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Introduction 

Intentionally recruiting high achieving men, people of color into the classroom can diversify 

the American teaching force to move away from the decades-long status quo of a majority white, 

female teaching force. A diverse teaching force would benefit all students, but particularly students 

impacted by educational inequities, often students of color. Male students benefit from learning 

from male educators. Having a male educator in elementary school and seeing a male figure exhibit 

caring patterns has unique benefits that include dismantling male self-perceptions of conflict 

resolution and increased emotional intelligence. Current characteristics of the teaching force 

showcase the lack of diversity in the teaching force as well as perpetuate the lack of diversity in the 

teaching force. White women currently comprise approximately 80 percent of the American 

teaching force. Characteristics of the teaching force influence societal perception of the field, which 

in turn influences talented young professionals from pursuing or not pursuing a career as an 

educator. This works synthesizes research to evaluate historical and current characteristics of the 

American teaching force that may be impacting effectiveness of teaching recruitment methods and 

talented young people’s interest in teaching.  

 

Positionality Statement 

I originally started with this topic because of how societal perception and respect have 

affected my own decision to enter the classroom. Family members and friends, some of them 

teachers themselves, have discouraged me from becoming a teacher. The way teachers are portrayed 

in news, television, and media have sometimes discouraged me from becoming a teacher. The 

political rhetoric regarding educators as well as the policies passed affecting educators have felt 
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discouraging. But it was in this original dive into thinking about how we, as a society, view teachers 

that I realized I was not fully considering the intersections of identity at play that influence how 

teachers are perceived and influences who is in the classroom. Knowing that I myself am a white 

women hoping for a career in teaching and/or school administration, I felt important to unpack and 

understand my own role (both my current and future role) within the teaching field. Despite the 

sexism within the world, white women arguably hold the most power within the teaching force. We 

are by far the majority and are surrounded by those we can easily relate to or identify with. The more 

I considered this, it didn’t sit with me well. I wanted to understand what implications my whiteness 

and my womanhood carry within the field of education. Understanding how the intersection of 

these identities have historically been considered within this field felt personal and also incredibly 

important to understand prior to entering a classroom, particularly if I enter a classroom in a school 

with majority students of color.  

 

Research Questions 

Who becomes an educator? Who doesn’t? Why? How do social pressures and perception of 

educators, identity, and accessibility influence potential educators as they decide to enter or not enter 

the classroom? How do existing demographics of the teaching force influence potential educators 

(particularly underrepresented groups: men and people of color) as they decide to enter or not enter 

the classroom? 
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Findings 

The graphic below outlines the relationship of current characteristics of the teaching force, 

including the domination of the field by white women, low prestige, and low teacher salaries, and the 

increased likelihood of white women to be teachers. 

 

Characteristics of the American Teaching Force 

Recent demographics. 

In the past 25 years, some characteristics of the teaching force have remained consistent 

while others have noticeably shifted. The University of Pennsylvania Consortium for Policy 



 
Allen 4 

Research and Education (CPRE) compiled data from the National Center for Education Statistics, 

the statistical arm of the US Department of Education to find trends among the teaching force from 

1980 to 2012. By 1980, schools were desegregated, or at least were desegregated in the official sense. 

This distinction is important and will be further discussed later in this section.  

Gender. The teaching force remains dominated by women. Despite more men becoming 

school teachers and the widened array of career opportunities accessible to female professionals, the 

percentage of female school teachers within the teaching force has grown steadily. In the 1980-1981 

school year, 66.9 percent of school teachers were female. This number grew steadily with each 

school year leading to the 2011-2012 school year. 76.1 percent of school teachers were female in that 

year (Ingersoll, Merrill, & Stuckey, 2014).  

Race. The percentage of teachers identifying within a minority racial/ethnic group has 

increased in recent decades. However, the percentage of students identifying within a minority 

racial-ethnic group has increased more quickly. In the 1987-1988 school year, 12.4 percent of 

teachers belonged to a racial/ethnic minority group. This percentage increased to 17.3 percent by 

the 2011-2012 school year. However, in considering the rising population of students belonging to 

racial/ethnic minority groups in this same timeframe, there is a shortage of educators of color in 

proportion to the increasingly diverse body of students being taught (Ingersoll, Merrill, & Stucker, 

2014). 

Academic Achievement. The third trend outlined by the CPRE report relevant to this paper 

involves the academic achievements earned by teachers prior to entering the classroom. Of all 

undergraduate majors, education majors are among those that scored the lowest on the SAT and 

ACT standardized tests taken before college. This fact has remained consistent. While the validity of 
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using those test scores as proxies for intelligence is not necessarily valid, the low test scores do 

indicate that students with high scores are not choosing education to be their major and are not 

choosing careers in teaching. 

Feminization of teaching force. 

Women in the United States started enrolling in higher education in the mid 19th century 

(Maurer, 2017). While many women were attending school to be better caretakers within the home, 

the skills transferred to the classroom when the public education system expanded and teachers were 

needed. To be a teacher was considered being a caregiver, and women fit the bill. For decades, 

institutions of higher learning could restrict the fields of study available to female students. Teaching 

was one of the few professions available to women up until the passage of Title IX in the 1970s. 

Women earning their degree were essentially funneled into the classroom. As a result, women always 

made up at least 80 percent of education degree holders and the teaching force was dominated by 

women. The effects of this did not just disappear. Teaching is still, by many, seen as a woman’s job.  

Being seen as women’s work classified teaching as a “secondary” profession. In a traditional 

family household, a mother could teach as her husband earned the majority of the family’s income in 

his own profession. The teaching work of the woman was secondary to the work of the man, no 

matter the man’s work. If the man’s work required moving across the country, it was done. The 

teaching work was considered second, seen as something less important and something that could 

be done anywhere in the country and did not need consideration.  

Whiteness of teaching force. 

Impact of closing Black schools. 



 
Allen 6 

Following the pro-integration rulings of Brown v. Board of Education of Topeka (1954) and Brown 

v. Board of Education of Topeka II (1955), the United States integrated schools that had always been 

divided by race. Integration was mandated- but there was no direction given on how such integration 

should occur. This lack of direction harmed Black schools, Black educators, and Black 

administrators that had been working within their own schooling system for decades. As white 

schools were seen as superior learning institutions, students of color were moved to the historically 

predominantly white schools, rather than white and non-white students mixing within all 

pre-existing schools. Schools that had been instructing the black and brown children in America 

closed. With the closing of these schools, the teachers and administrators within them were out of a 

job. This consequential negative externality of the Brown ruling caused a quick and sharp decline of 

nonwhite educators in the United States. Brown integrated the students-- but it did not integrate the 

educators. In the 1950s, prior to the implementation of the Brown ruling, more than fifty percent of 

Black professionals were school teachers (Lash & Ratcliffe, 2014). Following the ruling, these 

educators were fired from closing schools and never re-hired and faced implicitly and explicitly 

culturally biased proficiency tests required for recertification. Teaching was no longer regarded a 

viable career path for the Black community as it had prior to the 1960s.  

This context, while not offering a comprehensive understanding, is crucial in understanding 

how the demographic composition of the current teaching force became how it stands today. With 

the desegregation schools came a shift in the perception of who should (and who should not) be 

trusted to education the collective of American young people. White people could teach students of 

any race, but Black people teaching white students was not tolerable, even to a system working 

toward some degree of equity. 
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Constricted pipeline. 

In order to teach, a certain level of education must be achieved. Students of color are not 

graduating high school and earning bachelor’s degrees with the same frequency as their white peers, 

who are more likely to earn these credentials. A racial achievement gap is well-researched and 

observed within the American public education system. White students are performing better on 

tests, are less likely to drop-out of high school, and are more likely to pursue post-secondary 

education. The last of these is a necessity in order to become a teacher. Students of color that did 

not prosper within the education system are not able to come back and serve within that same 

system as an educator. This constricts the pipeline of young professionals interested and eligible in 

teaching. 

One outcome of the achievement gap that constricts the educator pipeline is a simple matter 

of logistics. Black males, as a significantly underrepresented group within the teaching force, offer a 

prime example. On a national average, 59 percent of Black male students, according to the Schott 50 

State Report on Public Education and Black Males, graduated high school in the 2012-2013 school 

year (Schott Foundation, 2014). Comparatively, the nationally averaged graduation rate for all 

students in the 2012-2013 school year was 81 percent. The graduation rate for white students was 

higher: 86.6 percent. And Black males were less likely to graduate than Black students in general. 

Black students had a general average graduation rate of 70.7 percent in the same school year. The 

reasons for such gaps are numerous and, while relevant to this topic, do not fall within the scope of 

this paper. However, they may include factors such as lack of universal quality preschooling, 

socio-economic inequity, inequitable access to enrichment programming, school funding practices 

impacting school resources, subliminal stereotyping, as well as others. Characteristics of the 
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American schooling system such as these contribute to students of color not performing well in 

school and achieving at a low rate. Because of occupational licensing and comparative lack of 

necessary credentials among minority groups, minority students supposedly failed by the education 

system cannot re-enter the system that failed them. As will be established in the “Future 

Implications” portion of the paper, this constricted pipeline and subsequent lack of racial diversity in 

the teaching force disadvantages students of color, thereby further perpetuating the gap in 

achievement among white students and students of color. The cyclical nature of this is illustrated in 

the table below. 
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Social Perception and Prestige of Teachers 

The intersections of identities that make up what we consider a “teacher” are both 

influenced by and influence demographics of the teaching force, teacher salaries, and who becomes 

interested in education. The white womanhood society associates with teaching has a complex 

relationship with privilege. At least 80 percent of teachers are white women (Rich, 2015). Not just 

white people and not just women-- but white women. The historical and current female composition 

of the teaching field and perception of teachers are “secondary” have influenced how teaching is 

viewed in society. It’s not competitive, the best and brightest aren’t going into it, it’s not paid well. 

In a word: it’s not prestigious. This lack of prestige discourages the best and the brightest from 

entering the field, particularly young high achieving and highly motivated people of color. “In 

college, minority students are often the first in their families to attend, and may carry significant debt 

and have high expectations of future salaries. The majority of those who successfully attend college 

choose careers other than education, mainly because of the pay” (Rich, 2015).  

Josh Moss interviewed people of color interested in education or those that pursued 

education in order to document some of the shared sentiment toward teaching among high 

achieving professionals. “While growing up in Memphis, Tennessee, Brewster always imagined he 

was an elementary school teacher like his mom, with his Power Rangers figurines morphing into his 

students. “Weird, I know,” the 25-year-old says, laughing. Yet for a sixth-grade project about careers 

he picked … law. “Usually when people label you as smart, your career options become lawyer or 

doctor or engineer,” he says” (Moss, 2016). This idea of teaching not being for “smart” people was 

expressed by others beyond this man. Take a teacher’s account of people’s response to her career 

choice: “There is this connotation that, as a person of color, you’re already less intelligent, so of 
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course you would go into work that people perceive as not as hard compared to being a doctor or 

lawyer,” Rodriguez says. “I’ve struggled with that. I’ve had to prove or argue how I’m in education 

because I’m a woman of color, not because I’ve settled on education. I actually chose education” 

(Moss, 2016). Many also mentioned pressure from parents and families to choose something other 

than education: “Choosing education as a career baffled her parents. “My dad, he always said that 

teaching was important work, but his expectations were higher: ‘You’re going to be a teacher? You 

could be an astronaut!’” she says” (Moss, 2016). The lack of prestige and respect for what it means 

to teach does have influence on the accessibility, whether perceived or actual, of a career in teaching. 

Especially for men and people of color who need to enter a field dominated by white women where 

there are few peers that share identities and experiences. Pressures to abandon plans of teaching 

most impact those that do not identify as white women, with minority and male education majors 

significantly less likely to persist in the field of study and actually enter the classroom 

(Weaver-Hightower, 2011, Corcoran & Kim, 2018).  

 

Implications for the Future 

Understanding why there is a lack of diversity and lack of men in the teaching profession 

may help to recruit people of color and men into the field, which will ultimately benefit students 

(Griffin & Tackie, 2017). Recruitment must be aware of the factors discouraging people that hold 

certain identities and actively challenge them by creating support networks, highlighting the 

importance of teaching and showcasing the potential impact that can be had in an effort to challenge 

the conception of the profession as “secondary.” This, while not a comprehensive solution, is a step 

toward elevating the quality and the diversity of the teaching force. 
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