race and racism [1,20,64]. The ﬁndings of these participants’ positive K12 experiences conﬁrm that
teacher educators must strive to develop meaningful relationships with preservice teachers, especially
those who have been marginalized or present as being (or perceive themselves to be) underprepared
academically. Transformative action research undertaken collaboratively within colleges of education
that works to open up dialogue and create “counterspaces” [55] (p. 660) for Students of Color would
be an ideal ﬁrst step to developing policy that might also aid in the push to reveal the racialized
culture and climate of schools and to disrupt it in order to restore justice and equity. In order to do this,
teacher education scholars must recognize the pervasive intransigency of colorblindness and interest
convergence as the most dangerous barrier for desperately needed change in teacher preparation.
Documentation of these experiences will always be an important part of our praxis, but we must also
explore transformative solutions related to both praxis and policy development if we are to enact the
sweeping change needed.
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Abstract: The way a teacher perceives relational justice—the feeling of being treated equitably and
being included—in their work context is central to understanding the negotiation and enactment
of teacher identity. For LGBTQ teachers, the degree to which they are out of the closet with their
students and colleagues leads to many possible outcomes. These outcomes, ranging from feeling
like they need to live duplicitous lives to being activist teachers that subvert the heteronormative
assumptions in schools and curricula, are studied here by examining the identity development of a
group of gay teachers and their perceptions of the schools in which they work. This article is based on
a dissertation study that theorized that the heteronormative nature of teacher education is a limiting
factor for gay teachers’ abilities to work and thrive in school contexts. The study included in depth
case studies of four gay teachers and their journeys as gay men and teachers. The goal of the study
was to answer the question: Does the enactment of gay teacher identity interrupt heteronormativity in
schools? The study also sought to answer two ancillary questions: (1) How do gay teachers negotiate
gay teacher identity in schools? and, (2) How do school contexts impact gay teachers’ perceptions of
identity-based motivation and relational justice? This article will focus on Peter Ryan’s (pseudonym)
case study, speciﬁcally because of its emblematic nature in summarizing the intent and implications
of the overall study.
Keywords: gay teacher; gay identity; teacher identity; heteronormativity; teacher education; teacher
motivation; relational justice

1. Introduction
This article is based on the ﬁndings of a dissertation [1] about gay teachers’ identity negotiation
and the enactment of teacher identity. The study included in depth case studies of four gay teachers
and their journeys as gay men and teachers. This article will focus on the case of Peter speciﬁcally
because of its emblematic nature in summarizing the intent and implications of the overall study. More
importantly, however, I am choosing to highlight Peter’s case study for this article to celebrate his
memory and inspire others with his story. Not long after I completed the study, Peter’s life ended
tragically in an automobile accident on his way home from school. As a teacher, Peter left an indelible
mark on his school and community in the San Jose, California area where he was a beloved teacher
and had built a home with his partner.
2. Background
“To live in society is to live in heterosexuality . . . Heterosexuality is always already there within
all mental categories” [2] (pp. 40, 42). In other words, heterosexuality is the presumptive “normal”
foundation in all aspects of life. Contrary to heterosexuality, anything queer is, therefore, seen as
abnormal, deviant, and wrong. Coining the term “heteronormativity” in the nineties, Warner [3,4]
Educ. Sci. 2019, 9, 145; doi:10.3390/educsci9020145
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explains that heteronormativity includes those punitive rules—social, familial, and legal—that force
members of society to conform to hegemonic, heterosexual standards for identity. In today’s society,
Warner [3,4] argues, it is vital that those who are gay or lesbian act to change heteronormative
perspectives and practices in their daily lives. For LGBTQ teachers and students, heteronormativity has
a pervasive eﬀect on curricula (both formal and informal), extra-curricular activities, and teaching as a
profession. Illich [5] understood this notion, though in a diﬀerent context, when he wrote Deschooling
Society. Illich asserts that “to understand what it means to deschool society, and not just reform the
educational establishment, we must now focus on the hidden curriculum of schooling” (p. 32). From a
queer perspective, Illich is directly referencing the normative nature of schools as socializers of society
in the views of the mainstream, of the hegemonic establishment.
Deﬁning and understanding hegemonic heteronormativity is simply not enough to impact schools
and schooling. Teacher preparation programs and in-service teachers have an obligation to society to
interrupt heteronormativity as a social justice imperative—“the bottom line of teaching is enhancing
students’ learning and their life chances by challenging the inequities of school and society” [6] (p. 37).
Schools can no longer just socialize students into the so-called mainstream because all senses of
“normal” are being questioned, and this is a good thing.
The study on which this article is based sought to examine the experiences of gay teachers working
in schools across the United States. In particular, I examined the identity negotiation experiences of gay
teachers in order to determine what they experience, how they develop their gay teacher identity, how
school culture and leadership impacts their motivation at work, and what schools can do to support
them. Further, the original study examined how these teachers enact their identity through Cross’s [7]
Multicultural Enactment-Transactional Model, by identifying the strategies used by these teachers
when their gay teacher identities are in conﬂict with the normative nature of a school and by detailing
how their gay teacher identity is socially constructed in the school environment. Ultimately, I answer
the question of whether or not the enactment of gay identity can provide an avenue for teachers to
interrupt heteronormativity by examining the identity negotiation process and the impact of schooling
on identity-based motivation [8] in teaching.
The original study posited that gay teachers who are not able to fully negotiate and enact a gay
identity in a school that is relationally just, are working in oppressive environments. Understanding
this ideological stance and naming it as such is important in this research as a pushback against
critiques of the “objective” validity of advocacy research. This study and this article integrate the
personal with the academic, in acknowledging the value of the subjective I [9] in scholarly work.
3. Conceptual Framework
The conceptual framework for the original study involved the juxtaposition of a gay teacher’s
identity negotiation process with the school context. Emergent in the literature regarding gay and
lesbian teachers is the theme of living a duplicitous life and the eﬀorts that teachers put forth to keep
separate the personal from the professional [10–12]. These eﬀorts appear to dissipate as these teachers
“come out” at school and in their classrooms. In examining the shared experiences of gay teachers,
there is a signiﬁcant emphasis on the relief, authenticity, and richness of the teachers’ experiences with
the curriculum and with their students as a result of being “out” in the classroom. These experiences
are implicit aspects of one’s identity as a person and, more importantly, as a teacher. Sachs [13] asserts
that teacher professional identity allows teachers to construct ideas of “‘how to be’, ‘how to act’, and
‘how to understand’ their work and their place in society” (p. 15). As teachers enter the profession and
grow professionally, they are constantly negotiating their professional identities within the walls of
their classrooms and schools. Logically, then, an examination of a teacher’s professional identity must
also be situated within the school’s aﬀect and climate.
The pervasive eﬀects of heteronormativity are a source of consternation and dissonance for
many gay teachers, leading to the conditions for the duplicitous life mentioned above. Figure 1,
below, problematizes gay teacher identity negotiation by examining the social construction of identity
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and the relational justice of a school context. Graphically, Figure 1 illustrates a juxtaposition of two
continua whose intersections change based on the experiences that are being analyzed, recognizing
that the intersection of the two continua is wholly dependent on how the teacher in question views
his/her place in a school in relation to his/her gay identity. The goal of such an analysis is to ascertain
mechanisms used in identity negotiation and enactment of gay teachers that can be used to interrupt
heteronormativity in classrooms and impact teacher education programs, and to ascertain practices at
the school level that gay teachers feel aﬀords them agency and relational justice in the work place.

Figure 1. Conceptual framework of gay teacher identity.

3.1. Conceptual Framework: The School Context
Figure 1 places the context of a school along the vertical continuum of the diagram. Two opposing
school contexts are delineated. First, a school context that is relationally just and open to the enactment
of multicultural identities. Opposite is a school environment that is relationally unjust and expects
and perpetuates the enactment of heteronormative identities. A relationally just workplace is one in
which members believe their self-identities are treated with respect and when the groups with which
they self-identify are treated with respect, leading to increased levels of agency within the workplace.
Another analytical lens at play in the contextual continuum is identity-based motivation. A school
that functions in a way that is relationally just oﬀers a greater chance that teachers will have higher
Identity-Based Motivation (IBM) because they will be able to act in ways that are “identity-congruent”,
meaning that when “behavior feels identity congruent in the context, it feels natural” [8]. Being a
socially constructed model of motivation, IBM asserts that “cognition and action are not separate from
the contexts but rather dynamically shaped by them” [8] (p. 1012).
3.2. Conceptual Framework: The Gay Teacher
The gay teacher is situated along the horizontal continuum of Figure 1. As an initial measure of
gay identity, participants in the original study were assessed based on the Gay Identity Questionnaire
(GIQ), which is a validated measure [14] of Cass’ [15] Homosexual Identity Formation (HIF) model.
The developers of the GIQ noted that, in essence, the HIF could be thought of in terms of two larger
identity phases, one taking the ﬁrst three phases together and one taking the last three together, hence
why those same clusters are used at each end of the continuum. A primary limitation of the HIF is
the inattention to multiple contexts. To that end, the GIQ directions read “circle whether you feel
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the statements are true or false for you at this point in time” [14] (p. 15). In order to account for this
limitation, a social constructionist perspective [16,17] and the Multicultural Enactment-Transactional
Model [7,18] informed data collection and analysis focused on determining to what degree each
participant developed and enacted a gay teacher identity in a relationally just, identity-motivated
school context.
4. Literature Review
In this section I review the literature on identity brieﬂy, then focus on the work on racial and
homosexual identity development, and teacher identity as identity performance, in framing the
challenges to gay teacher identity development.
From a psychological perspective Erikson [19] focused his understanding of identity through
staged maturation of individual identity in a social context. Erikson posits a chronological, life-long
staged progression of identity and psychological development, as a human passes through various
social contexts and faces various stages of cognitive dissonance at each level of development. From a
sociological perspective, Mead [20] argues that identity is constructed through social communication;
by communicating, one is able to deﬁne him/herself in terms of the roles attributed to others and the
self. Therefore, following Mead’s conception of the self and identity, “who” we are is contingent on the
context in which we are at that moment. To further punctuate this perspective, Gee [21] explains that
identity development occurs in an intersubjective ﬁeld, wherein one seeks to answer the recurring
question of “who am I at this moment?” through a process of interpreting one’s role in a variety of
discourses in varying contexts.
4.1. Racial Identity Development
Scholars have further explained identity in terms of speciﬁc subgroup membership. To that
end, Black identity development will serve as the prototype for identity models of societal groups
acknowledging that, while there are several other group identity models, the essence of their experiences
can be understood in this analysis. Also, choosing to examine Black identity was very deliberate in the
original study, namely because of the parallels in the social histories of those with Black identities and
those with gay identities. Furthermore, Black identity models arise from a social context where Black
people have had to cope with not being members of a dominant group in the greater society and have
also had to cope with “being Black”.
4.1.1. Nigrescence
Cross’s Nigrescence [22] model. Seeking to explain the “Negro” to “Black” shift in the consciousness
of African Americans in the wake of the Civil Rights Movement and the rise of Black militancy, Cross
proposed a staged model of Nigrescence where undergoes “the process of becoming Black” [23] (p. 157).
The ﬁrst stage in the Nigrescence model is the “Pre-encounter” where one is immersed in the world
view of the dominant culture, originally seen through the perspective of the “self-hating Negro” [23] (p.
158). At this stage, one has allowed his/her identity something that he/she accepts from the dominant
culture’s normative imposition. Second is the “Encounter” stage, where one has a personal experience
that “temporarily dislodges someone from his or her old-world view and identity, thus making the
person receptive (vulnerable) to conversion” [23] (p. 159). This period of cognitive dissonance serves
as the catalyst that moves one from Encounter to stage three, “Immersion–Emersion.” In this stage, the
person becomes transﬁxed on the new identity, seeks to distance him/herself from the original identity,
and fully adopts the new Black identity. Cross explains this stage in two phases:
While the ﬁrst phase involves immersion into a total Black frame of reference, the second
phase (emersion) represents emergence from the dead-end, racist, oversimpliﬁed aspects of
Immersion. . . . the person’s emotions level oﬀ, and psychological defensiveness is replaced
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by aﬀective and cognitive openness, allowing the person to be more critical in his or
her analysis. [23] (p. 158)
Next, one enters the stage of “Internalization” as he or she becomes ﬁrmly rooted in the new
Black identity and seeks to make alliances with those in the dominant group as a consequence of a
new-found conﬁdence and positive self-concept [23]. The ﬁnal stage in Cross’s Nigrescence model is
that of “Internalization-Commitment,” which is characterized by a shift in thinking from “uncontrolled
rage toward white people . . . to controlled anger toward systems of oppression and injustice and racist
institutions” [23] (p. 159).
A limitation of the original Nigrescence model is that the model encapsulates the conversion
from Negro to Black American and does not take into account the life span of a person. Cross
and Fhagen-Smith [24] then proposed Nigrescence from a life span perspective, identifying three
growth patterns that one passes through from infancy to adulthood. Unique to this model is the
“recycling” that occurs in adulthood, meaning that once one becomes Black he/she then can reﬁne
and further develop a richer, enhanced Black identity through a continuing process of “encounter”
and “immersion–emersion” [24]. An assumption in Nigrescence is the role of one’s context in his/her
identity development. Because every person experiences life in a unique manner—by a matter of birth,
circumstance, or chance—the context in which one develops his/her identity is integral to the kinds of
“encounters” he or she will have.
4.1.2. Black Identity Development Model
Similar to Cross’ contextualization of Nigrescence in the shifting society after the Civil Rights
Movement, Jackson [25] developed the Black Identity Development (BID) model in order to explain
how “conversion experience was aﬀecting the way Black people saw themselves and responded to
their world” (p. 11). Unlike Nigrescence, Jackson’s BID model was a life span theory from its inception.
The BID model has ﬁve stages: Naïve, Acceptance, Resistance, Redeﬁnition, and Internalization.
The “Naïve” stage begins at birth and runs typically through preschool age. Beyond the obvious
physical and cultural diﬀerences, Black children in the naïve stage “generally do not feel fearful
or hostile, inferior or superior” [25] (p. 19), thus the literal meaning of naïve is naïve to the ways
of the world. The second stage, “Acceptance”, is characterized by the socialization into American
culture of “what it means to be Black in the United States” [25] (p. 19). Here, the Black child
adopts a normative construct that prioritizes whiteness over Blackness in attempting to ﬁt in to the
dominant culture and structure of society. During the third stage, “Resistance,” Black people begin “to
understand and recognize racism in its complex and multiple manifestations—at the individual and
institutional, conscious and unconscious, intentional and unintentional, attitudinal, behavioral, and
policy level” [25] (p. 21). At this stage, Black individuals may passively resist the power structures in
society, acknowledge the system and still try to manipulate through it, or actively resist the system
outright [25]. A Black person who actively resists is “energized and experiences a sense of personal
power” when he is able to make his voice heard on a small scale [25] (p. 22). “Redeﬁnition” is the
fourth stage where the individual focuses the resistance internally in order to deﬁne “himself in terms
that are independent of the perceived strengths and/or weaknesses of White people and the dominant
White culture” [25] (p. 23). The Black individual in the redeﬁnition stage surrounds himself with
likeminded Black people. Black people who have gone through redeﬁnition begin “to experience their
sense of Blackness in a way that engenders pride” [25] (p. 24). Finally, showing the lifespan of the
model, Jackson [25] asserts, “the sensitivity from acceptance, the lessons about power from resistance,
and the self-deﬁnition from redeﬁnition carry the Black person into the stage of internalization” (p. 25).
“Internalization” represents a realized negotiation of a self-deﬁned racial identity: “the integration of a
redeﬁned racial identity into all aspects of one’s self-concept or identity” [25] (p. 16). A key diﬀerence
between Nigrescence and BID is that in Nigrescence one can “recycle” to a prior stage and experience
the identity development process again. BID assumes that once a person has “internalized” her or his
Black identity, that identity is ﬁxed.
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4.2. Gay Identity Development
Similar to Black identity development, the modern “gay” identity came about as a reaction to
the increased visibility of Gay, Lesbian, Bisexual, Trans, and Queer (GLBTQ) people during the Civil
Rights Movement and after the Stonewall Riots. Concomitantly with racial identity models, gay
identity models have traditionally been staged models. Most of the stage models [17,26–31] tend to
have four general stages that can be described as “(1) Awareness or Sensitization; (2) Internalization or
Acceptance; (3) Disclosing; and (4) Synthesis or Integration” [17] (p 5). Cass’s [15] model of Homosexual
Identity Formation (HIF) has a signiﬁcant amount of empirical support [14,15,32] and is the staged
model of gay identity development that was used in the original study as a prototype of staged models.
Moreover, in the original study, the use of Cass’s Homosexual Identity Formation model [15] and Cross’
Nigrescence model [22] functioned well together because of their connection to one another, Cass
cites Cross in her work, leaving one to assume that the work on Nigrescence inﬂuenced the work on
Homosexual Identity Formation. Further, the Multicultural Enactment-Transactional Model [7] does
not rely on how an identity is developed, but rather how that identity is enacted in a particular context.
Gay Identity through a Social Constructionist Perspective
If a staged model of gay identity development, like Cass [15], is limited, then what is a more suitable
perspective for viewing gay identity? Horowitz and Newcomb [17] argue for a social constructionist view
of identity development, stating that “social constructionism is principally concerned with explaining
how people account for, experience, and describe their world, including themselves...the individual
interacts with the environment to construct an identity” (p. 10). Cross [7], while focusing much of
his intellectual eﬀorts into the study of Black identity, acknowledges the role of socially constructed
identities across contexts and how “divergent social groups are more alike than diﬀerent in the way
social identity is enacted during critical everyday transactions” (emphasis in original, p. 194). This
attention to “everyday transactions” is most salient given the goals and objectives of the original study.
4.3. Teacher Identity as Identity Performance
The discussion of teacher self-disclosure in the literature review draws out and explicates the
view of self-disclosure as an identity performance. In this research, teacher identity comes from the
narrative or story perspective, where a teacher’s identity is performed and implicated in practice.
Carter [33] deﬁnes narrative or story research as “represent[ing] a way of knowing and thinking that is
particularly suited to explicating the issues with which we deal” (p. 6). Cochran-Smith and Lytle [34]
outline three conceptions of teacher learning. The ﬁrst conception, “knowledge-for-practice,” is the
stuﬀ of methodology and pedagogy coursework so often found in university programs; the second
conception, “knowledge-in-practice”, refers to what one learns on the job, in the midst of doing the
work of teachers; and the third, and most relevant, conception, “knowledge-of-practice,” is founded in
the reﬂective apparatus of teaching, when teachers “generate local knowledge of practice by working
within the contexts of inquiry communities to theorize and construct their work and to connect the larger
social, cultural, political issues” [34] (p. 250, emphasis in original). Elbaz [35] argues that narrative,
autobiography research
is the very stuﬀ of teaching, the landscape within which we live as teachers and researchers,
and within which the work of teachers can be seen as making sense. This is not merely a claim
about the aesthetic or emotional sense of the notion of story with our intuitive understanding
of teaching, but an epistemological claim that teachers’ knowledge in its own terms is ordered
by story and can best be understood in this way. (p. 3)
Stories, then, often have foci that range beyond the immediately speciﬁc or content-based issues
of curriculum and classroom lessons to encompass teachers’ personal experiences. Thus, teaching
events are framed within a context of a teacher’s life history. As a result, the central themes are often
moral and philosophical, having more to do with feelings, purposes, images, aspirations, and personal
87

Educ. Sci. 2019, 9, 145

meanings than with teaching method or curriculum structures [33,35,36]. This attention to the life
history of the teacher is problematic when the life history of a teacher is outside of the heteronormative
nature of schooling.
The heteronormative nature of schools and schooling is an impediment for gay teachers, as
their professional identities can arguably be seen as less authentic than the identities of their
heterosexual peers. Accordingly, in terms of the original study and this article, I argue that in
the right context—classroom or otherwise—any self-disclosure is appropriate.
5. Methodology
The original multiple case study had two phases. In phase one, participants completed an online
survey that determined their location along the HIF model continuum [15] and garnered information
about their teaching history and context. In phase two, participants completed two interviews and
related reﬂective and focused journaling activities. These data were analyzed for themes and patterns
using the four perspectives that bound the conceptual framework. The goal of this research was to
increase understanding of how negotiation and enactment of a “gay teacher identity” in school contexts
interrupts heteronormativity. Triangulation of data from phase one revealed two major themes: ﬁrst,
the participants had varying conceptions and enactments of being “out,” and second, the participants
indicated dissonance and variety in answering, for themselves, the question of “is ‘out’ appropriate?”.
In phase two, four participant cases were proﬁled. Cross’s [7] adaptation of Phinney’s [37]
Multigroup Ethnic Identity Measure (MEIM) was used to analyze each case to understand their
negotiation and enactment of gay identity. Oyserman and Destin’s [8] theory of Identity-Based
Motivation (IBM) and Poole’s [38] notion of relational justice helped to identify three pervasive
themes during the cross-case analysis: teacher preparation and professional development,
perception/nonperception of administrative support, and activist teaching. Finally, the conceptual
framework was revisited and reformatted into a model of gay teacher identity. For the purposes of this
article, only ﬁndings from Peter’s case will be shared and discussed.
6. Peter Ryan
Peter was one of the four participants invited to participate in phase two of the original study. In
this phase he was asked to write weekly reﬂection journals focusing on how his gay identity, gay issues,
or gay students impacted his teaching (if at all). He was also asked to reﬂect on his weekly curriculum
and pedagogical practices and/or the broader school context to see if he could identify instances where
he perceived homophobia, bias, or heteronormativity, and, if so, how he did or did not react to those
instances. Peter was also asked to complete four focused journal entries on speciﬁc prompts that
addressed his coming out process and his teaching philosophies. The focused journals were designed
to give him a venue in which to truly think through his responses and write without constraints.
Peter was interviewed twice. The ﬁrst interview centered on his upbringing, schooling, and gay
realization and coming out. The second interview centered on his teacher education, teaching career,
and various hypothetical school and classroom-based situations.
Participant Proﬁle
Background. Peter Ryan is currently an academic dean for a charter elementary school in the
Western United States. Peter is 26 years old and the youngest in his family, having an older brother
and sister. Peter’s father passed away four years ago. Peter currently lives with his partner and the
two of them have been together for ﬁve years. Unlike Chris in the previous case, Peter’s childhood
was not as peaceful. Peter was bullied throughout elementary and middle school.
Yeah, when I ﬁrst moved, I got teased a lot because I was the new kid and was teased a lot
about my accent, being from New York, and the way I spoke. As I got older, I got teased by
the boys because I was terrible at sports and didn’t like sports, I didn’t do what all the other
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boys were doing. I was called a sissy and never felt like I ﬁt in except for a small group of
friends that I had.
The bullying turned violent in middle school, where Peter says he was assaulted many times for
no apparent reason, he recalls his father having to constantly go into the school to conference with
school oﬃcials.
Peter’s gay realization and coming out. Peter began having homosexual feelings toward the end
of middle school:
I pretty quickly associated the feelings with ‘being gay’—In middle school kids talked about
“gay” teachers all the time, mostly to poke fun at them. Beyond the fact that being gay meant
boys liking other boys, and that kids made fun of people who were gay, I didn’t understand
much more about homosexuality the time.
Already being the target of much of bullying growing up, Peter knew that these feelings he was
having about boys would only complicate the situation even more if he disclosed them. Thus, he
remained silent throughout middle school and well into high school. In the tenth grade, Peter began
coming out to his friends. He started by coming out to his casual friends and not his closest friends,
explaining, “I didn’t want to tarnish my closest relationships—the ones that meant the most.” Peter
decided to come out to one of his best friends after she came out as lesbian to him. Peter was pleased
with her reaction, but that pleasure was only short lived because when his friend’s mother found
out her daughter was lesbian and that her friend (Peter) was gay they were quickly forbidden from
speaking to one another. However ﬂeeting the time was where Peter was out to his best friend, he was
still able to ﬁnd attachment with another member of his group identity [7]. Losing that friendship,
however, empowered Peter to come out to more of his friends:
I had just found out what it was like to lose a friendship over my sexual identity. It could
have made me more fearful of it occurring again in the future, but it had the opposite eﬀect.
If I could go through it once and still feel strong—emotionally unbroken—then surely, I could
handle telling more people.
The empowerment Peter felt as a result of the strength he gained in this example can be viewed as
a type of emotional buﬀering [7], where he learned possible feelings of rejection and loss but persevered
because the feelings of openness and authenticity were stronger. Peter continued coming out to his
friends, and eventually everyone (except his family) knew Peter was gay: “For the ﬁrst time, I felt like
I could truly be me. It was an incredibly liberating experience.”
Coming out to his family was more diﬃcult for Peter, “even when they made it easy”. When Peter
was in the tenth grade, his older brother had found some of Peter’s adult materials saved on the family
computer one afternoon and confronted him:
‘I found some pictures of men on the computer. Are you gay?’ I remember my heart just
about pounding out of my chest and trying to play it oﬀ like I had no clue what he was
talking about. He wouldn’t let oﬀ though, ‘so then you must be bi?’ I eventually snapped at
him, ﬂat out denying I was gay and telling him never to bring it up again. So, he didn’t. We
didn’t talk about it again for 5 years, when I was ready to talk about it.
Five years later, Peter was a senior in his bachelor’s program ﬁnding himself alone after his
boyfriend of three years unexpectedly ended their relationship. Emotionally distraught and depressed,
Peter described his drives to work and school as full of tears and his time at home as time spent alone
in his room, not speaking with anyone. Like Chris in the case before, Peter’s mother sensed something
was wrong with her son and decided to reach out to him.
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I told her the truth. That I was in a relationship for 3 years that just ended and that the only
reason I didn’t tell her was because I was gay. She hugged me and told me that relationships
are hard—not even mentioning the fact that I was gay. She asked me what happened and
about who it was with. She was so remarkably supportive.
Peter and his mother had several further conversations about his sexual identity and his mother
confessed that she had “ﬁgured it out” much earlier. Peter came out to his brother a few days after
coming out to his mother: “Since then my brother has become one of my closest family members.
Even though my mom has been super supportive, it’s my brother who I feel like I can talk most openly
to”. Peter and his mother both decided to keep the information from Peter’s father because they were
unsure of his reaction. Unfortunately, Peter’s father passed away shortly thereafter, and he died never
knowing. Peter reconciles these feelings by recalling what his father always told him. “I think my
father may have had a hard time coming to terms with a having a gay son, but he always claimed
his love was unconditional—and that was all I ever needed to hear.” Peter’s mother and brother are
vital bridges [7] in his life; they served to help validate Peter’s identity as a gay man and to allow his
identity to fully develop.
Becoming a teacher. Peter recalls wanting to be a teacher early in his life, even shadowing his
ﬁfth-grade teacher one year for career day. Unfortunately, having grown up on the verge of poverty,
Peter knew ﬁrst-hand the importance of a career that was ﬁnancially rewarding. In high school, Peter
joined the speech and debate and mock trial teams for his high school and found great success in those
endeavors. These experiences led Peter to a career trajectory aimed at law school and a career as an
attorney. Peter majored in political science at the state university he attended and was an excellent
student. Peter also worked as a legal clerk in the district attorney’s oﬃce, it was working there that
Peter began to see the negative side of the legal profession:
Working for the DA’s oﬃce was a disenchanting experience for someone who has grown up
with Hollywood’s gloriﬁcation of the legal world. I observed lawyers spending countless
hours with deskwork—writing briefs, etc. It wasn’t the type of work I had initially imagined.
Peter was also an active member of the College Democrats at his university. He recalls a trip he
took with the group to Washington D.C. to learn about access to higher education and the barriers that
existed for students of low-income families—especially racial minorities:
We spent that trip in DC lobbying congressmen and senators from [our state’s] delegation
to vote on some key pieces of legislation to increase student aid funding. Most of the bills
didn’t pass—which could have been disheartening, but I think truly lit a spark.
During a meeting of at his college Democrats chapter, a representative from Teach for America
(TFA) spoke and Peter became interested in the organization, researching the mission and goals and
ﬁnding his beliefs and values aligned greatly with the organization’s core values. Eventually, Peter
applied and was accepted to the TFA Corps.
Peter was assigned to work in a new network of charter schools whose explicit mission was
to close the achievement gap by creating the largest network of high performing schools serving
low-income students in the country. Prior to the beginning of his ﬁrst school year as a TFA teacher, he
completed the basic training program through TFA, which is an intensive, month-long, program where
teachers are provided basic pedagogy, classroom simulation, curriculum development, and planning.
TFA trainees would also spend time observing teachers in the ﬁeld. For Peter, teaching felt natural,
“After just a couple weeks I was doing very well and was really successful at doing it.” Even though he
reports being quite successful in his training and ﬁrst year teaching, Peter admits, “my preparation
was very minimal. I had very little support or coaching and was rushed out.”
7. Peter’s Case as Emblematic, Peter’s Story as Inspirational
When considering the overarching question of this study—does teacher enactment of gay identity
interrupt heteronormativity in schools—looking to Peter’s case speciﬁcally—the answer is undoubtedly
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“yes”. A broad understanding of gay teacher identity would lead one to assume that in order to have
gay teacher identity one must be gay and be a teacher. What this research provides is nuance. When
understood through the lens of this research, gay teacher identity means much more. Peter was never
simply a gay person who happened to be a teacher. Peter had cultivated his gay teacher identity by
ﬁnding his place in the work environment that allowed him to feel identity congruence and relational
justice, empowered him to be comfortable enacting his social and professional identities freely, and
received positive reinforcement of his decisions from the students and staﬀ with whom he interacted.
These are the reasons I consider Peter emblematic of the overall study—its intentions, ﬁndings, and
advocacy implications. Gay teachers negotiate their gay teacher identity when they decide to begin
coming out at school. The degree to which a gay teacher comes out will determine the degree to which
he can be an activist, interrupting heteronormativity through positive enactments of identity. This
negotiation is a process and requires the gay teacher to perceive his context as one that provides a
relationally just, identity-congruent environment that will foster and manifest positive enactments
of identity.
Gay teachers enter a school building with years of identity development in tow; their experiences
in teacher preparation, other ﬁelds of study, life experience, family upbringing, and sociocultural
positionality all situate them to have unique orientations and entry points for their gay teacher identity
to be fully negotiated. Therefore, an understanding that everyone comes into the Gay Teacher Identity
model based in these experiences is vital. The model is not intended to be a linearly progressive
experience, but rather a tool for understanding identity development, taking into account the richness
and importance of context and how that context is perceived.
Peter expressed conﬁdence in his own teaching identity and ability and in the respect students
and staﬀ had for him in the school. This emphasis on respect may be read as an investment in an
identity as a ‘good teacher,’ or as indicative of the heightened importance of being a good teacher in
context, which can be necessary as a means of buﬀering against heteronormativity in a school context.
Schools present a delicate hierarchy that must be carefully managed on a day-to-day basis by a teacher;
relationships with other staﬀ members, support staﬀ, students, and also their parents, must all be taken
into consideration and often involve varying strategies and diﬃcult negotiations and enactment.
Maintaining a high degree of respect from students and parents was a priority for Peter. Epstein
and Johnson [39] discuss the onus on gay people to prove themselves acceptable in the face of fear of
prejudice should their sexual orientation become known. Rasmussen [40] refers to the ﬁgure of the
superteacher who must compensate for a perceived lack associated with being lesbian or gay, while
Blount [41] also notes that being a popular teacher will mitigate negative attention towards GLBTQ
identity. This suggests that the more powerful and respected the teacher is in the school, the more
likely gay teacher identity can interrupt heteronormativity and be negotiated and enacted.
Embedded in this research is an implicit call for authenticity to be embraced, because the role of
being an authentic human being and how it plays out in a teaching and learning setting is ultimately
a goal of this research. Authenticity is not a disposition nor a particular value; rather, authenticity
here is the ability to be one’s fully realized and actualized self and having that self be inherently
valued and valuable in the school context. An understanding of gay teacher identity will provide gay
teachers, school leaders, and teacher and principal educators with steps to take in order to facilitate the
interruption of heteronormativity in the school environment.
8. Recommendations for Teacher Educators
Peter’s case, as well as the other cases in the study, present clear directions and areas where those
of us in teacher education can make great strides in supporting teachers and students who are GLBTQ.
Teacher education curriculum must become more inclusive of sexual and gender minorities and their
lived experiences. Scholars interested in how topics of diversity and identity are addressed in teacher
preparation program have found that gender and sexuality, along with queer theory perspectives, are
routinely underrepresented in curricula [42,43]. In a 2007 survey of program coordinators, Jennings [44]
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found that 8.6% of programs did not address sexual orientation at all, while two thirds of programs
reported this topic as the lowest priority in terms of “form[s] of diversity” (p. 1261). In their work to
promote visibility of gender and sexuality in teacher education coursework, Robinson and Ferfolja [45]
have called for these topics to be covered in the context of broader approaches to understanding power
and inequality in education. O’Malley, Hoyt and Slattery [46] have presented ways that gender and
sexuality diversity can be included in foundations of education courses, similar to those we teach in
our respective departments.
In their 2013 article, Gorski, Davis and Reiter [47] called for an extension of their own analysis of
multicultural teacher education course syllabi to other aspects of course organization and delivery in
order “to better understand the visibility and nature of attention to LGBTQ concerns within them”
(p. 243).
9. Recommendations for Educational Leaders
Peter’s case highlights the immense value found in identity, especially when considered as a
means of motivation and relational justice in the workplace. Educational leaders must be able to assess
their school environments, taking into account the various identities and personalities found therein.
The model presented in this study can be utilized by school leadership to assess where their schools
would be placed in terms of their teachers’ perceptions of identity congruence [8], leading to increased
perceptions of relational justice [38].
Principal support was identiﬁed as an important source of support for the teachers in this
study. Educational leaders can lead to increased perceptions of support by GLBTQ teachers (and
students) through the following suggestions. School leaders must develop professional development
opportunities that demonstrate how to infuse GLBTQ identities and issues into curriculum, both
explicitly and through implicit means.
Additionally, when planning for professional development, leaders must be cognizant of
the diﬀerence between planning programming for GLBTQ teachers and students versus planning
programming about GLBTQ teachers and students. While both are extremely beneﬁcial and take
schools in the direction of interrupting heteronormativity, these two types of functions serve diﬀerent
purposes and must be balanced. Programming about a group allows for all stakeholders to develop
an understanding about the group and work toward inclusivity and relational justice. Programming
must be group-speciﬁc—intended to help group members develop intrapersonal strategies that allow
their identity to become more fully actualized, leading to an increased level of identity congruence and
perception of support.
10. Conclusions
Peter’s life was tragically cut short, but his legacy has not been forgotten, nor will his memory
be extinguished. Peter was not only a participant in this dissertation but was also a close friend of
mine. We met in our undergraduate years. I was nearing the end of my college career preparing to
start teaching high school in the same district from which we both graduated as students. Peter was a
college sophomore, still undecided between wanting to go to law school or politics. When he told me
he was graduating and joining a national, non-proﬁt teacher development organization and moving to
another state I felt sad to lose a friend but happy for his future students, because I knew they would
ﬁnd a role model in Peter, someone who would bring out the best in each and every one of them. To
this day, I still believe these things to be true. Peter’s case is emblematic of all that I came to understand
in my research, but Peter’s life and legacy are truly inspiring. He was an amazing person, loved by
everyone he encountered. I miss you, my friend.
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Abstract: This article provides an empirical context for the role that bi/multi-lingual children and
families may play in supporting pre-service and in-service educators engaging diﬀerence through a
literacy and language situated study abroad internship in Chile. Drawing on data over a 15-year
longitudinal study of the program, the authors examine how students and parents navigate serving
the role of teacher, whereas the teacher participants navigate a new role as a learner in a context
where they, many for the ﬁrst time, experience being language and cultural minorities.
Keywords: language; bilingualism; multilingualism; study abroad; Chile; students as teachers;
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1. Introduction
This article provides an empirical context as to the role bi/multi-lingual children and families play
in helping pre-service and in-service educators engage diﬀerence, particularly for second language
learners, through the lens of a longitudinal 15-year-long study abroad program. We begin with
short vignettes describing how the ﬁrst two authors (Kenny and Michaela) contextualize their
own bilingual upbringings and related challenges having German/speaking mothers co-navigating
their U.S. public school experiences. Next, we explore how those experiences inform our work
co-leading an internship-based study abroad program in Chile designed to challenge teachers’ sense of
bi-/multi-lingualism, and better engage diﬀerences when back in the United States. We then provide an
overview of the study abroad program as a longitudinal empirical study. We go on to share two relevant
insights from our work: (1) The value of reversing the role between students/teachers; and (2) the value
of families in teaching and teacher education. Finally, we end with implications and a framework for
guiding educator engagement with families and children across living and learning contexts.
2. Researcher Positionality Vignettes
2.1. Kenny’s Vignette
My mother (German) spoke to me exclusively in German and my father (U.S.-born) exclusively in
English. As he worked a lot, I spent a majority of my pre-school years with my mother. A vivid early
memory of school was a meet the teacher event in kindergarten two or three weeks into the start of
the year. After meeting my mother and hearing her speak, the teacher, Ms. Olsen, said “ohh, now I
know why Kenny sounds funny when he speaks in class, you don’t know English all that well, do
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you?” My mom, not often lost for words, was shocked; she froze, and then started tearing up. Ms.
Olsen said to her, “it’s ok dear, maybe we can have Kenny spend some extra time after school with
people that have better English and he won’t sound so funny in no time.” I don’t think Ms. Olsen
was a bad person, and I am sure that her intentions were admirable, but in the matter of 2 min her
impact managed to marginalize who my mother was, who we were, and the cultural and linguistic
strengths that could have been built upon to support me as a learner as well as my monolingual peers.
My mother was embarrassed, leaving the school with these take always: (1) She was not positioned to
help her own child; (2) her language and my language were sources of marginalization; and (3) that
her best course of action, for me to gain as a student, was to retreat from involvement. After that day,
she has quite literally almost never spoken German with me again. I lost not only the majority of my
German rapidly, but I also lost a huge part of my identity that could have been leveraged in service of
my literacy engagement.
2.2. Michaela’s Vignette
I remember the ﬁrst time a teacher framed my mother as somehow “less-than” because she was
not a native English speaker. My parents were meeting with my teacher to discuss allowing me to
skip the sixth grade. As soon as Mrs. Cole heard my mother’s accent, her focus shifted to my dad. It
was almost like my mom became invisible. I was so uncomfortable and embarrassed for my mom. I
wanted to tell Ms. Cole that my mom was the main reason I was so far ahead in school. My mother
had taught herself English by reading children’s books to me aloud when I was a baby. As her English
improved, the books became more challenging, and I became a more active participant in our daily
reading. By the time I started kindergarten, I was already reading English at a second-grade level. But
when Ms. Cole heard my mom’s accent, she could not even imagine the contributions my mom had
been making to my education. The day after that meeting, Ms. Cole found a mistake on a homework
assignment, and she suggested that I might want to ask my dad for help next time. I was also no longer
allowed to read my favorite book, Ende’s [1] Momo, during free-reading time because it was in German.
My mother gave me ﬂuency in two languages, yet, somehow, we were both punished for that gift.
2.3. How Vignettes Inform Our Work
We share our vignettes to help frame our interest in our work with educators generally, and for
this article speciﬁcally. Parts of both of our identities have been complexly marginalized while other
aspects are very privileged [2]. We are both white, come from European, and consequently Eurocentric,
identity bases, and have the privileges of perceived class, sexuality, and religion aligned with dominant
groups, even if those perceptions do not match reality. In both cases we are aware that our pedagogy
and educational outlooks are shaped through identity, interactions with others, and hopes for how
change can be eﬀectuated. Our marginalization around language does not overshadow our privileges,
but it makes us keenly aware of, and attentive to, how marginalization works in school settings, and
how teachers can pay attention to what is, and is not, working for students; this is particularly so for
students who do not receive the beneﬁt of identity perception that we each receive.
In the eye of the storm representing the Trump presidency in 2019 we are more convinced
than ever that helping pre-service and in-service educators engage diﬀerence through meaningful
interactions, where teachers are pushed beyond their comfort zones, is of key import. The current U.S.
presidential and administrative discourse is aggressively promoting the narratives that: “Mexicans
are rapists,” “immigrants are murderers”, and coming to the United States with the intention murder
its citizenry; immigrants are “stealing” jobs that “belong” to [white] Americans, “swarming” the
border, and threatening national security; the U.S. population should be afraid of, and express hate
toward, Muslims who are “terrorists,” and, there is a “national emergency” as it relates to the Northern
Mexican border [3–10]. At the same time, even according the U.S. Department of Justice there is a
signiﬁcant uptick in white nationalism inspired domestic terrorism [11]. From the massacres at Sandy
Hook, Charleston, Orlando and Charlottesville, to the very recent (within two weeks of ﬁnalizing this
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piece) massacre at mosques in Christchurch, the level of violence combined with vitriolic discourse
has created a challenging climate to engage diﬀerence in meaningful ways, particularly for educators
who may have signiﬁcant disconnects in identity with their students. In the wake of 9/11, Kenny was
seeking a way to develop an opportunity for educators to engage with diﬀerence in non-contrived and
meaningful ways, creating the context for the Teaching in Chile program. Nearly 15 years after the
program began the national context is more complex in many ways than it was in 2001, convincing us
(Kenny and Michaela) that continued focus is needed on helping teachers recognize the strengths of
students with diﬀerence—in our case, a focus on language and ethnicity—and how to engage and
value families and students. The role of media, rhetoric, and deﬁcit constructions of English Language
Learner populations are essential to consider.
2.3.1. Media and Rhetoric
When considering the sources of disconnect between teachers and their English Language Learner
students, it is important to bear in mind the ways in which the cultures represented by English
Language Learner students are portrayed in media and political rhetoric. Absent the opportunity
for authentic, immersive, cultural exchange, teachers’ understandings of their students are inevitably
shaped by media representation and political discourse. Due to Teaching in Chile’s situation in a
Spanish-speaking, South American country, our focus here is primarily on the misrepresentation of
Latino cultures. This is not to discount the experiences of English Language Learners from other
cultural and linguistic backgrounds, whose marginalization mirrors that of Spanish-speakers, and in
some ways, may be even more complex where religious diﬀerences are at play.
In a recent study of the state of Latinos in contemporary U.S. media, Negrón-Muntaner [12]
noted that “in the relatively rare instances when Latinos appear [in media]”, they are represented as
“criminals, domestic servants, sexual objects, and comic relief” (p. 107). These representations are
not limited to ﬁctional ﬁlm and television, but also include news stories, where “66 percent of stories
focusing on Latinos are about crime, terrorism, or illegal immigration” [12] (p. 108). Other studies
detail the cultural homogenization of Latino characters in U.S. media [13,14], providing viewers with
a “Latina/o subject on television that is stripped of national or cultural speciﬁcity” [15] (p. 2). The
prevalence of this diluted representation of Latino cultures further hinders the ability of teachers to
practice culturally-relevant teaching of English Language Learner students, let alone recognize them
as anything other than generically Latino, or at worst, all Mexican.
There has also been a recent increase of jingoistic sentiment in popular media [16], advertising [17],
and political rhetoric [18] in both the lead-up to and aftermath of the 2016 U.S. presidential election.
Federal policy changes such as travel bans [19,20], the Northern Mexican border wall [21], and
the threatened repeal of DACA [22], seem to be reﬂected in the form of organized public displays
of xenophobia [23] and overt racism [24], creating an environment hostile to internationalization.
A simple text search of Donald Trump’s posts on Twitter reveals that in tweets about Mexicans and
other immigrants, he uses words such as ‘violent,’ ‘dangerous,’ ‘criminals,’ ‘threatening,’ ‘thugs,’
‘cartels,’ ‘terrorists,’ ‘rapists,’ and ‘problem’ with alarming frequency.
The research community has been vocal in its response to the implications of recently implemented
nationalistic policies and rhetoric on teacher education and education in general [25–29]. As Barrow [25]
noted, “we are inextricably interconnected, and building walls or isolating ourselves in the name of
nationalism will not change this fact” (p. 164). It would be both irresponsible, and blatantly historically
inaccurate, to imply that issues with nationalism and internationalization ﬁrst surfaced during the
lead-up to, and the ﬁrst term of, Trump’s presidency [30–32]. The current climate of heightened
awareness surrounding these long-standing issues, instead, gives a sense of urgency to researchers in
related ﬁelds, and that impetus motivates the dissemination of a part of our longitudinal study, as
a way to take up the lack of engagement with diﬀerence and the cultural connectedness of teachers
in the increasingly diverse classrooms of today’s public schools, speciﬁcally as it frames to the value
students and families bring to bear on the teacher/student continuum.
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2.3.2. Deﬁcit Discourse and English Language Learners
Deﬁcit discourse is persistent in research literature and educational practices involving English
Language Learners [33–35]. Instead of emphasizing the inherent pedagogical value of student diversity,
researchers tend to problematize cultural and linguistic diﬀerences [34] (p. 387). Gutiérrez and
Orellana [33] note that “non-dominant students are ﬁrst isolated and identiﬁed as a distinct uniﬁed
group that is somehow diﬀerent from an invisible and mostly unspeciﬁed norm” (p. 505), based not on
language practices, but rather on racial and ethnic categories. The resultant framing of diﬀerences as
deﬁcits, “sustains cultural explanations for the persistent underachievement of non-dominant groups,
supporting ideologies that conﬂate race/ethnicity, social class, and culture and diverting attention away
from the inequitable distributions of resources” [33] (p. 506).
Mitchell’s [36] meta-analysis of scholarship regarding secondary multilingual learners identiﬁed
“diﬀerence is deﬁcit” and “English-is-all-that-matters” as two of four majoritarian stories common to
the research literature (p. 339). Deﬁcit discourses ignore students’ non-English linguistic resources,
instead blaming achievement gaps entirely on low proﬁciency with the English language [34]. Multiple
studies point out the hypocrisy of problematizing second-language acquisition of English Language
Learners, while valorizing second-language acquisition of dominant native English-speakers [33,34].
3. The Teaching in Chile Program: Context, Methodological, and Data Considerations
The Teaching in Chile program brings predominantly monolingual educators to Chile for a
three-week 120-h internship at a Pre-K-12 school in Concepción; our school partner in not a bilingual
school, but teaches English intensively, and the students are overwhelmingly bilingual by the time
they enter high school. During the school day participants are paired with teachers, most of whom do
not speak English, to work together over the course of their time on the delivery of instruction for
children with the support of the students who serve as language intermediaries. Time is spent with
kids and teachers engaged in a variety of literacy and school-based interaction. With the support of
the administration, the English department, our program faculty, and doctoral students, we structure
bilateral literacy-based professional development where the Chilean teachers oﬀer a professional
development session the ﬁrst week, the U.S. teachers oﬀer one the second week, and the students of the
school oﬀer the joint group of Chilean and U.S. teachers a development session. Nights and weekends
are spent living with host families where the 7-12th grade student is the only person in command
of both English and Spanish; both the parents and participants have to lean into the adolescent as a
source of linguistic knowledge and cultural brokerage. During their time, participants, along with
their host families, are also given tasks to complete such as the U.S. participant shopping in a market
and the families and participants having structured conversations together with the students that
push participants and families outside of their comfort areas, turning toward the children as the
knowledge sources.
Participants blog weekly as well as communicate to program faculty through a two-way journaling
system to mediate how they experience diﬀerence as a linguistic and ethnic minority, and how to
lean into students, particularly second language learners, as rich sources of knowledge as opposed
to framing them as diﬃcult or deﬁcient. Participants and program leaders meet daily for processing
meetings where we make sense of the experience, the language practices, brainstorm ideas for
our time there, as well as how to incorporate richer language and literacy practices back at home.
Through a service-learning project, the participants, Chilean teachers, and students incorporate literacy
skills toward the aid and support of the science, math, and social studies embedded into a coastal
restoration eﬀort.
We have gathered research data on the project over the 15 years of the program including the of
pre-experience interviews and questionnaires, interviews with participants, teachers, administrators,
families, and students, the gathering of material and video artifacts, lesson observations, journals, and
blogs during the experience, as well as post surveys and interviews. We follow up with participants
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every year, for those that are willing to continue—most have—about their classroom experiences and
how they connect back to their time in Chile.
3.1. Participants
Since 2004 we have had 239 participants and the only year we did not participate was right
after the 2010 earthquake (see Table 1, below). About 86% of participants are female, consistent with
teaching demographics. For just over 57% of participants this is their ﬁrst time outside of the United
States and for 25% this trip is their ﬁrst time on an airplane. 74% of participants identify as white, and
over 25% Participants of Color, which is positively disproportionate to other study abroad programs.
29% of participants are 1st generation college attendees, and the ages of participants have ranged
from 18 to 67. Interestingly, over 95% of participants remain in education, whereas typical teacher
turnaround has shown a steady increase of teachers leaving the education and/or their practice with a
national turnover rate at 16% [37].
Table 1. Participants Over Time.
Year

Participants Female

2018
2017
2016
2015
2014
2013
2012
2011
2010
2009
2008
2007
2006
2005
2004

18
22
25
20
21
24
18
19

Totals

239

15
13
10
13
11
10

Male

1st Time Out of
U.S./1st Time on Plane

White/Of
Color

13
5
12/3
15/3
19
3
14/5
16/6
20
5
12/4
17/8
18
2
12/5
16/4
18
3
9/6
15/6
20
4
14/4
19/5
17
1
11/5
9/9
17
2
11/7
15/4
Program suspended for 2010 Concepcion Chile earthquake.
12
3
8/3
12/3
13
0
9/4
10/3
9
1
6/4
8/2
11
2
7/3
9/4
10
1
5/2
8/3
8
2
6/5
8/2
205
34
136/60
177/62
(86%)
(14%)
(57%)/(25%)
(74%)/(26%)

1st Gen
7
8
7
10
6
7
3
6
2
3
3
3
3
2
70
(29%)

3.2. Data
Data for the larger longitudinal study included pre-trip, during-trip, and post-trip interview
transcripts with participants and community partners, pre-trip and post-trip belief surveys, daily
journals used for communication between participants, community partners, and program leaders, as
well as participant blog posts, post-experience surveys, and follow up interviews, all of which were
conducted by the research team of program leaders and doctoral research assistants. Participants
signed informed consent documents to participate in the research study, though consenting or not
consenting to participate in the research does not impact participation in the program. One hundred
percent of participants included in this study signed informed consent, but three participants (1%)
opted to discontinue participation at some point, one during the experience and two signiﬁcantly
after the experience. Community partners including teachers, administration, and host family adults
also signed informed consent in Spanish for their participation. We neither studied, interviewed, nor
directly collected data from minors as part of the research, and consequently did not obtain minor
assent for participation. Students are referenced by other participants, but all names have been changed
twice to ensure complete anonymity. Internal Review Board (IRB) has deemed the research exempt
with a low probability of causing participant harm.
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3.3. Methodological Considerations
A longitudinal case study methodology has been used to analyze and interpret the collected data.
As described by Saldaña [38], detailed line-by-line coding provoked initial codes which were “tentative
and provisional” (p. 81). The line-by-line process of coding was useful over time as the research team
has generated categories and allowed for transformation within these groupings through a process
of “theoretical sampling” [39] (p. 119). As doctoral student research team members have entered
and/or left the project, we asked that each researcher keep memos and detailed code notes to ensure
consistency across coders.
As the project has progressed, codes have been veriﬁed annually and were/are collapsed/expanded
as needed. We recognize the challenges of having a complex set of research team members, thus we
made sure to have a clear color-coding system that was accessible to all members to establish and
conﬁrm consistency across time and researchers. While all members of the team had input, the primary
researcher on this project and ﬁrst author of this article served as codebook editor, the “one who creates,
updates, revises, and maintains the master list for the group” [38] (p. 27). New research team members
are trained in the coding system and interrater reliability is checked with sample data from the study
that the core team has established as meeting particular code thresholds. As Saldaña [38] suggested,
coding with a team must be a coordinated and collaborative eﬀort, thus intercoder agreement was
conducted through group meetings. When a new code has emerged from data, previous data are
re-analyzed with the addition of the new codes to evaluate for occurrences of that code in the corpus
of data.
4. Insights
When asked in a pre-trip interview to describe English Language Learners, participants in the
Teaching in Chile study abroad program have given very similar answers over the ﬁfteen years
that the program has been in operation. In fact, answers to that question from the years 2004
through 2016 were almost indistinguishable. Preservice teachers consistently framed English language
learners as “challenging”, “time consuming”, and “diverse”. Responses from several participants
in the past two years, however, have shown an alarming shift in tone. “Challenging” has become
“diﬃcult”, “time consuming” is now “takes time and resources from American students”, and
“diverse” has been replaced with “diﬀerent.” As troubling as this development is, it is not altogether
surprising. Nationalism and xenophobic racism have recently become more prominent in media and
politics [18,23,24]. These discourses serve to perpetuate the deﬁcit modeling of English Language
Learners, fueling preservice teachers’ tendencies to problematize rather than to value diﬀerences
among students in their classrooms. The eﬀect is particularly noticeable among program participants
who have had no prior experiences outside of their own domestic context.
Research shows that teachers’ negative attitudes towards English Language Learners
and their families perpetuate and intensify inequities faced by students from non-dominant
cultures [33–35,40,41]). The challenge, then, for teacher educators is to provide meaningful and
authentic contexts in which pre-service teachers can develop the cultural competence needed to fully
engage with the diverse populations of learners they will serve. Study abroad programs such as
Teaching in Chile, though not a catch-all solution, oﬀer one way to meet that challenge. The program is
intentionally designed to foster a relationship in which English Language Learners are empowered,
and preservice teachers organically come to value the skills and contributions of multilingual students.
At the same time, teachers gain signiﬁcant insight into the motivations of parents, through intimate
inclusion in day-to-day family life as non-dominant participants in a culture and context otherwise
inaccessible to educators.
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4.1. Role Reversals: A Swap in Deux Course
When examining our code book for insights into the preservice teacher/English Language Learner
relationship for this article, we found two main themes that focused ﬁrst on a shift in role who taught
and who learned, emphasizing the role of student as teacher and teacher as learner. Second, we see
a theme of teachers re-shaping and reconceptualizing the role and value of families through active
participation as an invited member of the host family throughout the program.
4.2. Who Teaches and Who Learns?
The ﬁrst signiﬁcant aspect of role reversal that we want to discuss is the rapid swapping of roles, in
which English Language Learners become power brokers through language use. Our pre-trip data over
time has suggested that while the nature of responses may be more problematic in terms of reﬂecting
the current political landscape, there has always been a disconnect on what the participants thought
about what would happen on the trip. Preservice teachers participating in the program who had
previously expressed problematic views of English Language Learners found themselves completely
reliant on bilingual students, some as young as six or seven years old, for all of their communication.
Prior to the trip, a signiﬁcant portion of our participants (n = 183; 76.6%) expressed some idea that
they were excited bring children in Chile ‘better’ U.S. teaching/learning and/or conceptualized that
the learning landscape would beneﬁt from what they would bring to these children through their
participation. Cassandra, for example said, “it will be great. I mean I love helping my own students
learn but think about the impact you can have on these kids who have a whole lot less.” Cassandra
reﬂects a common pre-trip sentiment of participants, namely that the children in Chile must be in a
‘worse-oﬀ’ context necessitating altruistic teachers to come in and save the day (white savior complex).
Interestingly, the children of this partner school are all middle to upper-middle class and do not suﬀer
from any lack of resource. Equally interesting about 149 participants (just over 62.3%) expressed some
combination of fear or anger about non-English language speaking in the United States, and another
nearly 11% (n = 26) identify feeling confused and unsure about what they think and believe about
people who live in the United States and speak languages other than English. Because “cultures of
domination rely on the cultivation of fear as a way to ensure obedience,” many educators venture to
decontextualize from their own reality in an eﬀort to separate themselves from others, and the fear of
the unknown in diﬀerence “promotes the desire for separation” [42] (p. 83).
Participants have to rely on 12–17-year-old students (though sometimes as young as six) as the
only people guaranteed to be able to communicate in both Spanish and English. For nearly every
participant this may be the ﬁrst time in their life that they had to consistently rely on an adolescent
for a prolonged period of time. During the school day participants see that children are managing
not only learning in the classrooms but also complex social relationships with peers and teachers. At
home they see the same children manage family obligations, outside peer pressures, and the overall
challenge of being a tween/teen. At the same time, these adolescents give generously to participants
and challenge what they believe. Margaret, a participant, shared:
Every time I say something about how we do stuﬀ in America, Felipe reminds me that he is
American too, and I think wow this 13-year old has the courage and conﬁdence to keep teaching me as
an adult, and the thing is he is right. I wonder if, when I am at home, I have listened to my students
with enough attention to learn about the things they know and are right about...
Margaret in her reﬂection shifted toward seeing the student as her teacher and also began the
work of conceptualizing students generally as having intellectual capital that she had not considered.
Participants across years have expressed strikingly similar reﬂections. Billy, another participants said,
“I am sunk without my host brother, but he is not sunk without me, and I guess the point is that where
I have strength and an ability to connect I need to reach out as kindly and thoughtfully the same way
my little Chilean brother uses his language strength to help me, like literally eat and stuﬀ while I am on
this trip.” Comments like those of Margaret and Billy reﬂect the reversal of the traditional boundaries
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of student and teacher, helping teachers recognize that they can be both learner and teacher at the same
time their own students can do the same.
Participants also challenge how they conceptualize second language speakers in the United States,
how their attitude toward students changes in the program (and contemplate how they understand
colleagues framings of students), and express the fatigue of being a learner in this setting that helps
develop an empathetic perspective needed back in the United States. Davis, a 2017 participant, for
example, captures this in a journal entry at the end of his ﬁrst week:
If I am being honest, I have gotten really pissed in a store like Walmart, when I hear people
speaking Spanish and I have said things like, “In my country speak my language”—how arrogant. I
don’t mean what I think, but I guess I am frustrated with my own inability to understand what people
are saying, and that is totally my problem, not theirs.
Preservice teachers frequently report their relief that their host students are so proﬁcient at English.
Hannah, now a secondary mathematics teacher, writes that her attitude towards her English Language
Learner students is dramatically diﬀerent from the other teachers at her school:
To hear them [other teachers] talk, you’d think that the Spanish-speaking kids were hopeless.
The worst possible students to have in your class. I just think back on my host-sister and how she
handled all of the translation between me and the rest of her family without ever complaining or
getting frustrated or impatient. If a 14-year-old girl can show that much patience for someone who
doesn’t speak her language, then the least I can do is show that same respect to my students who are
learning to speak English.
Participants also describe a language fatigue resulting from their attempts to make sense not only
of the Spanish being spoken to them, but also all of the background language and noise of passing
conversations, radio banter, and dialogue on television. “I’d be exhausted every night. Not physically,
but mentally from all the Spanish,” writes one participant. “At least I knew it would all be back to
normal in three weeks. Now I can kind of imagine how frustrating it must be for kids who don’t speak
English to have to process a foreign language all day with no end in sight.” Another participant shares:
I have had to really struggle several nights. My family includes me in whatever they are doing,
but their friends all speak Spanish and I rarely know what is going on. They laugh and I hope they are
not laughing at me. I laugh too because I don’t know what else to do. I feel so lost and I have to imagine
a lot of kids in our classrooms feel lost. It would be easy for me to focus on the language learners in my
class that might be lost, but this experience has also made me think about other students who just
might not understand what is going on or why something is going on. I have a huge obligation as a
teacher to make sure my students feel included AND understand. My family here includes me but we
just don’t have the language skills for me to understand. Now that is my task, ﬁguring out how to
bridge understanding even without language.
This empathy will forever, we hope, inform their relationships with English Language Learners in
their future classrooms, and we see a shift and reversal in the traditional framing of who is teacher and
who is student, leading away from binary distinctions of these roles toward a ﬂuid landscape where
the ‘assigned’ teacher and ‘assigned’ students might share both identities in practice.
4.3. The Role of Families from the Inside Out
The second signiﬁcant aspect of role reversal we want to discuss is the re-shaping of how teachers
conceptualize who parents are as a result of the home-stay process. Pulling back the curtain on home
life leads to signiﬁcant insights for many of our participants. There is no longer any guessing or
assumptions about parents’ intentions or their interest in their children’s education. Glenda a 2012
participant reﬂected on her learning with the family she lived and how it impacted her practice, saying:
The family I stayed with worked very hard...many nights, the mother and father didn’t
return home from working multiple jobs until long after everyone else was asleep . . . when I
hear my colleagues complaining about parents not caring about their kids’ work because
they are not available on my colleagues time schedule, I tell them “STOP!”, because they
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just don’t know. My host dad told me how much he wished he could spend more time
with his daughters and that the only reason he doesn’t quit is that he knows his daughters’
futures depend on his ability to provide for them. When I was doing my practicums before
Chile, I know I probably thought the worst of families and thought the worst of why they
didn’t do this or that. It took me living with a family and seeing the demands of their lives
to realize, “WOW! Everything I thought about people wasn’t like real facts or ideas, they
were a reﬂection of my own privileged little world . . . ,” it was during those weeks in Chile I
realized how limited my experiences were, and how limiting they become to making sense
of anything else. A day of my teaching doesn’t go by where I don’t think about this.
Seeing the eﬀort parents put into keeping their kids in school led approximately 33% (n = 80)
of participants to articulate some rethinking of their notions of disengaged parents with reﬂections
similar to Glenda.
Living with host families, participants also contemplate what might be seem as mundane or
ordinary things as making up an important part of life outside of school. Many participants share
that they had never fully considered how busy and complex the students’ lives are, and how better
coordination with families could help children balance their lives while enhancing learning that takes
place in non-school settings. Sara, a participant shared:
I am exhausted by the level of activity kids have outside of school and the people demanding
of their time. At home I give homework as if the kids have all sorts of free time. I need to
ﬁgure out how to stay in my lane and think about what can school do with our time and help
kids capitalize on their learning outside of school with the activities and spaces they actually
use, over this mostly boring and arbitrary crap I have them do.
Kevin another participant echoed similar sentiments when describing the beauty and complexity
of a weekend with his family:
Our weekend was busy with a birthday party at Chuck E Cheese’s, my brother’s soccer
game, and a large barbecue with my family and their friends. It felt so ordinary moving
from one event to the next and each member of the family taking part in the laughs and
joys of each event. While ordinary, I guess I never thought about my own students as doing
these things and that they have a whole life outside of school that is both ordinary and yet
super important.
Participants also have the time to see the expressions of love families have, how families hold
their children accountable, and the desire that every family has for their child to be happy and fulﬁlled.
Tiﬀany asked her host parents why they would let a stranger come into their house and why they are
participating. Tiﬀany shared in her journal:
When we talked it was emotional because my host brother and sister were translating to
their parents for me and they heard what their parents thought about them and their hopes.
Maria Paz, my host mother said, “look, we know that knowing English is not just for fun,
it is important to access the world, and we want the best for our kids just like I am sure
you do for yours. So, having a native English speaker in our home is amazing. But what
is even more amazing is seeing how good our kids are at English, and seeing how proud
they are to make sure we all can communicate. It has been so joyful for us to see. Sometimes
when you are a parent you come oﬀ as harsh or strong with the kids about their behavior
and when the school calls and it’s a problem you internalize it yourself because you want
your kid to be the best so it’s the thing that when you become a parent is just internal to
you, you want your child to have a better life than you had.” And we were all teared up
a little bit, and you just realize as a teacher that what you say to parents about their kids
matters, and how you treat someone else’s kids matters, and even when you think this or
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that might be in place or wonder why a parent doesn’t respond the way you want or on your
timeline, it isn’t probably because they don’t want the best for their kid, it is that our lives are
all super complicated. I wish my teacher ed program had taught me how to navigate these
conversations with parents without having to go live with a student, but I am so thankful
that this experience gave me what my teacher training could not do.
While an extended response, we felt it was important to capture and end this section with Tiﬀany’s
ideas here. A program like the Teach in Chile reminds us what should be true of any approach to
working with children, which is that considering and engaging parents is surely a likely pathway to
reaching children, and that children and their families deserve being engaged with wholly.
5. Implications
Our work in Chile has highlighted several key elements and ideas supported by various
perspectives in education. Since the focus of our work is on language learners, we are inﬂuenced
by what the International Literacy Association suggests in their new standards, which is that goal
of this work involves the need to push past equality and toward equity. Part of that move toward
equity is working with children and families to discern truth and positionality from the myriad ways
that they are framed and reframed by schools and teachers. Programs like Teaching in Chile are a
potential intervention toward the goal of helping teachers and educators connect with students and
families toward equity. Part of what happens in the study abroad program for our participants is that,
owing to language diﬀerences and the overwhelming nature of a new context where they are in the
minority—often for the ﬁrst time in their lives—they are forced to listen twice as much as they speak.
In fact, that has become a program principle we teach while abroad, encouraging our participants to
learn how to listen and not feel compelled to teach or tell others what to think or do. The move toward
equity is not only about access, but also about engagement and how communities use tools more than
having tools used against them. Our Teaching in Chile approach helps participants learn to form those
relationships with students and parents as partners.
Second, the International Literacy Association has articulated not to focus on learning environments
without a focus on the learner and who the learners are. Given the current climate around immigration
and the robust demographic diversity of the United States, needs of multi-cultural language learners will
not only continue to be pressing and urgent, but will change the dynamic that tolerates monolingualism
as a choice. The Teach in Chile program allows for a focus that is not theoretical about methods or
pedagogy but that is engaged in the living learning landscape that students negotiate—that in fact, we
believe, is the only way to seriously work toward a culturally engaged pedagogical approach.
Not everyone can have the chance to participate in a program like this. In fact, 239 participants
over a decade and a half contextualized against the larger demographic of teachers is insigniﬁcant.
While we are proud of the work we do in Chile and believe that more teachers should take advantage
of such opportunities, we also are keenly aware that our focus needs to be on some larger structures
that we have learned in this work that can be applied to other contexts, programs, and approaches. In
other words, what have we learned that can be a proxy of potential action for other educators? One of
the host sisters that Kenny has had contact with is named Ema, and she said, “maybe one day when
you write your work you can name something after me.” As it turns out Ema is a perfect set of letters
to contextualize what we think are important considerations of any eﬀort to equitably engage students.
So, for us, the EMA is making any act or approach Explicit, Meaningful, and Authentic. We achieve
these aspects in Chile by communicating explicitly about what is happening in the context, structuring
the opportunity for meaningful engagement, while focusing on authentic and real engagements, but
those principles have transversal applicability to nearly any approach an educator might take where
the goal is to be engaged in solidarity with those they teach and the communities those folks live and
learn in.
We understand that neither our program nor simply encouraging this approach is a ﬁx all for an
educational system that is rather complex and driven by the free market, but we hope that this article
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is an opportunity to think about the possibilities that engaging the literate and language ﬁlled lives of
second language learners has for mediating the challenges and disconnects experienced by so many in
these tumultuous times. Briana, a recent participant, explains what we see as a big take away, and we
leave you with her words:
It took me traveling 4542 miles from home to realize that these 2nd graders knew more about
my language and their own than I even know about my own language. Being monolingual
is not cool like I thought it was, and I have too often ignored how much bilingual people
really know.
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Abstract: The purpose of this sequential transformative study was to elucidate the negative experiences
of teachers with performance evaluations and to juxtapose the intended use of current popular teacher
evaluation reform movements to the evident implementation. One may quickly assume that negative
experiences with evaluation are a result of unsatisfactory teaching practices. However, this may
not accurately explain the negative experiences. This study focused on the negative experience of
teacher evaluation to provide a broader understanding of the impact of new evaluation policy reform
on student achievement and teacher quality. With a paucity of previous research focused on the
negative impacts of teacher evaluation, this study addressed the following questions: (1) How does
the Peer Assistance and Review (PAR) teacher evaluation process negatively impact teachers? (2) What, if
any, parallel traits exist among those teachers who had negative experiences with the PAR evaluation system?
and, (3) How does the intended use of the PAR teacher evaluation process compare to the evident use of PAR?
Data revealed dissonance among intent and evident use of the evaluation policy. A disproportionate
number of African Americans, women over the age of 55, and teachers higher on the pay scale were
referred to PAR. Vague policy language was suggested as the impetus for misuse, abuse, and biased
implementation at the local level. This study suggests that policymakers and school district oﬃcials
take heed of multiple perspectives and consider the negative impacts of teacher evaluation reform.
Evaluation systems that prioritize teacher learning over accountability are integral to successfully
improving student achievement.
Keywords: teacher evaluation; Peer Assistance and Review; education policy reform; disproportionate
impact; race; gender; age

1. Introduction
Typically, teacher evaluation research either takes a neutral approach or focuses on the positive
aspects and outcomes of teacher evaluation [1,2]. This conventional approach has led to minimal
ﬁndings centered on the negative eﬀects of teacher evaluation. When teachers have a negative
experience with teacher evaluation processes or outcomes, it can be quickly assumed that they are
ineﬀective teachers. This study explored the counternarrative of teacher evaluation by taking a deep
look at the negative eﬀects of teacher evaluation through a mixed-methods approach, with a speciﬁc
focus on the teacher evaluation method of Peer Assistance and Review (PAR).
This study elucidated negative evaluation experiences and juxtaposed the intended use of
evaluation policy with the evident experiences. Four proﬁles of teachers are shared through storytelling
to better understand their negative experiences in teacher evaluation. PAR data and policy are also
analyzed to better understand the context of their experiences. The Peer Assistance and Review (PAR)
evaluation method was central to this study because teacher evaluation through peer review was
favored in federal and state policy reform [3–5].
Educ. Sci. 2019, 9, 147; doi:10.3390/educsci9020147
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Three research questions guided this study: (1) How does the PAR teacher evaluation process
negatively impact teachers? (2) What, if any, parallel traits exist among those teachers who had
negative experiences with the PAR evaluation system? and, (3) How does the intended use of the PAR
teacher evaluation process compare to the evident use of PAR?
Cochran-Smith and Lytle [6] stated that teachers play a large part in student achievement and
all students deserve to have eﬀective teachers. However, “theory and practice of teacher evaluation
diverge” [7] (p. 285). Teachers who had negative experiences with teacher evaluation remained
marginalized through the research, over many years, with scant research. This study addresses
this divergence by speciﬁcally looking at negative experiences of evaluation through a sequential
transformative design [8] that was framed by critical multiculturalism. This methodology and
theoretical framework, as well as the data collection and analysis tool, synchronistically aimed to
empower participants and inform policy makers.
2. Literature Review
With teacher evaluation policy encouraging a peer evaluation approach, it was expected that there
would be a large body of research to inform policy changes. However, in a massive search of empirical
research, very few articles in peer-reviewed journals were found that addressed teacher evaluation in
the current political climate, focusing on peer evaluation, or analyzing the negative experiences of
teachers. A very limited amount of studies even mentioned the negative experiences teachers had
with teacher evaluation. The literature to review was extremely limited.
Among the research noting the negative impacts of an increased focus on teacher evaluation,
Donaldson [9] conducted a small-scale study to help inform policymakers in the debate about teacher
evaluation. Donaldson addressed teacher evaluation through a qualitative approach, conducting
interviews with 92 teachers and administrators in one district. Half of the schools she chose as study
sites reported a negative experience with new teacher evaluation methods according to district surveys.
The majority of the ﬁndings were negative and the study was based on Donaldson’s [9] statement
that, “There is scant evidence that evaluation has improved the quality of teachers’ classroom instruction
or led to the dismissal of underperforming teachers” (p. 1) and that, “we have little systematic evidence
regarding how teachers are responding to these changes and whether their experiences with reform
diﬀer by level of teacher performance” (p. 41). Overall, Donaldson found major deﬁciencies in teacher
evaluation as a means to improve student achievement.
Hill and Grossman [10] critically revealed inadequacies of teacher evaluation transformation.
They focused on the design aspect of the teacher evaluation process. Hill and Grossman argued that
new observation systems must be subject-speciﬁc, include content experts, and provide accurate and
useful information for teachers. They concluded by suggesting that states needed systems of evaluation
that complemented existing systems.
Markow, Macia, and Lee [11] conducted a survey for MetLife. Within their survey, they interviewed
teachers and principals, as well as other school stakeholders, by telephone. This large-scale survey
reached 1000 U.S. K–12 public school teachers. Their survey revealed that the primary concern for
teachers and principals was the declining budget and of much lesser concern was the challenges of
evaluating teacher eﬀectiveness. This study showed that teacher evaluation was an issue for teachers
and principals; however, it did not suggest reforming evaluation to increase student achievement or
improve teacher quality. Within the study, educational issues were identiﬁed, but recommendations
for improvement were not made.
Youngs [12] conducted a study that found teacher evaluation to be a key component for the
successful implementation of the Common Core standards and assessments. Youngs stated that, “past
attempts to enact standards-based reform have been impeded by limitations in teacher evaluation”
(p. 1). Youngs further explained ways that teacher evaluation can positively support the enactment of
Common Core standards and assessments. This research appeared to support a Common Core State
Standards (CCSS) agenda, rather than critically looking at teacher evaluation as an eﬀective process.
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Bellwether, another private research group, also sponsored a comprehensive study that looked
at the aggressive teacher evaluation legislation [13]. Mead provided a straightforward analysis of
teacher evaluation policy changes in each state. Each state was analyzed through a criterion-based
assessment about what they did to assess their teachers. This study did a thorough analysis of what
was happening with teacher evaluation, state-by-state, but it did not look at the ‘why’ and ‘how’ or
‘impact of’ policy changes. Mead [13] concluded that states and schools must continue to evolve
their evaluation practices as they learn about successes and mistakes. However, to do this, more
peer-reviewed empirical research needed to look deeper at the ‘how’ and ‘why’ questions about
new teacher evaluation trends in education reform, to better support evolving evaluation practices.
Researching the negative impacts of teacher evaluation builds on this body of research by addressing the
topic at a deeper level, through a critical multiculturalism framework and transformative methodology.
It answers Mead’s call and builds upon the existing literature to further look at potential mistakes in
implementing evaluation systems.
In an article by Darling-Hammond, Wise, and Pease [7], “Teacher Evaluation in the Organizational
Context: A Review of the Literature,” they wrote about the decade prior to 1983 as a time of
teacher evaluation increasing in importance. In their article, they “examine how external demands
for accountability are at odds with internal organizational needs for stability and trust...and how
teacher evaluation may aﬀect organizational operations and teaching work” (p. 285). Based on what
Darling-Hammond Wise, and Pease’s report, and on conclusions from other leading teacher education
and multicultural education scholars about policy impact on teacher evaluation [10,14], little has
changed in the divergence between theory and practice. This study was important in elucidating a
diﬀerent perspective that could potentially reveal more information about that divergence, by looking
speciﬁcally at the negative experiences of teacher evaluation.
This review of literature has not only revealed limited empirical research about teacher evaluation,
it has also revealed a missing perspective. Research has focused on the positive experiences of
teacher evaluation [1]. Among the research giving voice to teachers about their experiences with
teacher evaluation, none have disaggregated the data about positive and negative teacher experiences.
Consequently, the negative experience with evaluation has not been understood because it had not
been the focus of prior research. Through a critical multiculturalist framework, this issue was directly
addressed in this study.
3. Methodology
This study occurred in a school district in Northern California that utilized the PAR teacher
evaluation system. The school district policies and procedures about PAR were the same for all
participants and data analysis was focused on the intended and evident use of PAR, as well as the
experiences of the participants. The Complementary Analysis Research Matrix Application [15] was
an orienting tool designed to juxtapose data collected in interviews with public data sources and
was utilized for this study. Triangulation of these data sources increased reliability and provided
depth to the ﬁndings. CARMA was utilized throughout data collection and analysis, with the aim to
empower participants to share their experiences and “use the research to improve their educational
space” (p. 131).
The CARMA matrix [15] consists of four phases (see Table 1, below). The ﬁrst phase provided the
existing state and district policy to better understand the intent of PAR. In phase two, district data
of teachers referred to PAR over a ten-year period was used to evaluate and explore the evident use
of the PAR policy. Evident use was also explored in four individual interviews. The third column of
CARMA was, “the point where NoteTaking changes to NoteMaking, and the interpretation of the data
is made” (p. 2). This phase juxtaposed the intended use of PAR, noted in PAR policy, with the evident
use of PAR, noted in district data and individual interviews. Congruence or divergence between
notes in the ﬁrst two phases was noted in the third phase. The ﬁnal phase consisted of conclusions
and recommendations based on the analysis of the ﬁrst three phases. Analytic coding was used to
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co-construct meaning with participants and work toward empowerment. Each data set was analyzed
individually and then coded concurrently to capture recurring patterns across all quantitative and
qualitative data [16].
Table 1. Integration of CARMA Matrix and Sequential Transformative Design.
Overarching Theoretical Framework: Critical Multiculturalism
Data Organizer:
CARMA Matrix

Column 1
Program
Expectations

Column 2
Evident
Implementation

Column 3
Results

Column 4
Conclusions and
Recommendations

Methodology:
Sequential
Transformative

Phase 1

Phase 2

Interpretation

Results

Data Source
Collection and
Analysis

PAR Policy

District Data
Individual
Interviews
(n = 4)

Juxtapose notes from
Phase 1 and Phase 2
Co-construct results
with participants

Co-construct the
recommendations to
modify or maintain
program with participants

Initially, participants were recruited through purposeful unique sampling targeting teachers who
had negative experiences with teacher evaluation. Due to a lack of existing research from the negative
perspective, their experience was considered unique for this study. After a few key participants were
selected, snowball sampling was utilized within the same school district in Northern California where
PAR had been used for over ten years [16]. The participants referred other teachers they knew who
had negative experiences with teacher evaluation.
District Data
In the district data set, four variable categories were chosen for analysis based on their historically
marginalized status and their potentially disproportionate representation in PAR: African-American
teachers, female teachers, teachers over the age of 55, and pay scale classiﬁcation of teachers. A binomial
distribution analysis was calculated for African Americans and women over the age of 55 to ﬁnd
the probability that the exact number of each variable group was referred to PAR. This showed the
degree of randomness that teachers within each variable were referred to PAR. Binomial distribution
analysis was chosen because of its previous use in Equal Employment Opportunity (EEO) law cases.
In the EEO ﬁeld, binomial distribution statistics have been used to prove discriminatory treatment and
discriminatory impact [17].
The next demographic indicator in the dataset was pay scale, known as “step and column” within
the school district. Step referred to the number of years a teacher taught in the district and column was
how many units of education the teacher had completed. The higher the step and/or column, the higher
a teacher was on the pay scale. The highest column on the pay scale was seven, for those teachers who
had a Bachelor of Arts degree with 84 additional units or a master’s degree with 36 additional units, or
a doctorate degree.
The ﬁnal demographic indicators analyzed were sex and age. The district-level age data were not
made available, despite multiple requests under the Freedom of Information Act [18]. State-level data
were used in lieu of hidden/missing data sets about age.
Initial analysis consisted of open coding of data. Then open codes were grouped through analytic
coding by interpreting and reﬂection on the meaning of the data sets. Analytic coding, rather than
axial coding, was chosen because it best ﬁts the design. Each data set was analyzed individually and
then coding was merged to capture recurring patterns across all quantitative and qualitative data [16].
4. Findings
The intended use of PAR was established by reviewing the PAR policy. Peer Assistance and
Review (PAR) was a program for teachers who received ‘unsatisfactory’ or ‘needs improvement’ marks
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on their performance evaluation. After receiving a low evaluation, teachers were referred to PAR, as an
intervention, and the intended outcome was to improve teacher performance. This was done through
a peer evaluation model. For this study, the PAR policy was located on the California Department
of Education website and sections 44500-44508 of the California Education Code were analyzed [19].
The major ﬁnding, upon analysis, was that verbiage in the PAR policy were overwhelmingly nonspeciﬁc
(see Table 2, below), leaving many areas open for varying usage (or misuse).
Table 2. Education Code Analysis.
Education Code

Vague Language

Issues and Implications

44500 (4) The program shall expect and
strongly encourage a cooperative relationship
between the consulting teacher and the
principal with respect to the process of peer
assistance and review.

Strongly encourage
cooperation

Cooperation is not expected,
it is encouraged.
What does a cooperative
relationship mean?

44500 (5) The school district shall provide
suﬃcient staﬀ development activities to assist
a teacher to improve his or her teaching skills
and knowledge.

Provide suﬃcient staﬀ
development

How is suﬃcient deﬁned?

44501 (b) The consulting teacher shall have
substantial recent experience in
classroom instruction.

Substantial recent
experiences in
classroom instruction

How much is substantial
experience? Why is this
not quantiﬁed?

44501 (c) The consulting teacher shall have
demonstrated exemplary teaching ability, as
indicated by, among other things, eﬀective
communication skills, subject matter
knowledge, and mastery of a range of
teaching strategies necessary to meet the
needs of pupils in diﬀerent contexts.

Demonstrated exemplary
teaching ability; eﬀective
communication skills;
subject matter knowledge;
mastery of a range of
teaching strategies

How is this speciﬁcally
demonstrated?
How is this deﬁned?
How is this assessed?

44502 (a) The governance structure of a
program designed pursuant to this article
shall include a joint teacher administrator
peer review panel that shall select consulting
teachers, review peer review reports prepared
by consulting teachers, and make
recommendations to the governing board of a
school district regarding participants in the
program, including forwarding to the
governing board the names of individuals
who, after sustained assistance, are not able to
demonstrate satisfactory improvement.

Not able to demonstrate
satisfactory improvement;
sustained assistance

What is satisfactory
improvement?
What constitutes “sustained
assistance”?

44502 (d) The panel shall also annually
evaluate the impact of the district’s peer
assistance and review program in order to
improve the program. This evaluation may
include, but is not limited to, interviews or
surveys of the program participants.
The panel may submit recommendations for
improvement of the program to the
governing board of the school district and to
the exclusive representative of the certiﬁcated
employees in the school district, if the
certiﬁcated employees in the district are
represented by an exclusive representative.

Evaluation may include, but
not be limited to, interviews
or surveys of the
program participants

Why is the program
evaluation component not
explicit and statewide?

112

Educ. Sci. 2019, 9, 147

4.1. District Data
The district dataset revealed a disproportionate number of teachers of each variable in PAR,
thus negatively impacting speciﬁc groups of teachers. Of the teachers referred to PAR, from 2002
to 2012, 24% were African American. Within the entire district, African Americans accounted for
6.8% of the total number of teachers [19,20]. These data were further analyzed by using a binomial
probability analysis to compute the probability that 24% of teachers in PAR would be African American.
This analysis indicated 0.027% probability that 10 out of 41 teachers referred to PAR would be African
American if chosen randomly from a pool of 6.8% African-American teachers.
The pay level demographic data showed that 35 of the 41 teachers placed in PAR were in column
six or seven on the pay scale, the highest salaries for teachers. The average step placement of all
teachers in PAR was 15 years’ experience. The most highly educated and most experienced teachers
made up 80% of all teachers referred to PAR.
The next demographic indicator was sex and age of the teachers referred to PAR. Of the 21 women
placed in PAR, 19 women were over the age of 55. The female teachers had more years of experience
than their male counterparts who were placed in PAR. Another binomial distribution analysis was
conducted on the probability that having 19 out of 21 female teachers over the age of 55 was a
random incident. The analysis indicated that the probability that this happened at random was
0.000000013% (see Table 3, below). The state-level demographics on age indicate that teachers older
than 55 represented 21.5% of the state teacher population. In this district, 90% of women placed in
PAR are over the age of 55.
Table 3. Binomial Probability.
Variable

African American

Women Aged 55+

Probability of Success
Percentage of variable within the school district

6.8%

21.5% *

Number of Trials
Total number of teachers referred to PAR

41

41

Number of Successes
Teachers within the variable referred to PAR

10

19

0.027%

0.000000013%

Binomial Probability
Probability that the number of successes
happened at random or by chance

Note: California state data for age used in lieu of unavailable district data.

4.2. Individual Interview: Reggie
Reggie was a white male teacher who had been teaching for 17 years and been teaching at his
current school for 14 years. He was 56 years old and taught mathematics in grades 9–12. Reggie had
a strong background in music and studied music through a math perspective. He often taught
through connecting math to music and was able to do this because of his formal education in music
theory and his continuing work as a professional bass player. He taught through a student-centered
approach where he connected with students and got to know them on a human level, beyond simply
teaching mathematic concepts. Many of the classes he taught were remedial credit recovery courses, as
well as advanced algebra courses. This year, Reggie was appointed to mentor three teachers in the
state-mandated Beginning Teachers Support and Assessment (BTSA) induction program that all new
teachers must complete to receive their full teaching credential.
Fourteen years ago, when Reggie started teaching at the school, he received ratings of ‘satisfactory’
on his evaluations. Every year after that, he improved and got more and more ratings of ‘distinguished’
on his evaluation reports. This peaked ﬁve years ago when he received ‘distinguished’ in all categories
of his evaluation. However, this was when everything changed. The following year, after receiving a
perfect evaluation, the administration changed, and with that so did his evaluations. He no longer
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received ratings of ‘distinguished’ and received many marks of ‘unsatisfactory’ that made him fear
the infamous referral to PAR. He stated that everyone’s evaluation marks went down with this new
administration and explained that there was an aura of fear around the entire school:
Other teachers look around and they go ‘I know that teacher. That’s a good teacher and
they are being harassed by the administration who doesn’t really know what they are doing.
So that means that could happen to me.’ And so everyone has gotten into a state of panic
looking around at these negative evaluations that lead to potential termination or harassment
to the point where teachers don’t want to work there anymore.
Reggie further explained that this fear came from confusion about the evaluation process. He was told
for ten years that he was a great teacher and then with a new administration he was given much lower
evaluation marks. It was not clear to Reggie why he was not distinguished anymore. Reggie gave an
example of a time he was observed and told he had poor time management. He later explained to the
evaluator why he did not have the closure activity that the evaluator had wished to see. Immediately,
the evaluator switched his mark to state Reggie had good time management. At that point, Reggie
knew with such huge ﬂip-ﬂopping in evaluation, that the administrators really had no clue. “They have
no idea how to make us better teachers. They are clueless. They are in over their head and they are
being pushed by the hill people who want it to be a private school. They are being pushed to be harder
on the teachers.” Reggie explained that “hill people” were the aﬄuent families who lived on the hill
and used their money to inﬂuence process and procedure in the schools. He explained that the ‘hill
people’: “want to give some money, not as much as they would give to a private school, and give some
direction to the school to inﬂuence the school.”
When asked to discuss his most recent experience with evaluation, Reggie explained, in a frustrated
manner, that his evaluator had no content knowledge and merely focused on procedural aspects of
teaching. Reggie also felt that the administrator was not experienced in an administrative role or
with proper evaluation procedures. Debrief meetings, which were required by contract, consisted of a
presentation of horrible evaluation marks and an approximately six-minute verbal debrief between
classes. Reggie recalled sitting in the meeting, looking at the horrible evaluation, overwhelmed with the
unsatisfactory marks, and thinking how scared he was that he would be put in PAR. Reggie explained
that, “PAR would be humiliating.” He was so scared that he oﬀered to do anything so he did not have
to go to PAR the following year. He placated administration out of fear of PAR. He felt that the “PAR
process is there to scare people. It’s there to try to terminate people. It’s there to get the union to work
with the administration to manage the teachers.” Reggie tried everything to answer any concerns from
administration but always felt that there was a predetermined bias against him:
They have been more harping on test scores and listening to parent complaints than they
have been looking and understanding the teaching situation. So they are coming in to the
teaching situation already having made up their mind. I don’t like this teacher; I’m going to
look for anything bad I can ﬁnd.
It was as though, no matter what Reggie did, they would still ﬁnd fault in his work as a teacher.
After this evaluation, Reggie wrote a rebuttal, which is a teacher’s right within performance evaluation.
However, Reggie stated that the evaluator refused to consider the points that he made about the
evaluation. He was told the evaluation was done and it would not be updated to reﬂect anything
stated in the rebuttal.
In another example of Reggie’s negative evaluation experience, he described an incident when
he was teaching an advisory course that the school mandated all teachers teach in addition to their
assigned courses. Reggie explained that advisory was implemented in this school to connect with
students on a personal level and he wanted to make his advisory course the best in the school.
One day, when the students had completed all of the advisory assignments, the students requested
that Reggie play his guitar. Reggie felt this was a good way to connect with students and inspire their
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participation and attendance in the advisory course. At the time he started playing, the principal and
other administrators walked in the classroom and Reggie could sense they were not pleased with what
they saw. Later that day, he received a message to go to the principal’s oﬃce. At this meeting, he was
told he did not follow advisory protocol when he played music to engage students. When he asked
for direct feedback about how to improve, the principal would not give him directives. At that point,
Reggie felt that, “he [principal] just didn’t like me.”
Overall, Reggie felt that the evaluation process made him a worse teacher. When he received
the evaluation as being an unsatisfactory teacher, he feared the following year he would be in PAR.
To protect himself, he placated the administration and advocated for himself to various other leaders
in the school to speak up and help him. After all, he was a veteran teacher who was also chosen as a
mentor teacher for the induction program for three teachers that year. He pondered how he could
be an unsatisfactory teacher and chosen to be a mentor teacher for three new teachers at the school.
Ultimately, he was released from the PAR trajectory and given a ‘2-year pass’ until his next evaluation.
He explained feelings of relief and calm, as a result, that enabled him to be a better teacher.
Reggie further discussed the concept of ‘bad teacher.’ “The term ‘bad teacher’ has become the
national mantra and I think most people have no idea what that means.” Reggie explained that,
“the media has also heightened the few stories of bad teachers in the nation as a description of all
teachers.” Reggie believed “they [administrators] were coming after me because I’m an older teacher
who gets paid more.” He explained that he knew he had to play the game and give the evaluator all the
procedural steps of teaching very explicitly when he was being evaluated. It was as if he was putting
on a show that addressed all of the things that Reggie guessed would be important in the evaluation,
in an overly expressed manner. For Reggie, he knew administrators “come in with a negative attitude
toward older teachers, Teachers of Color, toward anybody who’s gotten negative complaints from
parents.” For Reggie, evaluation became less helpful to the teachers and more to fulﬁll an agenda.
4.3. Individual Interview: Tina
Tina was an experienced educator with Ivy League education. She taught in the district for
15 years and a total of 19 years in her career. Tina was an African-American woman who was 61 years
old. She completed her undergraduate degree at the University of California in Berkeley and received
a master’s degree in Education on a full scholarship at Harvard, where she received perfect marks. As
a history and anthropology instructor at the high school level, she continued to take history courses
throughout her career from university extension programs and local community colleges to continue
increasing her content knowledge. Tina also received recognition from parent groups as teacher of the
year and other awards of excellence in teaching.
Additionally, Tina had been an integral part of the Advancement Via Individual Determination
(AVID) program in multiple school districts. AVID was an untracking program in grades 7 through
12 designed to support previously underachieving students, typically from low-income and minoritized
backgrounds, prepare for entrance to universities [21]. Tina also participated in other programs that
supported college readiness for Students of Color.
Through the evaluation process, Tina received marks of proﬁcient or distinguished until a change
in administration. At that point, her evaluations became a very negative experience for Tina. “So, I
understood that she [the administrator] was coming in not to help me, not to present, um, constructive
criticism, but to ﬁnd areas in which she could present a negative evaluation in my pedagogy. She, um,
rarely had positive comments to make. They were very subjective.” Tina recalled an evaluation where
she was marked as unsatisfactory for not having a warm-up in a two-minute segment of the class
where a student presenter was having technology diﬃculties with their presentation. That was when
Tina was referred to PAR for the following year.
Tina was given a consulting mentor teacher who was a former administrator in the district.
She was told the reasons she was placed in PAR were because she did not have a two-minute warm-up,
objectives and goals were not written on the board, and she did not have an exit ticket activity.
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Tina explained she had never heard the terms that landed her in PAR. She did the components of
those items, but she was not using them in the explicit fashion that newer teachers directly out of
credentialing programs used them.
Tina explained the evaluation process while in PAR. The evaluator came to her class three times
that year. The consulting teacher with PAR observed her class 11 times and stayed for the entire class
period. The consulting teacher had data that showed that Tina had improved through the year in
PAR. However, during the PAR panel meeting, following the consulting teacher’s report that Tina had
improved, the consulting teacher was asked to leave while the administrator presented her ﬁndings
from the three observations. “It felt like the consulting teacher was being grilled when reporting back to
the panel to make recommendation for further employment or termination because she wasn’t making
any negative comments.” Despite the improvement the consulting teacher had reported, the panel
recommended Tina be placed back in PAR for a second year. “The consulting teacher was shocked
when she heard that I was put back in PAR.” Tina explained that the consulting teacher told her:
This has nothing to do with your pedagogy: this is all political. You met the standards.
I watched you meet the standards. I was there 11 times. I am angry and I am in shock.
This has nothing to do with your teaching.
During the second year of PAR, Tina’s negative experiences continued. She had a diﬀerent evaluator
and the critique was similar to the ﬁrst year in PAR. Tina explained the procedural teaching that she
was written up for: “Nobody else had to do this, only me. I’m the only teacher at the school that has to
do this.” Tina explained that the consulting teacher did not know why Tina was in PAR because her
teaching was so good. Soon the students found out that the district was targeting her and contacted
the news to speak out about the injustice. Tina attributes her continued employment with the district
to the students’ activism.
However, her negative experiences did not stop there. The second year in PAR ended with a
recommendation to terminate her employment. The consulting teacher changed her recommendation
to the PAR panel and recommended Tina be placed in PAR for a third year. The panel explained
that their recommendation for Tina’s termination was because she showed the movie Gone with the
Wind [22]. She showed this movie in the history course she taught while they were studying the Civil
War and Reconstruction. The evaluator observed this lesson and initially wrote that it was a good
use of ﬁlm to show historical bias in Hollywood ﬁlms. Then the PAR panel used the ﬁlm to justify
termination. However, when the PAR panel presented their recommendation for termination to the
school board, they denied the recommendation because the observation data showed she passed all of
the standards.
Tina explained that “PAR is a program that is meant to come in and support teachers. The way
that we use PAR is not to support teachers but to target teachers for termination or to harass teachers
to the point where they quit.” Tina explained the plight of one of her fellow teachers who taught Latin
in the district. Tina said, “She is wonderful, oh, she is awesome. She is quitting this year because she
got a bad evaluation.” Tina accounted for yet another teacher in the district who had taught history
for over 30 years and had been a contributor to high school history textbooks. He quit because of the
pressure from teacher evaluation.
Health was another major issue that arose from the negative experiences with evaluation.
During the years she was in PAR, she gained 40 pounds and was diagnosed as pre-diabetic. Even now
that she is out of PAR, Tina explained, “It’s still looming in the back of my head, what’s going to
happen?” New expectations and a new educational climate seemed to plague Tina:
The one thing that really attracted me to teaching was your ability to be creative and to use
diﬀerent strategies to teach diﬀerent students at diﬀerent levels. They have now moved to
what we refer to as scripted teaching. There’s a script that you’re going to follow and this
also ties in to Common Core, where teachers have very little autonomy, you have to follow
a script.
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Tina also explained that she was not made aware of or trained in the new expectations. For her, an
ideal evaluation system would include constructive criticism that is directly tied to content and not
a script. “It should be a partnership where it’s give and take in a constructive manner.” However,
currently “It’s anything but constructive and you feel like they have already made up their mind before
they even come in.” Tina claimed her pedagogy was a diﬀerent approach, but it was successful.
4.4. Individual Interview: Ana
Ana was an extremely experienced educator with 38 years of teaching experience. She taught at
the school district where this study took place for 22 years and retired one year prior to this interview,
at age 65, to stop the negativity from PAR. Ana was a white female teacher who taught at the arts
magnet elementary school within the district. Prior to her work there, she taught many years in nearby
school districts, at children’s centers, and was the director of a nursery.
Ana considered herself a good teacher. She explained that students did well in her class, were
happy to come to school, and their scores on standardized tests were very high. “I always want children
to feel that they’re in the right place and doing the right thing and feeling good about themselves. I also
want them to feel challenged and I think that I met those goals regularly.” The year Ana retired, to end
the stress she was under from PAR, her students scored higher than the other classes in mathematics.
However, she never received any recognition for her achievements as a teacher the entire duration of
employment with the district:
The negative experience Ana had leading up to and while in PAR caused her to retire. I looked
things over and I just said, you know this process is, I had a wonderful class last year, and I
said I can’t take this stuﬀ anymore. I can’t take the negativity anymore. And so I just said I
don’t have to do this anymore.
When Ana was asked about her negative experience with evaluation, she went directly into a discussion
about policy design and the use of standards for evaluation. Ana attributed the subjectivity of
evaluation, under the current system, to the abstract policy language:
I think that with this evaluation, which would have been in the 2011–2012 school year, that
this was with a shift in standards and I would say the standards are written in an abstract
language that can shape an evaluation when an administrator, an evaluating administrator,
has come in and is essentially doing snap-shots of what goes on in your class. And I think the
concept of snap-shot is important because I don’t think they see the overall picture. You are
to demonstrate certain things and you are to demonstrate them in ways that they think, um,
create the evidence that they want speciﬁcally.
Ana continued her discussion, expressing her doubts about evaluators coming into the classroom and
checking oﬀ competencies and procedures. She felt that she was being observed through a general
evaluation with very speciﬁc criteria. For her it felt like the evaluator was just looking for proof to
uphold what they had already decided.
Ana had multiple examples of negative evaluation experiences. As an educator who got
overwhelming praise from the reading specialists who were in her classroom daily, the principal’s
evaluations of her did not reﬂect their feedback. The principal speciﬁcally had issue with Ana’s
timing. Ana explained that the principal “had a speciﬁc formula of timing that apparently we were
not supposed to deviate from. I was aware of it but I wanted to run a lesson that was right for the
children and felt right for me. I was never criticized and in fact was lauded by the reading teachers.
They thought I was doing a ﬁne job.”
Classroom management was another issue that came up in Ana’s evaluations. The year that her
evaluations led her to a referral to PAR was a year with a cohort of diﬃcult students. Many students
had behavioral and special education needs:
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We knew, the three teachers, three second grade teachers knew at the very beginning of the
year that we needed help and support from the administration on this and we were told,
‘well you are the classroom teacher. You have to take care of this. This is your job’. Well it
was each classroom teacher’s job but sometimes there are situations that need more than the
support of the classroom teacher and we all had a diﬃcult year that year. Another teacher
had a negative evaluation at that time and that teacher decided to retire that year and I was
not ready to do that, so I didn’t.
That following year, Ana was placed in PAR because of her timing and classroom management
techniques. Ana explained that the PAR coach was very supportive and nice to work with for the year.
They had good conversations and the coach provided great feedback. The PAR coach that worked
with Ana also coached teachers in other districts, but Ana was the only one that she worked with in
this school district. The coach was not quite sure why Ana was in PAR, “she would just shrug her
shoulders because in other districts the people who were getting coaching needed it extremely and I
don’t think I was that needed in the extreme [sic].” Ana mentioned that the mentor teacher was let go
by the district.
Ana emphasized that, “There’s no teacher that is infallible. Every time anyone comes in to
your room for any reason you see that there is some little thing that you could have done better.”
With continual room for improvement in teaching, Ana was open to suggestions for improvement.
However, she expressed a negative experience with the way the principal corrected teaching practices.
“I felt like the principal would sometimes scold in a very very grave airless way” and “that [the
scolding] didn’t show up in my evaluation but you can tell how something like that can kind of
shadow you.”
Additionally, Ana discussed natural diﬀerences in teaching. She talked about people naturally
having diﬀerent approaches to talking with children. The district did not have an adopted way
of delivering curriculum, such as the scripted Open Court model, so individual diﬀerences should
have been acceptable. Ana indicated that the district did not require that a script be followed but
clearly had a format of expectations that were not made apparent to teachers until after evaluations
were completed.
As the interview continued, Ana moved the discussion to link Common Core State Standards
and teacher evaluation. She surmised that she was pushed out of the district for ﬁnancial reasons
communicated to her directly and indirectly through policy implementation. Ana explained her
systematic understanding:
It makes sense monetarily for the district to expedite getting teachers out who are close to
retirement because of the training aspect of Common Core. They would have to train another
teacher in delivering CCSS in the district very soon after training the older teacher.
Ana also explained a meeting with the principal of her school: “My principal even said at one point,
‘Do you know how much this district has spent on in-servicing you?’ I don’t think she meant just me,
but all teachers.” These experiences contributed to her negative experience with teacher evaluation:
“That deﬁnitely kind of lowers the ceiling on you or puts a cloud over your head.”
As she approached her decision to retire while going through the year in PAR, she explained that,
“I found myself withdrawn to my classroom more and more and just staying with my own cohort
in recent years. It was much safer. I tried avoiding the oﬃce. It did feel negative.” Ana felt that her
principal just had something against her. No matter what she tried to do, the principal would continue
to target her. She explained that the union was there to help but they did not always provide recourse
when it involved personal attitudes and bias toward teachers: “There’s some union politics that I’m
not understanding these days.” She also mentioned that a change in district administration left her
unknowing about the future.
Ana suggested that an ideal evaluation include more dialogue and support from staﬀ. She also
suggested that teachers evaluate their administrators because teacher evaluation is one-sided the way it
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currently operates, “it isn’t a process we ever digniﬁed completely.” Ana felt that further development
of the evaluation process was necessary. Overall, her experience with PAR and evaluation leading up
to PAR was punitive, negative, and ruled by fear. “It was like a cop giving tickets. You did this and I’m
putting it in your ﬁle.” It was a police state where power was exercised arbitrarily.
4.5. Individual Interview: Dawn
Dawn was an experienced, highly involved teacher with an administrator’s credential.
She currently taught third grade, previously taught sixth grade, and prior to that taught a combination
class with third- and fourth-grade students. Dawn had a master’s degree from the University of
California in Berkeley and was formerly a professional musician. She was a 67-year-old, white, Jewish
female teacher who had been teaching in the district for 14 years with 17 total years of teaching.
Dawn’s involvement in teaching stretched far beyond the classroom. She was on every art
committee within the district and had been on committees at the county and state levels. She held
leadership roles in the arts foundations for public schools and was on the site council. Additionally,
Dawn was a site representative for the union. Outside of education, she was a professional musician
with recorded albums.
Dawn had multiple years of negative experiences with evaluation that left her in therapy battling
Post Traumatic Stress Disorder from the PAR evaluation process. Although she had received high
accolades from parents and teachers, she felt completely overlooked with awards from the district:
I feel invisible in terms of praise and I don’t know why. But it makes the job harder because
you work so hard and you just get criticized and you don’t get praised on top of it. You know,
it’s kind of lonely.
The parents had even equated a year in her class to being in the best private school. She attributed this
to all the extra things she provides her students. Dawn incorporates her experience with music and the
arts into her curriculum. She also wrote grants annually to bring folk dancing to her school. Her grant
covered the entire grade level and incorporated elements of folk dancing, cooperation, and community.
The year that Dawn was referred to PAR, she was written up for misuse of academic time.
The ‘misuse’ of time was during the folk dance grant activities. The other teachers were not written up
despite their involvement, as it was a grade-level grant. The grant was from an education foundation
and folk dancing counted as physical education minutes. “I was so traumatized. I felt like I had
been ambushed.” She felt alone with no support. As the union site representative, she had nobody
to go to for assistance. Once she was referred to PAR, the union stripped her of the position and the
president of the union would not engage in conversation. “I was completely shocked and stressed and
humiliated and embarrassed and I didn’t, like, really have a trusting relationship, on a conﬁdential
level, with people there.”
The school referred Dawn to PAR for having slow transitions, not intervening when a student with
special needs was doodling while Dawn was teaching, and the timing of instruction. The observers
did not have conversations with Dawn about the changes needed. Instead, she was written up and
referred to PAR. Dawn explained, “I tried to get help from the union. The only thing the union will
help with on [sic] is if it’s a timeline thing in the contract.” By contract, however, Dawn utilized her
right to submit a rebuttal to the evaluation. “I spent hours writing a ﬁnely word-smithed, very revised,
very factual rebuttal. Nobody read them.” Dawn explained that the process of rebutting evaluation
was her right, but not actually utilized. Dawn felt that the PAR evaluation system was to “get rid of
dead wood and start a paper trail in the evaluation process.”
Another negative evaluation experience for Dawn was when she was teaching grammar.
The school’s literacy coach saw her teaching in a diﬀerent way and reported her to the principal.
Dawn explained that the principal came to her angrily and expressed her disapproval of teaching
cursive and sentence diagraming. She was told she had “old-school” approaches to teaching and she
was too traditional. Dawn felt the evaluation system was “abused and misused. I think the evaluations
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are useless because they are so subjective and because there is nobody to defend a teacher who feels
that they have been unfairly treated.” Dawn was happy to receive feedback and simply wanted to have
conversations with the evaluator and work together toward improvement, rather than being placed in
PAR and written up. She felt nervous about the process and equated it to The Gulag.
Dawn further explained her feelings as she faced the PAR panel meeting, where the participating
teacher goes in front of the PAR panel at the end of the year to receive the recommendation for further
employment or termination. “It was like an execution thing. It’s like ‘Prisoner A’ can come in now.”
At that point, the mentor teacher explained to the panel how Dawn, the participating teacher, improved
(or did not improve) throughout the year in PAR. Dawn’s PAR coach was very supportive and reported
that Dawn had improved through the year in PAR, as documented in the data she collected and
presented to the PAR panel. However, the PAR panel asked the mentor teacher probing questions about
Dawn’s use of a technique called equity sticks. Dawn used many techniques but had not used this
speciﬁc technique using names on popsicle sticks to ensure randomly selecting students. This ‘failure’
led her to a second year in PAR:
I thought I was going to have a heart attack when I found out that I wasn’t exiting and I had
to go through this again. I had no idea why because I had jumped through all the hoops.
I had done everything.
Dawn attributed her confusion about remaining in PAR to the PAR panel’s private conversations.
She was not sure why there were so many conversations about her performance that did not include
her input or allowed her to even hear what was said about her performance.
The second year of PAR proved to be equally as stressful as the ﬁrst for Dawn. “So year two
the stress was killing me. I would sit at home and have my heart racing and I would go through my
head, there’s no way.” She further explained the depression that ensued. “I was really anxious. It was
on my mind all the time.” Dawn was not allowed to have the same mentor coach the second year.
She was comfortable with the previous mentor, so this inconsistency between years added stress to
the situation. Dawn explained that her new mentor was not able to address the pedagogical issues.
Her students scored high on standardized tests and she was fully engaged in educating her students.
“You’re guilty before you go in” was the recurring feeling that Dawn had while going through
PAR. Dawn explained:
I don’t believe in the evaluation process. I believe it’s a sham. I believe it’s a total worthless
sham because, um, because of what happened to me and because I can see how they can
write anything they want and there’s nobody going to listen to you. Nobody is going to
protect you. Maybe if you get a lawyer, but otherwise they can do anything they want and
guess what, if PAR doesn’t kill you, you know, and get you out of there, the stress will. I’m
just hanging in because it’s like, I have to. But the stress is terrible and the fear of what if, it’s
always on my mind. What if I lose my job and why aren’t I appreciated?
Dawn suggested that a better evaluation system would include the teachers, create a safe space for
them to express issues they may have, and work toward improvement without the immanent fear of
losing their job.
4.6. Emergent Themes in the Findings
As the data were collected and analyzed, three major themes emerged (see Figure 1, below).
The ﬁrst major theme was ‘The Scarlet P.’ Within this thematic organization of the data, the use of
the letter ‘P’ referred to PAR. This theme was in reference to the classic American novel by Nathaniel
Hawthorne, The Scarlet Letter [23]. Within this novel, the main character, Hester Prynne, was charged
with the sin of adultery and made to wear the letter ‘A.’ The letter ‘A’ was the physical manifestation
of her sin, as deﬁned by the societal norms of that time. Within teacher evaluation trends, such as PAR,
conceptions of teaching and learning emphasized testing and standardization. Teachers were branded
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as a result of this peer evaluation process if their methods were not aligned with the norms, somewhat
like Hester Prynne was in the novel. Issues such as sin, isolation, shame, and nonconformance were
thematic in the novel, as they were in the ﬁndings of this research. Within education, these issues
included the bad-teacher narrative and education movements such as Common Core State Standards
that required teacher compliance. The novel ends, as does this research, with some form of redemption.
Redemption emerged in this research when some participants ﬁled lawsuits against their school district
and others were empowered to speak out about the negative impacts of teacher evaluation after hearing
about this study.

Figure 1. Emergent themes and their major attributes.

The Scarlet P theme addressed the research question: How does the PAR teacher evaluation process
negatively impact teachers? The individual interviews revealed feelings of fear, shame, and isolation.
Reggie, Tina, Ana, and Dawn mentioned the shame and fear about the PAR system. Interestingly, they
all reported utilizing unconventional methods as well. Reggie and Dawn incorporated their expertise
in music to their lessons. Ana and Tina used student-centered approaches to teaching to meet the
unique needs of their students. Their unconventional methods were often used as the reason for their
referral to PAR. This can be equated to the adulterous branding of Hester Prynne.
The second theme that emerged was the Kangaroo Court. Merriam-Webster [24] deﬁnes the
term Kangaroo Court as, “a court that uses unfair methods or is not a proper court of law” (para. 1).
The ﬁndings of this study suggest that PAR was a mock court operating irresponsibly and placing
judgments outside of the legal procedure. Some data suggested that decisions surrounding who went
to PAR and who got out of PAR were predetermined regardless of work done.
The Kangaroo Court theme addressed the research question: How does the intended use of the PAR
teacher evaluation process compare to the evident use of PAR? It was also illustrated in the research through
notions of unfair practice, ambiguity, subjectivity, predetermined judgments, and ulterior motives.
This theme encompassed the evident use of PAR and revealed negative experiences with the union,
privatization, and standardization of education. PAR policy was written ambiguously with signiﬁcant
grey area that could be attributed to the bias and subjectivity that participants reported. Participants
noted administration change as the point of negative change in their evaluation experience.
The third theme that emerged was The Salem Witch Trials, which historically were characterized
by false accusations, lapses in due process, mass hysteria, and isolationism. The ﬁndings of this study
suggest the same tendencies within teacher evaluation processes. Additionally, court case decisions,
such as Vergara v. California [25,26], indicated lapses in due process through litigation funded by the
wealthiest people and organizations. Mass hysteria was a theme illustrated by the media, reports,
federal policies, and competitive grants that were designed without the empirical research to support
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the shift in accountability from school to teachers. Interview data suggested that false accusations and
isolationism existed among those who were referred to PAR.
The Salem Witch Trials theme addressed all three research questions: (1) How does the PAR
teacher evaluation process negatively impact teachers? (2) What, if any, parallel traits exist among
those teachers who had negative experiences with the PAR evaluation system? and, (3) How does the
intended use of the PAR teacher evaluation process compare to the evident use of PAR? Bias revealed
in the district data illustrated a disproportionate referral to PAR from speciﬁc demographics (race, age,
gender, and pay scale). Teachers reported having to “play the game” and other survival techniques.
Interviews revealed that teachers felt their teacher evaluations were predetermined, regardless of
their performance or improvements. Participants speculated that teacher evaluations were insidiously
connected to a larger movement toward privatization, standardization, implementation of Common
Core State Standards, and the dismantling of unions. This ﬁnding was in stark contrast to Papay and
Johnson’s [27] ﬁnding about PAR’s connection to the union, “PAR encouraged a culture of collaboration
not only among teachers but also between labor and management at both the school and district levels”
(p. 723).
These themes were closely aligned with and embedded within the critical multiculturalist
theoretical framework. The concepts of The Scarlet P, The Salem Witch Trials, and Kangaroo Court
refer to incidents and situations where critical multiculturalism takes issue. These historical references,
chosen as themes, represent major components of the theoretical framework, such as unjust systems,
unequal and unfair treatment of women and minorities, and empowering marginalized groups.
The unique structure of the education system, historically dominated by women and characterized by
minimal respect and pay, insidiously appears to have led in to the negative impacts of teacher evaluation.
4.7. Alignment of Findings to Research Questions
There were three major ﬁndings that aligned with the three research questions. The ﬁrst major
ﬁnding, aligned with research question one, was that signiﬁcant numbers of teachers identiﬁed
teacher evaluation as a negative experience. Interviews gave a detailed account of participants and
demonstrated how the PAR policy negatively impacted them. Reggie, Tina, Ana, and Dawn were
dedicated professionals with a passion for education. Unfortunately, teacher evaluation practices
plagued them with feelings of fear, confusion, bias, and stress.
The second major ﬁnding, aligned with research question two, indicated similar traits of those
referred to PAR. The district data revealed that teachers at a higher pay scale, higher education levels,
African American, and women over 55 were disproportionately referred to PAR. The interviews
revealed a commonality of those referred to PAR as well. The teachers who participated in this
study all seemed to have unconventional teaching practices, as deﬁned by the norms of the current
education context. Reggie discussed an instance where he incorporated music into his lesson and was
reprimanded. He also spoke about the ways his formal education in music informed his teaching of
math. Tina also indicated she was attracted to teaching because she could be creative and use diﬀerent
strategies to teach diﬀerent students at diﬀerent levels. She saw her positive creative intention in
conﬂict with what education has become for her; scripted teaching to support the Common Core State
Standards. Tina said directly that her pedagogy was a diﬀerent approach but successful. Ana had
similar experiences with her successful, though unconventional, timing of lessons and way of talking
with students. Dawn also expressed unconventional methods of teaching. She incorporated music and
the arts, such as folk dance, into her curriculum. Dawn also used what her principal called, ‘old school
methods,’ such as teaching grammar and cursive.
During participant interviews, teachers reported the rigid pedagogical expectations of teaching that
were put upon them through their PAR experience and evaluation leading up to PAR. Participants felt
restricted and forced to teach in ways that were not most appropriate for them or their students.
They felt targeted for their alternate, though successful approaches to education. In this study,
participants either conformed to the demands, to save their jobs, or they chose to retire. Ana and Judith
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chose to retire, while the other participants who conformed continued to feel targeted and expressed
anxiety about future evaluations. Dawn stated, “the stress is terrible and the fear of what if, it’s always
on my mind. What if I lose my job and why aren’t I appreciated?”
Ladson-Billings and Jackson [28] also explained that state and federal reform undermined the
goals and aspirations that have historically drawn African Americans to teaching. Tina’s interview
conﬁrmed this data when she described how the opportunities to inventively teach that originally
attracted her to the profession, as an African-American woman, were taken away and degraded to
scripted teaching. The data also revealed that 25% of teachers referred to PAR were African American,
while African Americans only accounted for 6.8% of the teaching staﬀ in the school district [19,20].
Another common trait among interview participants, aligning with research question two, was a
lack of feeling appreciated or recognized. Participants expressed receiving recognition from students
and parents, but not from the school administrators. Dawn felt invisible and wondered why the school
did not appreciate or recognize her dedication. Tina discussed parent and student appreciation for her
but never any formal recognition from the school leadership. Reggie and Ana had similar experiences.
The third major ﬁnding, aligned with research question three, was dissonance between intended
and evident use of the PAR policy, as illustrated through the CARMA matrix during data analysis.
The interviews and district data revealed that a seemingly neutral PAR policy actually had negative
impacts on a signiﬁcant subgroup of teachers. Policy did not explicate discriminatory acts in its
intended use, but the evident use, as illustrated in the district data, targeted African Americans, women,
and teachers over the age of 55.
Another point of divergence between intended and evident use was the amount of ambiguous
language that was perpetrated throughout the policy. Examples of vague language include, “strongly
encourage cooperation,” “suﬃcient,” and “substantial.” These terms were neither directive nor
measurable and support Goldstein’s [1] ﬁnding that program ambiguity was a challenge to
implementing PAR. This could have contributed to the amount of confusion and frustration that
participants expressed throughout their interviews. The evident use of ambiguity during evaluation
in this district was described in various extremely negative terms, such as: the Gulag, prison, and a
Kangaroo Court.
Participants did not understand expectations. All participants in the individual interviews
indicated confusion about why they were evaluated poorly and what they could do to improve
their rating. The PAR policy was also written vaguely, leaving space for local interpretation and
implementation. Concurrently analyzing these ﬁndings shows a potential interrelatedness. PAR policy
was written in vague language to allow it to meet local needs. However, vague expectations left room
for misunderstanding among the population the policy was designed to help. Past research has also
made similar conclusions about the challenges of implementing PAR. One major challenge reported
was program ambiguity [1].
5. Conclusions
Based on the ﬁndings of this research, prior research about teacher evaluation, and evaluation
policy, punitive teacher evaluation implementation must be halted. Other systems to improve teacher
quality and student achievement should be considered. Teacher evaluation is a necessary and important
component of education; however, choosing a peer evaluation system, such as PAR, has shown to
negatively impact teachers. Teacher evaluation does not appear to be the most eﬀective way to increase
student achievement and teacher quality, as previous research would corroborate.
An important outcome of this research was a deeper understanding that African-American
teachers are negatively impacted by teacher evaluation processes and policies at disproportionate rates.
Education scholars have reported concerns about the systematic pushing out of African-American
teachers [28–30] and this study supports those concerns. Nieto [30] discussed the ill eﬀects of the
standardization movement, which is what has happened in teacher evaluation and within the larger
context of education. Nieto (2006) [30] stated that standardization in schools is, “limiting the kinds
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of pedagogical approaches that teachers use, as well as constricting the curriculum, especially in
classrooms serving the most educationally disadvantaged students” (p. 460). Nieto’s sentiments
were supported by the ﬁndings of this study. Analysis of the data set of teachers referred to PAR
revealed that 24% of teachers referred to PAR were African American, while the district had a mere
6.8% African-American teacher population. With the use of a binomial distribution analysis, these
statistics suggested disparate impact discrimination or disparate treatment [19,20]. Teacher education
must take a more concerted eﬀort to increase the number of Teachers of Color. Evaluation systems at
the K–12 level have the potential to decrease the already limited diversity in education. This needs to
be studied further to promote a diverse teacher workforce that mirrors its student population.
Expanding the district data to multiple school districts across the nation could provide a more
complete statistical analysis of those referred to the PAR evaluation system. The PAR policy should
be further analyzed. This would provide more information about the parallel traits that exist among
those referred to PAR and provide a deeper understanding about the negative impacts of teacher
evaluation methods.
Overall, myopic policy design and implementation, without a foundation in empirical research,
leaves room for policy misuse and abuse, as well as a divergence from a focus on improving student
achievement. This study has elucidated the negative impacts of a peer evaluation system in one district.
Although one might assume that a teacher with a negative evaluation experience was simply a bad
teacher, this study has shown dedicated and experienced educators negatively impacted by the PAR
evaluation system. Evaluation systems that prioritize teacher learning over accountability are integral
to successfully improving student achievement.
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Abstract: The experiences of Mexican and Iranian immigrant families are often unheard and unpacked.
The purpose of this qualitative study is to examine how race, ethnicity, and national identity are at
the core of the sociopolitical and economic issues that Latino and Iranian families undergo in the
United States. Using critical race theory as a framework, this research analyzed the ways in which
Mexican immigrant families who were deported, and Iranian-immigrant families living in the United
States, have been diﬀerently aﬀected by post 9/11 anti-immigrant policies and by zero tolerance
policies enacted by the Trump administration. The research question guiding this study was: How do
U.S. anti-immigrant policies aﬀect Iranian and Mexican immigrant families and their children’s
futures? Our ﬁndings uncovered that both groups were negatively aﬀected, however, in diﬀerent
ways. Iranian immigrant parents worried about their socioeconomic status in the United States and
their children’s future. They also feared that their relatives might not be able to visit them due to
the U.S. Muslim Travel Ban placed on people from seven Muslim-majority countries, including Iran.
On the other hand, Mexican immigrants who lived in the United States undocumented were deported
to Mexico. However, after deportation, and responding to the threat of the Trump administration to
deport millions more, the Mexican government provided dual citizenship to U.S.-born children of
Mexican returnees to facilitate their access to government services, including education. All people
and place names are pseudonyms.
Keywords: Mexican immigrant families; Iranian immigrant families; deportation; zero tolerance
immigration policies; educational access

1. Introduction
As a result of the recent anti-immigrant policy and inﬂammatory rhetoric of the current U.S.
administration, Mexican and Iranian immigrants have been particularly targeted, and negatively
aﬀected. The last 40 years have been a time of large-scale immigration of Iranians to the United States.
Despite stereotypical conceptions about immigrants’ backgrounds, most Iranians who migrated to
the United States after the Islamic Revolution of 1979 were professionals and intellectuals who left
their home under social, cultural, and political pressures of the post-revolutionary government [1].
Furthermore, living in the United States was far from their expectations due the discriminatory practices
against Iranian immigrants in American society, particularly after 11 September 2001. Consequently,
Iranians, who suﬀered due to socio-political issues in their country, have been experiencing diﬀerent
forms of oppression in the United States. For Mexicans, the reduction in salaries and the decline in the
quality of life that resulted from the North American Free Trade Agreement (NAFTA) in the mid-1990s,
forced them to migrate to the United States, without documents, in search for better opportunities [2].
In addition, the militarization of the U.S.-Mexico border after 9/11 pushed undocumented Mexican
Educ. Sci. 2019, 9, 148; doi:10.3390/educsci9020148

126

www.mdpi.com/journal/education

Educ. Sci. 2019, 9, 148

migrants to stay in the United States for longer periods of time, prompting them to establish residency
and to have American-born children [2]. However, harsher immigration laws and the economic crash
of 2008, resulted in a reduction of undocumented Mexican immigrants from 6.9 million in 2007 to
5.6 million in 2014 [3]. According to a 2017 estimate, more Mexican immigrants were returning to
Mexico than migrating to the United States, and deportations of Mexicans were at a 40-year low [4].
Among these factors, the events of 11 September 11 have had the greatest negative impact on Latino
and Iranian immigrants in the United States [5].
The experiences of Mexican and Iranian immigrant families are often unheard and unpacked.
Therefore, the purpose of this qualitative study is to examine how race, ethnicity, and national identity
are at the core of the sociopolitical and economic issues that Latino and Iranian families undergo in the
United States. More speciﬁcally, this research analyzes the ways in which Mexican immigrant families
who were deported, and Iranian-immigrant families living in the United States, have been diﬀerently
aﬀected by zero tolerance policies. The insights shared in this research are drawn from two larger
qualitative studies, which aimed to elaborate on how racial issues aﬀect immigrants’ families in the
borderlands. Hence, the research question guiding this study is: How do U.S. anti-immigrant policies
aﬀect Iranian and Mexican immigrant families and their children’s futures?
2. Background and Context
As a result of the changing demographic of immigrants in the last decades and increasing social
and political pressures on non-European immigrants in the United States [5,6], there is a need to unpack
how the intersectionality of immigrant families impact the pressures they face in the United States,
which often go unnoticed. Dominant groups’ discourses against Muslims and Latinos in the United
States have increased, particularly after 9/11 [6]. Research shows that, among all immigrants in the
United States, Europeans are less rejected compared to Muslims and Latinos [7]. This is because politics
play an important role in the way that the U.S. government treats immigrants from diﬀerent countries,
which results in the discrimination against these groups. Immigrants in general experience repression
in America [8]; however, non-European immigrants, such as Mexicans and Iranians, face double
oppression. On the one hand, Iranians face oppression that stems from an authoritarian government
in Iran, while Mexicans face oppression that stems from poverty and lack of resources in Mexico.
When they arrive in the United States, both groups encounter oppression based not only on repressive
and socioeconomic factors, but also on their nationality, intersectional identity, and socio-political U.S.
climate. Scholars have found that Muslims and undocumented Latino immigrants are targeted more
than any other group due to the zero tolerance policies [8,9]. For example, under Trump administration,
immigrants from eight countries, including Iran, were banned from entering the United States [10].
Similarly, undocumented Mexicans who under the Obama administration were allowed to stay in the
United States as long as they checked periodically with Immigration and Customs Enforcement (ICE)
are now deported immediately under the Trump administration [10]. For this reason, the researchers
of this study tried to amplify the voices of these groups of immigrants, which are often unheard.
As Oppenheimer, Prakash, and Burns [8] declare, other countries around the world view the
United States of America as a diverse country that welcomes all immigrants regardless of their race
and ethnicity, but the recent anti-immigrant policies against particular groups of immigrants can be
considered as a violation against American history and constitution. Similar to other immigrants,
Iranian and Mexican immigrants are full of hopes and fears. They view America as a land of
opportunities with equality and eventual prosperity for everyone. Most of the time, the American
dream is diﬃcult to achieve or clashes with the reality of living in the land of opportunities because
of the discriminatory behaviors that immigrants face in society, especially post 9/11. Some of the
social and economic diﬃculties that Iranian immigrants with children face after arriving in the United
States include cultural and language conﬂicts, diﬃculties ﬁnding a job, and children’s poor academic
performance, among others [5]. Mexican immigrants also struggle with cultural and language barriers,
but because they often lack formal education, accessing upward mobility is harder, if achieved at
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all [11], with detrimental consequences for their children. Mostly, both groups of immigrants are
unsure of how to navigate these barriers in the dreamland.
Coming from diﬀerent origins, but sharing similar oppression, Iranian and Mexican immigrants
experience immigration diﬀerently, but share similar forms of subjugation as members of minoritized
groups. This paper will compare and contrast the experiences of Iranian and Mexican immigrants in
the anti-immigrant climate of post 9/11 events that got exacerbated under the Trump administration.
Our ﬁndings will uncover the diﬀerent and similar ways in which these two groups are negatively
aﬀected. We will also explain how, ironically, after being deported to Mexico, Mexican groups beneﬁtted
from policies established by the Mexican government in response to Trump’s threats to deport millions
of undocumented immigrants. Last, this paper will discuss not only how immigrant parents are
aﬀected, but also how the lives and education of their children are impacted. The article will end with
a discussion of our ﬁndings, and recommendations for future studies to improve the situation of these
minoritized groups.
3. Authors’ Positionality
As researchers of color and immigrants, we felt that this study was important to highlight common
experiences as well as diﬀerences between immigrant groups from the East and the West. There is
a common thread in our oppression, namely discrimination and a negative stigma as unwanted as
members of Mexican and Iranian immigrant groups, particularly post 9/11 and under the Trump
administration. According to Oppenheimer, Prakash, and Burns [8], “From the formation of the
Republic, our immigration laws have reﬂected racist policies toward various and changing racial,
ethnic, and religious minority groups” (p. 3). However, it is important to note that we do not experience
the same levels of oppression. As an example, due to the proximity of Mexico to the United States,
many Mexicans are able to cross the border regardless of socioeconomic status. Therefore, the vast
majority of Mexican immigrants happen to be from some of the poorest areas who come to the United
States escaping poverty [12]. According to Zong and Batalova [4], “Mexicans on average are more
likely to be Limited English Proﬁcient (LEP), have lower levels of education, experience poverty,
and lack health insurance” (para. 4). This is not the case for Iranians who come to the United States,
who are mostly professionals and intellectuals that enjoyed a certain level of class privilege in Iran and
were able to embark on the long journey across the globe to join a society and culture much diﬀerent
from their own [1,13,14]. According to data pulled from the U.S. Census Bureau, Bagherpour [15]
was able to conclude that Iranians “are one of the most highly educated minority populations in the
country” (p. 3).
In much the same way as in the literature, these diﬀerences also represent the authors’ backgrounds.
One of the authors was born in Guadalajara, Mexico, and came to the United States after completing
her primary and secondary education to pursue higher education in the United States, but mainly,
she migrated to escape a sexist society that limited her opportunities due to strict gender norms in her
native Mexico. Although poverty was not as big of an issue in her case, gender oppression was the
main reason that forced her to migrate to the United States. The other author was born in Iran and
came to the United States with her family in the early 2000s. After completing her bachelor’s degree,
she also experienced gender discrimination and limited opportunities for women in higher education
in Iran, therefore, she decided to immigrate to the United States with her entire family to provide better
academic opportunities for her daughters in higher education.
4. Theoretical Framework
In order to understand the eﬀects of recent anti-immigrant policies on immigrant families and
the challenges they face, this study used critical race theory (CRT) to analyze the ways in which the
power and privilege of dominant groups impact immigrants and their children’s future. At its core,
CRT challenges the status quo with the end goal of eliminating all forms of subordination [16]. In this
study, CRT examines the ways in which race and racism continuously construct U.S. policy, practices,
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and social structures [17–19]. In addition, CRT highlights how anti-immigrant policies enacted by
dominant groups inﬂuence the fears and hopes of immigrants in the borderlands.
5. Literature Review
In this study, the researchers reviewed literature regarding the diﬀerent ways in which
anti-immigrant policies aﬀect Iranian and Mexican immigrants in the United States.
For Mexican groups, undocumented status in the United States has devastating eﬀects.
As Prieto [20] postulates, “deportability, or the threat of deportation sustains the exploitation of
undocumented immigrants” (p. 11). Despite this threat, Mexican undocumented immigrants have
found ways to resist through avoidance, isolation, and activism. Avoidance and isolation refer to
immigrants’ eﬀorts to avoid risky behaviors and situations, therefore, isolating themselves as much as
possible. This isolation includes not taking part in government social services, not reporting crimes
to authorities—including domestic violence—and keeping a low proﬁle in order to avoid unwanted
attention. Nevertheless, they ﬁnd creative ways for activism, for example, by gathering at a friend’s
house to discuss their fears and hopes for a more positive future. Resistance, in the case of these
undocumented Mexican immigrants, consists of “turning inward, avoiding risk, and isolating oneself
and one’s family from danger” [20] (p. 9). Ironically, these are survival strategies that at the same time
inspire and constraint their ability to organize.
Anti-immigrant laws have also aﬀected agricultural workers, who are one of the most stigmatized
among the Mexican undocumented groups. Koreishi and Donohoe [21] debunk some of the most
prevalent myths, such as that undocumented farm workers overburden public health insurance systems,
or that they are “free riders” that drain the United States economy. These claims are unfounded,
since undocumented workers do not have access to social services, and as Koreishi and Donohoe
explains, “immigration practices and policies dictate the extent to which undocumented migrant
farmworkers have access to governmental health and social services and are ever-changing based on
the political climate” (p. 64).
Lastly, anti-immigrant policies make it extremely diﬃcult for undocumented Mexicans to access
upward mobility [22]. With an education that often only includes elementary school, Mexican
undocumented immigrants are forced to accept menial low-wage service jobs [11]. Therefore,
for children of undocumented migrants and for undocumented youth, educational attainment is one
way to achieve economic security. Unfortunately, because of their lack of proper documentation,
and/or the lack of human and economic capital, undocumented Mexican youth do not have access to
college grants or scholarships. Without ﬁnancial help, they cannot aﬀord a college education, which
perpetuates the precarious living conditions of their parents [11].
For Iranians, the negative perspectives of dominant groups toward the Muslim populations,
especially after 11 September, aﬀects Iranian immigrants who have migrated to the United States. In both
social and academic contexts, Iranian immigrant families face numerous obstacles, which conﬂicts
with their American dream. In addition to the emotional and ﬁnancial struggles of the immigration
process and leaving family, friends, and belongings behind, Iranian immigrants face an uphill battle
when trying to ﬁnd jobs in the United States comparable to what they had at home. Most professional
Iranian immigrants struggle to ﬁnd jobs and accept poorly paid jobs which do not match their skills
and professions. Most companies and institutions devalue the skills and professions of educated
Iranian immigrants and deny their applications regardless of their knowledge.
Similar to Latino immigrants, Iranian newcomers communicate with Iranian friends and family
to ﬁnd diﬀerent ways to resist against social obstacles. As Jalili [14] states, friendship is very important
in Iranian culture. Iranian community and social networks help Iranian immigrants to be resilient
and improve their social and economic status. Most Iranian immigrants value both Iranian and
American culture and language. In this way, most Iranian immigrant parents use diﬀerent strategies
with their families regarding acculturation without full assimilation towards American culture and
values. New laws, which ban Iranian visitors to enter the United States, inﬂuence Iranian children’s
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acculturation. Since Iranian children learn their culture and language from their extended families,
such as grandparents and other family members, this limitation of Iranian visitors aﬀects Iranian
immigrants’ families, especially their children’s emotions, mental health, and acculturation to the
American culture.
According to Jalili [14], Iranian families and particularly elders play an important role in resolving
conﬂicts among families and friends. Elders, such as grandparents, use predictable patterns for solving
conﬂicts among family members, including parents and children, which positively inﬂuence the mental
health and self-esteem of Iranian immigrants. Iranians often rely on the education, position, and power
of their extended family, and their support is essential for survival, particularly in hard times [14].
Iranian immigrants depend on family ties, relationships, and communication with extended family
for support. Therefore, the travel ban imposed on Iranians by recent anti-immigrant laws negatively
inﬂuences Iranian immigrants’ mental health, particularly for those immigrants who are not able to
visit Iran any more.
Similarly, research shows that Middle Eastern newcomers and Latino immigrants in the United
States have hopes of achieving the American dream, while recognizing a long journey ahead in the
dreamland [23,24]. These groups of immigrants are mostly aﬀected by the conﬂict between laws and
the ways that laws are ignored in American society [23]. Weaver [24] explains that after 11 September,
the discriminatory atmosphere against Middle Eastern immigrants has increased in American society
and schools. Similar to Iranian immigrants, Arab and Latino immigrants are the victims of racial and
ethnic discrimination in American society and schools. Research shows that pre-migration ethnicity
plays an important role on the post-migration situation of immigrants in the United States [13].
Similar to Latino immigrants, Iranians in the United States share a premium on the treasure of family
and close friends. Iranian immigrants also enjoy spending a considerable amount of time with Iranian
friends, which has a direct eﬀect on their resilience and delayed assimilation [13].
The literature reviewed covered how zero tolerance policies aﬀect, and even interrupt, Mexican
undocumented immigrants’ day-to-day lives, being unable to do the most basic things, like gather and
socially organize, move around freely, or access higher education. In addition, the literature highlighted
the diﬃculties for Iranian families to obtain jobs that match their skills, how they face obstacles in
educational institutions in the United States, and the negative eﬀect the Iranian travel ban has on their
mental health. However, there is no research yet comparing the experiences of Mexican and Iranians,
two of the targeted groups under Trump’s administration. Therefore, this research ﬁlls an important
gap by exploring the ways in which new forms of racism masked under recent anti-immigrant policies
impact Mexican and Iranian immigrant families and their opportunities in the United States.
6. Methodology
This article is part of two larger qualitative studies conducted by the researchers that were
combined to compare and contrast the discrimination immigrants from the East and West experience.
Both researchers in this study are members of the same community of Latino and Iranian immigrants
in the United States, and as a result, they both are familiar with the culture, language, and the barriers
their communities face. Both researchers used their original studies to compare and contrast the
eﬀect of recent anti-immigrant policies on both groups of immigrants, and both used their cultural
intuition [25] to gather and analyze data and to disseminate ﬁndings. The authors used composite
counterstories [16] to document the ways immigrants have been coerced by anti-immigrant policies in
the United States. As Solórzano and Yosso [16] state, “composite stories draw on various forms of data
to recount the racialized, sexualized, and classed experiences of people of color” (p. 33).
Research Site, Participants, and Data Gathering Methods
The ﬁrst study was conducted in a southwest city during the fall of 2016. Participants include
3 Iranian immigrants who came to the United States in the last 20 years, and who are mothers of
Iranian-born youth who came with their parents when they were 6 to 12 years old. Those children
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are known as 1.5-generation children, and their age is particularly important in the acculturation
literature to adapt to the American culture, language, and identity. Participants and their children
currently reside in the southwest U.S. where the researcher lives. Case study methodology was used for
collecting, analyzing, and reporting data. Consistent with multiple case study methods, this study used
pre-interviews and interviews for data collection. The original study used interviews with 8 Iranian
mothers, however, only 3 were included in this research because their interview answers ﬁt the purpose
of this study. Data sources provided a greater opportunity to understand the interpretations and
experiences of participants in various situations as immigrant parents of 1.5-generation children in the
United States.
The second study was conducted in a Mexican city ﬁve minutes away from the US-Mexico
borderline from March to October of 2017. The second study took place at the Grupo de Atención a
Alumnos Migrantes (GAAM), a State Department of Education organization tasked with supporting
migrant students. After learning about the organization through their website, the ﬁrst author
contacted the coordinator, and after an introductory meeting, the coordinator agreed to locate potential
participants using GAAM’s records to locate migrant students in the city. The second study included
Mexican immigrants that had lived in the United States for over 16 years, but after deportation, they had
been living in Mexico for 3 to 5 years. Participants included 3 undocumented Mexican mothers and
their U.S.-born and Mexico-born children aged 9 to 17 years that were forced to move to Mexico due to
the deportation of their parent(s), and that attended schools in Alamar, Mexico. In addition, the study
included the GAAM coordinator. The study used criterion sampling and only participants who were
living in Mexico with their U.S.-born children as a result of a deportation were selected. The second
study used interviews and focus groups for data gathering. Thematic analysis was used to analyze the
data, using emergent and predetermined codes identiﬁed in the literature and theoretical framework.
7. Findings
Our ﬁndings revealed that anti-immigrant laws and zero tolerance policies enacted post 9/11,
and more recently, during the Trump administration, have negatively aﬀected Iranian and Mexican
immigrant families in similar, but also diﬀerent ways. Iranian parents in the United States worried about
their socioeconomic status and their children’s future. They also feared that their relatives might not be
able to visit them in the United States. For deported Mexican immigrants living in Mexico, the eﬀects
have also been negative, but surprisingly, Trump’s zero tolerance policies have forced the Mexican
government to enact policies to ease their transition into Mexico. The Mexican government provided
dual citizenship to U.S.-born children to facilitate their access to government services, including
education. Although these policies have been beneﬁcial for Mexican deportees, the beneﬁt has been
miniscule compared to the emotional and economic drawbacks they have undergone. We discuss our
ﬁndings in detail below.
7.1. The Iranian Experience
Participants in this study were 3 Iranian immigrant mothers of children who were born in Iran and
moved to the United States when they were aged between 6 to 12 years old. Those children are known
as 1.5-generation children in the literature since their age is particularly important in acculturation.
Learning American culture and language for these children is essential in their identity development,
acculturation, and success. Anti-immigrant policies against Iranian immigrants after 9/11 aﬀects the
way dominant groups view Iranian immigrants in the United States. Iranian parents and their children
mostly face discrimination due their race and ethnicity. The obstacles that Iranian immigrants undergo
in society and schools aﬀect their hopes and dreams since it is far from their American dreams.
It is clear that American society and schools have become more discriminatory against certain
immigrants’ nationalities after the events that took place on 11 September 2001. Hilda is an Iranian
professional immigrant who came to the United States with her family and she lost her job after 9/11.
Hilda explained: “I got a job oﬀer, but because it was after September eleventh, then, everybody was
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laid oﬀ, and then, the job was not available for me anymore and . . . they didn’t give me any job.”
Hilda was not able to ﬁnd any job for a while, and she decided to move to the southwest with her
family in order to ﬁnd a job and pursue higher education. She moved to the southwest because she
had a friend in that area. She added that she was culture shocked and homesick for a while since
people were not friendly there. Finally, she received her bachelor in a medical ﬁeld in order to ﬁnd a
better job in the West.
Nooshin is another professional Iranian immigrant who came to the United States with her family
while she received her U.S. Permanent Resident Card due to her mother who had lived in the United
States for a long time. I asked Nooshin if the recent anti-immigrant laws in 2016 aﬀected her family
and she explained:
Yeah, it’s a great, it has a great impact on our lives, because you know, with all these things
that happen, you can see that some people let themselves to invade other people, immigrants,
diﬀerent kinds of people—shoot them, insult them, and these are the things that you see
every day, all over the United States. So, this is a great impact on our lives also. Sometimes I
was so disappointed that I was thinking about going back to Iran because the things that I can
see here, we never had shoots or shootings like; we never seen those things in our country.
They say that we are terrorists, but we have never seen those ones in our country. And every
day here, people, some people, let themselves to do whatever they want with other people
because they’re immigrants, or they’re from other countries, or they’re Muslims . . . this
dictatorship that we have here right now, it doesn’t make a diﬀerence from the dictatorship
that we have in our country. So at least, my country better works for me because I’m Iranian
than here because I’m an immigrant.
Positive Resistance and Empowerment by Education in the United States
Minoritized groups in the United States use diﬀerent strategies to respond to the social and
academic obstacles they face in society and schools. Among immigrants, Iranians consider these
barriers as contemporary issues that can be resolved in the future by hard work. Similar to most Asian
immigrants, Iranian newcomers tend to learn English as fast as possible and try to work hard to be
successful. Most Iranian families face discriminatory oppression in society and schools particularly
after 9/11. Ladan is an Iranian immigrant who migrated with her family to the United States when her
daughter was 12 years old. Ladan described her husband’s job as white collar in Iran because of his
position in business and high income before moving to the United States, but he could not ﬁnd any jobs
for a year after moving to America. She described her immigration as a complicated process because it
took almost 12 years to receive her U.S. Permanent Resident Card. Although Ladan’s lifestyle was
diﬀerent in Iran, she decided to come to the United States for her daughter’s better future. Ladan’s
description demonstrates what Yosso [26] refers to as aspiration capital regarding immigrants’ hopes
for their future in the United States. Ladan mentioned that her family’s socioeconomic situation was
not great after they migrated to the United States, since they did not have family and ﬁnancial support.
Ladan added, “We came here without anything, and we didn’t have any family, and it was so hard.”
Ladan also explained her daughter’s hard work at school and discussed how she is always worried
for her future in the United States: “Actually, she always worried about her future. She is always
worried and have a stress, and I try to help her to be free and not have a stress because it doesn’t
help her.” Nieto [27] explains the way that minoritized groups are excluded in American schools,
which illustrates the fact of institutional discrimination. Some groups of immigrants, such as Iranian
immigrants, try to work hard and use this strategy as positive resistance and resilience as a push
back strategy to be ahead and be successful in U.S. schools and work places. She believes that she
has more responsibility to help her daughter since she does not have her relatives around to support
her as they had in Iran. Later, I asked whether Ladan fears for her daughter’s future, and she replied,
“Sometimes yes, because it is so hard to study in another language. Yah, sometimes I’m worry about
her . . . I always tell her . . . you can make it, or you can just keep going for your goals.” Ladan also
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described her fears regarding the new immigration rules against Iranian immigrants since her family
might not be able to visit Ladan and her daughter in the United States.
7.2. The Mexican Experience
For the three undocumented Mexican mothers participating in this study, the eﬀects of
anti-immigrant U.S. laws resulted in deportation. Nadia, Elsa, and Mariana lived undocumented
in the United States for over 16 years, but after their deportation they had been living in Mexico for
3 to 5 years. Nadia and Elsa decided to settle in Alamar, a Mexican city three miles away from the
U.S.-Mexico border, because they were born there. Mariana had family members in Alamar.
7.2.1. Deportation Stories
In a matter of minutes, Mariana’s fate and that of her husband and two young U.S.-born children
was drastically changed. As of 2017, she had been living in Mexico for the last ﬁve years. Mariana
shared her deportation story:
[The immigration judge] told me, “You know, your son is really young. He’ll be able to adapt
moving to Mexico.” And she kept on going about other stuﬀ and said “You know what? I
deny your residency here in the States, and you have to leave the States within . . . ” and they
gave me an exact date that I had to move out.
Nadia was deported because the paralegal that was handling her immigration case ﬁled a petition
for asylum on her behalf. Nadia signed the petition not knowing that Mexico does not have an
agreement for asylum seeking in the United States, therefore, her petition was considered fraudulent
and she was deported. In Elsa’s case, she lost her two jobs due to sickness as a result of exhaustion,
and was forced to get involved in petty drug dealing in order to support her four children as a single
mother, because her ex-husband never paid child support. She was caught and deported for life after
spending three months in a U.S. jail.
7.2.2. Inadequate Education
Mexican deported mothers considered that the education their children were receiving in Mexico
was inadequate. Students and parents considered Mexican teaching practices overall to be less eﬀective
than U.S. practices. Nadia gave the following example:
For example, some teachers when they teach these kids, like for example, it happened to me,
when they teach History, they taught one of my children and he did not understand, and the
teacher would not explain to him. The teacher would just write a bad comment and say:
“Did not cooperate.” That’s what he would write. So, when I went to talk to him I asked him
why, instead of giving him just a bad comment, why did he not spend 5 or 10 min explaining
to the child that did not understand Spanish well.
Elsa’s experiences with her children’s teachers was similar. She added:
At ﬁrst sight, the teachers do not teach them the way they are supposed to. Since Hans is in
middle school and Paloma is in high school, some teachers are prepared but a lot of them are
not. The majority I feel are very incompetent to tell you the truth.
Similarly, Mariana mentioned that her daughter, who had a diﬃcult time understanding the lessons
due to her lack of academic Spanish, did not receive the diﬀerentiated instruction that she needed.
Mariana said:
I ﬁnd that there are kids that, for instance, like mine, she needs extra help and you kind
of have to go slow with one kid, and kind of have to catch up with the other ‘cause you
can have a kid that it’s really smart or ahead of the class, and I don’t see that help. I think
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what happens here is the teachers are like: “OK, you’re all at the same level.” For example,
[some kids are at level] 5, when you have one or two kids at level 2, and you kind of have to
help them out and push them to a level 5, and [teachers] don’t do that, they all go at one pace
and I don’t think that’s right.
This issue gets aggravated in secundaria, or middle school, where students receive even less
attention from their teachers. Elsa, Mariana, and Nadia experienced this issue with their middle school
children. Nadia mentioned:
Teachers make the diﬀerence with their everyday interactions, there’s teachers that are nice
people, others not so much, others don’t care. Like in middle school things change, teachers
don’t care, if you learned, you learned, and they say it to the students: “I’m here, in front of
the class, teaching, [but] you’re the one who’s going for your future.”
7.2.3. Disempowerment
Mexican immigrant mothers developed a sense of disempowerment as a result of the trauma of
deportation, the discrimination they experienced in Mexico, and the disenchantment of not feeling
heard by people who they perceived were in a position to help them. For example, Elsa had to endure
persistent stereotypical remarks from teachers about her children. Teachers would often complain
about Elsa’s son for his gangster dressing style. Teachers also complained about the assertiveness of
Elsa’s daughter, who often confronted teachers about their lack of instruction. Elsa felt disempowered
because no matter how much she would try to plead with the teachers, she was always met with
resistance. Teachers would often tell her that she could not make the same demands that she used
to make in the United States because she was now in Mexico and things worked diﬀerently here.
Elsa shared:
I said [to the teacher] “because [in the United States], they do discriminate against us, but
if somebody sees that you are being discriminated, somebody else comes to help you.” I
said, “and you, here, like nuestra raza (our own people), you discriminate against us even
more, simply because we come from a country that is not even ours.” I said, “yes, we did live
[in the United States] for a while, but that does not mean that we are from there, we are all
from here! From Mexico!” And believe me, since I got here, the discrimination has been very
noticeable and very hard not just for my children, but for me too.
Similarly, when parents advocated for their children, even if it was only for basic rights, they got
silenced. Nadia, who constantly advocated for her children at school, was met with the same type of
resistance as Elsa, and also felt a sense of disempowerment. Nadia explained:
When one dares to ask, since we get labeled as coming from the U.S., they tell us: ‘It is
diﬀerent in the U.S., ma’am. You’re in Mexico now.’ Then we get silenced and we don’t say
anything. Why? Because we know that they are right. We’re in Mexico. Then we stop asking.
The result is that mothers soon learn that being critical and demanding their rights is counterproductive.
They ﬁnd that not only are their rights ignored, but they also receive a backlash for demanding them.
In addition, mothers are silenced because they are constantly reminded that holding Mexico and the
United States to the same expectations is unrealistic.
7.2.4. Prejudice in Mexico
In their condition as deported returnees to Mexico, mothers were the most aﬀected by prejudice
and discrimination. They experienced a sense of displacement that prevented them from feeling that
they were part of their communities. Mothers yearned to go back to the United States and reported not
feeling a sense of belonging despite having been born in Mexico. This was aggravated by the fact that
none of the mothers in this study planned their return to Mexico but were forced to leave the United
States due to their deportation. Mariana was the perfect example, during our interview she shared:
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For me my home is the States, I did kinder, elementary, middle, high school, I even went to
community college over there, and this is something that nobody would understand unless
you get taken away from your home and thrown somewhere that you’re not part of, and to
be by yourself also, and try to stay strong for your family, for your kids is the worst. [Crying].
I feel like an alien. I feel like I don’t ﬁt here.
Deported mothers also encountered discrimination when locals judged them for having chosen
the United States over Mexico, something that is viewed as a betrayal to the very nationalistic Mexicans.
Nadia mentioned:
Many people are deported, and they’re embarrassed to say it, you know why? Because
unfortunately here in Mexico we get judged! [Emphasis placed by participant]. The other
parents, parents who ﬁnd out we’re from ‘the other side’ [the United States] they tell you ‘It’s
good that you got deported, why did you leave in the ﬁrst place?’ You know? Then, they
make us feel bad.
7.2.5. Unexpected Positive Outcomes of the “Trump Eﬀect”
Unexpectedly, for families who were living in Mexico due to deportation from the United States,
Trump’s threats to deport Mexican undocumented populations in massive quantities had a positive
outcome, prompting the Mexican government to lift the restrictions required for U.S.-born children
to obtain dual citizenship in order to access medical services, as well as K-12 and higher education.
The GAAM coordinator explained in more detail what this policy entailed, she shared:
Trump threatened to deport 3 to 4 million Mexicans from the U.S., and the Mexican
government reacted by creating programs aimed at absorbing these anticipated 3 million
return migrants. Well, since March 2016 and due to the harsh immigration policies that the
new U.S. administration has established, we received an announcement that was delivered
at the federal and national levels here in Mexico that prohibited the requirement of any type
of documentation that prevents any incoming U.S. migrant student of any educational level
from enrolling in the Mexican educational system. This means that at the high school level,
and at the university level, I am going to accept the documentation that you have and the
documentation that you do not have, in good faith, and I am going to believe what you are
telling me, and I’m going to grant you access to the school so that you can remain in school
and continue your education. I’m going to test you, and I’m going to ﬁnd ways to assess
your knowledge, so that we can place you at the same level where you said you were before
you came here.
This policy was enacted as this research was about to conclude, therefore, this study was able to
capture ﬁrst-hand how participants of this study beneﬁtted. Nadia was particularly excited about this
amendment, she mentioned:
Now, the change the government is making right now, they’re helping us by giving our
children the dual citizenship, and that’s a great help because our children, having the Mexican
citizenship, they will be able to have medical beneﬁts, if they are children with good grades
they can get scholarships to help them, right?
After the conclusion of this study, the author kept in contact with two participants. Through
this contact we found out that Nadia’s four children were able to obtain their dual citizenship. Elsa,
however, was only able to obtain dual citizenship for one of her two U.S.-born children because of
errors in the second child’s birth certiﬁcate that she was unable to resolve because of her inability to
travel to the United States. Unfortunately, we were not able to establish contact with Mariana, who
was planning to move to Canada rather than remain in Mexico.
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8. Discussion
This study sought to indicate how anti-immigrant policies aﬀect immigrant families from the East
and the West who are double-oppressed in the United States. Our ﬁndings revealed that post 9/11,
anti-immigrant laws negatively aﬀected Mexican and Iranian groups of immigrant families. Research
shows that similar to Muslim immigrants, Latino families, including Mexicans, suﬀered discrimination
in the United States [12]. Consistent with CRT tenets [17,19], we saw how dominant U.S. immigration
policies reﬂected racial biases that disproportionately aﬀected Iranians and Mexicans. This is consistent
with the literature [11,20,23,24] that postulated that minorities, especially non-European, are more
negatively aﬀected by these policies.
Although both groups were aﬀected in diﬀerent ways, we also found commonalities. For example,
in this study, both groups of Iranian and Mexican participants were mothers. The authors did not
intend to limit participation to mothers exclusively, this happened because when invited to participate,
both groups of fathers declined participation. Iranian fathers argued that their wives knew better
about family matters and children’s issues. Interestingly, Mexican fathers refused to participate only
after learning that the study included exclusively deported parents, at which point they completely
denied their deportation and also argued their wives were better informed on issues pertaining to their
children. On the one hand, this reveals the clearly delineated gendered roles in Mexican and Iranian
cultures, in which fathers work outside of the home and whose main responsibility is to provide for
the family, while mothers—whether they work outside of the home or not—are mainly responsible for
keeping the family aﬀairs and raising the children. On the other hand, Mexican fathers’ reluctance also
uncovers how toxic masculinity notions prevent fathers from seeming vulnerable, which they equate
with being weak. In their case, admitting they had been deported was equivalent to admitting they
had failed as head of the household and as providers. However, we also must take into consideration
that their reluctance could have also been inﬂuenced by Trump’s rhetoric that Mexican immigrants
were drug dealers, rapists, and criminals [28], and fathers could be trying to disassociate from these
public negative perceptions.
Both groups also shared a double oppression. When they were in their countries of origin,
Iranians faced an authoritarian regime [1], while Mexicans faced structural oppression represented by
a declining standard of living and lack of opportunities [2]. Yet, even when they migrated to the United
States, seeking to mitigate their oppression, both groups faced discrimination in the United States
based on their minority group status under the current anti-immigrant climate. Iranians struggled
to ﬁnd jobs that were commensurate with their skills, and when they did, many of them got ﬁred
following the anti-Iran climate brought about by the Trump administration between 2016 and 2017.
Mexican mothers participating in this study faced triple oppression. They struggled ﬁnancially in
Mexico and migrated to the United States in search of better opportunities. Once in the United States,
they were in permanent fear of deportation. When they ﬁnally were deported to Mexico, they faced
discrimination in their own country from their fellow Mexicans for being considered traitors who
renounced to their Mexican roots.
Also, both groups shared similar hopes and fears, especially regarding their children’s futures,
however, they experienced these fears and hopes diﬀerently. Although Iranian and Mexican immigrants
struggled with a U.S. culture and language that were diﬀerent from their own, and they both were unsure
of how to navigate these situations, Iranians were better equipped to deal with these issues. This is
because, as the literature revealed, most Iranian immigrants are highly educated professionals [1,13,14],
while Mexican immigrant in the United States had lower levels of education [4]. This explains the
diﬀerence in the types of fears both groups experienced about their children’s futures. Iranians mothers
worried mostly about their socioeconomic status and the education of their children in the United
States. On the other hand, Mexican deported mothers worried about more basic needs, such as their
children receiving a substandard education in Mexico compared to the education they received in
the United States, and the inability of their U.S.-born children to access medical coverage in Mexico
because of a lack of proper documentation.
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Although not deliberately examined in this research, the authors noticed another important
diﬀerence during the dissemination of our ﬁndings. We both had diﬀerent perceptions of the word
diaspora, and we struggled to come to a common understanding. While the Iranian author’s conception
of diaspora in the United States referred to a more privileged population, the Mexican author thought
about mostly unprivileged groups. This is because of the geographical spaces Iranians and Mexicans
occupy. Due to the proximity to the border, Mexicans’ migration to the United States is somewhat
facilitated. This is why a great number of Mexican immigrants can travel to the United States even
when they experience poverty, have low educational levels, or do not have proper documentation.
There are approximately 33 million Mexicans in the United States [29]. Since Iranians need more
resources to initiate the move to the United States, it follows that they are better educated and from
more privileged backgrounds. Currently, there are over one million Iranians living in the United
States [15].
Finally, the greatest diﬀerence uncovered by our ﬁndings was the diﬀerent eﬀects of Trump’s
anti-immigrant policies for Iranians and Mexicans based on what side or the border they inhabited.
For Iranians in the United States, these policies had negative outcomes because not only were Iranians
negatively stigmatized in the United States, aﬀecting their job prospects and increasing the level of
discrimination they experienced. They also were practically trapped because they were unable to
leave the United States and their families in Iran were unable to visit them, aﬀecting their mental
and emotional well-being. For Mexican returnees living in Mexico, the response of the Mexican
government to Trump’s threats to deport millions of undocumented immigrants had an unexpected
positive outcome. Thanks to the granting of dual citizenship to U.S.-born children of Mexican nationals,
and to lifting all restrictions to access education, Mexican returnees and their children were able to
access social beneﬁts in Mexico that had been previously denied to them because of a lack of proper
documentation. However, the authors want to stress that we are in no way suggesting that we support
anti-immigrant policies. When considering the drawbacks brought by anti-immigrant policies, this
beneﬁt is minimal in comparison. The fact remains that Mexican deportees and their families still
experience stigmatization in Mexico, and that the rights of U.S.-born children are still not fully respected
in Mexico or in the United States.
9. Conclusions and Recommendations
This study sought to uncover the ways in which Iranian and Mexican immigrant groups were
similarly yet diﬀerently aﬀected by anti-immigrant U.S. policies. This research also sought to
unpack how their intersectional identities contribute to the degree of oppression they experience.
The intersection of geographical location, socioeconomic status, class, gender, religion, immigration
status, and nationality either eased or aggravated the eﬀects of anti-immigrant policies. The main
contribution of this study consisted in examining anti-immigrant policies comparatively between
Mexican and Iranian groups. By doing so, we gained a better understanding of the intricacies of both
cultures, the commonalities that they share, and the diﬀerences that aﬀect the level of oppression they
face in their home countries as well as in the United States Because part of this study was conducted in
Mexico, we have ﬁrst-hand knowledge of how U.S. policy inﬂuences international policy as well.
Therefore, the authors argue that more collaborations, even at the local level, but that include
the global South should be undertaken, with data collection that transcends U.S. borders whenever
possible. Due to our interconnectedness, we cannot overlook how the decisions taken in one part of
the world have a global impact. In addition, the undertaking of comparative studies allowed us to
not only gain a better understanding of the contexts, groups, issues, and countries being compared,
but also about the unintended consequences for all involved.
Most importantly, we should engage in research projects that not only produce knowledge,
but that beneﬁt our participants. This research contributed to the networking of Mexican deported
mothers, which in turn led to participants feeling supported by other mothers who understood their
plight. In addition, this research was a link between deported mothers and the Mexican educational
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system that provided free assistance for the dual citizenship project in Mexico. For Iranian participants,
this research helped to put a face to the millions of Iranians that were aﬀected by the policies that
limited their right of movement to and from the United States. This research made visible the,
often underemphasized, human cost of government policies.
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Clark County School District in Las Vegas, Nevada. This article is based on a larger study of parent
and family member participants in these activities at 25 district schools between 2003 and 2012.
Keywords: Latinx family engagement; family engagement in schools; race; education

1. Introduction
Parent and Latinx parent involvement programs have tended to focus on heteronormative and/or
biological deﬁnitions of parents, as well as on parental development exclusively or primarily on directly
impacting student educational performance [1,2]; for example, teaching a mother and father to regularly
communicate high educational expectations to their children. In the original study on which this article
is based, the work to engage families, particularly Latinx families—where family is broadly deﬁned
to not just include parents (same sex, formally and informally adoptive, etc.), but also older siblings,
extended family members, and variously deﬁned others (close friends, community members, among
others)—revealed that improved student performance is more predictable when whole families are
meaningfully engaged (not just “involved”), and parents’ (broadly deﬁned) own personal, academic,
and professional development is made more central [3]. For example, emphasizing and supporting
parents’ educational achievement may, in turn, lead their children to ﬁnish homework assignments
more reliably than does simply focusing parents on supervising their children’s homework completion.
2. Methods
Participants in the original study were drawn from the 500 participants (2003–2012) of the Clark
County School District (CCSD)-endorsed, but community-based, speciﬁc, but broadly deﬁned family
engagement activities implemented in 25 district schools [3]. This study used a mixed research design
in seeking to determine the nature of the relationship between robust Latinx family engagement
and their children’s school success. Types of, and trends in, parental and family engagement before,
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during, and following their involvement in the speciﬁc, but broadly deﬁned family engagement
activities at focus were investigated to establish the impact of participation on student academic
outcomes. Student academic achievement, demarcated by key educational outcomes tracked by
CCSD (e.g., student attendance rates, homework completion rates, grades, grade level progression
rates (retention), graduation rates, and college attendance rates), were evaluated prior to, concurrent
with, and after parental participation in the family engagement activities. The academic achievement
of a comparable group of students (matched on school, grade, gender, ethnicity, English language
proﬁciency, special education status, and eligibility for free or reduced lunch), whose parents did not
participate in these activities, were analyzed comparatively. Constant comparative analysis of the
qualitative data (including for time sequencing and to establish causality), as well as mixed factorial
analysis of variance (ANOVA), treatment and comparison group (counterfactual) analysis, and Chi
Square tests (X2 ) of signiﬁcance of the quantitative data, was undertaken. The overarching grounded
theory orientation of the proposed study enabled integrated analysis of all the data.
In this article, we review the development of, and takeaways from, Latinx family engagement at
Gene Ward Elementary School.
3. Background
I am humbled by the accomplishments and self-advocacy of a community of families that at one
time remained silent. The families who have become engaged in our school and related community
activities have found ownership in Gene Ward Elementary as “theirs.” They are the people I count on
to lead the way in voicing family concerns and dreams for their children (Phyllis Morgan, personal
communication, 15 October 2010).
Gene Ward Elementary is an “at-risk,” Title I, inner-city school in Las Vegas, Nevada, serving
student prekindergarten through ﬁfth-grade students ([4], 2003–2012). Like many schools in the CCSD,
the number of students in the school at any given time is over 700, much larger than most elementary
school campuses across the nation (NRC, drilled to Demographic Proﬁle (by academic year)). Further,
over 85 percent of Gene Ward students fall below the poverty line, and the majority speak English as
a second language (NRC, drilled to Demographic Proﬁle (by academic year)). Most (70 percent) of the
students who speak English as a second language speak Spanish as their ﬁrst language, although there
are 19 other languages spoken as a ﬁrst language other than English on the Gene Ward campus (NRC,
drilled to Demographic Proﬁle (by academic year)).
The uniqueness of the Gene Ward Elementary student population made family engagement central
in the staﬀs’ eﬀorts to improve student achievement. Phyllis Morgan worked at Gene Ward Elementary
School for over 15 years, ﬁrst as Assistant Principal under the leadership of Principal Maria Chávez,
and subsequently as its Principal. Together, Chávez and Morgan supported the development of an array
of speciﬁc, but broadly deﬁned family engagement initiatives to meaningfully involve families in the
school community in order to improve student achievement. These activities centered around monthly
gatherings at the school, during which a range of personal, social, academic, and professional topics were
explored. These topics included family leadership, navigating the public school system (e.g., reading
report cards, understanding Grade Point Averages (GPAs), Advanced Placement (AP) and college
access test preparation) and building relationships with teachers (e.g., parent–teacher conferences,
Parent Teacher Associations (PTAs), Parent Advisory Councils (PACs), School Improvement Teams,
(SITs), school governance, dress codes), conﬂict resolution, accessing college taking and passing high
school Graduate Equivalency Diploma (GED) exams, credit recovery programs, understanding charter
schools, writing and following personal and family action plans, understanding Title 1 and Title IX,
establishing and operating home businesses, civic engagement and public service (volunteerism and
giving back), immigration and citizenship pathways, taking and passing citizenship tests, working
with police, English as a Second Language (ESL), taking and progressing in English as a second
language courses, human psychology, bilingualism/biculturalism, understanding school budgets and
improvement plans, accessing community resources, and ﬁnding and using voice (e.g., speaking
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up and out, speaking through fear, being heard). During these monthly gatherings, other activities
were planned and then carried out. For example, childcare and parallel youth engagement programs
were established to increase adult freedom/ﬂexibility to engage, food was provided (which involved
fundraising activities to build a food budget) to increase participation and make the gatherings
more social, tours of Southern Nevada colleges and universities were undertaken, meetings with
city oﬃcials to address neighborhood safety, cleanliness, and community facility/green space access
and use were held, and a resource referral service was established (e.g., for individual and/or family
counseling, for academic tutoring, for preteen and teen initiatives (e.g., referrals to competitive/selective
extracurricular activities, service learning opportunities, transition to college programs), and, for parent
self-help enterprises (e.g., referrals to small business enterprise programs, entering and completing
higher education credentialing programs).
4. Central Research Question and Its Signiﬁcance
The central research question that the original study investigated is: What is the impact of Latinx
family engagement on student educational outcomes? This research question is signiﬁcant because it
challenges long-standing existing thinking about the relationship between narrow deﬁnitions of parents
and of parental involvement and student academic achievement—namely that student performance
improves when parents are only or mostly directly focused on improving it and it alone [1,5–9].
The study revealed that more eﬀective approaches for building student success in schools are those that
focus on parental and family participation in the democratic life of their local community, including in
their children’s school(s).
5. Literature Review
Latinx students are more likely to be in below grade-level classes, less likely to participate in preand after-school programs, more likely to leave school sooner (stop out, opt out, drop out, get pushed
or kicked out) and in greater numbers, and more likely to have lower literacy and English literacy rates
than students from all other racial/ethnic groups (President’s Advisory Commission [10]). Yet, Latinx
students are supported at home in ways that typically result in very high academic achievement in
majority student populations [5,7,11].
Cultural Ecological Theory (CET) has been employed to explore the cultural conﬂicts that emerge
as minoritized groups seek to successfully negotiate the Eurocentric cultural norms embedded in
U.S. schools [12–15]. These norms do not engender recognition of Latinx family engagement in their
children’s education because the manners of expression of this engagement are culturally informed;
for example, the Eurocentric culture of most schools encourages competition, whereas the home culture
of many Latinx students emphasizes cooperation.
Critical Race Theory (CRT) in education has been used to examine the sociopolitical consequences
of racism in educational settings in the United States [16–19]. Eurocentric culture is predicated on
two racist assumptions, one covert and one overt. The covert assumption is that acculturation to
Eurocentric norms is “wise”: the overt assumption is that assimilation to these norms should be desired.
Thus, Latinx students who come to school expressing eagerness to learn in Latinx culturally reﬂexive
ways are often perceived to be less capable and taught (or not taught) accordingly. Likewise, parents
and other family members who seek out engagement in their children’s schools in manners that reﬂect
their Latinx cultural identities are often met with indiﬀerence, or worse, hostility.
While CET and CRT have provided insights into the experiences of Latinx students and their
families in educational settings, Culture-Centered Theory (CCT) has been engaged in the development
of pragmatic strategies for parlaying these insights into concrete solutions [6,20–22]. To reconcile the
contradiction between the educational support provided to Latinx students by their families, and these
students’ still-persistent lack of academic achievement, CCT emphasizes the need for highly culturally
relevant and responsive and otherwise robust schooling interventions like Latinx-focused parent
involvement programs [1,2,8,9,23,24].
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Unfortunately, most PK–12 schools have not yet built relationships with Latinx parents and
families and, therefore, not built on the relationships among Latinx family members that are necessary
to bring the very high academic achievement of Latinx students to fruition [1,2]. Further, Latinx parents
and families have found initiating involvement in their children’s PK–12 schools challenging, largely
because they do not feel welcomed in seeking to do so [8,9].
However, even when Latinx-focused “parent involvement” (as opposed to family engagement)
programs are highly culturally relevant and responsive and otherwise robust, if they focus
mostly or exclusively on improving student academic achievement, they have yielded only
incremental improvement in student attendance, homework completion rates, and overall educational
advancement [1,3,11]. Outcomes from the original study revealed that Latinx family engagement in
schools and surrounding communities yields more substantive student academic improvement and
inclination toward higher education. Accordingly, this article considers these outcomes to further
highlight the extent to which, how, and why the democratic participation of Latinx families in school
and local communities brings about more extensive and durable improvements in their children’s
educational success. The goal of this article is to aid in the development of new bases of knowledge
from which greater improvements in Latinx student educational outcomes can be realized.
6. Conceptual Framework
This study employs the concept of participatory democracy in examining family engagement in
the democratic functioning of schools and the communities that host them. According to Fishkin [25],
when constituents of democratic systems broadly participate in the operation those systems, their
quality of life improves. Building on Fishkin’s premise, a Latinx student’s educational performance
may be signiﬁcantly increased by their parents’ civic involvement because of how this involvement is
perceived to improve, and/or actually improves, the family’s overall quality of life.
7. Roots
Like so many of the students who attend my school, three of my four grandparents were
immigrants to the United States and they all spoke a language other than English when they came to
this country. This is one of the main reasons I stayed at Gene Ward Elementary School for so long:
I understood my school community. My grandparents’ eﬀorts to survive and thrive as new immigrants
to the United States—such as advocating for their child, seeking out and attempting to use community
resources, or building a supportive network—were blocked by cultural and linguistic barriers. I often
wonder how my grandparents’, parents’, and my family’s life would be diﬀerent today if my family
had had access to the kinds of family engagement activities we established at Gene Ward. You see,
these activities all but erased the blocks and barriers, and they did so not just for one child or one
family, but for generations (Phyllis Morgan, personal communication, 15 October 2010).
Intentional family engagement eﬀorts began at Gene Ward Elementary in 2005 when the school’s
English Language Learner (ELL) program obtained a grant enabling it to have one of its teachers
dedicated to promoting family engagement in the school. Chávez and Morgan were strong supporters
of the idea to use this grant money for this purpose, having long recognized that Latinx parents lacked
the most “voice” in the school. Prior to 2005, Chávez and Morgan noted that although Latinx parents
were often involved in school events and came to parent–teacher conferences, it was extremely diﬃcult
to get them to take on leadership roles within the school. They found themselves scrambling to ﬁnd
parents, any parents, but especially Latinx parents, to join the PTA or SIT. Further, when school board
members would hold meetings for parent representatives, or Title I district meetings called for parent
representatives, it was diﬃcult to ﬁnd any parent willing to attend, again, especially a Latinx parent.
Teacher Maria Cieslak was chosen by Chávez and Morgan to dedicate her time to family
engagement activities because of her compassion for the parent community, her ability to speak three
languages—Polish, English, and Spanish—her expertise as a National Board Certiﬁed English as
a Second Language (ESL) Teacher, and her ability to support the learning needs of the very diverse
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group of parents who were expected to participate in these activities at the school. Around the same
time that Cieslak was beginning to develop family engagement activities at Gene Ward, Chávez
and Morgan hired bilingual (Spanish and English) Instructional Assistant Norma Juárez for one of
the school’s Title I Pre-K programs, only to discover, shortly thereafter, that she also brought with
her extensive family engagement experience. Together, Cieslak and Juárez developed Gene Ward
Elementary School’s family engagement activities. As noted above, these activities included monthly
family engagement gatherings that, when Chávez and Morgan ﬁrst attended, took them by surprise
because attendees were learning about Maslow’s [26] hierarchy of needs or in deep discussion about
future goals for themselves as individuals, as well as for their families. Chávez and Morgan found
these gatherings to be more like college courses than any “parent training” they had ever come across
previously. Accordingly, they were very impressed with the higher-order thinking and learning
being demonstrated.
Space, budget, and leadership development considerations also factored into the development
of the family engagement activities at Gene Ward Elementary. In 2009, ﬁve years into Gene Ward’s
intentional development of family engagement activities, the school was fortunate to have enough
facility space to designate two rooms almost exclusively for these activities, including for childcare,
as well as various meetings with both adolescents and adult family members. The same year, school
staﬀ developed a plan for how it would engage veteran participants in the family engagement activities
to start leading those activities so that these activities could be engaged “by families for families.”
This required Gene Ward staﬀ to learn how to think diﬀerently about school governance and, ultimately,
to do a lot of “letting go” so that family members could assume responsibility for school leadership.
8. Growth
Perhaps not surprisingly, the staﬀ at Gene Ward Elementary School witnessed some very
remarkable changes that they expressly attribute to their intentional family engagement eﬀorts.
As mentioned previously, prior to the implementation of the family engagement activities in 2005,
Gene Ward had no parent volunteers willing to take on any leadership roles. By 2010, after ﬁve years
of intentional family engagement, the Gene Ward PTA Board of Directors was comprised exclusively
of family member participants in these activities. Likewise, Gene Ward’s SIT parent member slots,
CCSD PAC parent representative slots, and CCSD Title I Parent Meeting parent representative slots
were ﬁlled, and ﬁlled exclusively, by family member participants in these activities.
Parent and family member volunteerism in general also dramatically increased on the Gene Ward
campus. Parents and family members assisted, on a daily basis, to support the learning environment
in classrooms, on the playground, in the multipurpose activity room, and in el Jardin del Sol—the
school’s two-acre garden.
Parents and family members also found and began using their “voice” at Gene Ward. In 2004,
Morgan vividly recalls conducting staﬀ and family member surveys to garner support for implementing
a student uniform policy at the school based on her review of the then-current research about the
potential positive impacts of school dress codes on student performance. CCSD policy required
a minimum of 80% support from parents and staﬀ to change school protocols in this regard, but to
Morgan’s dismay, the surveys indicated a lack of parental support for a student uniform policy.
In contrast, in 2010, a group of parents led by family member participants in the school’s family
engagement activities conducted their own research on student uniforms and academic performance
and subsequently demanded that Gene Ward implement a standard dress code for all students.
These participants held several meetings. They chose the components of the “Student Standard Attire,”
and informed other parents and family members about their plans. When put to a public vote in April
2011, the measure passed. When parents own knowledge, everyone’s—parents, teachers, school staﬀ,
and, especially students—path to educational success is enhanced.
Gene Ward’s parent and family member voice also helped keep the school safe (and from costly
damage and loss). The Las Vegas Metropolitan Police Department oﬀered a parent training in 2007.
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The parents who chose to attend that training were, once again, family member participants in the
school’s family engagement activities, as well as their nonparticipant spouses. At around that same
time, Gene Ward Elementary had been experiencing a series of late-night and weekend break-ins,
resulting in vandalism and theft. Shortly following the training, one of the training attendees saw
an unfamiliar man on a Gene Ward rooftop and called the police to report it. The man on the rooftop
was determined to be the person breaking into the school; he was arrested and prosecuted. Later it
was revealed that this man was stealing the copper wire used for the school’s computer systems to sell.
The district was able to have the wire replaced quickly so that Gene Ward students did not experience
any interruption in their computer access. The training attendee who reported the unfamiliar man
to the police later shared with Gene Ward staﬀ that, prior to participating in the Police Department
parent training, he would not have made that call to the police, both because he feared police and
believed that they would not take him seriously. However, because of his positive experience in the
Police Department parent training, he placed the call. Thankfully, this family member participant in
the school’s family engagement activities is not unique; it has been repeated several times by other
observant participants who witnessed several similar situations and opted to call for help. Gene Ward
Elementary School is a safer place for its students to learn and grow because meaningfully engaged
family members have found and use their voice.
Increased family camaraderie also became very palpable at Gene Ward Elementary as a result of
their family engagement work. Families befriended and supported each other and school staﬀ in ways
Morgan never imagined possible. For example, in 2006, during Gene Ward’s second year of intentional
family engagement activity programming, parent and family member activity participants decided to
take a GED preparation course. Many of them did not have their own transportation to get themselves
to and from the course sessions; fortunately, those who did have vehicles oﬀered to carpool so that
all who were interested could take the course. In another instance this same year, a participating
mother—young, with three children, and ﬂeeing abuse—found herself unemployed and homeless.
In an instant, this mother and her children were taken in and cared for by members of the Gene Ward
“extended family, family.” This mother became gainfully employed and, therefore, able to care for
her three daughters on her own. The pride she came to exude in her ability to provide for her family,
coupled with the gratitude she expressed for those who cared for her and her children in her time of
need, cannot be measured, but they were felt at the deepest levels by all members of the Gene Ward
Elementary School community.
9. Wings
Over time, family engagement activity-focused work at Gene Ward grew into a community-based
family engagement movement in which, increasingly, participants learned from each other’s successes.
As previously noted, at monthly gatherings, family members listened to guest speakers on a range of
topics, especially on the topic of how to improve education in Nevada.
9.1. Parent Educational Advocacy
Inspired by speakers on education, ﬁve active parent participants attended a legislative hearing on
education funding and potential cuts to that funding; one spoke out against the cuts. As a result of the
eﬀorts of these parents, a state legislative committee was formed to bring parents together to formally
engage educational issues in subsequent legislative sessions, and CCSD’s central administration
augmented its family engagement work, including by hiring three of the parents.
9.2. Continuing Education
More than 30 immediate and extended family members obtained their GED. One went on to pursue
vocational education to become a licensed Cosmetologist. Three enrolled in higher education—two
at the College of Southern Nevada (CSN, a community college) and one at Nevada State College
(NSC). Two of these three received scholarships from the Southern Nevada Hispanic Employment
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Program (SNHEP) to support their higher educational goals. Numerous participants enrolled in
and continuously attend classes in English as a second language. Many others have enrolled in
nutrition classes.
Also in the education arena, many participating mothers took advantage of private funding,
obtained through a grant, to attend the “Life Re-Design Plan Madrinas Retreat,” sponsored and hosted
by the University of Nevada, Reno Cooperative Extension, and co-sponsored by NSC, SNHEP, Bilingual
Consulting Services (a local small business), and the MGM MIRAGE. Developed by Dr. Myrna Araneta,
an organizational systems psychologist, 15 mothers attended the Retreat in 2007 as a single cohort,
and 17 mothers attended the Retreat in 2010 in two cohorts—one comprised of those who previously
attended (to build on their prior learning), and one comprised of new attendees. The Retreat engages
mothers in the development and implementation of more comprehensive action plans to ensure
productive futures for their families.
9.3. Connecting Education to Entrepreneurship
A family engagement partnership was also established with Nevada Micro-Enterprise to provide
business seminars to participating mothers interested in beginning home businesses dedicated to
supporting their families’ educational goals. Over 25 mothers attended and ﬁve have already started
their home businesses.
9.4. Youth Educational Advocacy
At a 2009 monthly gathering, the idea to establish a forum for youth educational advocacy was
raised. In March 2010, 22 participating adolescent family members of Gene Ward students established
a youth council with a three-pronged educational mission: accountability to family and self, service
learning, and leadership. Meeting every two weeks, the youth council’s ﬁrst priority was to secure
charitable funding to support activities that supported achievement of their mission.
Thereafter, the youth council established: (1) a partnership with the City of Las Vegas directed
at neighborhood beautiﬁcation; this partnership led several council members to join neighborhood
councils; and, (2) mentoring relationships with college students pursuing degrees in the council
members’ areas of academic and professional interests. In furtherance of the council’s educational
mission, all council members attended the University of Nevada-Reno’s Cooperative Extension
“Anahuac Program,” a High School dropout prevention initiative, and volunteered, through the Las
Vegas Convention and Visitors Authority (LVCVA), to help staﬀ local conferences in order to learn
about conference topics, as well as how conferences are organized and operated.
10. Conclusions
The friendship we have with other families makes us realize that we are not alone; that there are
more families such as ours and they all have the same purpose to struggle for the best. Thank you from
my heart for your eﬀorts and interest in bettering our community (parent, personal communication,
9 December 2010).
Educational achievement is often seen as the key to securing access to full participation in
democracy for historically underrepresented racial, ethnic, gender, and economic groups in the United
States. Findings from the original study on which this article is based challenge the developmental
linearity implied in oversimplifying the relationship between education and social opportunity. Instead,
these ﬁndings reveal that civic engagement fosters, or even drives, educational accomplishment, and that
the relationship between involvement in community life and commitment to educational advancement
is more reciprocally complex than typically acknowledged. While education has indeed opened
doors to robust citizenship in the United States, it has not done so as quickly and predictably as is
often promoted through references to “the American dream.” This article examined how and why
Latinx family engagement in a school and surrounding community may more expediently and reliably
translate into improved student educational outcomes, than does mere parent involvement focused
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only or largely on their children’s performance in school. Accordingly, this article extends the existing
research literature on parent and Latinx parent involvement programs by documenting how and why
Latinx family engagement work may be more successful in bringing about improved Latinx student
educational outcomes when its parental development focus prioritizes the holistic growth of whole
families brought about by their varied engagement in school and the community at large.
Author Contributions: Conceptualization, R.Q.F., P.M., L.R. and C.C.; methodology, R.Q.F. and C.C.; validation,
R.Q.F., P.M., L.R. and C.C.; formal analysis, C.C.; investigation, R.Q.F., P.M. and L.R.; data curation, R.Q.F., P.M.,
L.R. and C.C.; writing—original draft preparation, R.Q.F., P.M., L.R. and C.C.; writing—review and editing, C.C.;
visualization, R.Q.F., P.M., L.R. and C.C.; project administration, R.Q.F.
Funding: This research received no external funding.
Conﬂicts of Interest: The authors declare no conﬂict of interest.

References
1.

2.
3.

4.
5.
6.
7.
8.
9.
10.

11.

12.
13.
14.
15.
16.
17.

Tinkler, B. A Review of Literature on Hispanic/Latino Parent Involvement in K–12 Education; Document Numbers
ED 469134 and RC 023599; United States Department of Education, Oﬃce of Educational Research and
Improvement, Educational Resource Information Center (ERIC): Washington, DC, USA, 2002.
Zarate, M. Understanding Latino Parental Involvement in Education: Perceptions, Expectations, and Recommendations;
Tomás Rivera Policy Institute, University of Southern California: Los Angeles, CA, USA, 2007.
Clark, C.; Flores, R.; Rivera, L.; Biesinger, K.; Morgan, P. We make the road by walking: The family leadership
initiative in Las Vegas. In Breaking the Mold of Education for Culturally and Linguistically Diverse Students:
Innovative and Successful Practices for 21st Century Schools; Cohen, A., Honigsfeld, A., Eds.; Rowman and
Littleﬁeld: New York, NY, USA, 2012.
Nevada Report Card (NRC). Demographic Proﬁle. 2003–2012. Available online: http://nevadareportcard.nv.
gov/DI/nv/clark/gene_ward_elementary_school/2018 (accessed on 25 January 2019).
Chrispeels, J.; Rivero, E. Engaging Latino families for student success: How parent education can reshape
parents’ sense of place in the education of their children. Peabody J. Educ. 2001, 26, 119–169. [CrossRef]
Delgado-Gaitán, C. Involving Latino Families in Schools: Raising Student Achievement through Home-School
Partnerships; Corwin Press: Thousand Oaks, CA, USA, 2004.
Guerra, P.; Valverde, L. Latino communities and schools: Tapping assets for student success. Princ. Leadersh.
2007, 8, 40–44.
Quezada, R.; Díaz, D.; Sánchez, M. Involving Latino parents. Leadership 2003, 33, 32–34.
Quiocho, A.; Daoud, A. Dispelling myths about Latino parent participation in schools. Educ. Forum 2006, 70,
255–267. [CrossRef]
President’s Advisory Commission on Educational Excellence for Hispanic Americans. Our Nation on the
Fault Line: Hispanic American Education, a Report to the President of the United States, the Nation, and the Secretary
of Education; White House Initiative on Educational Excellence for Hispanic Americans: Washington, DC,
USA, 1996.
Nieto, S.; Rivera, M. (Eds.) Charting a New Course: Understanding the Sociocultural, Political, Economic,
and Historical Context of Latino/A Education in the United States; The Spencer Foundation: Chicago, IL,
USA, 2010.
Foster, K. Coming to terms: A discussion of John Ogbu’s cultural-ecological theory of minority academic
achievement. Intercult. Educ. 2004, 15, 369–384. [CrossRef]
Luna, N. Clark County Dropout Needs Assessment Report: Community Readiness Data Collection Process to Address
Latinx School Dropout; University of Nevada Cooperative Extension: Reno, NV, USA, 2008.
Ogbu, J. (Ed.) Minority Status, Oppositional Culture, and Schooling; Routledge: New York, NY, USA, 2008.
Valdés, G. Learning and Not Learning English: Latino Students in American Schools; Teachers College Press: New
York, NY, USA, 2001.
Cammarota, J. A social justice approach to achievement: Guiding Latina/o students toward educational
attainment with a challenging, socially relevant curriculum. Equity Excell. Educ. 2007, 40, 87–96. [CrossRef]
Delgado Bernal, D. Critical race theory, LatCrit theory and critical raced-gendered epistemologies:
Recognizing students of color as holders and creators of knowledge. Qual. Inq. 2002, 8, 105–126. [CrossRef]

147

Educ. Sci. 2019, 9, 149

18.
19.
20.
21.
22.
23.
24.
25.
26.

Dixson, A.; Rousseau, C. Critical Race Theory in Education: All God’s Children Got a Song; Routledge: New York,
NY, USA, 2006.
Ladson-Billings, G.; Tate, W. Toward a critical race theory of education. Teach. Coll. Rec. 1995, 97, 47–68.
Howard, T. Culturally relevant pedagogy: Ingredients for critical teacher reﬂection. Theory Pract. 2003, 42,
195–202. [CrossRef]
Wortham, S.; Contreras, M. Struggling toward culturally relevant pedagogy in the Latino/A diaspora.
J. Lat. Educ. 2002, 1, 133–144. [CrossRef]
Zambrana, R.; Zoppi, I. Latina students: Translating cultural wealth into social capital to improve academic
success. J. Ethn. Cult. Divers. Soc. Work 2002, 11, 33–53. [CrossRef]
Gay, G. Preparing for culturally responsive teaching. J. Teach. Educ. 2002, 53, 106–116. [CrossRef]
Ladson-Billings, G. But that’s just good teaching! The case for culturally relevant pedagogy. Theory Pract.
1995, 34, 159–165. [CrossRef]
Fishkin, J. When the People Speak; Oxford University Press: Oxford, UK, 2011.
Maslow, A. A theory of human motivation. Psychol. Rev. 1943, 50, 370–396. [CrossRef]
© 2019 by the authors. Licensee MDPI, Basel, Switzerland. This article is an open access
article distributed under the terms and conditions of the Creative Commons Attribution
(CC BY) license (http://creativecommons.org/licenses/by/4.0/).

148

MDPI
St. Alban-Anlage 66
4052 Basel
Switzerland
Tel. +41 61 683 77 34
Fax +41 61 302 89 18
www.mdpi.com
Education Sciences Editorial Ofﬁce
E-mail: education@mdpi.com
www.mdpi.com/journal/education

MDPI
St. Alban-Anlage 66
4052 Basel
Switzerland
Tel: +41 61 683 77 34
Fax: +41 61 302 89 18
www.mdpi.com

ISBN 978-3-03921-308-5

