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ABSTRACT

Given the one-dimensional, essentialist view of Black male teachers as social
change agents (i.e., role models and father figures) (Brown, 2012b; Rezai-Rashti, 2008),
the purpose of this study was to examine the identities, the ability to support Black male
students’ success, and pedagogical styles of Black male kindergarten teachers in the
South. Using a multidimensional conceptual framework including Black masculinity,
Fictive Kinship Network, Culturally Relevant Pedagogy, and Critical Race Theory, this
study captured counterstories of culturally relevant Black male kindergarten teachers.
The counterstories were used as a methodological tool to convey major themes which
demonstrated Black male kindergarten teachers’ ability to positively influence Black
male kindergarteners academically using culturally relevant teaching.

Findings revealed that Black male kindergarten teachers perceived themselves to
be fictive brothers/fathers who fostered collaboration and built solidarity with the Black
community to academically and socially support Black male kindergarteners in early
childhood classrooms. Black male kindergarten teachers were also found to be
pedagogues of culturally relevant classroom management practices. Black male
kindergartners reported that their Black male teachers used hip-hop, sports, and
mathematics literacies as instructional approaches. Black family members perceived
Black male kindergarten teachers as Role Models who represented positive images of
Black manhood for their Black male kindergarteners. They also regarded Black male

kindergarten teachers as Role Models who minimized Black parents’ distrust for White
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female teachers and other White educational professionals. The findings of this study
may be useful for: (a) understanding the need for the recruitment and retention of
culturally relevant Black male teachers to early childhood classrooms; (b) further
understanding the need for specific preparation in using hip-hop, sports, and critical
literacies as instructional tools in early childhood classrooms; and (c¢) drawing from the
wisdom and wealth of Black family members to inform pedagogical practices in early
childhood classrooms.

Key Terms: Black male teachers, culturally relevant pedagogy, critical race theory, early

childhood education, fictive kinship network, kindergarten teachers.
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CHAPTER ONE

INTRODUCTION

Having conversations with my mother always seems to lend itself to intimate
cross-generational exchanges and deeper reflections on my early childhood experiences.
On a nice, sunny, Saturday morning in the springtime, while having a bagel and a glass of
orange juice on my balcony, I called her to discuss my attempts at writing the
introduction to this dissertation project around my experiences in kindergarten. As I
began to share with her what I remembered, I began to hear the excitement in her voice.
She enjoys talking about the past and sharing family history. That excitement led to her
verifying my account of what I recalled and adding details to my already vivid
recollection of my fond memories in kindergarten. Throughout the conversation, she
constantly said with strong affirmation “You’re right, I can’t believe you remembered all
of that.” My reply to her, “Yes Mamma (even at 36 years old I still call her “Mamma”), |
remember...” Therefore, my story is a combination of what I remembered, what I was
told, and what I researched.

My early years in public school were full of memories of Mr. Carter, my
kindergarten teacher. “Mr. C.,” as everyone referred to him, was one of the few male
teachers who taught at my predominantly African American elementary school in the
urban South. W. J. Frierson Elementary School (pseudonym) was located in the heart of
downtown Charleston, South Carolina and was the school where most of the

neighborhood children attended. No different than any urban school, our school had its
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share of problems including a pervasive history of low performance as a result of the
school district’s failure to provide adequate resources to meet the needs of its Black
student population from poor backgrounds. The school is now defunct like most urban
schools that are forced to close due to ‘academic underperformance’ (Kozol, 2005, 2012).
During my years at W. J. Frierson, most of the district financial allocations were
invested in schools on ‘the other side of the track’ that were predominantly White and
middle-class'. Such a lack of funding provided an explanation for the outdated, mold-
infested, brick school building where ceiling tiles fell quite often due to sustained water
and storm damage. As a young child, I vividly remember sitting in my kindergarten
classroom counting the number of water stains on ceiling tiles, anxiously awaiting the
opportunity to see them fall and the outpour of rainwater that would soon follow. Then,
to see Mr. C. conduct the dreadful clean up after which he was always annoyed was quite
entertaining at the tender young age of five. He kept buckets and mops in a nearby closet
in the classroom because he knew his cleaning ritual would somehow take place again
soon. Each time he performed this task, I chanted in my head the song he taught us at the
completion of playtime, “Everybody, it’s clean up, everybody, it’s clean up time.”
Among the paucity of male teachers on faculty at our school, Mr. C was the only
Black male teacher I could ever remember seeing in the building. There were more Black
female teachers than male teachers. In fact, I found my Lifetouch yearbook that included
photographs of students and teachers. Perusing the photographs, I counted a total of
fourteen teachers including seven Black women teachers, six White women teachers, and

one Black male. Seemingly in his early 20’s, he was also the youngest of them all. From

1T searched school board meeting minutes, NAACP reports, and newspaper articles
which documented Black citizens’ concerns relative to financial inequities in the district.
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what I remembered, he was mature for his age and dressed in such a way that
complemented his maturity and youthful age. A bald six feet tall man, who wore paisley
bowties, neatly pressed white shirts adorned with sparkling cufflinks, and dark, creased
slacks was quite intimidating for a young boy like me who had recently lost his father.
His demanding presence, as a result of his height and style of dress, was overwhelming
enough to keep the rest of the boys and me on the right track. In fact, we knew not to
misbehave in the presence of Mr. C. and if we did, we knew there would be corporal
consequences to follow. Mr. C. kept a ruler in his desk that we oftentimes felt in the palm
of our hands when we misbehaved. Despite his chastisement, what we knew for sure was
that Mr. C. meant “business” in the classroom and he cared about our academic and
social wellbeing as young Black students. I did not experience the same level of care and
concern from other teachers as I matriculated to upper grade levels. Similar to most
present-day public K-12 schools, there was a lack of teachers who believed in the
academic and social potential of the Black children they taught (Delpit, 1995; Gay, 2000;
Ladson-Billings, 2005a, b, 2009, 2011; Milner, 2010 b). They did not have high
expectations for us, and often did not demonstrate their connection to the Black
community.

In his classroom, a very colorful and decorative space full of educational posters,
pictorials and other student-centered learning resources, he spoke with such wisdom and
confidence that made my classmates and I believed he knew everything. “Brave hearts, I
expect nothing but the best, not just today, but tomorrow and forever more” was his daily
motto by which he expected us to live. I would never forget it because it became the

hallmark of my early childhood experience. In fact, that saying was inscribed on a
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bulletin board in his room to which he drew his students’ attention every day. I have held
on to those words throughout my school years and during the toughest moments in my
personal and professional life.

Seemingly all the children in the school admired Mr. C., even children who were
not assigned to his class. Such admiration resonated throughout the school because he
was visible and actively engaged with all children at all grade levels each day as he
played basketball, football, and jumped rope before the start of the school day. In fact,
Mr. C was seen as and became the father we never knew, since most of us grew up in
single parent homes headed predominantly by young mothers who wanted the best for
their children. He took pride in modeling for us how we should “behave,” and learn in
school, emphasizing the importance of acquiring a good education. His impact on
children spread like wildfire throughout the school and its surrounding community. For
these reasons, parents wanted their children in Mr. C’s class.

Although I remembered vividly Mr. Carter’s mentorship, I also remembered he
was also an exceptional teacher who taught us requisite academic skills. He taught my
classmates and I how to recite the alphabet, count from zero to 100, write our names,
recall our birthdays, color within the lines, and so much more. To meet these minimally
basic tasks in kindergarten meant that students were well on their way in their academic
development. Because I knew most of tasks before I entered school, I almost missed the
opportunity to call Mr. C. my kindergarten teacher. I was forced to attend kindergarten
half-day; whereas other students were required to attend full-day kindergarten. During
that era of kindergarten, students who had the most academic needs were required to

attend full-day kindergarten.
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All of these memories were catalysts for me wanting to become a teacher. Like
Mr. Carter, I, too, became a teacher. I wanted to become a role model for young children
with whom I would come in contact. I felt that this would be my way of shaping and
giving back to my community. When asked by pre-service teachers who inspired me to
become a teacher, I always told stories of the mentorship of Mr. Carter with whom I kept
in contact years after high school graduation. I wanted to be just like him. I wanted to
wear bowties just like him, execute firm handshakes, and speak in such a commanding
voice that would immediately draw my students’ attention.

Like Mr. C., Black teachers have, frequently been thought of as Role Models for
Black children (Foster, 1997; Siddle-Walker, 1996, 2000). Drawing from the scholarly
works of DuBois (1903) in which he capitalizes the term “Negro” to honor, track, and
remain connected to the exclusion, denigration, suffering, crucifixion, and demonization
of Black people and their distinctive historical experiences in America, I purposefully
capitalize the terms “Role Models” to honor, track, and remain connected to a group of
Black teachers, both men and women, who have historically remained committed to
Black children in the face of anti-Black terrorism?, enslavement of Black people, Jim
Crow segregation, the ‘New Jim Crow’, and their myriad reinventions existing under
different names. I also denote “Role Modeling” as a proper noun demonstrating that the
idea has always been grounded in dynamic ways of thinking about Black children and
families (Dingus, 2006; Foster, 1997; Perry, Steele, & Hilliard, 2003; Siddle-Walker,

1996). Similar to Gloria Ladson-Billings, who troubles the terms “social justice,” while

2 Butchart (2010) describes terrorism as “the overwhelming force and violence, ranging
from simple intimidation through incendiarism, physical violence, shootings and murder
against [Black] students and teachers” (p. 33) as enacted by White people.
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introducing the terms “Just Justice” in her 2015 American Education Research
Association’s (AERA) Social Justice award acceptance lecture, I would also like to
trouble the terms role models and role modeling. I want to suggest that what educators
should be seeking and fighting for is “Role Models” and “Role Modeling.” Ladson-
Billings contends that applying the terms “Just Justice” is not merely a difference in
semantics but a fundamental rethinking of our work and tasks as human beings.” I
suggest the same as we use the terms “Role Models” and “Role Modeling.” Similarly,
Gee (1996) capitalizes the “D” in the word Discourse to distinguish it from lowercase “d”
in discourse. Discourse, with a capital “D” is “the recognizable coordination of people,
places, objects, tools, technologies, and ways of speaking, listening, writing, reading,
feeling, valuing, believing, etc.; whereas, discourse, with lowercase “d” simply stands for
language in use. I do the same with the words Role Models and Role Modeling to
distinguish it from lower case role models and role modeling.

Henceforth, I use the terms “Role Models” and “Role Modeling” to describe this
dynamic experience and understanding throughout this dissertation (Dingus, 2006;
Foster, 1997). Black Role Models have always believed in the possibilities and highest
potential of Black children (Boutte, 2015; Boutte & Hill, 2006; Boutte & Johnson, 2013;
Foster, 1997; Siddle-Walker, 1996). Perhaps even to signify the importance of the Role,
Black teachers were “othermothers” and “otherfathers™® who made students’ dreams
become realities in classrooms (Lynn, 2006b). They also developed fictive kinship or

relationships similar to those of biological family members with Black children (Cook,

3 Drawn from the Black womanist/feminist movement, othermother and otherfather refer
to the active role of caring and Role Modeling that Black women and men educators
demonstrated in the lives of children in Black communities.
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2010). These Role Models typically lived in the same communities in which their
students lived (Foster, 1997; Ladson-Billings, 1995, 2009; Siddle-Walker, 1996).
Similarly, they attended the same community functions and religious institutions that
their students attended (Foster, 1997; Perry et al., 2003; Siddle-Walker, 1996). They
typically knew the names of every child and parent, and were what Murrell (2000)
considers community teachers or individuals who were actively involved in the
educational affairs and politics of Black communities. They also developed positive
relationships with their students as they taught them to transgress or to work against the
social, economic, and political boundaries imposed upon them (hooks, 1994; Ladson-
Billings, 2009; Siddle-Walker, 1996). They enacted pedagogies in classrooms that drew
from students’ diverse lived experiences, and engaged in culturally relevant teaching
(Brown, 2011; Ladson-Billings, 1995, 2009) or teaching that centered and drew from the
cultural experiences of their students. Concurrently, they produced high achievement
outcomes or what Ladson-Billings (2009) refers to as the ability to ensure that Black
students develop “literacy, numeracy, technology, social, and political skills in order to
be active participants in a democracy” (p. 160). Academic success entails building
student motivation and interest long-term. It also entails “student learning’’—what it is
that students actually know and are able to do as a result of pedagogical interactions with
skilled teachers (Ladson-Billings, 2006, p. 34). In summation, Siddle-Walker (1996)
describes Black teachers best. She asserts that these teachers/ Role Models were “people
who could bridge their current life with possibilities [students’] lives might hold in the
future” (p. 204). All of these characteristics described Mr. C. Like Mr. C., these Black

Role Models possessed a strong care and nurturing for Black children. Such care and
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nurturing of Black children came out of an Afrocentric history, African excellence, and
the history of Black oppression in the forms of both the enslavement of Black people and
decades of Jim Crow segregation (Foster, 1997; King, 2005; Siddle-Walker, 2000).

In graduate school where I developed critical consciousness as a result of critical
friends* in graduate level courses, academic literature, and research that encouraged me
to critically read the world around me and the education profession in which I worked
(Freire, 1970, 1999). I came to understand the differences between Role Models and role
models. The latter conception (lowercase and not capitalized) is grounded in and is in
response to deficit thinking of Black children and families. I use the terms role model and
role modeling to refer to this deficit view throughout this dissertation. That is to say, the
conception of role modeling is grounded in the White hegemonic images, masculinities,
and expectations for Black and Brown bodies that are in direct opposition to African-
centeredness and Blackness (hooks, 2004). Said more pointedly, I came to understand the
idea of serving as role models, mentors, father figures and/or social change agents for
Black children in schools and society for most White (and Black) people could translate
into the belief that there is something inherently wrong with Black children and families
and that they need to be “saved” or rescued from their culture, homes, and communities.
Of course, that “something” is embedded in the historical reworking of deficit narratives
relative to Black people or those “same old stories” that stereotypically depicted Black
fathers as absent and disengaged or the heteronormative description of Black single

mothers as overbearing and incapable of positively raising children without the help of a

4 Critical friends are those individuals who have embrace critical dispositions that enable
them to critique social injustices relative to race, racism, and other forms of oppression
(Costello, 2008).
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Black man (Brown, 2011; Brown & Donnor, 2011). Using these lenses, Black children,
particularly Black boys, are viewed as deficient, helpless, out-of-control, problematic,
lazy, and needing guidance to say the least (Ferguson, 2000; Howard, 2014; Howard,
Flennaugh, & Terry, 2012; Howard & Reynold, 2008; Howard & Reynolds, 2013;).
Black male teachers are expected to be a part of a monolithic group of Black males who
are all essentially the same and have the solutions to correct these so-called problems
(Brown, 2012; Jackson, Boutte, & Wilson, 2013). They also serve to treat the socio-
psychological conditions and needs of Black males in the form of surrogate fathers,
without much regard for the systemic and institutional barriers at play (Brockenbrough,
2012b; Brown, 2012). These ideas could possibly explain why there are clarion calls to
recruit and retain more Black male teachers to the educational profession (Jackson et al.,
2013).

Unfortunately, some Black male teachers do not know they are considered to be
role models instead of Role models for Black children. For them, role modeling can
become burdensome and has caused them to work for Black children and families instead
of with them. Hence, they operate primarily from deficit perspectives into which they are
socialized as a result of deficit gazes. And, while these gazes have the potential to
become burdens for Black male teachers, they provide comfort for White teachers who
struggled to positively interact with Black children because they misunderstood them
(Howard, 2014; Kunjufu, 2012; Landsman & Lewis, 2011). As expatiated below, I
experienced this in my personal teaching experiences.

Although I wanted to be a Role Model for all children, for my White teacher

colleagues, I became a role model for Black children. I became the teacher to whom they
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sent the Black males (and girls) who they considered belligerent, disrespectful,
uncontrollable, and mouthy, never considering the role they, as teachers, played in
creating such behaviors among their students. “Mr. Bryan, can you speak with him or her
about his or her behavior in my class?”” was a question I heard frequently. Therefore, to
have someone on faculty who, in my White colleagues’ eyes, knew how to “discipline”
and “control” Black children served to protect their White privilege, entitlement, comfort
levels, and concerns. I found myself having to provide guidance to their students because
they professed to not know how. Instead of pointing out my White colleagues’
deficiencies and inability to work with Black children, I inadvertently become the
‘problem solver’ for them. Consequently, I became tired and frustrated operating in such
a way.

When I was not able and/or refuse to engage as a role model, I was not seen as the
“right kind of man” for the education profession (Anderson & Kharem, 2009; Carrington
& McPhee, 2008; Pabon, 2013). These double-messages about Black males (Jackson et
al., 2013) of being both the problem and the solution confused me the most.
Consequently, my failure to “discipline” and “control” Black children in the way they
(White teachers and administrators) desired, often produced discomfort for them and
generated racist actions towards me such as the blatant use of the word “nigger”
employed by a White female teacher colleague.

One day, I was on cafeteria duty at Brunson Academy for Advanced Studies
(pseudonym) - a predominantly White magnet school. A group of students, both Black
and White, were enjoying each other’s presence before the start of another school day. It

was a beautiful morning, the sun was shining, and the smell of a hot Southern breakfast
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consisting of grits, bacon, eggs, and biscuits emanated the cafeteria area where children
congregated to have breakfast before the bell rang to start classes. I stood in the
cafeteria’s doorway monitoring to ensure the safety and wellbeing of the children, which
were the expectations for teachers and administrators who were “on duty.” This did not
preclude me from enjoying breakfast myself. During my assigned duty, it was customary
practice for me to allow the children to intermingle as they moved from table to table to
interact with their friends. I allowed them to engage as such because this was the only
time they were able to enjoy an unstructured moment, as the school schedule was
inundated with structured academic responsibilities with minimal time integrated for
play. It was an intense academic environment, considering the children were identified as
“gifted and talented” and were expected to maintain an above average grade point
average to remain at the school. Amid their childhood exchanges, the noise level rose
significantly among them, particularly among a group of Black children (the few who
attended the school). I was comfortable with the noise level; however, one of my White
female colleagues was not so happy about it at all. She was about 5’6 with long blond
hair and pale White skin. She rudely approached me to discuss her concerns. With one
hand placed on her hips and the other pointing directly towards the group of Black
children in the corner, she exclaimed, “Dr. Bryan, don’t you think the children are too
loud? I have asked the group in the corner to settle down several times but they refused to
listen to me. I think you need to say something to them!” I replied, “Mrs. Foxx, I think
they are just fine. I think they are all just enjoying a little time together.” Apparently
frustrated at the decision I made to not discipline the children, she uttered in a low voice,

“I am tired of these niggers! I need you to do your job!” On one hand, this example
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points to arguments made by Ladson-Billings (2011) that Black children, particularly
Black boys, are not seen as children who are simply being children. At the time of this
writing, recent tragedies including the death of Trayvon Martin, Mike Brown, Tamir
Rice, and others by the hands of White police officers reify Ladson-Billings’ assertions.
On the other hand, in Mrs. Foxx’s mind, although I was a man, I became a boy needing
guidance and to be told what to do. I agree with Lynn (2006b) who suggests that “while
Black men are mythologically constructed as the epitome of hyper-masculinity and
macho prowess, they are not men in the eyes of White America” (p. 238). [ immediately
reported her to the principal (a White middle-age woman) who ignored what had taken
place. I was frustrated and the anger I felt was debilitating. All I could ever think about
was, despite how I reached professional parity with her (and indeed had a Ed.D. and she
did not), I was still just “a nigger”! I agree with Malcolm X who professed that regardless
of the professional and educational status of a Black man, he will always be a “nigger.”
do not apologize for the use of the word “nigger” in this dissertation. I have used it
several times to speak against ways White people used the term to denigrate Black
people. I tend to use the word “nigger” often; however, not with the same malicious
intent many slave masters and White people use it presently to degrade Black people (X
& Haley, 1965). Like me, Black people have always re-invented White terrorism or
negative attacks for Black uplift (Anderson, 1988; Butchart, 2010; Perry et al., 2003).
As I revisited that moment, I realized that Black male teachers, who do not give
into role modeling, are “niggered” (Harper, 2009) and viewed as “not doing their job.”
Unfortunately, I also realize that Black male teachers, who play into the idea of role

modeling, become wardens who keep Black children, particularly Black males, in line for
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White teachers who may not understand their cultural differences. Now I begin to wonder
whether the national push to recruit and retain Black male teachers serves to benefit
Black children or to protect White women who dominate the field of education from
them.

With such considerations in mind, I wondered what it would be like if young
Black male students in kindergarten classrooms could experience teachers like Mr. C.
who was the quintessential Role Model for his Black students. This is not to suggest that
there are no Role Models presently in schools for Black children. I am sure there are
Black male teachers who demonstrate daily the pedagogic identities, beliefs and
performance styles that suggest they believe in the possibility and potential of young
Black males (Brown, 2009; Lynn, 2006b). However, taking on the task of Role Model is
difficult in school environments where Black male teachers are expected to be role
models at all educational levels. Even though Black males may serve as Role Models,
others still view them as role models (Jackson et al., 2013).

Drawing from Foucault’s (1990) conception of power in the History of Sexuality,
I do not negate ways Black women teachers are also expected to be role models and
‘save’ Black children. However, the ways Black women teachers are expected to serve as
role models and ‘save’ Black children may be slightly different than ways Black male
teacher are expected to do the same. In other words, Black women teachers are expected
to be nurturers and caregivers; whereas Black male teachers are expected to execute
tough love towards Black children, particularly Black male student (Brockenbrough,
2012¢; Brown, 2009; Lynn, 20064, b). Although Black women teachers also endure

racialized experiences in the public K-12 schools, they also do so in different ways than
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do Black men teachers (Foucault, 1990; Jay, 2009). In most cases, from the enslavement
of African people to present times in American history, the Black male body seems to be
far more threatening than the Black female body (Williams, 2005). Specifically, we have
seen such threats in early childhood classrooms where Black men kindergarten teachers,
like most Black male teachers, are viewed as suspicious, questionable, and dangerous
(Bryan & Browder, 2013; Lynn, 2006b). Black women teachers are included among
those teachers who have “laps of love” or the flat area between the waist and knees on
which young children are able to sit safely and comfortably in early childhood
classrooms (Sargent, 2004).
Given the aforementioned discursive background, this study poses the following
questions:
= How do Black male kindergarten teachers perceive and respond to
predetermined positioning of Black male teachers as social change agents i.e.,
role models and/or father figures?
= What are the constructed identities and pedagogical styles of Black male
kindergarten teachers who influence the academic achievement outcomes
among Black male kindergarten students?
= How do Black male students perceive the identities, the ability to support their
success, and pedagogical styles of Black male kindergarten teachers?
* How do Black family members perceive Black male kindergarten teachers’

identities, ability to support students’ success, and pedagogical styles?
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Statement and Discussion of the Problem

I commenced this dissertation study with a story based on my early childhood
experiences under the tutelage of a Black male kindergarten teacher and subsequently my
own professional experiences as a former elementary and high school teacher for several
reasons which point to the problem addressed by the present study. First, Black male
teachers are frequently constructed as social change agents or role models for Black
children, particularly Black male students. Second, research studies that focus on Black
male teachers rarely employ multidimensional frameworks to examine their identities and
pedagogical styles. Third, there is an absence of focus on Black male teachers in early
childhood education research. Fourth, Black male kindergarten teachers are absent from
scholarly research on Black male teachers who use culturally relevant pedagogies. Fifth,
despite the significance of the South in Black education research (Morris & Monroe,
2009), there is a limited body of research on culturally relevant Black male teachers in
the South. Fifth, the voices of Black male students are rarely heard regarding the
identities and pedagogical styles of Black male teachers. Finally, the voices of Black
family members on Black teachers have been largely ignored in extant educational
research.
Historical Construction of Black Male Teachers as Social Change Agents

A large body of historical research literature has constructed Black male teachers
as social change agents (i.e., role models, father figures, coaches, and disciplinarians)—
an idea that has been built around their recruitment and retention to the field of education
(Brown, 2012; Brown & Butty, 1999; Bryan & Ford, 2014; Chmelynski, 2006; Lewis,

2006; Lynn, 2002, 2006; Lynn et al., 1999). A similar idea has been found in media and
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popular press (Brockenbrough, 2012a,b). This notion provides a rationale for Education
Secretary Arne Duncan’s commitment to an intensive national campaign with the goal of
recruiting and retaining more Black male teachers to public school classrooms (Brown,
2012). Duncan’s “5 by 2015” initiative purported to increase the low percentage of Black
male teachers from a mere 1 percent to 5 percent by 2015 (Brown, 2012). Rezai-Rashti
and Martino (2010) assert that recruitment calls as such are formed through what Cornel
West (1999) refers to as “homogenizing impulse,” which contends that Black people are a
monolithic group. Brown (2012) notes that little efforts have been made in policy and
educational discourses to work against the idea of positioning the Black male teacher as
the ideal role model for Black male students. Although many scholars have contested
such images on the grounds that Black male teachers have been too often defined and
described as a monolithic group (Brown, 2009, 2012; Lynn et al., 1999; Lynn, 2006a, b;
Martino & Rezai-Rashti, 2010), few scholars have examined how Black male
kindergarten teachers respond to the traditional positioning of Black male teachers as
social change agents (Brown, 2012). This examination is important because few Black
men teach at the kindergarten level. Often, those Black men who do are positioned as
being less than masculine, suspicious, and/or homosexual (Lynn, 2006a, b). Considering
the number of women in early childhood education, the qualities assigned to kindergarten
teachers are essentially considered feminine; therefore men, across any racial and ethnic
group, may be considered the same (Carrington & McPhee, 2008; Haase, 2008; 2010;
Lynn, 20064, b; Sargent, 2004). Thus, it becomes important to determine how Black male
kindergarten teachers respond to the traditional positioning of Black male teachers in

light of the historical, essentialist construction and suspicion of them at the kindergarten
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level. Brown further (2012) “counters discourse to the typical theorization of the Black
male teacher” (p. 307) during which he solely focuses on middle school teachers. Brown
(2012) further adds that what has been largely missing from previous research on Black
teachers, specifically Black male teachers theorizing is how they “make sense of the
contradictory ways they are positioned in schools” (p. 299). Brown and Donnor (2011)
uses the varying pedagogical performance styles of Black male teachers to counter
stereotypical discourses of Black male as social change agents; however, educational
research has under-explored Black male teachers’ understanding and perception of their
roles as social change agents. More pointedly, Black male teachers have rarely had
opportunities to describe how they perceive themselves as social change agents. Thus, as
Brockenbrough (2012b) contends, educators do not know whether prospective or current
Black male teachers desire to serve as social change agents. Considering the historical
pervasiveness of such role entrapment (Kelly, 2007; Madsen & Mabokela, 2000) of the
Black male teacher and the scholarly attention given to the diverse ways Black male
teachers enact their pedagogies (Brown & Butty, 1999; Lewis, 2006; Lewis & Toldson,
2013), scholars have undertheorized the diverse ways Black male teachers perceive this
construction and need to fully explore it before examining the identities and pedagogical
styles of Black male teachers and how they impact the achievement of Black male

students.
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A Limited Body of Research Exploring Black Male Teachers Through
Multidimensional Frameworks

While scholars (Brockenbrough, 2012a, b, ¢; Brown & Donnor, 2011; Lynn,
2006a, b) have come to fully understand the diversity that exists among Black male
teachers, few scholars who explore Black male teachers have used multidimensional
frameworks to problematize the often one-dimensional view of them in extant
educational research (Brockenbrough, 2012a). Brockenbrough (2008) argues that in order
to better understand said diversity among Black male teachers and to overhaul essentialist
points of view regarding them, it is essential to engage in research studies that draw from
multidimensional theoretical points of view. Such integration of multidimensional
theoretical frameworks is important in light of the increasing number of diverse Black
male teachers who enter public school classrooms (Brockenbrough, 2008). Thus, this
study uses a multidimensional framework to explore the identities and pedagogical styles
of Black male kindergarten teachers.
The Absence of Black Male Teachers in Early Childhood Research

Considering the overwhelming presence of (White) female teachers in early
childhood classrooms and what Carrington and McPhee (2008) refers to as “the
quintessentially feminine domain” (p. 287) of early childhood teaching or early years
teaching portrayed as women’s work (Baum et al., 2014), mainstream research studies in
early childhood education have rarely focused on men (Friedman, 2010; Haase, 2010;
Jones, 2008; Murray, 1996; Rentzou & Ziganitidou, 2009; Skelton, 1991, 1994; Sumison,
1999, 2000; Warin, 2006). While few scholars focus on men, they have underexplored

Black men as teachers in early childhood classrooms (Bryan & Browder, 2013).
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Therefore, Black male teachers are virtually non-existent in early childhood education
research (Bryan & Browder, 2013). Many early childhood education researchers have
elevated the identities, and pedagogical styles of White American males and
international, Eurocentric male teachers while excluding these conceptions relating to
Black male teachers in early childhood education (Bryan & Browder, 2013). This historic
erasure of the identities and pedagogical performance styles of Black men teachers in
early childhood education is problematic and needs further exploration (Bryan &
Browder, 2013; Lynn, 2006 a, b). Hence, the present study will highlight the identities
and performance styles of Black male kindergarten teachers.
The Absence of Black Male Kindergarten Teachers as Culturally Relevant
Pedagogues

Although many scholars have explored the culturally relevant identities and
pedagogical performance styles of Black male teachers (Brown, 2009, 2012; Lynn,
2006a, b; Lynn et al., 1999), what has been largely and glaringly missing from such
exploration is how these identities and pedagogical styles influence the achievement
academic outcomes of Black male students. Lynn, Johnson, and Hassan (1999) and Lynn
(2006) explored the culturally relevant identities and pedagogical styles of Black male
teachers. While Lynn (2006b) and Lynn et al. (1999) focused heavily on the pedagogical
practices of Black male teachers, little attention has been given to how these practices
impact the academic outcomes of Black male students. Brown (2009) documented the
culturally relevant identities and pedagogical styles of Black male teachers, while also
arguing that we need to know how these identities and styles impact the academic

outcomes of Black males. However, there is not sufficient research that documents how
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these identities and styles influence the academic achievement outcomes of Black male
students. Precisely, research studies have underexplored how culturally relevant Black
male kindergarten and other Black male teachers influence achievement outcomes of
Black male students despite Ladson-Billings’ (2009) call for culturally relevant teachers
to produce academic success among Black students. According to Ladson-Billings
(2009), academic success is an important dimension of culturally relevant pedagogy.
Furthermore, considering the age of neoliberalism, Aronson and Laughter (2015) and
Sleeter (2012) argue that educational scholars and researchers should engage in robust
evidence-based research that connects academic outcomes to culturally relevant practices
as a way to push back against neoliberal reforms that have called for the standardization
of instructional practices and curricula in public education classrooms.

Most Black male teachers teach at the middle and high school levels (Toldson,
2011); therefore, much of the research literature on culturally relevant Black male
teachers has focused exclusively on this population (Brockenbrough, 2012 a,b; Brown,
2009; Brown & Donnor, 2011; Lynn, 2006a, b; Martino & Rashti-Rezai, 2010). Less than
1 percent of Black males teach at middle and high school levels (Bureau of Labor
Statistics, 2014). Therefore, there is not a broad understanding of and/or a knowledge
base on Black male teachers’ culturally relevant identities, and pedagogical styles at the
early childhood level. More pointedly, Black male kindergarten teachers have been
marginalized in extant educational research literature on culturally relevant Black male
teachers (Bryan & Browder, 2013). This marginalization entails Black male teachers
rarely being included in the research on culturally relevant pedagogy and other critical

scholarship in Black education.
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The Limited Research on Culturally Relevant Black Male Teachers in the South
The South plays and has played an important role in the struggle for Black
education (Anderson, 1988; Butchart, 2010; Morris and Monroe, 2009; Williams, 2005).
Historically and contemporarily, Black male teachers play and have played major roles in

working against Jim Crow segregation and present-day racial inequities in the schooling
experiences of Black (male) students including the disproportionate suspension and
expulsion rates among them (Smith & Harper, 2015; U.S. Department of Education,
2014; Williams, 2005). Presently, the South still contributes to the racialized experiences
of Black male teachers in public K-12 settings (Bryan & Browder, 2013). Further, Brown
(2012) and Kelly (2012) contend that Black male teachers need to theorize their lives and
work in present-day schools in the South, considering that previous scholarship on Black
teachers and Black education positioned Black female teachers as the “important piece of
the puzzle to understand all that was, indeed, good and functioning in segregated schools
in the South” (Kelly, 2012, p. 217). While a growing body of scholarship has explored
culturally relevant Black male teachers in the Mid-western United States (Brown, 2009,
2011, 2012; Lynn, 2006a, b; Lynn et al., 1999), little of this work has explored Black
male teachers in the South (Foster, 1997; Hayes, Juarez, & Escoffery-Runnels, 2014;
Johnson, 2014; Williams, 2005) and how their identities, ability to support Black male
students’ academic success, and pedagogical styles influence achievement outcomes
among Black male students. While studying the nexus of race and place to investigate
Black student achievement in the South is essential to rethinking Black student

achievement (Morris & Monroe, 2009), studying Black male teachers in the context of
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race and place is equally important regarding Black male teachers and how they influence
Black (male) student achievement.
The Limited Research Regarding Black Male Students’ Voices on Black Male
Teachers

Ball and Tyson (2011) argued that “absent from the content of much of the
research on teaching and teacher education are the voices and perspectives of
marginalized student populations” (p. 401). Likewise, Greene (2000) contended that
“young learners have to be noticed, it is now being realized; they have to be consulted”
(p. 11). With more than two decades of conceptual and empirical research on culturally
relevant pedagogy, culturally relevant teachers, and culturally relevant Black male
teachers (Gay, 2000; Ladson-Billings 1994, 2009; Lynn, 2006a, b; Milner, 2010b),
studies have not given much attention to the voices of Black students as they describe the
culturally relevant identities and pedagogical practices of Black male teachers. This
notion is specifically true for Black male kindergarten students, like most children, who
are often viewed as incapable of making informed decisions (Cannella, 1997; RogofT,
2003). While some studies have explored Black male teachers’ perspectives on Black
(male) students (Foster, 1997; Hopkins, 1997), Black male students’ perspectives about
their Black male teachers are rarely addressed. Considering the influx of research that has
described how teachers’ identities and pedagogical practices have influenced, negatively
or positively, Black males’ schooling experiences in upper elementary, middle and high
schools (Anderson, 2015; Ferguson, 2000; Howard, 2014), the voices of Black male
kindergartners as they describe how the identities and pedagogical styles of Black male

teachers support them in early childhood classrooms need to be heard and would provide
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valuable insight. Yet, despite the growing body of research literature that explores the
voices of Black male students (Anderson, 2015; Ferguson, 2000; Harper & Davis, 2012;
Howard, 2014), educators rarely have accounts from Black male students in early
childhood education in general. This is particularly true for Black male kindergartners.
Such narrow focus on the voices of Black male students in early childhood education in
general and kindergarteners specifically continues a historical legacy of delegitimizing
the voices, early needs and care for young Black children in early childhood education
(Rashid, 2009). Furthermore, kindergarten is an important component of K-12 education
because it is the foundation for subsequent education. It is the key land mark where
children, from all racial and ethnic backgrounds, can develop essential academic skills to
not only further their education, but also to improve their life chances and to become a
part of a democratic society (Rashid, 2009).
The Limited Research on Black Family Members’ Voices on Black Male Teachers
In light of the under-examination of the voices of Black males and other students
regarding the identities and pedagogical practices of Black males and other teachers, the
voices of Black family members have also been understudied in extant educational
research (Reynold, 2008). Because teachers and other school officials have negative
perceptions regarding Black family members and their family involvement practices
(Boutte & Johnson, 2014; Howard & Reynolds, 2008;), educators and educational
researchers need to know the perceptions Black family members have regarding the
identities and pedagogical performance styles of Black male kindergarten teachers.
Similarly, with the changing and diverse dynamics of many families, particularly in the

Black community, research studies are silent on other caregivers of Black boys and their
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perceptions of the identities and pedagogical styles of Black teachers, in this case Black
male kindergarten teachers.
The Limited Use of Creative Approaches in Counterstorytelling

Methodologically, while many scholars (Johnson, 2014; Lynn & Jennings, 2009)
who explore Black male teachers have employed critical race methodology in the form of
counterstorytelling, few scholars (Bell, 1988) have employed creative, literary
ways/approaches to write data and to engage in counterstorytelling or stories that counter
dominant narratives about people of color to make them more accessible to marginalized
communities, particularly creative forms that resonant with people of African ancestry.
During her 2012 tenure as President of the American Education Research Association
(AERA), Arnetha Ball stressed the importance of “[advancing] knowledge about
education, and [promoting] the use of research to improve education and serve the
public” (AERA, 2012). I also agree with Cook (2013) who suggested that the use of
creative, literary ways/approaches serves to “[make] research accessible beyond
academic audiences” (p. 182). This idea does not suggest that all counterstories are
accessible and/or accessible to broader and diverse communities (Cook, 2008; Cook &
Dixon, 2013). With such consideration in mind, Bell (1992) used counter-storytelling in
the form of parables to share his experiences as a Black male law professor and educator
to challenge issues of race and racism at his university and in the United States. Johnson
(2014) used composite counterstorytelling in the form of performative writing through
dramaturgical plays to highlight his pedagogical practices as a culturally relevant/critical
race pedagogue in an urban high school in the South. Therefore, educators and

educational researchers need more studies on Black male teachers that apply creative and
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accessible methodological approaches to continue to make attempts at making research
more accessible, improving education, and serving the public go