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Abstract: Every school district shares the pervasive 
issue of having males under-represented in the teaching 
profession. Likewise, most have a paucity of teachers who 
are African American. Combining both gender and race, 
only 1% of teachers are Black males. In the article, we 
rely on scholarship regarding the lack of diversity among 
teachers and among males in general education to draw 
implications to the field of gifted education, with specific 
attention to recruiting and retaining Black male teachers in 
gifted education. We present an overview of demographic 
data for students and teachers by race and gender, along 
with recommendations for recruiting 
and retaining greater percentages 
of Black male teachers in gifted 
education.
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According to demographers and 
Census data, our nation’s 
schools are increasingly 

comprised of Black and Latino 
students. And the projections are that 
non-Whites will soon be the majority 
of students in public schools. As of 
2009, 47% of students were Black,
Latino, Asian, and Native American. It 
is safe to assume that they comprise 
even more or at least half of students at 
the time of this writing in late 2013.

This shift in the demographics of 
students is by no means reflected in the teaching profession. 
Specifically, nationally, 75% of teachers are White females, 10%
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are White males, 6% are Black females, and a paltry 1% of 
teachers are Black males. The data speak volumes—It is 
possible for students from all racial backgrounds to spend 13 
years in school and never have a Black male teacher!

Given the body of work demonstrating the importance of role 
models in the lives of students, impressionable children, and 
youth, having almost no or few Black males as teachers is 
problematic. Changes are needed. Consider that the lowest 
performing students in our nation’s schools are Black males 
because schools fail to address their needs. They have the highest 
dropout rate, lowest graduation rate, highest suspension and

expulsion rate, and lowest test scores. In 
terms of programs, Black male students 
are the most under-represented in gifted 
education programs and Advanced 
Placement (AP) classes (Ford, 2013) and 
are the most over-represented in special 
education in high incidence areas (i.e., 
learning disabilities, emotional and 
behavioral disturbance, cognitive delay, 
developmental delay; see Civil Rights 
Data Collection, 2013, at http://www2 
.ed.gov/about/officesAst/ocr/whatsnew 
.html).

We are especially concerned about 
Black male students having access to 
Black males teachers given that many 
are oftentimes raised in single-parent 
home headed by their mothers/females. 
The sense of urgency to provide more 
male role models in their lives is clear 
(Grantham & Henfield, 2011; Henfield, 
2013). We are not saying that single 
mothers cannot be effective parents for 

their sons; instead, we believe that having male figures must not 
be discounted. Note that the first author is a son who was
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raised by a single mother and the second author is a Black 
female who raised, for many years, her son as a single mother. 
In short, male-male relationships and bonding are important.

We also concur with Ladson-Billings (2009) that all students 
need to see teachers who look like them, who have shared their 
cultural and lived experiences, and who can serve as cultural 
brokers. This is not to say that White female teachers (or White 
male teachers) are incapable of being effective and culturally 
competent and responsive with Black male students. Rather, it is 
our assertion and collective personal and professional 
experiences, also supported by scholarship, that having Black 
male presence as teachers has the potential and promise to 
improve the educational achievement and outcomes of Black 
male students at all skill levels and from all backgrounds.

While there are almost no Black males in the teaching 
profession (J. W. Brown & Butty, 1999; Ford, 2013; Henfield, Moore 
& Woods, 2011; Lewis, 2006; Lynn, 2006), even fewer are teachers 
of gifted children. We find it troubling that little to no attention has 
been devoted to this issue or problem in the extant research 
literature. We desire to fill this void by recruiting, retaining, and 
supporting more Black males to become gifted educators, and thus 
advocating for them in this invaluable endeavor. We begin by 
addressing issues regarding Black male students and Black male 
teachers to arrive at our ultimate purpose of providing ways to 
recruit and retain Black male teachers as gifted educators. We 
support President Obama’s agenda to increase the presence of 
Black males in education (see http://inamerica.blogs.cnn. 
com/2012/02/23/black-male-teachers-becoming-extinct/ and http:// 
www.huffingtonpost.com/2012/06/ll/black-teachers-may-not- 
be_n_1587896.html?view=print&comm_ref=false).

Access Barriers: An Overview
This discourse surrounding the dearth of Black male gifted 

educators stems from larger, burgeoning issues, discussions, and

debates about Black male students, Black male teachers, and 
Black males in general—inside and outside of schools. Black 
males are rarely seen as gifted in public schools, as less than 4% 
of Black males are enrolled in gifted education programs 
nationally, even though they comprise about 10% of students 
enrolled in public schools (see Ford, 2013). When Black males 
are gifted, their presence is still lacking in gifted programs 
because of teachers’ biases, stereotypes toward them, deficit 
thinking about them, and definitions used to determine 
giftedness that are seldom culturally responsive. Collectively, 
these issues contribute to the unacceptable presence of Black 
male students in gifted programs (e.g., Ford, 2013; Ford, Moore, 
& Scott, 2011).

Criteria used to determine gifted identification placement are 
frequently culturally biased and insensitive and are not varied in 
specific ways to capture alternative and yet viable notions of 
giftedness among Black males. The micro- and macro-level 
devaluation and exclusion of Black males from gifted education 
programs helps to explain not only why there is a great 
shortage of Black males in gifted education but also why a 
miniscule become teachers (and administrators) of gifted 
children.

Recruitment and Retention Considerations
While recruitment of Black males into gifted education is 

one major problem, retention of Black males within these 
programs is another part of the equation (see Figure 1). 
Recruitment refers to screening, identification, and placement 
policies, procedures, and instruments, along with retention 
thereafter. Retention centers on the learning environment, which 
consists of relationships that educators have with Black male 
students and among all students in their gifted class.

Oftentimes or too often, Black males who are enrolled in 
gifted programs are confronted with roadblocks that challenge 
or worse yet prevent them from both enrolling in and 
continuing on the gifted track. Because schools continue to 
mischaracterize them, they may not feel competent as students, 
and may be weak and vulnerable in self-efficacy and academic 
self-concept. Some may even perceive an academic orientation 
as not being masculine. Thus, such Black males may be a 
challenge to recognize as gifted by educators, most of whom 
are White and female; but it is not impossible to recognized the 
gifts and talents of Black males, and such issues must not be 
used as an excuse (or excuses) to not recruit and retain such 
males in gifted and AP classes. This desire and sense of urgency 
to help Black males includes promoting a scholar identity 
among them (Whiting, 2006a, 2006b).

Black males may become gifted underachievers because of 
teachers’ heavy reliance on colorblind and cultureblind beliefs, 
values, and curricula (Ford, 2010, 2011, 2013; Ford et al., 2011). 
Such curricula and experiences fail to provide Black males 
mirrors in which to see themselves reflected and windows 
through which they see the world (Boutte & Hill, 2006; Ford, 
2011). Black males may also become discouraged by the lack of 
racially diverse students and educators (e.g., Blacks and other
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students from culturally and linguistically diverse backgrounds) 
in gifted education and AP classrooms. This fear and 
reservations are often about alienation and isolation from their 
White classrooms and rejection from their Black peers.

This natural desire to be accepted and to fit in should not be 
a surprise to educators and families; nor should it be discounted 
or used as an excuse to not recruit and retain gifted Black 
males. All students (and even adults) from all racial and gender 
backgrounds want to be appreciated, respected, valued, and 
welcomed in their classrooms and other contexts.

In essence, as a result of the over-representation of White 
students and teachers and other educators in gifted education, 
Black males may feel marginalized, alienated, and rejected 
within these gifted academic spaces. In addition, Black males 
may not desire to remain in gifted programs, if they do not see, 
feel, and experience the socio-emotional/social-cultural benefits 
for doing so, as may be seen, felt, experienced, and valued by 
their White counterparts. In other words, being a numerical 
minority can have serious emotional and academic 
consequences on students’ success. As such, participating in 
gifted education does not always translate into better socio- 
emotional and socio-cultural opportunities and outcomes for 
Black students as it does for White students when they feel 
disconnected and discounted—alienated and isolated and 
rejected. Sadly, as a detriment to Black gifted males, school 
guidance counselors are not prepared to counsel and support 
them through such challenges and do not provide them 
opportunities to explore teaching careers in the gifted classroom 
as to create a pipeline of Black male teachers who look like 
them (Henfield, 2013). These and other barriers can and do 
discourage Black males from being recruited and retained in 
gifted classrooms and become additional explanations regarding 
why virtually no Black males become teachers in general (1%) 
and even fewer become teachers (and administrators) of gifted 
children.

Black Male Teachers in General Education 
With Implications for Gifted Education

When Black males survive the faulty and leaky pipeline to 
become teachers and educators (Bianco, Leech, & Mitchell,
2011; Henfield, 2013; Henfield, Moore, & Woods, 2011), they are 
rarely encouraged to become teachers of gifted children, which 
is the case for most Black teachers (see the work of Ford, 
Grantham, & Harris, 1997). A. Brown (2012) suggested that the 
role of Black male teachers is predetermined before they enter 
the classroom, as they are expected to serve as disciplinarians 
and father figures to troubled youth. They are often relegated to 
being coaches, physical education teachers, and assistant 
principals who are almost exclusively in charge of discipline. 
Black male educators are seldom viewed as academicians who 
possess the pedagogical knowledge, ability, and competence to 
impact children academically and intellectually—a negative 
stereotype that seems to automatically exclude them from being 
assigned to gifted (and AP) classrooms.

In a unique but older study, Ford et al. (1997) found that Black 
teachers were often discouraged by their principals/administrators 
from becoming teachers of gifted students. Respondents believed 
that administrators catered to threats of White flight and the 
egregious and pervasive stereotype that Blacks are not intelligent 
and, thus, incapable of challenging their gifted children! Ford did 
not examine race by gender differences, but given that Black males 
face the worst stereotypes in society and in schools, it is safe to 
assume that they would face more resistance to become teachers 
of gifted students than would Black females. More research needs 
to expand on this study.

Moreover, it must be considered and recognized that when 
Black males become teachers of gifted children, they have to 
compete with White middle-class females and males who 
dominate the profession and dominate gifted education classrooms 
(Au, Hussar, Johnson, Kena, Roth, Manning, Wang & Zhang, 2013). 
Black males must also overcome prejudice and negative 
stereotypes held by most of their White female (and male) 
counterparts who perceive them as intellectually inferior and 
potential physical threats (e.g., intimidating, violent, aggressive, 
etc.; Warren, 2013). As a result, Black males bear the burden of 
having to prove themselves socially, behaviorally, academically, 
intellectually, and professionally. This contributes to an added layer 
of emotional and psychological stress on the part of Black males. 
Because these men are also defying traditionally held expectations 
for Black male educators, they, too, could be perceived as not 
being “masculine.” Black males may also have to negotiate their 
gendered power with White female colleagues who dominate the 
teaching profession and gifted classrooms (see Brockenbrough, 
2012). Such negotiations could also produce complicated 
relationships between Black males and their White female 
counterparts in gifted education based on racial and gender 
conflicts—such as power struggles and cultural conflicts. Such 
challenges to connect with other Black male teachers can also 
have a negative impact on Black males who teach gifted children.

Again, on national and state levels, efforts to recruit and 
retain Black educators in gifted education is scant, and this is 
especially so for Black males (Ford, 2011, 2013; Henfield, 2013). 
Although attention has been given to programs and initiatives 
that recruit Black males into the teaching profession (e.g., Call 
Me Mister and President Obama’s recent Black Male Teacher 
initiative; http://media-advisories/us-secretary-education-duncan- 
and-film-producer-spike-lee-call-morehouse-sUident), these 
national programs have neither encouraged nor prepared Black 
males to become educators of gifted students. To add insult to 
injury, pre-service teacher education programs and in-service 
teaching initiatives enacted by schools and school districts do 
very little to encourage Black males to become educators in 
gifted education (Ford, 2011, 2013; Ford et al., 1997).

Why All Students Need Black Male Gifted 
Educators

The presence of Black male gifted educators comes with 
several benefits to the field of gifted education that have been
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under-estimated, under-valued, and under-studied in the 
theoretical and research literature. As there is a persistent and 
prevailing gap among Black males who are selected to enroll 
into gifted programs and their White counterparts (see Ford, 
2013), the role of Black male teachers has not been examined 
to determine how they could potentially benefit Black gifted 
children and especially males, and change discouraging and 
inequitable trends in gifted education (as well as AP classes and 
college enrollments).

Black male teachers in gifted education have the power to 
interrupt such negative trends by serving as advocates for Black 
gifted male students. This power must be matched by will. This 
is one idea that could help in closing the access gap in gifted 
education between Black male students and their over
represented White and Asian counterparts. Black male gifted 
educators can also serve as cultural brokers—they can and will 
encourage White teachers to see other ways Black students can 
and must be considered gifted. Black male gifted educators 
have the potential to encourage the increased presence of Black 
boys who oftentimes think being gifted is not “cool.” Ford 
(2013) shared several case studies of gifted Black males who 
either high or low achieving but all of whom benefit from being 
recruited and retained in gifted education (also see Whiting, 
2006a, 2006b).

Because Black male educators have the power to help Black 
males understand their connection to the Black and academic 
community (Lynn, 2006), Black male gifted educators can and 
must also help Black gifted males come to such understanding. 
A. Brown (2009) also suggested that Black male teachers have 
and know how to use appropriate culturally relevant 
pedagogical performance styles that keep Black males “on the 
right track.” These performance styles are essential to gifted 
Black male students who may want to resign from the gifted 
classroom and those who lack academic confidence to excel 
therein.

We wish to be clear—White gifted children benefit equally 
from the presence of Black male gifted educators. Because 
Black males have been negatively depicted in media and society 
at large (Toldson & Lewis, 2012), White children can see Black 
males as positive, intellectual, and academically oriented role 
models, and as effective teachers in the gifted classroom. This 
idea dispels stereotypical notion regarding Black men in 
general.

Recommendations to Recruit and Retain Black 
Male Gifted Educators

There is an urgent need (and has been for decades) to 
increase the number of Black male teachers, and for the 
purpose of this article Black male gifted educators, as so many 
gifted children from all racial and gender background can and 
do benefit from their presence in the classroom. To encourage 
and make real the increased presence of Black male teachers in 
gifted classrooms, national clarion calls must occur and strategic 
plans/efforts must be developed by pre-service education

programs, Black male teacher recruitment programs, and 
schools and school districts alike. All of this has the potential to 
ensure an influx in the number/percentage of Black male 
teachers in gifted education. We recommend the following with 
a greater likelihood to recruit and retain Black males in gifted 
education and AP classes:

1. National attention must be given to the shortage of Black 
male gifted educators to recruit and retain them.

Whereas national attention has been given to the shortage of 
Black teachers nationally, and Black males in the teaching 
profession in general, similar attention needs to be given to 
encourage Black male teachers to join and succeed among 
gifted educators. Although Black male teacher recruitment 
efforts have been relatively slow, they have brought attention to 
the need and have somewhat encouraged Black males to join 
the profession. Such could be the case if national attention is 
brought to the shortage of Black male gifted educators, as 
evidenced by President Obama’s call to make changes.

We are aware that 1% of teachers are Black males, but we 
have no specific data on the number of Black male gifted 
educators. By collecting data that delineate the shortage, we can 
better highlight the need and encourage Black males to become 
gifted educators.

2. Pre-service teacher education programs must provide 
Black male pre-service teachers with opportunities to 
partake in internships in gifted and AP classrooms 
(Bianco et al., 2011).

It is veiy rare that Black male pre-service teachers have the 
opportunity to partake in student internships that enable them 
to explore gifted and AP classrooms and to develop the 
necessary professional competencies to support gifted students. 
It is our goal and expectation for Black male teachers that they 
become gifted education teachers to serve as role models for 
gifted underachievers or those students who may need positive 
mentors to support them academically and socially in gifted 
education. This has been devalued and elusive. As a result, the 
collective needs of gifted Black students (specifically Black 
males) have been sacrificed and ignored, as they too can benefit 
from the presence and support of Black male teachers.

3. Pre-service teacher education programs need to 
explicitly address equity and diversity issues in their 
curriculum as to eliminate the racial and gender barriers 
faced by Black male teachers and to better support the 
recruitment and retention of Black male teachers to the 
teaching profession and the gifted classroom.

Because most pre-service teacher education programs do not 
focus on racial, class, arid gender issues within their curriculum, 
pre-service teachers (most of whom are White middle-class 
females) do not develop the essential cultural sensitivity and
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dispositions to support individuals (Black male teachers in this 
case) who may be from racial and ethnic backgrounds different 
than their own. When pre-service teachers develop cultural 
sensitivity, they can better support Black male teachers in the 
gifted classroom.

4. School districts must provide incentives to encourage 
Black males to acquire gifted education endorsements 
and credentials.

Some schools do veiy little to recruit and retain Black males 
into gifted education classrooms. Specific incentives should be 
provided to Black males who desire and/or should be 
encouraged to acquire gifted education endorsements and 
credentials. As such credentials require additional academic 
coursework, schools need to provide financial support for Black 
males to take the required courses to receive gifted education 
degrees and credentials.

5. School districts need to provide opportunities for Black 
male teachers to collaborate with Black male teachers 
who already teach in gifted education settings.

At the time of this article, there were no specific data on the 
number of Black males who are gifted educators. In such cases, 
school districts must provide resources so that Black male 
teachers can establish relationships with Black males who 
presently serve as gifted educators. When Black male gifted 
educators are able to connect with Black males who share 
similar life histories and lived experiences, they are able to gain 
courage to become a part of and remain in the gifted classroom.

6. School districts need to connect with Historically Black 
Colleges and Universities (HBCUs) to prepare, recruit, 
retain, and provide professional development 
opportunities for Black male teachers of gifted children.

It is rare that school districts draw from the resources of 
HBCUs; however, these institutions can prepare Black males 
teachers to become gifted education teachers, provide potential 
Black male recruits, and provide ongoing professional 
developments as to retain Black male teachers in the gifted 
classroom. Strong connections with HBCUs are so important 
and could create a pipeline for Black male teachers of gifted 
children, as HBCUs are better able to support Black males 
academically, socially, and emotionally.

7. School administrators should recognize the pedagogical 
potential Black male gifted educators bring to the gifted 
classroom.

Black males are rarely seen as effective teachers, although 
they possess appropriate pedagogical abilities that can impact 
children. To shape their pedagogical identities, school 
administrators must enable Black males to explore roles in

education beyond the roles of disciplinarians and coaches.
These roles should enable Black men to display their 
confidence and skills as effective teachers. Black male educators 
must be seen in roles such as curriculum coordinators and 
coaches and curriculum and instruction administrators that 
highlight their pedagogical abilities.

Summary and Conclusion
There is no one or definitive solution to solve and resolve 

under-representation in gifted education between Black males 
and their White counterparts. However, beyond the work of 
Ford et al. in 1997 on the experiences and paucity of non-White 
teachers in gifted education, to date, there have been no studies 
that have explored the roles Black male teachers may play in 
disrupting under-representation and correcting these dismal 
trends and outcomes of Black males in gifted education and AP 
classes. While the literature is clear about the need for Black 
males to become educators, little effort has been made to 
ensure that they become teachers of gifted children who can 
benefit from their presence. This must change, as we have 
described.
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