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CHAPTER |
INTRODUCTION

Within the past few decades, multicultural issues have received increased
recognition in the fields of psychology and counseling. Pederson (1990) described
multiculturalism as the ‘fourth force’ in psychology. The American Psycldbg
Association (APA) has integrated multicultural competence into its ettoca (APA,
2010) and has published its own set of multicultural guidelines, (APA, 2002). However,
it has been difficult for psychology practitioners to translate the ideatsilbiculturalism
to practice (Gallardo, Johnson, Parham, Carter, 2009). The American Counseling
Association (ACA) moved from not mentioning multicultural issues in their ofigina
1961 ethical codes to focusing on multicultural issues in their ethical codes pdiaishe
2005 (Watson, Herlihy & Pierce, 2006). The counseling field has placed more emphasis
on the development of multicultural theory (Lopez & Rogers, 2001; Rogers & Ponterotto,
1997), but counseling paradigms for multicultural competence are not sufficient for
psychologists in general and school psychologists in particular. There is not enough
literature on multicultural issues in school psychology (Ortiz & Flanagan, 26@2ha
order to address the unique needs of the current school population, more is needed.

Necessity of Cultural Competence

The issue of multicultural competence in school psychology is one that the
specialty has grappled with over the past few decades (Esquivel, Warretméri-i
Orlizky, 2007; Newell, Natasi, Hatzichristou, Jones, Schanding, & Yetter, 2010¢rabe
scholars have implored the profession to treat multicultural issues as moresesch

topic and develop comprehensive multicultural models for school psychologist scientist-



practitioners to use in their practice (Ingraham, 2000; Lopez & Rogers, 200ksRRoge
al., 1999). Many hold the belief that multicultural issues must be integrated into the
framework of all areas of school psychology, including assessment (Rhoties, &c
Ortiz, 2005), consultation (Ingraham, 2000; Tarver Behring & Ingraham, 1998),
counseling, and intervention (Ingraham & Oka, 2006).

A contributing factor for the growing need to address multicultural iSsues
psychology is the gap between culturally diverse clients and the mental healt
professionals who work with them. This gap is especially clear in schools. Rogers
(2005) reported that between 1990 and 2000 the number of racial and ethnic minority
children enrolled in schools increased by eight percent while Caucasiarclaidolled
in schools decreased by the same amount. Additionally, the demographics of school
psychologists have remained relatively unchanged. According to a natiorny,s
nearly 89% of school psychologists are Caucasian (Lewis, Truscott, & Volker, 2008).
Curtis, Chesno-Grier and Hunley (2004) examined data from previous research and
determined that when demographic information was examined from 1980-1981, 96% of
school psychologists were Caucasian, when examined from 1989-1990, almost 94% were
Caucasian, and when examined from 1999-2000 nearly 93% were Caucasian. Recently,
Castillo, Curtis, Chappel, and Cunningham (2011) researched the school psychologist
demographics and they remain largely unchanged. When school psychologists were
examined from 2004-2005 92.6% were Caucasian and in 2009-2010, this number
decreased to 90.7%. In the same time period, African-American school psychologists
increased from 1.9% to 3%, Asian/Pacific Islander school psychologistasedréom

0.9% to 1.3%, Hispanic school psychologists increased from 3.0% to 3.4 %, and those



school psychologists who define themselves as “other” increased from 0.8% to 1.0%
The only other racial/ethnic group other than Caucasian that decreased in nummiger dur
this time period was Native American/Alaskan Native who decreased fromt0.8%0.
Although there are an increasing number of school psychologists of color, their aumber
are not increasing at a rate commensurate with the school-aged population. At an
increasing rate, school psychologists are working within the cross-¢utura (Lee,

2006), meaning that they are working with students and families who are ¢yltural
different from them. Therefore, it is becoming increasingly importanstiaiol
psychologists are culturally competent.

Aside from individual work with students and families who are culturally
different from them, school psychologists should be on the forefront of helping to close
the achievement gap. The achievement gap is the difference in acadesenvement
between children of differing demographic characteristics. Theresdxat a racial
achievement gap, in that White and Asian children achieve at a significartér hegel
than Black and Hispanic/Latino children (McKwon & Weinstein, 2008), and a
socioeconomic achievement gap, where middle class and higher children achieve at a
greater level than economically disadvantaged children (Buckhalt, 2011). School
psychologists should be working to close this gap to ensure that all childremiarerax
at a level commensurate with their ability rather than their background.

Role of School Psychologist

The role of a school psychologist comprises several functions which include

assessment and evaluation, consultation, intervention, prevention, research and planning

(http://www.nasponline.org/about_sp/whatis.gsp&lthough school psychologists are




often defined by the assessment and evaluation aspect of their role, consultation, and
intervention are earning greater attention in the literature. It is remaw tlat school
psychologists must be culturally competent in all of the aforementioned dnetdiss
section, the roles of assessment and evaluation, consultation, and intervention will be
discussed. Because research and planning are more closely related to schotdgisyc
professors and researchers and less related to practitioners in a schodl tregtybe
discussed in this section.
Assessment

The area of multicultural competence that is arguably explored most frggunentl
the school psychology literature is assessment and evaluation. School psychologist
should possess knowledge of psychological instruments and their appropriateness for
given populations and students. It has been suggested that “most psychological
instruments do not adequately address the influence of culture on functioning”
(Hitchcock et al., 2006, p. 16). Not only should school psychologists know which
instruments to choose given the culture of a student, they should also understand the most
appropriate procedures as well. While some have described a process of
nondiscriminatory assessment (Martines, 2008; Ortiz, 2002; Scribner, 2002) a
comprehensive and widely practiced alternative to the current assegsotauures has
not been established. More research is necessary to help guide school psychologists i
their decisions about psychological instruments and the most appropriate praoelsses
procedures in assessing children of various cultures.

Consultation



Ingraham (2000, 2003) discusses the importance of school psychologists
possessing multicultural competence when consulting with parents and other school
professionals. The same issue that arises in assessment is refléctxhsultation.
Because there has not been sufficient empirical research (Ingraham, 2608;&

Rhodes, 2005) and a lack of a comprehensive multicultural consultation framework for
school psychologists (Ingraham, 2000; Ortiz & Flanagan, 2002), it is unclear what
constitutes multicultural competence in consultation practices.

Counseling & Intervention

As previously mentioned, the field of counseling has placed more emphasis on
multicultural research and development (Lopez & Rogers, 2001; Rogers & Panterott
1997). D.W. Sue et al. (1982) created a framework of multicultural counseling
competencies upon which several subsequent multicultural counseling framesgorks a
based (e.g., Holcomb-McCoy, 2000; D.W. Sue, Arredondo, & McDavis, 1992; S. Sue,
1998). However, the foci of these conceptualizations are on the counselor, not the school
psychologist. Although these frameworks have been influential in conceptualttiagl
psychologists’ multicultural competence (Miranda, 2002; Rogers, 1998) they do not
completely account for all the multicultural competencies that need to bespeddy
school psychologists. While these conceptualizations are helpful for one aspect of
intervention for school psychologists, they are not sufficient. School psychologist
practitioners need guidance in evaluating research on interventions in ordroime
its appropriateness for a given student or population of students. Additionally, they need
to be able to make changes to evidence based interventions as necessary tdhaddress t

needs of culturally and linguistically diverse students (Ingraham & Oka, 2006}her



words, school psychologists require their own unique framework for multicultural
intervention.
Conclusion

While it is important that the aforementioned scholars have focused on individual
aspects of school psychology multicultural competence, more research is needed to
develop a broader and more directly applicable framework. Much of the previous
literature has focused on individual aspects of multicultural competence for school
psychologists or has focused on professions that are related to school psycholdgy. Whi
the current literature contributes to an understanding of school psychologyutturisic
competence, it is not sufficient. The current study will help fill this gap in the
multicultural school psychology literature by providing more information conagthe
development of school psychology multicultural competence.

Statement of Problem

Although the fields of psychology and counseling have acknowledged the
importance of multicultural competence for all of their practitioners rédasgnition has
not translated to the literature in the specialty of school psychology. As prgviousl
mentioned, much of the literature that does exist focuses on specific aspects of
competence such as assessment or consultation rather than a compreherse fram
for multicultural competence (i.e., Rhodes, Ochoa & Ortiz, 2005). School psychology is
a multifaceted specialty and the multicultural research reflectstthésnains difficult to
conceptualize a comprehensive multicultural school psychology framewasky Bnd
Reynolds (2005) and Esquivel, Lopez, and Nahari (2007) have produced handbooks on

multicultural issues in school psychology. Additionally, the National Assoaoiati



School Psychologists (NASP) does offer a definition of cultural compete®c®&RN
2003), yet there is a need for a comprehensive conceptualization of school psychology
multicultural competence that is grounded in data and supported by literature.

More articles concerning school psychologists’ multicultural traininglsie
needed. While the specialty has recognized that it is important to be mulaltyltur
competent, how a school psycholdaggcomesnulticulturally competent is unknown.

How do school psychologists become multiculturally competent? Is all of their
competence developed during graduate training? What experiences are vital in
developing competence? Can some experiences be omitted? Are the ptastieam,
trainings, and on-the-job experiences cumulative? These are important and vednswe
guestions concerning multicultural competence development of school psychologists.
Without knowledge ohowschool psychologists gain this important professional
characteristic, it is impossible to know if the current training paradigmsuffieient in
producing multiculturally competent school psychologists.

Purpose and Overview

The purpose of the current study was to explore early career school psychologist
perceive their own development of multicultural competence. According to theothair
the NASP Early Career Workgroup, early career psychologists areadlaBne
“professionals in their first five years of practice” (A. Silva, persaoahmunication,
March, 2012). There is a need for more research on this topic as multicultural
competence is an important component of school psychologists’ overall professional
competence. More information is needed albawtthis form of competence is acquired.

This was a grounded theory study because the lack of previous research calls for an



exploration of the topic and the generation of a theory about multicultural competence
development. The researcher interviewed six school psychologists who work in diverse
schools (“diverse schools” are operationalized in Chapter Ill). All paattgowere

within their first five years of practice as a school psychologist. i$higal because it is
important that the participants were able to reflect on their graduate graififose who

have practiced for more than five years may have forgotten some spefcthes

graduate training. In addition, this study was about the school psycholodistsofiet
thedevelopmenof their multicultural competence. Therefore, it was important that the
respondents were able to reflect on their early career experiences aaiaer

experiences may be more related to the maintenance of their multicatiompétence.

This study informs all those who are invested in creating multiculturally
competent school psychologists. The information gleaned from this study ig vitall
important to graduate training institutions, scholars, school districts, puarfabsi
organizations, and school psychologists themselves. The results of qualitative grounded
theory studies are not meant to be generalized to other populations; therefore, further
research exploring the efficacy and efficiency of training paradigras important next
step. This study is a necessary first step in conceptualizing the developnatadf s
psychologists’ multicultural competence.

Definitions

There are many terms that are used in the multicultural literaturéeyndre

sometimes used interchangeably. This can lead to confusion and the terms that are use

can lose meaning because of the lack of clarity of their definitions. dd¢ties attempts



to reduce that confusion by defining the terms that will be used throughout this
document.

Multicultural Competence and Cultural Competende a study conducted by
Rogers (2006), she asked school psychology faculty and staff to define murigicult
competence. The most frequent definition (36% of respondents) was “the ability to
translate knowledge of cultural differences into effective and sensitive school
psychological services” (p. 126). This is similar to another definition that defines
multicultural competence as “an individual going beyond the mere possession of
multicultural sensitivity to also attain an acceptable level of knowledge,ieisuffshift
in attitude, and the production of a repertoire of behaviors consistent with sudgessful
interacting with diverse populations in multicultural settings” (Wa&J&900, p. 1101).
These definitions are also similar to a National Association of School Psydtslogi
(NASP) definition ofcultural competencédescribed in greater detail in Chapter IlI).
Because of the similarities between these definitions, multicultural cengeeand
cultural competence were used interchangeably throughout this document and the
interviews. However, this writer attempted to usdticultural competencewith greater
frequency to help prime the interviewees to thinknodtiple areas of culture and
diversity as opposed to just one or two.

Culture.Frisby (2009) stated many people assume that culture is a “monolithic
entity” (p. 449) but he argued that there are many individual differences thatvatan
a culture. Collier, Brice, and Oades-Sese (2007) agree, stating that cutiynamic
and that “no two individual members of the cultural group share exactly the gsi@® s

of cultural knowledge” (p. 354). While it is important to consider the individual



differences within a cultural group, the majority of definitions of culture cetlee
shared experience of a group of people. For the purpose of the present studysculture i
defined as “a group’s ideas, beliefs, values, knowledge, and ways of acquiring knowledge
and passing it on” (Trumbull, Greenfield, Rothstein-Fisch, & Quiroz, 2007).
Diversity.Diversity is a term that “includes race/ethnicity, gender, gender
identity, sexual orientation, religion, language, ability, and economic st&eg/d]l et
al., 2010, p. 250). All areas of diversity were explored in the present study. The
participants all worked in diverse schools, however the operational definition d¢f whic
did not include all of these aspects of diversity. It was not possible to includeasllat
diversity as data is not collected for all of them, such as gender identiia| se
orientation, and religion. However this writer probed for additional information abbout a
areas of diversity.
Research Questions
Two research goals guided the development of the current study. While the focus

of this study was on the participants’ perceptions of multicultural development,
developing an understanding of the first goal, defining multicultural competease, w
necessary to provide a framework for the second goal, multicultural competence
development. In order to adequately describe their own competence, thparasic
should explain what they feel competence is. The two research goals used a grounded
theory approach to generate theories of:

1. How early career school psychologists define multicultural competemte, a

2. Early career school psychologists’ perception of multicultural competence

development.

10



The research goals of the current study helped to guide the development of the
research questions. The research questions are:
1. How do school psychologists conceptualize multicultural competence?
2. How do school psychologists conceptualize the development of their own
multicultural competence?
a. Do school psychologists believe that it is their graduate training that has
led them to be multiculturally competent, their work in the schools, or a
combination of both?
b. How has their graduate training and field experience influenced their

multicultural competence?
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CHAPTER Il

LITERATURE REVIEW
Introduction

This literature review will begin with a discussion of diversity in the schools
today. There are a multitude of reasons why school psychologists must loelihowdtily
competent and a discussion of schools will demonstrate that need. Next, thereawill be
discussion about how multicultural competence is conceptualized in the school
psychology literature and in the related field of counseling. A discussion tufiukal
counseling, in general, is warranted because the counseling field is on frantare
diversity research and literature. However, it is important to point out that thesslisn
of multiculturalism in counseling generally pertains todheof counseling. Therefore, a
discussion of the conceptualization of multiculturalism in the school counseliraguiter
is warranted as well. Although some of their tasks overlap, much of what school
counselors do is different from school psychologists. However, some of the school
counseling literature takes into account the multifaceted nature of jobs in a schibds.
way, the school counseling literature is pertinent to school psychology. Then ihere w
be a discussion of how multicultural competence is conceptualized in the school
psychology literature. Finally, there will be a discussion of multicultuaaiing for all
of these disciplines. This review will demonstrate the need, outlined in Chapter I, f
more research concerning the multicultural training of school psychologists.

Multicultural Competence of School Psychologists: Importance

Diversity in Schools

Oftentimes, the seemingly inclusive terms of diversity and multicultumadire

used as euphemisms for racial and ethnic diversity. In fact, much of thericaieol

12



psychology and counseling literature is on differences in race and ethnioiyevelr,
there are several other forms of diversity and ignoring them in researghaatide can
lead to misunderstanding of constructs and ineffective service delivery. Tims seid
contain a discussion about the ways that race/ethnicity, socioeconomic statustydis
status, sexual orientation, and religion may affect students and therefogevibe s
delivery of school psychologists.

The racial and ethnic demographics of the United States are changings Roge
(2005) noted that from 1990 to 2000 the number of racial and ethnic minority children in
schools increased from 20 percent to 28 percent. National statistics on education echo a
similar trend. According to the Digest of Education Statistics, the pereeotag
Caucasian students enrolled in public schools has decreased just over eigh{@&@ent
percent to 54.9 percent) between 1998 and 2008. During the same time period, the
Hispanic population has increased from 14.9 percent to 21.5 percent; African-America
students have remained the same at 17.0 percent; and Asian/Pacific Islanadés stude
have increased from 3.9 percent to 5.0 percent (Digest of Education Statistics, 2010).
This means that there are an increasing number of children of color in schools.
Conversely, from 1971 to 1996, there was a decrease in the amount of minority teachers
in the schools. White teachers increased from just over 88 percent to nearly 91 percent.
African-American teachers decreased from just over 8 percent to slyletly? percent.

All other ethnic minority teachers decreased from 3.6 percent to only 2 percentsiRoge
2005). This racial and ethnic gap between teachers and students may be contributing to
the achievement gap between racial and ethnic minority children and Cautsulsiiaamc

(Storz, 2008). Racial and ethnic minority children, particularly AfricareAcan and

13



Latino students, have consistently lower test scores than White and Asenc&m
students. These lower test scores have implications for the future such ameducat
attainment and occupational status (McKwon & Weinstein, 2008). Teachers neay hav
differential expectations for their students based on race and ethniciti, Mbkowon
and Weinstein (2008) have shown does contribute to the achievement gap. Additionally,
teacher quality is an important factor in closing this gap (Flowers, 2007) seatck has
shown that understanding of diversity issues and how they relate to classroom
management and lesson planning can increase positive outcomes for children (Delpit
1995). Having been trained in both direct (counseling, assessment, intervention) and
indirect (consultation) service delivery, school psychologists are uniquely edu@pe
help address this issue and others that may contribute to the achievement gdearlt is ¢
to see why school psychologists must be multiculturally competent in order toitteal
this and other issues pertaining to the racial and ethnic achievement gambetwee
students.

Additionally, there are high rates of children living in poverty in schools.
Although a disproportionate number of these children are children of color (Ehrhardt-
Padget, Hatzichristou, Kitson & Meyers, 2004), low socioeconomic status is a pervasi
issue that affects children of all races. There are myriad reasonsfdisiparity. Many
of these reasons stem from problems in the home. They range from issues surrounding
health care access to parental reading proficiency. However, schools antstbachea
profound effect on student outcomes as well (McKwon & Weinsten, 2008; Steele, 1997).
While socioeconomic status does have a significant effect on students, educational

quality appears to have a larger effect (Anderson & Keith, 1997). School pgyist®lo
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must be aware of this and know how to work with students and families with unique
challenges due to their socioeconomic status. They must also be able toadsss te
and administrators in working with students and families of low socioeconomis stat
order to provide the high quality services that they need.

There are also large numbers of children in schools with emotional, mental, and
physical disabilities. In the past, these students were separated frorstotlesits. They
were in separate classrooms and in some cases, separate schools. yeaesenith
the passing of laws such as Individuals with Disabilities Education ActX)&d
Americans with Disabilities Act (ADA) and a growing inclusion moven{&reer,

Greer, & Woody, 1995), these children are being included in general education
classrooms with increasing frequency. This has highlighted the importance of
administering appropriate services for all students. School psychologistkmushow

to work with these students, support teachers in their efforts towards appropriate
education for all students, and help families become familiar with all edoahtiptions
(Ochoa & Rhodes, 2005). This includes options that school psychologists who are not
culturally aware may not be familiar with. Without this cultural knowledge and
awareness, school psychologists run the risk of not providing parents and teadhers wit
the comprehensive information necessary to make the most appropriate decision
(Ingraham, 2000; Ingraham, 2003; Ochoa & Rhodes, 2005; Tarver Behring & Ingraham,
1998). School psychologists must be trained in order to be competent in these areas.

There has been increased attention in the literature about LGBTQ (Lesbjan, Ga
Bisexual, Transgender, Questioning) individuals. For many LGBTQ students, school i

hostile, and even dangerous, place. LGBTQ students are at greater riskidie;, suic
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physical abuse, and bullying (Stone, 2003). Despite these increased risks, schuails are
doing all that they can to ensure safety for these students. Without a safe enviibnment
is difficult for students to concentrate on their studies. School psychologists have
training in school culture and climate and should work to ensure that their school is
welcoming and safe for all students. School psychologists must have adequate
multicultural training in order to provide the most appropriate services ane tnedbest
school environment.

With the advent of No Child Left Behind, it is now mandatory for schools to
ensure that all students are receiving the highest quality education theathgrovide.
Many students who were previously ignored or marginalized by the educaticeah sys
are now being recognized. All of the diversity in the schools demonstrates just how
important it is for school psychologists to aid schools in providing that high quality
education. It is imperative that school psychologists are multicultui@thpetent and
therefore those working within the specialty must learn more about the betsi train
school psychologists for multicultural competence.

School Psychologist Demographics

Although the demographics of children are changing, the demographics of school
psychologists for the most part are not. Based on the results of a nationwideo$urve
school psychologists, Castillo et al. (2011) estimated that nearly 91 percembaif sc
psychologists were White. In a study conducted by Lewis, Truscott, and (20G8), a
sample of 124 school psychologists, both NASP and non-NASP members, were
contacted by phone. Of those participants, approximately 89% were Caucasiah, almos

6% were African-American, 4% were Hispanic, and nearly 2% were “other.” dfone
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those sampled in this study self-identified as Asian or Native American. iéwly,
there is often a socioeconomic disparity between school psychologists and thesstudent
and families that they serve (Brown, Shriberg, & Wang, 2007). There is not much data
on the ability status, religion, and sexual orientation of school psychologists, but one can
assume that because of the changes in the school-aged population that more than ever
school psychologists are working within the cross-cultural zone (Lee, 2006). dénsm
that school psychologists are working with people whose culture is diffeoemtHieir
own. Because of this demographic disparity, there is an increasing avgareties
school psychology specialty that working with students and families of aedhiffenlture
presents unique challenges. Issues around prejudice, discrimination, and gmeés sti
(Lopez & Rogers, 2007) can arise and impede relationships, influence decisimigsma
or lead to inappropriate services. School psychologists must possess competénce in al
professional areas, which includes multicultural awareness and skills.
Service Delivery

AssessmenA central role of school psychologists is that of assessment. Though
the role of the school psychologist is evolving, administering and scoring ngasure
interpreting results, and writing reports continues to be the way manyipreastspend
the majority of their professional time (Bramlett, Murphy, Johnson, Wallidg# Hall,
2002). With the increase of children of color, English Language Learning (ELL)
children, and children of low socioeconomic status in the schools it is imperative that
school psychologists are competent in this area. However, there is a lacisefgsus

regarding what competence in this area would mean. Sternberg (2004) proposed four
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models regarding the relationships between ability, assessment mgasdreslture.
The four models are illustrated in Table 2.1

Table 2.1: Sternberqg’s (2004) Models of the Relationship of Culture to Intidience,
p. 326

Dimensions of Intelligence

Relation Same Different
Tests of Same Model | Model Il
Intelligence Different Model IlI Model IV

In model [, the nature of intelligence within a culture and the assessusedtso
measure that intelligence are the same. This model argues that intelligencetdueve
cross-cultural differences and therefore can be assessed without ceganituie.

Model Il notes that there is a difference in intelligence between culturefigoatis no
change in the tests that measure those different forms of intelligence. INModel
postulates that intelligence is the same cross-culturally, but the methodssasshaent
tools used to measure those forms of intelligence do not differ. Model IV argues that
both the nature of intelligence between cultures and the assessment tools usedite me
them differ cross-culturally. Depending on the model that an individual school
psychologist believes philosophically and professionally, the service detif’ery
assessment would look very different. There needs to be greater consensus and
consistency in order for service delivery to be more uniform and therefore posEss
fairness and accuracy.

Consultation Another important function of a school psychologist’s job is
consultation with teachers, administrators, school staff, parents, familiesyrantuaity
members. According to Tarver-Behring and Ingraham (1998), multicultural catnsolt

is a “culturally sensitive indirect service in which the consultant adjustotisiitation
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services to address the needs and cultural values of either the consulteeient;har cl
both” (p. 58). With this view, it is necessary that culture is “infused in all aspéct
consultation” (p. 58) in order to provide the best possible services. Sirmans (2004) found
that the school psychologists who participated in her dissertation study felt that
possessing a general understanding and awareness of the influence of culture on others
was an important aspect of school psychology consultation competence. Thig#dicat
that both scholars and practitioners in the field feel strongly that consultationteoc®e
must incorporate multiculturalism and diversity. In other words, there should not be a
need for a multicultural consultation definiticall consultation should be multicultural.

CounselingMulticultural issues in counseling are discussed later in the current
chapter in sectionddulticultural Competence: CounselimgndMulticultural
Competence: School Counseling

Intervention Although counseling is a form of intervention, there are many other
interventions that school psychologists suggest and help teachers to implementto orde
create the best possible outcomes for students. There are several res@ilagle to
school psychologists for interventions, but it is sometimes necessary forqatalifs to
be made in order “to best address the unique cultural and contextual setting” (In§raham
Oka, 2006, p.128). Additionally, school psychologists need to be able to determine
whether the extant research on evidence-based interventions is valid for stuthents w
their school populations (Ingraham & Oka). School psychologist practitioners need
guidance regarding the selection and implementation of interventions.

Multicultural Competence: Counselihg

! Much of the literature on multicultural competeméeounselors and school counselors was previously
reviewed in the author’s unpublished master’s #)eSveeney (2009).
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The field of counseling is on the forefront of studying multiculturalism in the
social sciences. Counselors have long recognized the importance of takings client
culture into account in order to understand and communicate effectively. Therefore
there is a plethora of multicultural research and literature in the field of@owns
(Lopez & Rogers, 2001). This section will include information about some of the ways
in which multicultural competence has been discussed in the field of counseling.awhile
comprehensive discussion of multicultural competence in counseling is beyond the scope
of this review, several important and seminal theories will be discussed.

Ethical Conceptualization

It is important to recognize that multicultural competence of counselors is not
simply a practical issue; it is an ethical one as well. Watson, Herlihy,iarm: R2006)
discuss the fact that in 1961 there was no mention of multiculturalism in the America
Counseling Association (ACA)’s original ethical code, but in 1995 multiculturaésss
were integrated throughout the document. In 2005, ACA released its most updated
ethical code. Due to the increased awareness of the importance of muétisutur
partly because of the research of D.W. Sue and others, the current ACA ettiecal ¢
focuseson multicultural issues. Multicultural counseling competency has been formally
recognized as a vital aspect of the counseling profession.

The mission of the ACA ethical codes mentions its commitment to diversity. This
commitment is reflected in the codes themselves. There is no formahseati
multicultural competence. Rather issues of diversity and multiculturatesmfased
throughout the document, making it clear that ACA is committed to promoting the

multicultural competence of its members.
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Multicultural Domains Conceptualizations

Three DomainsOne of the first and most influential conceptualizations of
multicultural counseling competence was outlined by Derald Wing Sue and his
colleagues (D.W. Sue, Bernier, Durran, Feinberg, Pederson, Smith & Vasqgtiak-N
1982). In the paper, the authors discuss three areas of multicultural competkefsy: be
and attitudes, knowledge, and skills. The beliefs and attitudes area encompasses
multicultural awareness and includes four specific competencies. Thidiscaases the
importance of a counselor having an awareness of his or her own cultural hdntage.
addition to awareness of one’s own culture, a counselor competent in this area would
understand how culture plays a part in his or her values and beliefs and in turn how those
beliefs might affect the counseling relationship with clients. A counselor centpet
this area would also understand how circumstances involving the referral process would
be relevant through a cultural lens.

The multicultural knowledge area in D.W. Sue et al. (1982) also outlines four
competencies that counselors should possess. Counselors who are competent in this area
have an understanding of circumstances that interact and may have an effect on the
counseling relationship. Competent counselors understand the sociopolitical aontext i
which they are working and how it has impacted people of minority status. They also
possess basic information about the cultural group that a client comes from and the
institutional barriers that have affected that group. They understand basication
about the therapy process.

Finally, according to D.W. Sue et al. (1982), a multiculturally competent

counselor would also possess three competencies in the skills area. Havemneawar
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and knowledge of multicultural issues in the counseling relationship is important, but
cannot stop at those two steps. Multiculturally competent counselors will aldeeput t
awareness and knowledge into practice and demonstrate multicultural skills. A
multiculturally competent counselor will be able to understand and utilize botH aaerba
non-verbal communication responses. This counselor will also build upon knowledge of
institutional barriers and assist the client in working against institutionaéisaif

necessary.

After ten years, D.W. Sue updated his multicultural competence conceptoalizati
and published a new article, which built upon and expanded on the previous one. The
D.W. Sue, Arredondo, and McDavis (1992) article outlined dimensions under which
counselors would possess the same three areas of multicultural competened wutl
the D.W. Sue et al., (1982) paper: beliefs and attitudes, knowledge, and skills. The
dimensions were counselor awareness of own assumptions, values, and biases,
understanding the worldview of the culturally different client, and developing ajpdeopr
intervention strategies and techniques. As opposed to D.W. Sue et al., (1982)’s eleven
competencies, D.W. Sue et al., (1992) outlined 31 competencies: nine under beliefs and
attitudes, eleven for knowledge, and eleven for skills. In addition to expanding the
number of competencies, the authors were much more urgent in their language and tone
of the article. They stated that integrating multicultural competena¢hatfield of
counseling was no longer optional; it was now urgent, necessary, and ethical.

Five DomainsThis conceptualization is an update of D.W. Sue et al. (1992)'s
conceptualization. Holcomb-McCoy (2000) increased the number of domains from three

to five. Three of the five factors were the same as D.W. Sue and colleagues (1982, 1992)
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previous models: awareness (referred to previously as beliefs and ajfitudmvliedge,

and skills. The other two were new and distinct constructs. The first wagidefofi
terms. This factor was related to counselors having an understanding of terms and
terminology. The second new factor was racial identity development. Tlos fact
reflected the expectation that counselors would have an awareness and knowledge of
different racial identity theories. Although this article is not a complete
conceptualization, it is important to discuss because it recognizes thatihalse

theories of D.W. Sue and colleagues may need to be expanded or altered.

Counselor Client Match Conceptualization

S. Sue (1998) also believed that there were three dimensions of cultural
competence in counseling. However, the author’s conceptualization of those
competencies differed from D.W. Sue and colleagues (1982, 1992). The generation of
these multicultural competent characteristics was rooted in the impodbaceatch
between counselor and client. According to this article, the three chestacdeanritical
to cross-cultural competence are scientific mindedness, having skillsamaysizing,
and being proficient with a particular cultural group; these charaatsrése discussed
below.

Scientific mindedness, according to S. Sue (1998) refers to a counselor who
makes hypotheses as opposed to permanent conclusions about a client. That counselor is
creative in the testing of those hypotheses and then uses data to inform counseling
procedure and intervention. Scientific mindedness allows the counselor to be flexible
his or her conceptualizations of the client. It disallows the counselor to make quick

judgments based on early information. This characteristic may be dessibetif
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that is closely aligned with D.W. Sue et al.’s, (1992) concept of counselor asaran

own assumptions, values, and biases. Instead of making assumptions based on the
counselor's own experiences and worldview, that counselor makes the conscious choice
to use data to guide intervention.

Dynamic sizing (S. Sue, 1998) is another important characteristic for dyltura
competent counselors to possess. The counselor is discriminating in selecting what
information about a particular group is applicable to their client and what informsit
not applicable. A counselor competent in this area understands that there arepstereoty
about groups and avoids automatically assuming that their client fits one of those
stereotypes. Rather, the counselor has an awareness of his or her own posségsien of t
stereotypes and how they might affect the counselor’s behavior.

Proficiency about a particular cultural group, or culture-specific expeisiee
third and final characteristic discussed by S. Sue (1998). This is closely abggmde
of the knowledge competencies that D.W. Sue et al., (1982) mentions. Culturally
competent counselors should understand basic information about the group that their
client comes from and the sociopolitical influences on that group. However, the
counselor must always strive to avoid stereotyping a particular individualesiplect to
his or her cultural group. This expertise about certain groups will inform the dagnse
and therapy process as well as selection of specific interventions wégmgen mind
the individuality of the client.

Schema Conceptualization
Dissatisfied with previous multicultural counseling literature, Ridlegnibza,

Kanitz, Angermeier, and Zenk (1994) sought to define multicultural competence in a
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different way. The authors believed that there were four particular liomsain the
literature on multicultural counseling competence: definitional variance,qnatie
description of construct indicators, lack of theoretical grounding, and limitations
measurement and research designs.

Because of these problems, the conceptualization outlined in the Ridley et al.,
(1994) article is grounded in the cognitive theory of information processing. dieere
five dimensions of competency that a counselor should possess to be multiculturally
competent. The first is counselor cultural self-processing. A counselor has had
experiences that have resulted in schemata about particular groups of peopée and t
counseling process. Just as D.W. Sue et al., (1982) mentioned that counselors must be
aware of their own values and biases, Ridley et al., (1994) asserted that coumsstors
be aware of their own schemata and how that may affect the counseliranssigti

The second part of cultural competency outlined in this article is purposive
application of schemata. This is the area of competency that helps gougesalor’s
actions. The counselor should be able to collect data and use that data to inform every
part of the counseling process. This is not dissimilar from S. Sue’s (1998) idea of
scientific mindedness. The counselor must recognize that his or her schema isfluence
how the data collected is interpreted and in order to be competent, counselors must not
allow stereotypes to influence decision-making more than data.

The third factor outlined in Ridley et al., (1994) is maintaining plasticitys Thi
outlines the importance of a counselor being fluid in their thinking. If a counselot

able to maintain plasticity, than he or she possesses schema that are tocdegid. T
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counselor must work to have schema that will allow him or her to interpret data about a
client that will be accurate and disallow the counselor to resort to steetiypking.

The fourth factor in the Ridley et al., (1994) model is active-selective attenti
This discusses the importance of considering all relevant cultural informakien
working with a client. In schema theory, it is thought that people cannot attethd to al
possible information. Therefore, they only attend to the information that they deem
relevant. According to Ridley et al., (1994), if counselors are culturally itiserthan
they will not attend to information from the client that is culturally relewahtch will
be problematic in the counseling relationship.

The fifth and final part of cultural competency outlined in Ridley et al., (1994) is
the motivation of the counselor. If counselors are not motivated to challenge their
existing schemata that disallow them to work effectively with clientsavb@ulturally
different then the other factors will not help. The counselor’'s motivation can be an
internal drive or imposed from an external source, however, the motivation must be
extant in order for the remainder of the factors in the model to be effective.

Summary of Multicultural Counseling Competence Models

While the work of D.W. Sue and colleagues (1982, 1992) is perhaps the most
widely cited conceptualization of cultural competence in the field of counsdigrg, are
several other ways that scholars have contemplated the multicultural corepmtenc
counseling. Many of the concepts discussed overlap with one another. Common in all of
the models is the idea of counselor awareness of their own culture and worldwelW as
as knowledge about the cultural group of the client. Additionally, the importance of

collecting data and having that inform practice and intervention is another common
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theme. Translating knowledge and awareness to culturally competent skillshisranot
pervasive theme.

Despite these commonalities between the conceptualizations, there are major
differences. The lack of consensus between the models demonstrates thenocemirta
future research and development of multicultural competence theory. Additjonally
implicit in all of these theories is the dyad of counselor and client. As preyiousl
mentioned, this is a major limitation in applying these theories to school psychatogy
the following section, there will be a discussion of theories of multicultural demge
in school counselors. While this is not the same as school psychology, the
conceptualization may be more applicable than general counseling theories.

Multicultural Competence: School Counseling

All of the multicultural counseling competence conceptualizations arecapldi
to school counselors as well. However, there are areas of competence spatHieto
school counselors. As mentioned previously, the models of multicultural counseling
competence often refer specifically to the relationship between counseloreamd cl
during the actual counseling process. School counselors have a plethora of other duties
in addition to counseling students. The following section will discuss the
conceptualization of multicultural competence applicable specificallghtoat
counselors.

Ethical Considerations

The ACA ethical codes also apply to school counselors and the American School

Counseling Association (ASCA) ethical standards specifically discussigoatance of

cultural competence for school counselors. In the ASCA ethical standagzdinlbte,
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which frames the tone of the rest of the document, the importance of serving those who
have been historically underrepresented and underserved in the educationaissystem
mentioned. While the ASCA codes have a specific diversity section under Respgnsibil
to Self, it is similar to the ACA codes in that issues of multiculturalism aretsity are
infused throughout the entire document. It is clear that ASCA, like ACA, requres it
members to be multiculturally competent.
Nine-Dimension Conceptualization

Holcomb-McCoy’s (2004) conceptualization of school counselor multicultural
competence is closely related to the D.W. Sue et al. (1982, 1992) and Holcomb-McCoy
(2000) conceptualizations. Holcomb-McCoy’'s (2004) model of multicultural
competence is expanded to include items pertinent to school counselors. In this model,
Holcomb-McCoy mentions 51 competencies embedded in nine dimensions of school
counselor multicultural competence. The nine dimensions are: Multicultural Cognsel
Multicultural Consultation, Understanding Racism and Student Resistance,
Understanding Racial and/or Ethnic Identity Development, Multiculturaégsment,
Multicultural Family Counseling, Social Advocacy, Developing School-Family
Community Partnerships, and Understanding Cross-Cultural Interpersonattiotes.
Although Holcomb-McCoy (2004) does not specifically mention the competency
domains of awareness, knowledge, and skills, many of the items within the nine domains
of competency reflect these constructs. For example, the first compatetarythe
Multicultural Counseling domain,can recognize when my attitudes, beliefs, and values
are interfering with providing the best services to my student®mparable to one of

the competencies in D.W. Sue et al.’s (1982) attitudes and beliefs domain, whash stat
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thata culturally skilled counseling psychologist is aware of his/her values and biases and
how they may affect minority clientSimilarly, one of Holcomb-McCoy’s (2004)
competencies in the Understanding Racism and Student Resistance daaraidentify
racist aspects of educational institutioissclosely related to a competency in D.W. Sue
et al.’'s (1982) Knowledge domaitie culturally skilled counseling psychologist is aware
of institutional barriers which prevent minorities from using mental health service
While these competencies are not exactly the same, it is clear how the wovk.dsie
and colleagues influenced Holcomb-McCoy’s (2004) conceptualization tailored to
counselors working in school settings. One area that was added to the model that is not
directly reflected in D.W. Sue and colleagues’ previous work is social advogacy
multiculturalism as a construct has evolved in the counseling and school counseling
fields, social justice and advocacy have been viewed as increasingly int@orda
necessary as a part of multicultural competence.
Multicultural Competence: School Psychology

The specialty of school psychology is making strides to catch up to the
counseling profession in relation to its recognition of the importance of mtutiaul
competence. There is a history of multicultural school psychology literatatrddtes
back as early as the 1960’s and 1970’s (Lopez & Rogers, 2007) yet, the body ofditeratur
itself is scarce. Miranda and Gutter (2002) conducted a meta-analysis te \Wpdse
Rogers’ (1992) article on school psychology multicultural competencetlitera
Miranda and Gutter examined articles in Jloeirnal of School PsychologySP),
Psychology in the SchodBiTS),School Psychology Revid®BPR), andchool

Psychology QuarterlySPQ) that were not a part of a special issue relating to
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multiculturalism. Despite the large increase in culturally and linigaist diverse (CLD)
students in the schools, the literature does not reflect this trend. Of the over i¢cB&® art
in those journals from 1990-1999, only 8.3 percent dealt with issues of cultural diversity.
There are several reasons the authors mention that could account for the lackrdfirese

It could be that there is little interest or that practitioners, rather #s&archers, are
committed to the topic. It could also be that journals reject articles aboutityiadra

higher rate. One other reason outlined in the article has to do with the factribaties

are wholly underrepresented in the specialty of school psychology. Whdteveason,
Miranda and Gutter argue that the lack of research is problematic givenréesing
diversity of students and families in the schools.

Strein, Cramer, and Lawser (2003) published a similar study with even smaller
numbers. These researchers examined all research topics from 1994 to 1998 ie the sam
research journals. In defining multicultural articles, Strein et al. tookaikctount articles
that had a secondary as well as a primary focus on multicultural issugsteDieis
broad view of multicultural articles, only 6.2 percent were found. Additionally, degrea
percentage of these articles were classified as having a secondaryrégté®jhan a
primary focus (2.6%) on multicultural issues. Strein et al. also examined ten{agye
of multicultural articles in School Psychology International (SPI). Thisbauwas far
greater with 15.3 percent of articles with a primary (6.8) or secondary (8us) doc
multicultural issues. It is unclear why these researchers found dcggtlif smaller
percentage of multicultural articles. It is possible that the yearStiean et al. selected
had fewer articles or they defined multicultural articles more strihgeWWhatever the

reason, it is clear that more research is needed in this area.
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Despite the lack of focus on this subject in the literature, there have been some
scholars that have developed school psychology multicultural competence
conceptualizations, reflecting the importance of this topic to the specidlg. T
importance of multicultural competence has been reflected in school psysksilogi
ethical codes as they have in ACA and ASCA ethical codes and standards. School
psychologists ascribe to the National Association of School Psycholdg/s8P() and
the American Psychological Association (APA) ethical codes, both of whichane¢he
importance of multicultural competence. Just as it is for counselors, mul@tultur
competence of school psychologists is being recognized as both an ethical aodl pract
issue.

Ethical Considerations

NASP’s Professional Conduct Manual (2010) publisheRritsciples for
Professional Ethics Unlike the ACA or ASCA codes, the NASP manual does not
mention issues related to diversity in its introduction. Diversity is firsitimeed in
Principle 1.3: Fairness and Justice. Multiculturalism and diversgylescussed
throughout the document, indicating their importance in the field of school psychology.

While school psychologists have a unique set of ethical standards that they must
ascribe to, they are also psychologists. Therefore, theE&Ri&al Principles of
Psychologists and Code of Conduct (204 applicable to their practice as well.
Similarly to the NASP manual, there is no mention of multiculturalism or diyarsthe
Introduction or Preamble of the APA codes. Diversity issues are mentioned af part
one of the five overarching ethical principles. Issues of diversity are aisthomed

throughout the document, but not with as much frequency as the ACA codes.
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The American Psychological Association (APA) has also published an
individual manual for use specific to multicultural issues tifleé Guidelines on
Multicultural Education, Training, Research, Practice, and Organizational Change for
Psychologists (2002)This document outlines six specific guidelines that all
psychologists, including school psychologists should ascribe to. While this is a
important step forward in integrating multicultural competence into the peauttiall
psychologists, the guidelines do not hold the same weight as standards. Gugdelines
more aspirational and therefore not as enforceable as standards. Tiedebhe is
“psychologists are encouraged to recognize that, as cultural beings,ahéwlt
attitudes and beliefs that can detrimentally influence their perceptionsl afitaractions
with individuals who are ethnically and racially different from themsélvégcording
to this guideline, it is necessary for psychologists to be introspectivernongéheir
own cultural point of view. The second guideline is “psychologists are encouraged to
recognize that, as cultural beings, they may hold attitudes and beliefs that can
detrimentally influence their perceptions of and interactions with individuadsase
ethnically and racially different from themselves”. This describes tpertance of
recognizing the impact of culture for all people. The third guideline, “as extaca
psychologists are encouraged to employ the constructs of multiculturalism arsitylive
in psychological education” relates to the importance of infusing mutiredigm in
psychological education. The fourth guideline, “culturally sensitive psycloalogi
researchers are encouraged to recognize the importance of conducting-ceitiened
and ethical psychological research among persons from ethnic, linguistiecaald r

minority backgrounds” recognizes the importance of multicultural considesaiti
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research. “Psychologists strive to apply culturally—appropriate skillgiinat and other
applied psychological practices” is the fifth guideline and describes th#icpef how
multiculturalism should be a part of applied practice. The sixth and final guideline
“psychologists are encouraged to use organizational change procesggstt s
culturally informed organizational (policy) development and practices” eagesr
psychologists to consider multiculturalism when they look at larger sogdmizational
or structural change.
Awareness Discussions

While there has been a lack of specific models of school psychology
multicultural competence in the literature, it is a topic that is mentioned inrasgwarnal
articles. It is important to consider how scholars and practitioners in thalspappear
to conceptualize multicultural competence even if they do not specificallpethkir
vision. Ehrardt-Padgett et al. (2004) discuss the importance of affirming theatul
uniqueness of all students. The authors believe that it is important to consideraall soci
identities present in students and tailor assessment and intervention to thatsstudent
unique identity. Nastasi (2006) echoes a similar sentiment in discussing
Bronfenbrenner’s (1989) ecological model that takes several factors, ngludture,
into account when conceptualizing how to approach one’s work with a child or family.
Nikels, Mims, and Mims (2007) mention that the notion of the “typical” American
student is changing and that diversity must be an important initiative in schoalsdeca
educators must prepare students for life in a diverse environment. While the

aforementioned scholars have not created a model of multicultural competeiate, tit
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is important to mention that multicultural competence has been considered and
recognized as important in the school psychology literature.
Domains of Competency Conceptualization

Rogers and Lopez (2002) sought to identify multicultural competencies that were
uniquely vital for school psychology multicultural competence. The authors asked 24
experts (12 male and 12 female) on school psychology multicultural competence two
guestions: “what do the experts believe are the critical researchceraetnd theory-
derived cross-cultural competencies that school psychologists should hanevlzat
other competencies, not addressed in the literature but based on expert ex@gence,
critical cross-cultural school psychology competencies?” (p.118) SitoilarW. Sue
and colleagues, a model containing domains of competence with specific con@setenc
was developed.

A total of 102 competencies emerged, and 62 were published, in the Rogers and
Lopez (2002) article. These specific competencies were organized undgoi4 ma
categories or domains of competence. The domains were: Assessment, Reapat Wri
Laws and Regulations, Working with Interpreters, Working with Parents, Theabret
Paradigms, Counseling, Professional Characteristics, Consultation,eCAltademic
Interventions, Research Methods, Working with Organizations, and Language. Rogers
and Lopez helped organize what others had talked about into a working model that could
be used to assess the multicultural competence of school psychologists. Althsugh it i
unclear how much this model has been applied to research or practice, it is aicioefici
school psychologists to have a working model of multicultural competence.

Service Delivery
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Assessment ConceptualizatioBstiz (2002) stated that in order to accurately
assess culturally and linguistically diverse children and practice nonrdisatory
assessment, school psychologists must utilize a variety of tools andissaigg
mandated by IDEA (2004). It is not sufficient to pick a psychological testldians to
be nondiscriminatory; school psychologists must understéaydhat test may or may not
be appropriate for a particular child and supplement that test with additional precedure
Although Ortiz argued that we have not yet devised a comprehensive framework for
nondiscriminatory assessment, he did outline a best practice proced@@uiting bias

when assessing culturally and linguistically diverse children (Table 2.2).

35



Table 2.2: Framework for nondiscriminatory assessment (Ortiz, 2002, p. 1328)

Framework Component

Explanation

Assess and evaluate the
learning ecology

Evaluate intrinsic and extrinsic reasons for learning
difficulties; create hypotheses that reflect the student’s
unique background within the context of the learning
environment

Assess and evaluate languageetermine proficiency in all languages that a student

proficiency

Assess and evaluate
opportunity for learning

Assess and evaluate
educationally relevant
cultural and linguistic factors

Evaluate, revise, and re-test
hypotheses
Determine the need for and

language(s) of assessment

Reduce bias in traditional
testing practices

Utilize authentic and
alternative assessment
procedures

Evaluate and interpret all

speaks, especially in relation to their Basic Interpersonal
Communicative Skills (BICS) and Cognitive Academic
Language Proficiency (CALP)

Evaluate the school that the child attends including the
curriculum, personnel, policies, and the instructional
setting

Identify and assess factors outside of school that may
significantly affect the student’s learning process

Consider all reasonable and viable factors relating to
student’s learning difficulties in order to reduce
confirmatory bias

The assessor or assessment team should determine
exactly what should be assessed and in what language

Administer tests in a standardized way and attempt to
evaluate the results in a nondiscriminatory mainer
modify the testing process in a way that is less
discriminatory initially

Utilize standardized and non-standardized methods of
assessment that are designed to reduce bias; Collect a
broad range of information

Collected data should be evaluated within the context of

data within the context of the the information about the student’s unique experience

learning ecology

Link assessment to
intervention

and background

Modifications to the instructional program and specific
remedial strategies that are linked to the results of the
assessment are necessary
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When working with second language learners, Scribner (2002) argued that school
psychologists must be knowledgeable in four areas. These areas are (@a@chie
English language proficiency, (b) issues of acculturation that affect achest, (c)
advocacy-oriented assessment practices that reflect advances ifdtbégeycho-
educational evaluation, and (d) instructional interventions and modificafiomisner
listed these as basic considerations, meaning that they are absolutebanece
components of competence when working with second language learners.

Martines (2008) outlined a different conceptualization of multicultural
assessment. This author adapted a conceptualization by Ridley and coll®adjegs (
Hill, & Li, 1998; Ridley, Li & Hill, 1998) that was developed for counseling
psychologists to be more applicable for school psychologists. This concepinrliza
known as Multicultural Assessment Procedure (MAP) and is intended to guide
practitioners to consider various pertinent issues in multicultural assgssme

MAP includes nine micro-decisions that a school psychologist should consider
during the assessment process. These micro-decisions are organizeti@ssghas a
practitioner should ask oneself. These are included in table 2.3:

Table 2.3: Multicultural Assessment Procedure Micro-Questiong$Ridley, Li & Hill,
1998, p. 855)

1. Are the salient data that | have readily identified enough to make a competent
assessment conclusion?
What additional data-gathering methods should | use?
How do | respond to the data?
Which data are cultural and which are idiosyncratic?
How do base rates apply to the cultural data?
Which stressors are dispositional and which are environmental?
Which data are clinically significant and which are insignificant?
What is my working hypothesis?
What is my conclusive assessment decision?
a. What is the nature of psychopathology, if any?

CoNoOO~WN
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b. How do non-pathological but clinically significant data fit into the
assessment conclusion?

In addition to these questions and subsequent micro-decisions, Martines (2008)

presented four phases of the procedure that should be followed. The four phases are

outlined in table 2.4:

Table 2.4: Multicultural Assessment Procedure Phases (Martines, 2008p. 35-38)

Phase

Description

Identify Cultural Data

Interpret Cultural Data

Incorporate Cultural Data

Arrive at a Sound
Assessment Decision

Utilize clinical interview; Review salient cultural data

Separate cultural and idiosyncratic data; Apply base-rate
information to cultural data; Differentiate dispositional
and environmental stressors; Construct working
hypothesis

Rule out medical explanations; Use psychological testing
to support or refute hypothesis; Compare gathered data to
DSM criteria

Following first three phases, a conclusive assessment
decision can be made; Always consider that additional
important information can emerge

These four phases should be followed to arrive at a sound decision, but it offers

little information about how to select particular assessment tools or what @tionm

should be considered important. Alternative methods to traditional psychological

assessment have also been suggested (Martines, 2008; Vasquez-Nuttal et aly@007), s

as portfolio assessment, dynamic assessment and qualitative analyseseHlit is
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unclear if these alternative methods would be considered acceptable meahsabiheva
a student’s cognitive ability. It is clear that appropriate multicullasaéssment is an
area that the specialty of school psychology has grappled and struggled with. M
research is necessary in order to help scholars and practitioners detershipeabtice.
Consultation Conceptualizations 1998, Tarver Behring and Ingraham called to
the profession to include culture as a “central component in the field of consul{@tion”
57). Two years later, Ingraham outlined a Multicultural School Consultati@C{M
framework to fill what she saw as the dearth of comprehensive conceptoalinahis
area (2000). This framework includes five components, described in Table 2.5 below.
Ingraham saw this as essential in order for school staff, including school pgystsolo
who are participating in the “consultation constellation” (p. 323) to be responsive to
cultural issues that may arise over the course of a consultative relgtionshi

Table 2.5: Components of Multicultural School Consultation (Ingraham, 2000, p.
327)

Component Content

Domains for Consultant Understanding one’s own culture; Understanding the

Learning and Development impact of one’s own culture on others; Respecting and
valuing other cultures; Understanding individual
differences within cultural groups and multiple cultural
identities; Cross-cultural communication/multicultural
consultation approaches for rapport development &
maintenance; Understanding cultural saliency and how to
build bridges across salient differences; Understanding
the cultural context for consultation; Multicultural
consultation and interventions appropriate for the
consultee(s) and client(s)

Domains of Consultee Knowledge; Skill; Objectivity and decreasirfgltering

Learning and Development perceptions through stereotypes, Overemphasizing
culture, Taking a “color-blind” approach, Fear of being
called a racist Confidence
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Cultural Variations in the Consultant-consultee similarity; Consultant-client
Consultation Constellation  similarity; Consultee-client similarity; Three-way
diversity. Tri-cultural consultation

Contextual and Power Cultural similarity within a differing cultural system;
Influences Influences by the larger society; Disruptions in the
balance of power

Hypothesized Methods for  Framing the problem and the consultation process;

Supporting Consultee and  Potential multicultural consultation strategies for

Client Success working with consultees; Continue one’s professional
development and reflective thinking

Martines (2008) conducted a meta-analysis of different consultation models and
discusses the important components in relation to multicultural consultation coogete
Referring to Altarriba and Bauer (1998), Martines listed three things scdtcel
psychologist should do when entering into the cross-cultural zone in consultation. They
“should: (a) be sensitive to the communication style of the consultee; (b) learn the
cultural values of the consultee; and (c) adapt the consultation/interviewcdneinps
solving process to the above variables” (Martines, 2008, p.281). Martines alsedstres
the importance of understanding the power differential in a consultative relgpionshi
(referring specifically to Erchul & Martens, 2002) and how that power may bencéde
by cultural factors. Martines (2005) also felt that it is important to consideesistance
that a teacher-consultee may feel in discussing multicultural issahsol®sychologists
should possess the skills and awareness to recognize this resistance and #glenow!

respond appropriately.
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As previously mentioned, this information from Martines (2008) is a meta-
analysis and not a complete conceptualization. More research is needed to cdrobine al
these theories and models to create a comprehensive conceptualization oftoralticul
consultation competence.

One theory of consultation that Martines (2008) did not discuss is Instructional
Consultation (IC; Rosenfield, 1996). Lopez and Truesdell (2007) argued that
Instructional Consultation should be utilized with English Language Learidrey
outlined several reasons why IC is an effective method of consultation wheéudbets
is learning English. These reasons are listed in table 2.6:

Table 2.6: Rationale for Using IC with ELL Students (Lopez & Truesdd, 2007, pp.
72-73)

1. IC helps teachers to explore language and cultural differences that impact the
learning process

2. Teachers’ perceptions about ELL students’ instructional progress and téscul
is investigated during the IC process

3. Effective instructional adaptations, strategies, and interventions ased¢o
help ELL students to succeed academically

4. Culturally sensitive classroom management strategies are exploreat® more
supportive learning environments

5. The IC process helps with strategies to collaborate with culturally and
linguistically diverse parents regarding learning and instructionaldssue

6. IC helps develop school-wide instructional practices and policies relevant to ELL
students.

This information helps to conceptualize how to adapt an existing theory to fit with
students of different backgrounds. However, in practice, this adaptation maysnanife
itself differently. This may negatively affect the fidelity of thegf®cess, rendering it
less effective. This further illustrates the importance of a comprehensive

conceptualization of multicultural consultation.
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Counseling Conceptualization&.discussion of counseling conceptualizations is
not included here as this information has been encompassed in previous sections. Please
seeMulticultural Competence: CounselirgndMulticultural Competence: School
Counselingor a description of the counseling conceptualizations.

Intervention Conceptualizationalthough there lacks a comprehensive
conceptualization of culturally sensitive evidence-based intervention (EBljpgevent,
there are conceptualizations of evaluating extant EBI's for differdtural groups. The
cultural specificity hypothesis (Kratochwill & Stoiber, 2002) is one such
conceptualization. This hypothesis assumes that the effectiveness of amtite nwdl
differ between cultural groups. The authors argued that it is important andangdess
consider the context of race, culture, and ethnicity when choosing interventionsato as
to potentially discriminate against those who are the recipients of theemntierv.

Ingraham and Oka (2006) recognized that while this conceptualization is a good sta
has several potential problems. There is a lack of recognition that interveargons
culturally embedded, making it difficult to discern the specific components céssic
Additionally, the definition of culture used for the hypothesis relies on demographic
characteristics such as race, ethnicity, and socioeconomic status. The agheithat
these demographics alone are not sufficient to represent one’s culture.

While they do not outline a specific conceptualization, Ingraham and Oka (2006)
do present a series of suggestions for making EBI's more culturally senalive a
therefore applicable for a given population or a particular student. According to the
authors it is important to examine EBI's from a multicultural perspectivarder to do

this, school psychologists need to realize that (a) culture permeates thenguesked
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and the choices of inquiry; (b) methods and tools of inquiry are culture-bound; and (c)
culture influences how we make sense of results of investigations. Additionajly, the
suggest guidelines for making decisions about implementing an EBI in a nieyy set
while considering the cultural context. Practitioners should (a) assess liheafua
evidence available; (b) study the generalizability and transfegabildan intervention;

and (c) ask the questions outlined in Table 2.7.
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Table 2.7: Questions to ask when considering evidence about an intervemtiand
possible_transportation and adoption in a new setting (Ingraham & Oka, 2006,.p
144)

7. What are the similarities and differences between the people and context of t
study versus those of my work setting? Assess the transferability and
generalizability.

a. How do the community, setting, and environmental context compare with
mine?

b. How do the participants in the study compare with those in my setting? Do
my intended participants hold similar beliefs, worldviews, and
perspectives?

c. How do the interventionists compare with mine?

8. When there are differences among the context, participants, and/or
interventionists, what modifications in the intervention or process of adopting the
intervention would best take into account the cultures of my intended setting?
Make adjustments to match the context and target population.

a. Where can | get information to inform the design of the necessary
modifications?

b. What assumptions am | making about the universality or cultural
specificity of this intervention and my target setting, participants,
interventionists, and cultural competence? How can | validate these
assumptions?

c. How will I know if these modifications are successful in adapting the
intervention for use in my setting?

9. What is known about the mechanisms of change that make this intervention
effective?

a. In what ways might cultural diversity affect these mechanisms ofyettan

b. Are these same mechanisms likely to occur in my intended setting and
with the cultures of my population?

c. How might these similarities and differences inform the adjustments |
need to make in the intervention process?

10.How will I involve members of my target population in the:

a. Decision about whether to adopt and how to adapt this intervention for our
setting?

b. Collection of data on the process and outcomes of the intervention to
determine how it is working and, if needed, where and what adjustments
may be needed?

c. Interpretation of process and outcome data?

11. What formative data will be used to evaluate how the intervention is working in
the new setting and with the new groups of people?

a. What hypotheses will help check the cultural, ecological, internal, and
external validity of this transportation of the intervention to the new
setting/context?
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b. What kind of data would be most informative about the mechanisms of
change and how my target participants perceive the intervention, the
process to evaluate it, and the interpretation of formative findings?
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Training Issues: Counselifig

There is a dearth of research on multicultural training issues in thialspet
school psychology. Therefore, literature in the related field of counseilingew
reviewed. Several of the studies conducted on training issues in counseling have been
gualitative studies that examine current students’ perspectives about rnurdictburses
offered and/or the training environment and how it contributed to (or hindered)
multicultural competence. Tomlinson-Clarke (2000) conducted semi-structured
interviews with counseling psychology graduate students four months after they ha
completed a multicultural counseling course and examined the environment of the
training institution. Generally, the students in the Tomlinson-Clarke study ha@osit
feedback concerning the course. They were happy about the amount of studeny diversit
in the class. While some students felt that the class environment could have been more
tolerant, many students felt that the environment was safe and supportive. Howeever, t
students did have constructive feedback. While the course itself was a positive
experience, they felt that it was not sufficient. They wanted more erpesi@and
challenges in order to increase their multicultural competence. Four imejoes
concerning how the course could be improved emerged from the qualitative coding of the
written evaluations and semi-structured interviews. The first theme weastubants
want more experiences with people from different worldviews in order to nbeltbeir
own assumptions and encourage their multicultural development. The students believed
that experiences with classmates was useful, but were concerned thatrthefle

racial/ethnic diversity in the program, and therefore limited exposure to peoplare/

2 Much of the literature on multicultural competemdeounselors and school counselors was previously
reviewed in the author’s unpublished master’s #)eSiveeney (2009).
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different, may haveeinforcedrather than reduced stereotypes. The second theme had to
do with the specific competencies themselves and the students’ comfortikévislose
competencies. Students appeared to be most comfortable with, what Tomlinson-Clarke
referred to as the “cognitive components of multiracial training” (p. 228), lkeugel and
skills, but less comfortable with awareness, which involves more self-eatom. The

third major theme involved the course materials. Some of the students feltlgimila

about the readings as they did about the lack of differing worldviews; thaac¢hegily
reinforced stereotypes. The fourth and final major theme was that the stuttentsde
comfortable talking about others than examining their own cultural self-aesgeself-
knowledge, and racial-cultural development. The students felt that this was the mos
difficult aspect of multicultural training.

Sammons and Speight (2008) also conducted a qualitative study investigating
students’ thoughts about their current multicultural training. Instead of $ercitsed
interviews and written evaluations, participants were given open-ended prompts
concerning critical incidents that they believe influenced the developm#reiof
multicultural competence. This is known as a critical incident protocol. Theckeea
wanted to specifically examine changes in multicultural competenciestandes as
opposed to the critical incidents themselves. Participants were given sergirl)
What specific change or changes occurred to them because of the multicultural
counseling class; 2) What incident they believed was responsible for thesegber
changes; 3) Who was involved in the incident; 4) Which aspect of the course, if any,

played a role in the incident; 5) What previous experiences might have had an impact on
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the changes they described; 6) When and where the incidents responsible for their
personal changes occurred; 7) When they noticed their personal changes.

There were four major themes that emerged in Sammons and Speight (2008) with
regard to the type of personal change: increased knowledge, increased satieasa
attitudinal changes, and behavioral changes. There were five themes tiggceme
regarding what the students attributed the change to. The majority of thetstsidéed
that interactive and didactic activities were especially influentitieir personal
changes. The course as a whole, instructor influence, and reflectiveexalst helped
bring about personal change. This indicates that in relation to the course itsdiesic
that allow interaction with one or several people is extremely important infgiagiout
change. This was also reflected in the Tomlinson-Clarke (2000) and Coleman (2006)
studies. Interaction with others is important when learning how to counsel thoseawho a
different from you.

It is clear that interaction is important for the multicultural trainingafnselors.
However, there is a lack of consensus about other aspects of the courseo linelalsr
how the environment of the multicultural course itself influences the development of
multicultural competencies. It is also unclear how the instructor influghees
development of competencies, as well as the influence of aspects of the traogragpr
separate from the course itself, such as racial/ethnic make-up of thg,fanuticultural
research and personal interests of the faculty, and the training prograonerent and
how receptive it is to student interest in multiculturalism. Clearly, mse=areh is

necessary to determine the importance of these aspects of training.
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Training Issues: School Counselthg

As it is highly related to school psychology, training issues in school counseling
were also explored. Several studies have shown the need for more multicultural
counseling training for school counselors, but few have explored what an adequate
program would look like. In the 1980s several professionals wrote impassioned article
calling for counselor education programs, which include school counseling, to
incorporate multiculturalism into their training (Arredondo-Dowd & Gonsalves, 1980;
Ibrahim & Arredondo, 1986; Ponterotto & Casas, 1987) and the Association for
Multicultural Counseling and Development (AMCD), a member organization of the
ACA, published a set of multicultural competencies to be incorporated into all counselor
education programs. As a response to this surge in multicultural awarenegschnaol
counseling training programs adopted the one or two course model (Midgette & Megger
1991). In this model, the school counselor trainee is required to take one or two *special
courses to fulfill a multicultural requirement. Requiring one course waslihtupe an
adequate way to introduce multiculturalism into programs, but this way of producing
culturally competent school counselors is now outdated. Stadler, Suh, Cobia, Middleton
and Carney (2006) proposed an overhaul of most school counselor programs to make
diversity a “core value” of the program. They proposed not only for the curridolum
change, but also to incorporate diversity into program policy through increased student
interaction, increased recruitment of diverse students, and setting and conteniaihg
multicultural goals (Stadler et al., 2006). Very few programs requireshugents to

take more than one class or incorporate multiculturalism into every facettodithing.

% Much of the literature on multicultural competemdeounselors and school counselors was previously
reviewed in the author’s unpublished master’s #)eSiveeney (2009).
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Herring (1998) asked school counselor trainees what they felt were some of the
most important issues surrounding multiculturally competent training. Thera leaak
of consensus about what a satisfactory program should include. Some traireseslibeli
that a focus on social change was important, while others thought that the emphasis
should be on the relationship with the individual child. Still others thought that a
clarification of the school counselor’s role in a school with a diverse population was
important to know. This lack of consensus indicates that there are a variety offra¢eds
must be met. Dickson and Jepsen (2007) asked trainees in counselor education programs
about how multiculturalism is taught in their respective programs. What thesuthor
found is how students perceived the cultural environment of the program was a
significant predictor of multicultural competence, while taking a multicaltcourse was
not. In other words, whether or not students believed that their professors and fellow
students were genuinely interested in multicultural issues was a grestator of
multicultural competence than taking a course. This indicates that a singie cnay
not be the best way to help students become culturally competent. The complexity and
difficulty in defining multicultural competence make it difficult for individuédsagree
on what is important or pinpoint how cultural competence should be taught. Herring
(1998) believed that a self-examination process is important in order to deterinainis
most salient to each student. Dickson and Jepsen proposed a program-wide or systemic
approach to multiculturalism in counselor education training programs. Both of these
changes could enhance multicultural competence of the school counselor trainee.

One proposed way to increase school counselor multicultural competence is

through an immersion experience. Alexander, Kruczek, and Ponterotto (2005) studied
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school counselor trainees participating in such an experience in Trinidad. stunbsats
went through three phases for this experience: preparation, implementation, and
evaluation. During the preparation phase the students networked with counseling
professionals outside of the United States, learned more than their fellow oounsel
trainees about Trinidad and Tobago in their courses, and participated in a series of
orientation sessions. During implementation, the students attended orientation upon
arrival in Trinidad, participated in experiential activities such as guelssons,
individual counseling sessions, small group counseling sessions, and completed
assignments including written case conceptualizations, interventions, @sahtations,
and a portfolio. Finally, during the evaluation phase students received feedback from
their international host counselors and their portfolios were reviewed. Becahse of
extensive process, participants in the immersion experience indicated thattieayore
multiculturally skilled than before going to Trinidad. However, not all traipiregrams,
students, or practicing school counselors have the resources to go to a differegt countr
and experience true immersion.

Butler-Byrd, Nieto, and Senour (2006) and Schwallie-Giddis, Anstrom, Sanchez,
Sardi, and Granato (2004) both indicated that an intensive and integrative program may
be necessary to meet the needs of school counselor trainees. While an immersion
experience may be difficult for training programs to implement becawséok of
resources, an experiential component may help produce multiculturally compéiuit s
counselors. Specifically, Butler-Byrd et al. looked at the Community-Baleett B
(CBB) Program, which required its counselor trainees to “come facedoafth the

consequences of being part of a challenged community” (Butler-Byrd et al. 2006,.p. 380)
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While these programs did not offer the same experience as going to another, coentry
did provide an in-vivo experience that the authors hoped would be equally effective.
Although many trainees’ reported increased multicultural competencenpastant to
note that a sizable majority of the participants did not report improvement ialsareas
of multicultural competence, illustrating the difficulty and complexity of school
counselor multicultural training.

The school counselors in the Schwallie-Giddis et al. (2004) study participated in a
series of seven interventions over a 9-month period. Each intervention included a
didactic professional development component. They were all interactive and involved a
processing component as well. Schwallie-Giddis et al. reported sieslalts to Butler-
Byrd et al. (2006). One difference was that while the trainees felt mdtieuturally
skilled, they reported that they still needed to develop their multiculturad.skill
Participants reported challenges such as discomfort working with lingllystod
culturally diverse parents and families because they were unsure of hovirt@a act
culturally appropriate way. Both Schwallie-Giddis et al. and Butler-Byal. asked the
participants for their feelings and opinions soon after completing the prograrauld
be interesting to see if participants’ opinions change if asked sevaralafeer
completing the training and working in the field.

Yeh and Arora (2003) explored continuing education for in-service school
counselors. This study looked at workshop experiences for school counselors. School
counselors who previously participated in multicultural workshops reported higeés le
of interdependent and independent self-construal (as measured on the Self-Construal

Scale; Singelis, 1994). These patrticipants’ scores correlated posititieltheir
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universal-diverse orientation, which is the awareness and acceptance oftsmdad
differences between people (Yeh & Arora, 2003). Because these weshooskand
not semester-long courses, it is reasonable to assume that the partiograaised their
awareness and knowledge of multiculturalism for school counselors, but did not increase
their skills. However, it can also be assumed that raising awarenessi@asing
knowledge are important aspects of multicultural competence for school counselors.
Sweeney (2009) examined how the multicultural competence of school
counselors is related to their multicultural training. Sweeney sent agdaypac
guestionnaire and the Multicultural Counseling Inventory (MCI) to 999 counselors who
were ACA members. Of the 307 counselors who chose to patrticipate, 89 were school
counselors. The participants were asked general demographic informatidhass we
more specific information about their training. In order to measure theipants’
multicultural competence, they were also given the Multicultural Coundelamtory
(MCI; Sodowsky, Taffe, Gutkin, & Wise, 1994). This measure evaluates counselors’
multicultural competence in the areas of Knowledge, Awareness, Relatipasti
Skills. The results from the questionnaire and the MCI indicated that despiighhe
amount of multicultural training that the sample had received, the training did namave
impact on the participants’ multicultural competence. However, in-vivo exposure, or
both personal and professional exposure to people of a different culture, did appear to
have an impact on the multicultural competence of the school counselors. Spgcificall
there were significant correlations between working with someone who is
racially/ethnically different from you and MCI Knowledge (.33) and Awareriésl).

There was also a significant correlation between working with someone ¢érewolif
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disability status than you and MCI Awareness (.27), as well as workihgsaiheone
who is a different sexual orientation than you and MCI Skills (.23). In addition, when
participants were asked on the questionnaire to add any pertinent information that
contributed to their multicultural competence, there were slightly more eotsrabout
experiences that were non-professional (N=30; e.g., living with someone tdrarmtif
race) than professional experiences (N=25; e.g., working with someone whogsracti
different religion). The results from this study indicate that it is untieav and what
type of training has an impact on the multicultural competence of school counselors.

In conclusion, many of these studies indicate that training is important in
increasing school counselors’ multicultural counseling competency. Thelacls @t
consensus as to the curriculum of these training courses (Herring, 1998). Senree bel
that knowledge and awareness are important and sufficient in raising onetsihushi
counseling competence (Yeh & Arora, 2003; Constantine, 2002; Constantine & Gainor,
2001; Constantine & Gushue, 2003), while others believe that an experiential component
to develop skills is essential (Alexander et al. 2005; Butler-Byrd et al. 208&/a8ie-

Giddis et al. 2004). Other studies imply that training does not have an impact and that
exposure to and experience with people who are different is vital in developing the
multicultural competence of school counselors (Sweeney, 2008). Although there have
been a small number of studies examining training, more research is needednmdeter
the training needs of school counselors.
Training Issues: School Psychology
There has not been as much research in school psychology exploring multicultural

training issues as there has been in the field of counseling in general, or school
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counseling, specifically. Several articles mention that change issaegesd what
changes in training might look like, but very few outline specific curricukxamine
and evaluate school psychology training programs for the efficacy of theicultultal
training. This section will include what authors of theoretical papers hauesded
about possible changes to the school psychology multicultural training paradigm and
empirical studies about current practices in multicultural school psychokiging. It
will also include information from papers that focus on more specific aspectsaufl s
psychology and what those authors have called for to increase the multicultura
competence of different aspects of school psychology service delivery, cgbcifi
assessment, consultation, and intervention. Counseling will not be included as it is
covered in the previous sectioigdining Issues: CounselirgndTraining Issues:
School Counseling

Rogers (2005) mentioned that there is a dearth of school psychology literature on
multicultural school psychology training. Therefore, she discussed pertimgings and
information from the counseling and clinical literature, including the founmai
approaches to multicultural training in those fields. They are the Separate Gtnadel,
the Area of Concentration Model, the Interdisciplinary Model, and the
Integration/Infusion Model. The Separate Course Model is when a training iostituti
requires one or two courses that focus on multiculturalism and diversity. The Area of
Concentration Model includes a course, but also requires the students to work firsthand
with racial/ethnic minority individuals. The Interdisciplinary Modebals students to
enroll in a multicultural course outside of the department that houses their program, but

in a related field or specialty (e.g., the psychology department). Thedtbeginfusion

55



Model infuses multicultural and diversity issues throughout all of the coursesdffe
within the school psychology program. Rogers stated that it has been geneegigdc
that the Integration/Infusion Model is the approach that best prepares its stadents
working with diverse clients and that students who are trained in this way have the
biggest transformations in their multicultural competence. It may be thatdeethis
approach is so successful with students in related fields, school psychologytraini
institutions should adopt the same approach.

Rogers (2005) also discussed the content and curricula of multicultural training
that could be applicable to school psychologists. In addition to the curriculum covering a
wide variety of topics and concepts, Rogers mentioned four aspects of eyemplar
multicultural training programs, stemming from her previous research. otihagpects
are employment of an integration model of multicultural training, exposure ohssude
a diverse clientele during applied training (practicum and internship), eraimasi
diversity issues in research training, and assessment of cross-culturadgewh
comprehensive exams. Therefore, Rogers advocated for multiculturalisrmfadessl
throughout all aspects of a training program, as well as specific olwltal issues being
addressed in course content.

Rogers (2005) published one of the only conceptual articles that specifically
outlines what school psychology training institutions should do to improve multicultural
training and Lopez and Rogers (2007) also mentioned the importance of meeting trainin
needs. They acknowledged that there is a dearth of literature and thataherétehat is
out there has not yet been translated into practice. Gopaul-McNicol (2001 sdbthis

importance of school counselors and school psychologists being able to work with
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culturally, linguistically, urban, and ethnically (CLUE) diverse studeklitéile Gopaul-
McNicol mentioned 15 outcome competencies (Table 2.8) that should be included in
training programs, she does not talk abdoaw they would be included. Itis clear that
although there is some theory that helps guide those who train school psychologists,
much more is needed.

Table 2.8: Major Competencies Needed for Multicultural Training (Gopaul-
McNicol, 2001, pgs. 39-41; 70-72)

Major Competency Description
Cross-Cultural Ethical Without specialized training and expertise, working with
Competence culturally, linguistically, urban, and ethnically diverse

students is unethical

Awareness of the Therapist’s It is necessary for school counselors and school
Own Values and Biases psychologists to recognize the limits of their
multicultural skills and refer out if necessary

Cross-Cultural Awareness  Cultural awareness and knowledge should be applied to
all areas of practice including assessment, treatment
plans, decisions for retention and placement, and other
procedures in schools

Competence in Understandind@ here is a need to be aware of psychotherapeutic models
Interracial Issues that include race

Language Competencies While it is impossible to know all languages, it is
important to possess certain competencies including
knowledge about differences in communication style
and an understanding of how dialects may affect test
performance

Acquiring Competency in the Necessary to possess general competencies and

Ability to Work with knowledge of how to prepare a translator for
Interpreters psychological work with children and families
Cross-Cultural Assessment Necessary to understand how to judge approgsiatene
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Major Competency Description

Competencies a measure for a particular student and recognize
appropriate informal assessment measures

Cross-Cultural Counseling  Necessary to understand the values, beliefs, behaviors,

Competencies customs, and expectations of families from different
backgrounds and how these things may affect the
counseling relationship

Cross-Cultural Issues in Need to understand that one’s worldview can affect all
Conflict Resolution kinds of relationships, which can lead to conflict
Competence in Special Important paradigm shift of special education teachers
Education Prevention seeing themselves as special education prevention

specialists rather than treatment specialists can be
facilitated by school psychologists and school
counselors

Competencies in Knowing theNecessary to know about available and effective

Bilingual Education programs

Curriculum

Cross-Cultural Consultation Should have an awareness of how a family’s traditional
Competencies practices may affect relationships and be ready to

consult with several different kinds of community
members if necessary

Cross-Cultural Research Need to be familiar with current research pertaining to
Competencies all types of culturally, linguistically, urban, and
ethnically diverse groups

Competence in Empowering Must be able to direct families to resources outside of
Families Through the school to supplement school services
Community-Based

Organizations

Competence in Necessary to possess awareness of effect of health issues
Pediatric/Health Psychology on students and the ability to rule out medical issues in
effort to prevent misdiagnosis
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In addition to the conceptual literature, there is also some empiricalalesear
school psychology multicultural training. Rogers (2006) looked specifically at
multicultural training in school psychology programs. She examined 17 programs that
experts in the field determined were exemplary in their multicultuaeditrg. Of the 17
programs, 14 were doctoral-level and 3 were non-doctoral. Researchers conducted se
structured interviews with the program director, one other faculty memberyvand t
students from each program. The participants were asked about their curriculum,
recruitment strategies, retention strategies, institutional clievateesources. The
interviews were then coded by multiple raters. Strong interrater tit)iatas
demonstrated.

The results of the Rogers (2006) article demonstrated that there were severa
components shared by all of these exemplary programs. One common component was
that nearly all of the programs utilized an integration model, which Rogers (2005)
indicated was the best approach to training school psychology students to vinoak wit
diverse clientele. The majority of the programs (88%) also utilized anotligcuttural
curriculum model, such as separate course, area of concentration, or intendiscipli
The students in all of these programs were exposed to diverse clients in taaidhitige
majority of the programs (94%) required a specific multicultural courseelation to
research, all of the programs had at least one faculty member who wagdhwith
multicultural research, with 94% of these professors being full professorssaritee
percentage (94%) was involved in diversity initiatives on the university’'s campus
helping to create an environment in which students felt supported when they expressed

interest in diversity issues. The same percentage of programs (94%gcestatients
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who were bilingual and 82% of the programs had adjunct minority faculty. While these
programs certainly are not perfect in producing multiculturally competent school
psychologists, they share common philosophies and training initiatives that whaeiant
exemplary multicultural training reputations. In order for more school psychology
training programs to be exemplary in this area, they may need to adopt some of thes
techniques. More research is needed to determine how other training instituti@hsoca
become exemplary.

Newell et al., (2010) took much of the work that Rogers (2005, 2006) had done
and introduced the Best Evidence Model for Multicultural Training in School
Psychology. The model (Tables 2.9 & 2.10) has 7 components that are based on current
information on multicultural competencies and models of multicultural training.

Table 2.9: Best evidence model for multicultural training in school pychology:
Program/faculty-level (Newell et al., 2010, p. 260)

Components Description

1: Integration-separate courseSeparate course; integrate multicultural content into all

model courses; students completing multicultural cases during
practicum

2: Multicultural research Cultural considerations in research questions,

conceptualization, design, and analysis; potential
implications for target population; students on research
team part of the process

3a: Recruitment and retentionRecruitment: develop strategies for faculty & student,
document implementation of strategies; Retention:
program incentives for completion, student annual
reviews to include thoughts about program

3b: Faculty professional Community resources for presentations, trainings, and
development workshops for faculty; professional development via
conferences; consume research related to diverse

60



populations

In a review of multicultural training models, Newell et al. (2010) found the most

support for the integration model. However, it is not considered to be best practice to

utilize only one model, therefore they also added the separate course moddeto crea

component one. Component 2 recognizes not only the importance of having a diverse

sample, but also a need to consider how the design, conceptualization, and analysis

impact the research and the target population. Component 3a is related to theeatruit

and retention of diverse faculty and staff. Component 3b is also related tooretenii

relates to feedback about the diversity of the program as well as facudggonal

development.

Table 2.10: Best evidence model for multicultural training in school gychology:
Student-level (Newell et al., 2010, pp. 261-262)

Components

Description

4: Knowledge about different
groups

5: Translation of knowledge
to service delivery

6: Practical experiences

Understanding of: historical context; group experiences,
strengths, beliefs, family structures, child rearing; group
beliefs about mental health & traditional healing
practices; legal/ethical guidelines for service delivery;
social & institutional challenges

Understanding of: cultural context of assessment,
intervention & consultation; nondiscriminatory
assessment; alternative assessment models; culturally
appropriate intervention design & evaluation;
multicultural consultation; work with interpreters;
second-language development; acculturation; program
evaluation; systems consultation & intervention

Complete at least one culturally-appropriate assessment,
intervention & consultation case with minority clients;
review of literature for minority clients; receive

individual feedback with tape supervision;
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policy/program evaluation/data-based analysis

7: Evaluation of multicultural Multicultural competence should be evaluated

competence throughout training program; evaluation should include
coursework, faculty annual reviews of students, student
self-reports

Newell et al. (2010) state that knowledge about diverse groups is the “foundation
of multicultural competence” (p. 266). Therefore component 4 is an essential part of
student’s multicultural competence. Component 5 helps students transfer that igeowled
into emerging skills. Component 6 allows students to learn these skills in ardiffeng
and affords the opportunity for feedback and guidance through practicum supervision.
This is also in line with a more recent suggestion by Lopez and Rogers (2010). They
mention the importance of collaboration and partnership between the universitgldnd fi
supervisors in creating multiculturally competent school psychologists. Stisthenisl
also be constantly evaluated by faculty and by themselves concerning theiubowd
competence. With constant feedback, the students will be better able to change and
refine their knowledge and skills. Component 7 is also an essential component to
students’ multicultural competence.

Training Issues: Assessment

Training issues in assessment in school psychology have largely focused on
slightly altering assessment practices in order to accommodatsi=tagiguage learners
(ELL’s). This was achieved by school psychologist trainees learning thesBpani
versions of popular cognitive assessment tests (e.g., WISC-IV Spanishhordear

nonverbal tests (e.g., NNAT-2; TONI-4) or being trained to administey tiestugh
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interpreters. This however, poses a number of problems. Sometimes the enerpret
themselves are not well-trained. Additionally, the interpreter’s dialebtedainguage
may be different from the student’s dialect. (Vasquez-Nuttal et al., 200&)e Thay also
not be a direct translation between the English word and the word in another language,
causing an issue with interpretation of results. A graduate institution wouldchasent
their students regarding all of these issues in order for the students tofetemm
Vasquez-Nuttal et al. acknowledge this difficulty, mentioning that thereaiskeof
education and training on the part of the examiner and that additional attention to this
area of competency is warranted. This demonstrates the need for a morelztaechdar
method of training school psychologists in multiculturally appropriate sisess
procedures. Before this can be accomplished, there must be some consensus about what
a curriculum should include.
Training Issues: Consultation

The first component of Ingraham’s (2000) Multicultural School Consultation
Framework (outlined in Table 2.5) describes skills that a school psychologist shoald lear
and develop regarding multicultural school consultation. While the domains of this
component are important skills to possess, Ingraham does not describe how trainers of
school psychologists should help their students develop these skills. In a dissertat
study concerning culturally relevant consultation for school psychologistsd$s,
2004), there was consensus among the 219 school psychologists surveyed that they had
received relatively little training at the pre-service level. Ne25% of participants had
not received any training in culturally-relevant consultation. Approxan&s% of

respondents received only one type of training, which for the majority of them (54.2%)

63



was class discussion. Only 34.2% had a specific course in their graduaigtraini
Despite their dearth of training, the majority of the practitioners belidagctilture was
an influential variable and that they regularly addressed issues of colthegri
consultation cases. The results of this study emphasize the need for aheosipee
working model for training school psychologist practitioners in multicultural

consultation.

Training Issues: Intervention & Prevention

Similar to Ingraham (2000), Ingraham and Oka (2006) discuss severalamtport
considerations when reviewing interventions. In addition to the components discussed in
Intervention Conceptualizatiors this document and in Table 2.7, Ingraham and Oka
mention several things that school psychologists should strive to do in integrating
multiculturalism into the evidence-based intervention (EBI) movement. School
psychologists should examine why interventions work, consider the nature of the
therapeutic context, consider cultural validity, and integrate culturalsityend
methodological diversity into the EBI movement. While these are importanstiang
school psychologists to do, there is no mention of the best way to help them develop
these skills. It is important that training institutions understand the besbvia@yp
students become multiculturally competent in this area.
School Psychology Training Issues Conclusion

Although there is some research on this topic, it is clear that more is needed.
There is much that is not known about training and how school psychologists become
multiculturally competent. The field of counseling, in general, and school dmgjse

specifically, offer helpful insights about how school psychologists can imphneue t
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multicultural training. However, while these professions have commonaliteasate
not the same. There are some aspects of multicultural training that would nifbke he
to counselors, but are vital for school psychologists and vice versa. In essence, school
psychologists need their own research to determine their unique multictrimadg
needs.
Summary of Training Issues

There have been many articles pertaining to multicultural trainingsss
published in the field of counseling and the specialties of school counseling and school
psychology. While these articles have been numerous and varied there are a number of
similarities and general themes that emerge. Many of the qualitdislesahave
focused on interviewing current students (Tomlinson-Clarke, 2000; Sammons & Speight,
2008; Herring, 1998; Dickson & Jepsen, 2007; Rogers, 2006). While it is important to
understand how students understand their training, it is equally vital that there is a
understanding of how others conceptualize their multicultural training. Thdseia a
lack of consensus both within (Herring) and between these articles about what an
exemplary multicultural training paradigm would include. Interview studies of
practitioners would provide an important perspective about the validity of multalult
training practices. Yeh and Arora (2003) and Sweeney (2009) specificallyoméi
importance of examining the multicultural competence of in-service schoolatotss
and school psychologists.

Another theme that arose from the studies was the importance of interattion wi
others who are different from oneself. Tomlinson-Clarke (2000), Sammons and Speight

(2008), Coleman (2006), Dickson and Jepsen (2007), and Rogers (2006) all mentioned
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that this interaction was important in classes and training institutions. fi§pégi
Dickson and Jepsen discussed the environment of the school, while Tomlinson-Clarke
and Rogers discussed the interaction between students within a multicultuss. c
Butler-Byrd et al. (2006); Schwallie-Giddis et al. (2004), and Alexander €0£5) also
argued about the importance of interaction with people who are different, but they
mentioned this in the context of an immersion program. While there is a lack of
consensus about aspects of multicultural training, it appears that this ipperaction
was stressed as important in several articles.

Issues surrounding multicultural training of counselors, school counselors, and
school psychologists are a relatively unexplored area of research. Véndéntis been
some research on the topic, there is a lack of consensus about what is most important in
this type of training. Additionally, much of these insights were gle&oed current
students as opposed to practitioners. Clearly, more research in this areansegar
specifically concerning those who have already graduated from theiapregr

Conclusion

There is a dearth of literature on multicultural competence in school psychology
While counseling, in general, and school counseling, in particular, have conducted more
studies and generated more theory on multiculturalism, they too would benefit from
increased attention to this issue. There are several ways in which theseltisee
conceptualize multicultural competence, many of which stem from the work of D.W. Sue
and colleagues. In particular, counseling, school counseling, and school psychology all
possess one conceptualization that includes domains of competence. It is imgeative t

school psychologists are trained to be competent in all of these domains. Marefrese
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is needed to determine how they can be trained. In addition to examining the specifi
courses that are taught on multiculturalism, additional research is neededhtime all
aspects of training that may influence the development of multicultural cenmpes.

The current research study attempts to fill some of the gap in research on training
Because there is so little research on the topic, exploratory and qualiéataeah is
necessary to guide future quantitative research that will be generalizdgleorstruct
of multicultural competence is not fully understood, especially as it retatbs school
psychology specialty. Qualitative research will help provide insight about how
practitioners conceptualize this competence as well as how they beliedettetgp

specific competencies.
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Chapter llI
METHODOLOGY

Researchers and scholars have called for an increase in the use of qualitativ
methodology in multicultural psychology (Ponterotto, 2002). It was demonstrated in
Chapter Il that school psychology has a dearth of multicultural literatarenach of the
extant literature is conceptual in nature. Therefore, there is a need fyr theo
development in multicultural school psychology. A qualitative method that has kceive
increased attention in the psychology literature is grounded theoryngass2005;
Pope-Davis et al., 2002; Rennie, Phillips & Quartaro, 1988).

Design and Rationale

Grounded theory is a “general methodology for developing theory that is
grounded in data systematically gathered and analyzed” (Strauss & Corbin, 1994, p. 273)
The final result of a grounded theory study is the creation of a substantiwg theor
that is “grounded” in the data that has been collected. Therefore, the purpose of
grounded theory is theory generation, not theory testing (Merriam, 2002). The theory
emerges from inductive inquiry and is “discovered, developed, and provisionallydrerifie
through systematic data collection and analysis of data pertaining to thanpdreon”
(Strauss & Corbin, 1990, p. 23). Conducting an interview is a common way to collect
data in grounded theory as the researcher is the “primary instrument obsttan”
(Merriam, 2002, p. 142). For the current study, interviews were conducted in order to
complete two research goals. The first research goal is to devise a theorysahoolv
psychologists define their own multicultural competence. The second regealah to

generate a theory of school psychologists’ multicultural competence genesit.
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Because there is a dearth of research on this topic, a grounded theory intergiew st
helped to devise a theory about how this development occurs for school psychologists.
Participants

A purposive sampling technique was employed to solicit participants for this
study. Purposive sampling (Mason, 2002) is when participants are selected begause the
fit particular criteria; they areot selected to be representative of the general population.
In this research, participants were selected according to the criteugsis below.

There were six school psychologists who participated in this study. They all
volunteered to participate in the study. The aim was to solicit participants erecabie
to both reflect on their multicultural training in their graduate school and théir ear
experiences with diverse individuals in their work in schools. Therefore, onlycprgct
school psychologists working in diverse schools, defined as having at least 50%
racial/ethnic minority student population, at least 40% of students qualifyingéooir
reduced lunchesyr at least 20% foreign-born or immigrant student population were
eligible for this study. The purpose of the current study is to formulate a thieouy the
development of multicultural competence in school psychologists. School psyctsologis
who have recently graduated from their training program will be able tatrefidboth
their graduate school training and work experiences. Therefore, only school
psychologists who are in their first five years of practice were camesider this study.
Because generalization is not the aim of qualitative studies (Morse, 1994)ppatsic
were not selected for any other criteria such as race, gender, or degledlewever,
this researcher attempted to create as diverse a sample as possd#e o contribute

to the richness of data and reflect a wide variety of experiences.
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Participant Description

There were six school psychologists in three school districts who partetipate
the current study (discussed furthePiroceduresection). All of the districts were very
large; one district had over 75,000 students and the other two had over 100,000 students
each. Two of the school districts were majority minority, meaning thataSeunc
students made up less than 50% of the district’s student population. One district was
majority Caucasian with approximately 65% of students identified as thiettaweity.
All of the participants filled out a questionnaire about their personal demograghic a
training information (Appendix D). The demographic information for each participant
listed below in table 3.1:

Table 3.1: Demographic Information of Participants

Participant Age Race/Ethnicity Gender Place of Birth Languages
ANNIE 21-30 White/ Female USA English, Spanish
American-Indian some Sign Lang

CAMILA 21-30 Hispanic Female Peru English, Spanish
IAN 31-40 Asian Male India English,

some Tamil
ERICA 21-30 White Female USA English
HOLLY 21-30 White Female USA English
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RICHARD 31-40 White Male USA English,
some Spanish

As illustrated above, four of the participants (67%) were female and all tdrtiedes
were in the lowest age bracket, 21-30. The two men (33%) were older, 31-40 as they had
both attended doctoral-level programs. lan, however, did not complete his degree
whereas Richard finished his Ph.D. Three of the participants (50%) selfiatbas
White/Caucasian. One participant (17%) identified herself as White/8amehndian.
One participant (17%) self-identified as Asian/Native Hawaiian/Rdsiainder and one
(17%) checked off that she was of Hispanic/Latino origin. All of the ppatints who
self-identified as White/Caucasian were born in the United States (67%). Tw
participants were born in different countries (33%). Two participants (33%) spmke m
than one language fluently. In both cases, the other language was Spanish. Three
participants (50%) also mentioned that they spoke some of another language, but were
not fluent. During her interview, Erica mentioned that she studied French in,detiool
did not list it on the questionnaire as a language that she spoke.

The participants also answered some questions about their training. Rethdts of
training questionnaire are listed below in table 3.2:

Table 3.2: Training Information of Participants

Training Information Highest Deqgree Specialty/Field Ydar o
Graduation

ANNIE Master's  School Psych 2008
CAMILA Specialist  School Psych 2008
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IAN Master’s School Psych 2003

ERICA Specialist  School Psych 2008

HOLLY Specialist  School Psych 2007

RICHARD Doctorate  School Psych 2007
(Ph.D.)

Two of the school psychologists (33%) earned Master’s degrees and three (50%)
earned Specialist degrees. One patrticipant (17%) earned a Ph.D. However, lan
mentioned that he had been enrolled in a doctoral program, but never finished his
dissertation. He therefore received the same type and amount of training aeavodurs
as Richard, but never completed his final research requirement. Although Adriana
stated that they earned Master’s degrees, they both participated in ieindigating
that they hold Specialist degrees as well. All of the participants earnesedeagischool
psychology. Three participants (50%) earned their degrees in 2008. Two (33%)
completed the degree in 2007. lan completed his degree in 2003, but did not work as a
school psychologist upon graduation. He was in Hige&r of practice as a school
psychologist at the time of the interviews.

The participants were also diverse in regards to the school settings within whi
they practiced. Some of the participants declined to reveal their schools s specif
demographic information about the actual schools cannot be provided. However,
information about their level and number of schools served can be included. Below is
information about their schools at the time of the interview:

Table 3.3: Participants’ Current Schools of Practice
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School Information Level Number of Schools
ANNIE Middle 1

CAMILA Elementary 2

IAN High 1

ERICA Elementary 2
HOLLY High 1
RICHARD Middle 1

There was an even split in the amount of participants who worked at a particular

level of school. Two (33%) participants worked primarily in elementary schaas, t

(33%) worked in a middle school, and two (33%) worked in a high school. Only the

elementary-level school psychologists worked in more than one school. Wb#deaso

served children who attended a high school, she was there very infrequently.

Additionally, this school was not a part of the district that she worked in; shelaesitri

as a non-public school. Some of the children who lived within the school district

boundaries went to this school because of emotional disabilities. Thereforedi&mcd

work in the school but rather for some of the children enrolled in the school. Because of

Erica’s limited contact in that school and its unique circumstances, it waschated in

the above table, but information about her experiences at the non-public school were

included in Chapter IV.

Procedure

Several large mid-Atlantic school districts were targeted for salicgiarticipants

for this study. The researcher sent an initial email to coordinators of psgiadl
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services in three of these districts asking for if they were wilbrigelp solicit
participants. This researcher received return emails from all coordingkdetter was
then emailed outlining participant criteria (Appendix A). A nomination form (Appendi
B) was also emailed to the coordinators of psychological services to nomiteststat
five potential school psychologists who have worked for five or fewer years he@ sc
psychologist since graduate school and currently work in a diverse school. gediver
school was defined as having: (a) at least 50% racial/ethnic minority studerdtpopul
(b) at least 40% of students qualifying for free or reduced lunohés) at least 20%
foreign-born or immigrant student population. One coordinator supplied a list of
“younger” school psychologists in the district. This researcher than contauvezdls
participants until two agreed to participate. Another coordinator sent out an@iail

of the psychologists in the district with information about and criteria forcgaation in
the current study. The first two psychologists to contact this researclreeasked to
participate. The third coordinator agreed to help this researcher, but did nobreply t
subsequent emails. This researcher then contacted coordinators of psychologoes se
of two other school districts, both of whom did not respond. This researcher then utilized
snowball sampling (Flick, 2006) to solicit the final two participants. This relsear
emailed a school psychologist who was currently practicing in a schooltdigtece this
researcher did not yet have any participants. Two school psychologistdismsultiool
district agreed to participate in the study. Therefore, all of the ipanits in this study
were self-selected. They volunteered for the study. It is important to poithiab e
participants may be especially interested in topics of multiculturali$nchwnay mean

that their responses are not representative of all early career school pgigtsol
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When she received emails of interest from potential participants, the researc
replied via email and asked them if they were interested in participatthg study.
Those school psychologists who agreed to participate were screened to enshes that
met criteria for the study. One participant, lan, had been out of school for thages
years as he had graduated in 2003 (see Table 3.2), but was included because he was able
to provide a rich description of his multicultural experiences in his current work and
reflect on his graduate training. Additionally, this participant added diveosihe
sample as a South-Asian, foreign-born male.

This researcher established a time for the initial interview via eoraallf
participants. As a part of this email correspondence the researcher pani@pants a
the letter of informed consent (Appendix C) and a short survey asking about
demographic information and basic questions about their multicultural training
(Appendix D). After the initial interview was conducted, the researcheratedtthe
participant again via email to set up a second interview. Two interviews wretacted
with all participants except for lan, who participated in four interviews.infdrviews
were audio-recorded, transcribed, and then coded for themes. Please hefébatat
Analysis section of the current chapter for more information.

Operationalizing “Diverse School”

It was important that the criteria for “diverse school” were operdtzath What
one school psychologist may consider diverse, another school psychologist may not.
Additionally, it was imperative that the school psychologists participatinggicuarrent
study were working in schools in which they are actually utilizing their ouldtiral

training and potentially learning new skills because of the people that thieyeseeting
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with. The following criteria for a diverse school were determined framu®data.
According to the 2000 Census, approximately 75 percent of people in the United States
are Caucasian. Therefore, any school with a racial/ethnic minority populatjosadér

than 25 percent would be considered diverse with regards to race/ethnicity. Howaever, f
the purpose of this study, it was important that school psychologists have mdre racia
minorities in their school in order to interact with them on a more regular basis.
Therefore, the school psychologists in this study would have to work in a school with at
least 50 percent racial/ethnic minority population.

According to 2008 Census data, 18.5 percent of families with children under the
age of 18 live below the poverty line. For the purposes of this study, school
psychologists working in schools with 40 percent or more of the population receiving
free or reduced-price lunches (FARMS %) were considered. As of March 2003, 11.7
percent of the United States population was people who were foreign-born (U.S.)Census
Therefore, school psychologists working in schools with at least 20 percenhfbreiy
or immigrant population were considered for this study. If any of the schuetlany of
these criteria, the school psychologists working there were consideretnportant to
recognize that the data related to these criteria is almost alw#stedlin schools and
is therefore more readily available. Data on immigration, sexual origmtagéiligion, and
even socioeconomic status is often more difficult to collect because the intorisat
more sensitive, transient, or differs depending on the region. Although school-tade da
is often not available on these populations, these forms of diversity were addresse
directly in the interview.

Data Collection
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In the current study, semi-structured interviews and a questionnaire cagcerni
demographic and training information were used to collect data. The interviea/s we
used to develop a theory of multicultural development of school psychologists as it
relates to graduate training and early career experiences. Mog@gphic and training
guestionnaire was used to obtain general information about the type of trainirgthat t
participants have received. The demographic portion of the questionnaire alscaserved
a secondary means for determining eligibility for the study. The traisigcaof the
guestionnaire served as a primer for the interview. The answers to the questloans on t
training part of the questionnaire allowed for follow-up questions and clamiicetiring
the initial interview and subsequent interviews.

Interview

The primary form of data collection was a semi-structured interview kgth t
participants. Although there was a list of questions that all participantsasiezd,
guestions were added or altered in order to clarify responses and follow-up on@sspons
to the training portion of the questionnaire. Additionally, all subjects partidifpate
follow-up interviews in order to clarify responses from the initial interviele fumber
of interviews ranged from 2 to 4. The duration of each interview was approximagely on
hour, with some lasting up to nearly two hours. All interviews were taped and
transcribed for data analysis.

Pilot Interviews

Prior to this researcher’s dissertation proposal, one pilot interview wescated.

This pilot interview was conducted with a friend of the researcher. This pilatipanti

had graduated from a doctoral school psychology program within the last year and was
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working in a school with a primarily African-American population. The pilot padrt

was given the letter of informed consent, the demographic and training questicamaire

the interview was conducted. The pilot participant did not believe that the letter of
informed consent needed any changes, but suggested changes for the demographic and
training questionnaire and interview.

The pilot participant suggested adding two questions to the demographic portion
of the questionnaire. Questions 4 and 5 were added, asking the participants about their
country of birth and number of languages spoken. The pilot participant also suggested
changes to the interview. As a result of the pilot interview, the section askimg ea
participant about their practicum and internship experiences was added. The pilot
participant also suggested adding question 3, asking the participants about thevglade
of their schools. The latter part of the question (3b) was added by the reseahgher. T
pilot participant did not suggest any other major changes. After conducting the pilot
interview, the researcher sent the pilot participant the new questionnaireewkvint
transcript. The pilot participant stated that no other changes were necessary.

This researcher’s dissertation committee provided feedback that thermawere
many questions in the interview. They stated that the interview felt nkera Burvey
than a semi-structured interview. The researcher pared down the number of questions
and sub-questions and made them more open-ended. Depending on the response of the
participant, the researcher probed for more information. Additionally, all of thecssibj
participated in at least one follow-up interview allowing the researohaskt more

specific and clarifying questions.
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A set of second pilot interviews was conducted. The updated interview format and
guestions were conducted with three practicing school psychologists. All thhee of
second round of pilot interview participants were female. One pilot partici@ent w
Caucasian, one was Asian-American, and the third was African-Ameridathre
women worked in “diverse schools” (operationalized in Chapter Ill). Two of the women
had practiced for five years or fewer while the third had been working &®al sc
psychologist for over five years. Although this pilot participant did not meeritieeia
for the study, her input was invaluable as she had been involved in similar research and
could provide valuable feedback to this researcher. One initial and one follow-up
interview were conducted with each of the pilot participants. None of the pantisi
suggested a change to the content or format of the questions. They felt thirthew
was comprehensive and open-ended and did not require alterations.

The interview (Table 3.4) had ten main questions. The first three questions were
introductory questions, designed to help the participant feel at ease. These ask f
general information regarding when the participants graduated, how long treelyden
practicing school psychologists, and the types of schools that they have worked in. The
fourth question was open-ended and was intended to get the interviewee talking about
their experiences broadly. This question was also asked before introducingdbptc
of multicultural competence. The order of questions was selected becaussctsher
did not want the interviewees to base their initial answers on what they thought the
should say. This researcher did not want the given definition of multicultural coropete
to change any of the interviewee’s responses. This question was added ets a dire

suggestion by a member of this researcher’s dissertation committe&tihed sixth
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guestions introduced the concept of multicultural competence. The interviewee was
given the National Association of School Psychologists (NASP)'s definitiogir{aly

from Davis, 1997) and asked if they agree or not. They were then asked about their own
multicultural competence. The seventh question was a statement to the interviewee
rather than a question. The eighth question was a direct reflection of RQGEE) (
research on the development of multicultural competence for school psychologystude
The ninth question is a reflection of this researcher’s unpublished masterss thesi
(Sweeney, 2009). Several participants in the Sweeney study stated the ingpoftanc
their non-professional lives in their multicultural competence. Additionallygtnestion

is a “catch-all” question, allowing the interviewee to add anything that ke was not
asked directly. The tenth question is another “catch-all” question for the imteevigho
forgot to state something earlier in the interview.

Table 3.4: Interview Questions and Sub-questions

1. When did you graduate from graduate school?
2. How long have you been a practicing school psychologist?
a. Did you take any time off between graduate school and practicing as a
school psychologist?
3. What types of schools have you worked at?
a. Please specify level (preschool, elementary, middle, high).
b. Please specify any special programs that you have worked in (emotional
disabilities program, autism program, etc.)
4. Let's talk about your current experience with multicultural issues in youk.w
Tell me about what you’ve encountered.
a. How are things going?
b. Are there children/families/co-workers with whom it's been espgciall
difficult to work with?
c. What are you learning? What works well for you? What seems difficult?
5. Introduce concept of multicultural competence: Provide definition orally and on
separate sheet of paper for interviewee to look at from NASP website:
“Operationally defined, cultural competence is the integration and trareform
of knowledge about individuals and groups of people into specific standards,
policies, practices, and attitudes used in appropriate cultural settingssasacr
the quality of services; thereby producing better outcomes.
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a. Do you agree with this definition of multicultural competence? If not,
what is multicultural competence to you?

6. How about your own multicultural competence? What are your thoughts about it?

a. What competencies do you wish you had?

7. Please keep in mind your own view of multicultural competence as well as
NASP’s definition in the remainder of your responses.

8. A lot of training programs include diversity training so it would be helpful to get a
better idea of how diversity and multiculturalism was integrated into youirtgai
(probe for information about coursework, practicum, environment. The following
guestions [a-c] may be used to gather this information)?

a. Did you have courses in multicultural competence? If so, what did you
find valuable/not valuable?

b. Did your practicum and/or internship involve work with culturally diverse
clients? How did this influence your multicultural competence
development?

c. How did the environment of your program influence your multicultural
competence development? What was helpful/not helpful?

9. Since completing your training, have you had any experiences, professional or
non-professional/personal, that have contributed to the development of your
multicultural competence? Explain.

10.1s there anything else concerning your multicultural competence develbfime
you would like to include?

Demographic and Training Questionnaire

A secondary form of data collection was the demographic and training
guestionnaire (Appendix D). The questionnaire was separated into two sections:
demographic and training. The first five questions of the questionnaire wererdpimog
in nature. These questions solicited information concerning each participant’s age
race/ethnicity, gender, country of birth, and languages spoken. The remaining three
guestions asked basic information about each participant’s training experidrecérsil
guestion in the training section asked about the academic degree of each participant
Differences between people of a different degree level and a differendtgegree were
important considerations in data analysis. Additionally, this question asked the

participants about when the degree was obtained. This helped eliminate pastiaipa
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were nominated, but did not fit the criteria. The next two questions helped to control for
possible additional multicultural training. Participants with additional degree
related or unrelated field, may have received more training that iofdeheir later
multicultural training and experiences.
Data Analysis

According to Strauss and Corbin (1990) data analysis in grounded theory
primarily involves coding procedures. The process of coding involves the data being
“broken down, conceptualized, and put back together in new ways” (Strauss & Corbin,
1990, p. 57). In this study open, axial, and selective coding was utilized to generate
theory from the data that was collected. Below is a description of theseymesand
how they were employed in the present study.
Coding

Open CodingOpen coding is the first step in examining the data collected in a
grounded theory research study. It is the part of the data analysipdHairis
specifically to the naming and categorizing of phenomena through closenaxiamiof
the data” (Strauss & Corbin, 1990, p. 62). During this process, the data is broken down
and organized into discrete categories. It is important to mention that theséedisc
categories are created as a result of the researcher’s own bidsssamptions. In
gualitative studies, researchers are not expected to divorce their own foefretee
data. Rather, they question both their own and others’ assumptions about these new
categories that have been created. This constant examination of the eatagdrihe
assumptions embedded in the categories will lead to new discoveries and ways of

organizing the data.
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In this study, the interview transcriptions from each of the participants aesie r
and reviewed several times by this researcher. The data was organizedegtoies.
The researcher utilized line-by-line data coding, identifyed repealéas i(Auerbach &
Silverstein, 2003), and using abstraction and generalization (Guignon, 1983). Using
abstraction and generalization specifically allowed this researchet)tditfde an
interview transcript into separate units, (2) remove these units from theixc¢8je
identify abstract and general “categories”, (4) extract the “contenmti these categories,
and (5) describe this content in formal terms” (Packer, 2011, p. 59). The reseamther the
reviewed these categories and identified the biases and assumptions théteaigeenm
those categories. Examining the data in this way allowed the researclheatéonaw
categories or understand the extant categories in a different way. lldWwsdafor a
clearer explanation when discussing and interpreting the results.

Axial Coding.The process of axial coding often overlaps with open coding.
According to Strauss and Corbin (1990), this is to be expected and is perfectly
acceptable. Axial coding is “a set of procedures whereby data are put backrtmgethe
new ways after open coding, by making connections between categoriess ddme iby
utilizing a coding paradigm involving conditions, context, action/interactioretesgfies
and consequences” (p. 97). In other words, the categories created in open coding are now
broken down further into subcategories. During this analysis, the categereistianes
called into question and new categories emerge. Therefore, the reseaotten
utilizing open coding procedures while formulating subcategories in axialgodi

For the current study, after the categories (core categories) iatectin open

coding, the researcher created subcategories. Abstraction and gatieralvere also
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utilized during this phase. The subcategories (constructs and then key caté¢gatries
emerged then informed the researcher as to the accuracy of the egoeieat In this
way, the biases and assumptions underlying categories were constandlyntalle
guestion. This allowed this researcher to create more accurate catagdries
subcategories and interpret them more accurately.

Selective CodingSelective coding is the final step in the coding aspect of the data
collection. Selective coding is “the process of selecting the core categstematically
relating it to other categories, validating those relationships, and fitlingtegories that
need further refinement and development” (Strauss & Corbin, 1990, p. 116). This is the
process of using all of the data that has been collected to create a groundedAheory
core category is the central idea or concept that connects all of the ¢dyeries to
create a theory that is grounded in the data. Strauss and Corbin (1990) state that this fi
step is not entirely dissimilar from axial coding; however, it is performachaher level
of analysis.

In this study, selective coding involved an examination of the core categories.
Similarities and differences between the categories were considened:onstructs and
key categories were also examined in this way, helping to determinac¢beracy and
applicability to the core categories. Overarching constructs thatatgthe categories
and therefore the experiences of the participants, were created. layhig grounded
theory was created.

Validity
Validity is an important consideration for any research study, qualitative

guantitative. It is necessary to verify the results by examining thecdféction
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procedures, data analysis, and interpretation. Researchers using quatiédiiods,
including grounded theory, should keep several things in mind when analyzing their
results. First, would a different researcher come to the same conclusiosg®elpkito
verify that the theory devised by the researcher is grounded in the datathidex
researcher should ensure that the results accurately reflect eacipgat's depth and
breadth of experiences. It is also the case that the data analysis shoufdradlibwf the
participants’ experiences to be included and thoroughly described. Analysstthat |
restrictive would not allow for all participants to be accurately repmtesl. Finally,
consumers of the research should be able to compare the results to other studits. In o
to do so, there must be enough description to allow for comparison between studies.
Creswell (1998) described eight procedures that can be employed to address these
validity issues in qualitative methodology. Three of these procedures wereduti the
current research, as Creswell recommended using at least two of them. Eueimsc
that were used in this study were identifying researcher bias, thick diesgratd
member checking.

Identifying Researcher BiaShe first step that this researcher took towards
reducing the threat of validity wadentifying researcher biaslt is not possible to design
a value- or bias-free study (Janesick, 1994). Therefore, it is important fartsencers
of the research to understand the assumptions and perspectives that could impact the
study. The main assumption that this researcher made was that multicatopztence
is not a discrete skill, but rather a developmental process. This reseat@weskibat
school psychologists will continue to develop their own multicultural competencies

throughout their careers. This perspective could skew the researchersalgsessdy
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paying more attention to answers that support that perspective. It is ptstant to

point out that this researcher is an African-American female; therefiere, was a

cultural mismatch between her and all of the interviewees. Both race (Twiviar&n,

2000) and gender (Arendell, 1997; DeVault, 1990; Wolf, 1996) have the ability to impact
the responses of the participants and how they interpret the questions being asked. This
researcher was aware of this dynamic throughout the interview and codirgganc
addressed it througtritical subjectivity This allowed the researcher to have a

heightened self-awareness throughout the data collection and analysis.tiomatheh
remainder of the procedures to address validity also helped to addresshersieas.

Thick Descriptionlt is very important for consumers of qualitative research to be
able to come to their own conclusions about the results of studies. This allows for people
to make their own judgments about how transferable the data is to other populations
(Creswell, 1998). All of the interviews in the current study were transcribbedtuar
and direct quotations were included in the Results section (Chapter 1V). This allow
readers of the study to come to their own conclusions about the results.

Member CheckingThis is the process of soliciting feedback from the participants.
Member checkingllows the participants to verify the interpretation of the data. This
interviewer utilized member checking in two ways. During the follow-up intesyi¢ghis
interviewer asked the participants to clarify some of their responsesHeomitial
interview. All participants participated in this form of member checkinge T
interviewer also sent the participants themes produced from the codindyweead
some of their quotes that contributed to those themes. They had the opportunity to

communicate with this researcher if they felt that their words weratergreted or if
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they disagreed with any of the emerging themes. All of the participantscaetacted
via email and were provided a document that included some of the categories and some
of their individual quotes that were presented as part of that category. Adl of t
participants were contacted twice via email except for the partisipiaat responded.
These participants wrote back to the researcher after receiving only aite €ms
researcher heard back from two participants, Camila and Holly. Both partgipa
believed that their quotes and the categories that they represented weateaddally
expressed the desire to review some of her quotes to ensure her privacy andtgnonymi
This researcher sent her a rough draft of the Results chapter and thep&arti
Description” portion of the current chapter. Holly provided feedback about the quotes
and examples that were concerning to her. This researcher changedrpkgxatil
Holly was confident that her privacy was protected.

While all of the interviewees patrticipated in the first form of member chgckinly
two of them patrticipated in the follow-up after the interviews were completede ahe
several possible reasons for this. One of the participants, Annie, was in the process of
moving aboard when this researcher sent out the follow-up member checking emails. It
is likely that she was unable to respond. Additionally, for all of the participahts] i
been at least two months since the final interview. They may have beconmdessted
in additional participation over time. A final possible reason for the lack of post-
interview member checking is that they may have read the sample quotes arslttizme
this researcher sent and were satisfied with the result. However, they veayhaad
the time or the inclination to respond given that they may have been happy with the

results and the way that they were represented.
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Chapter IV
RESULTS
Introduction
The following chapter includes the results and findings from interviews conducted
with six practicing school psychologists. The chapter will begin withhamgé discussion
of what participants experienced professionally in relation to multialison. There
will then be a discussion of the school psychologists’ training experienceswillhis
include graduate school training and additional professional training experiences.
Although the majority of responses focused on professional experiences, they als
included personal ones that the participants felt contributed to their multitultura
competence development. The next section will focus on these personal experiences.
There will then be a discussion of the participants’ multicultural competence
conceptualization. This chapter will conclude with a conceptualization of pantisipa
view of school psychology multicultural competence and a grounded theory of school
psychologists’ multicultural competence development.
Core Categories, Constructs, Key Categories
As previously mentioned in Chapter lll, participants’ experiences welgzada
through the grounded theory methodology of open, axial, and selective coding. The

results of these categories are shown in Table 4.1.
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Table 4.1: Core Categories, Constructs, and Key Categories

Core Categories

Constructs

Key Categories

Professional
Experiences

Parent Relationships

Parental Involvement

Communication with Parents

Understanding Families’ Worldview

Impact of Staff

Staff Pressure to “Perform”

Multicultural Competence of Staff

Open and Honest Conversations

Direct Work with
Students

Assessment

Counseling/Relationships/Interventio

Systemic Influences

National Culture/Influence

State Culture/Influence

District Culture/Influence

School Climate/Culture

Training: Graduate
School and Other

Courses

Amount of Courses

Instructors

Reading/Assignments

Class Discussions

Environment Faculty

Cohort

Feeling of “Openness”
Practicum/Internship Practicum

Internship
Grad School: Training vs. Experience
Foundational
Additional Conferences

Professional Learning
Experiences

Professional Development at Work

Personal Experiences

Background/Expos

ure

Desire to Work in
Diverse Setting

Personal Relationship

S

Three core categories emerged. The core categories are PredeEsiperiences,

Training: Graduate School and Other, and Personal Experiences.

The Professional Experiences category was the largest core caisgory

participants spent the majority of the interviews talking about their eadgicar
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experiences and how those experiences contributed to their multicultural cooepete
Within this core category, four constructs emerged. These constru€tarardal
Relationships, Impact of Staff, Direct Work with Students, and Systenhiehdes.
Within each construct, a number of key categories also emerged.

Under the next core category, Training: Graduate School and Other, there wer
five constructs. These were Graduate School: Foundational, Courses, Environment,
Practicum/Internship, and Additional Professional Training Opportunities. Miibse
constructs, there were also key categories.

The final core category, Professional Experiences, included three constructs
These were Background/Exposure, Desire to Work in Diverse Setting, and Persona
Relationships. As this section was shorter than the other two, no key categergscm
from the constructs. The constructs were specific enough that they did not need to be
broken down further into more descriptive key categories. The core categond

constructs are defined below in Table 4.2:
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Table 4.2: Descriptions of Core Categories and Constructs

Core Categories & ConstructsDescription

Professional Experiences Experiences that participants have had in their first years
of practice

Parent Relationships Direct interactions and experiences with parents of
students at the participants’ respective schools

Impact of Staff School staff and how they impact multicultural issues at
the participants’ respective schools

Direct Work with Students  Impact of multiculturalism on assessment, counseling
and informal interactions that the school psychologist

has with students

Systemic Influences Influence of the school culture, school district, and US
culture

Training: Graduate School All training participants have had with respect to

and Other multiculturalism and diversity

Courses Multicultural training as it applied to graduate courses

Environment Environment of graduate school including faculty,
cohort, and general feelings of openness to multicultural
issues

Practicum/Internship Multicultural experiences in practicum and internship

Impact of Graduate School vsHow graduate school training factors into multicultural

Impact of Experience competence development

Additional Professional Other training that participants have had, including

Learning Experiences professional conferences and training with school
district
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Professional Experiences

Before the participants could provide a conceptualization of multicultural
competence, generally, or their own multicultural competence specifittedly were
primed to have a discussion about their current experiences with multiculturatisenr
jobs. This allowed the participants to think about what they had encountered in their
work and then have a context when describing their conceptualization of mul#itultur
competence as well as multicultural competence training. The particgpeanisquite a
lot of time discussing their multicultural experiences in the interviews. Tdwiggon
of professional multicultural experiences in this chapter is proportional to the aafount
time spent on this topic in the interviews. This appeared to be very salient to the
participants and necessary for the present study. Several participatiteakthat they
had not thought about certain multicultural issues before or had not analyzed them with
the amount of detail as was done in the interview. The participants frequentlyteonnec
their responses to subsequent questions to information previously mentioned. This topic
appeared to be a vital component and primer for the rest of the interview. Therfgllowi
is a discussion of what themes arose when the participants were asked tieneeay
guestion of how things were going in their jobs in relation to multiculturalism and
diversity.
Parent Relationships

When asked about how things were going in their schools, almost all of the
participants mentioned interactions and relationships with parents first. This wa
especially true when the school psychologists were asked about what waallgspe

challenging when it came to multicultural issues in their schools. Working wightsar
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was an area that the participants spoke extensively about and found quite difficult.
Several participants also mentioned that they did not expect or feel prepates for
challenges that they faced when working with parents who were culturdéyedif from
them.

Parental Involvement his was an area that almost all of the participants
mentioned as one of the things that they were learning. None of the school psychologists
were prompted to talk about parental involvement, yet almost all of them didduase
major factor in their work. The participants also talked about different levelsesftph
involvement. Some of the participants talked about parental involvement with the school
itself and others talked about parents advocating for their children at thet distounty
level. There was also a discussion of how socioeconomic status appeared to be a factor
in the level of parental involvement. It appeared that race was sometimesatiso to
involvement, but socioeconomic status seemed to have a stronger correlation.

Camila talked about balancing the frustration of wanting parents to be more
involved and understanding that their ability to be active in their child’s schoolisg wa
hindered by their financial situation. She spoke about a school that she had worked at
previously where she had worked primarily with the Hispanic children and thelieiam
“we couldn’t get parents to come into the school. We were constantly begging them to
come in and to take on a more active role with their children. There was quite a lack of
parental involvement and response. Although it's not that they didn’t want to it's that
they couldn’t take a day off to attend a meeting, talk to teachers or counselors about
grades or behavior...they couldn’t; for they were in fear that they may losgotheind

then not be able to feed their children.”
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Erica admitted that the lack of parental involvement led her to feel a certgin wa
about the parents and how invested they were in their children’s education. When asked
if she saw parents who were less involved as less invested, Erica said “yesSartzede
why she felt that way, “sometimes | probably make assumptions when Wwegetaathold
of the parent, or the parent...never comes to meetings. Or there's no response and it gets
frustrating. And | don't think that's me alone. I think the entire team, weralbfsstart to
[think], ‘Well, this parent is not involved. This parent could care less.” And those are
assumptions that we make, but | don’t know if that's...I don't think that's unwarranted
either, because that's the evidence in front of us.” Erica also talked about the link
between parent involvement and the ability to communicate with parents. She felt that
many of the parents who did not come in for meetings were less involved in the school
than the ones who were not difficult to get in touch with. Erica stated that whaereac
called some parents to discuss an issue with a student the phone would often be out of
order or the parent would not call the teacher back. This lack of ability to commeunica
with parents, combined with their low involvement led Erica and others in her school to
be frustrated because “without communication...the child just continues to struggle.”

Several of the participants discussed the apparent association between
socioeconomic status and parental involvement. Holly spoke specifically abousparent
who had the resources to hire lawyers or advocate for their children beyond the school
level, such as putting in a complaint to the school board. While she did acknowledge that
race may play somewhat of a role, it appeared to her that socioeconomic sigdsapla
larger role. “I would say that parental involvement is definitely key and bectise

Section 8 housing communities that feed into the school which are primarily African-
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American, a lot of those parents don’t have transportation to get here or have drug
problems or addiction problems or several kids and they’re trying to get jobs
and..they’re not able to be as good advocates for their kids. Sometimes they jast don’
know what to do and they just throw their hands up and they're not really there for them.
But we also have some white families that in that same situation in those comsiunit
Richard observed the same apparent phenomenon stating, “l would say, and I'm
just thinking off the top of my head right here, the first thing that came to mind, igghere
a huge, incredible difference between parent involvemdrtty.to work with parents,
but | would say that.many of the families, | shouldn’t say all, but many of the families
from lower SES backgrounds are not as involv&b we have affluent and middle class
and upper-middle class Black and Hispanic students, and they show up, they come to the
meetings, they're very involved...And it just seems to be associated with 8EShan
with race and ethnicity, and again, that is just my perception.” Camila alludwel to t
same thing as she stated that in her current school district, which is moeatafflan her
previous district, the parents were more involved. Erica also stated thatshe s
socioeconomic differences in the amount of parental involvement. “l would venture to
guess, if | had to guess, that a lot of the kids who are in that program [Talented and
Gifted], have a little more money. And | say that only because | see thagtdhemts are
more involved.” The assumption made by Erica, and several of the other partjcipants
was that financial level was directly and positively correlated with pdnentalvement.
Several of the participants also mentioned that the level of parental involvement
had a direct impact on them and their ability to do their jobs. Several of them stdted t

parents would sometimes not come to special education meetings, Individual Education
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Plan (IEP) meetings, or return rating scales when they were condudessg@ents.

Erica expressed this concern when talking about having to hold meetings withois pare
present. “We've had parents where we just had to proceed with the meeting and we
haven't seen the parents. If it's a re-eval[uation] and we have those tiras, fvean

haven't seen the parent all year.” Richard expressed a similar esantstating:

It's just much harder to get parents into meetings, or get them to return phone

calls. And I think that's not only IEP meetings, but it's 504’s. You know, it's not

uncommon for us to send out meeting notices, we get to the third one and the

parent still hasn’t responded, we’ve called, we've left messages atiotesf.. .

We’'ve had a lot of meetings that are just paper meetings because the plagent eit

said that they didn’t want to come or they couldn’t come for some reason or we

couldn’t get ahold of them.

Communication with Parentdlost of the participants discussed the difficulty of
communicating with parents in their schools. Richard discussed this within the quote in
the previous sectio®arental Involvementlt appeared that the parental involvement and
communication with parents were correlated. As the communication with parents
increased, so too did the parental involvement. Erica described the difficultyiog get
touch with some parents in her diverse schools:

We also find that sometimes parents' phones are cut off or we have the wrong

phone numbers. Sometimes | think it might even be intentiofdiere was one

specific case this year where...l was definitely being avoided.... | dodeohe

and even put in the report how many times | tried to reach the mom... | would

try...three times every day. | would leave messages.
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Annie echoed a similar sentiment when talking about the African-American
families in the inner-city school that she had worked at during her firstgea
practitioner. She stated that it was “much harder to get in touch with them” ankethat s
often tried to call them, but that they would not answer or return her calls. The school
psychologists felt that it was difficult to forge relationships with peréecause of the
lack of ability to communicate.
There were also difficulties with communication concerning the school
psychologists’ ability to speak the same language as the family. Asysgvmentioned
two of the participants spoke both English and Spanish. Even with their ability to speak a
language that they used frequently in their work, they still encountered fathéiethey
could not communicate with. For example, Camila spoke about a situation when she was
not able to communicate with a family and the frustration that accompanied that:
| think in those rare instances, very rare actually, when | speak to a fhaatily t
speaks... like last year, Turkish, stumped me. I'm sure my colleagues go through
this a lot, but | rarely do... | feel fortunate that | don’t have to experidrate t
very much but it's a big challenge.
She recognized the challenge of the communication difficulty and wasujtitsfthis
was not an issue that she had to deal with frequently. However when she was faced with
this challenge, it was an uncomfortable situation. Annie encountered other def$icult
relating to the ability to speak the same language as some of her parentssiwiias
able to communicate well with Hispanic/Latino parents, she recognized thabinaer
colleagues, specifically teachers were not able to do so. Additionallydrigistration

in her school often utilized her as an interpreter. “They [administrators and tatffifer s
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were always using me as the translator. | don'’t really think that they\what my job
responsibilities were all the time. | felt really taken advantageAxinie found this
frustrating as this was above and beyond her job description and hindered her frgm takin
on tasks that she felt were more applicable to her as the school psychologist.

However, Annie did acknowledge the positive aspect of speaking the same
language as many parents. It offered her the opportunity to forgemslaps more
easily with the Hispanic parents in her school. When asked if she was able to develop
relationships with parents, Annie responded “Absolutely, absolutely. | cahadyas
able to build relationships faster with the Hispanic parents, just becausedaiheyaieed
on me to communicate with the school. And they really entrusted me with their gHildre
lan also spoke another language, Tamil, which is a language spoken in India, &vhere h
was born. However, this was not a language that he was able to utilize profegsionall
While he did not feel that knowing the language directly influenced him in his
professional work, having learned English as a second language did influeasdtlan
helped him understand what students and families who were learning English may be
experiencing.

The remainder of the three participants did not speak another language and
therefore utilized interpreters on a regular basis. There was a mix of hoviatioé sc
psychologists felt about this. All of them found it somewhat uncomfortable, although
they all mentioned that they had received some training on how to work with intesprete
They were not specific about the training that they received or whether begdound

it useful. Both Holly and Richard expressed concern that the interpretersiat
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translating the exact words that they were saying. Richard wasabgpeoncerned
about this when conveying scores to the parents:
I’'m always concerned. Especially when we get inparticularly in [sic]
assessment information, because you’re going over [an] assessmermtaad y
going over stuff like standard scores or percentiles. l@re!s what this means,
here’s what our recommendations are. I'm always worried if our interprater
conveying in exactly the way I'm trying to say it.
Holly also talked about this when talking to parents over the phone. In her distreet, the
is a service where someone from the school calls a phone number for an intenpreter a
then they call the parent together. Holly mentioned that she has concerns whea they a
talking that her words are not being interpreted exactly and that she would haag no w
of knowing because she does not speak the language. “I don’t know the other language,
so | don’t even know if what the person’s interpreting is really what I'nngdy
Erica expressed concerns about the style of the interpreter. In her sdmeols, s
and other staff have to use interpreters frequently and they are not alwaysgdilthe
same one. Therefore, Erica encounters several different interpretetseueurse of
the year and they all have different styles of interpreting.
| hatethe one where they talk over you... [T]hat just is impossible for me. And
then the one where they're taking notes isn't so bad...it's all based on their
personal style. So, it depends on which translator | get.
Although all of these school psychologists had received some form of interpaetargty
they still encountered interpreter issues in their work that they did not feéhélyatere

prepared for.
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Understanding Families’ Worldvievirhe participants saw understanding a
student’s family and their access to resources as an important aspeatjobtheiorking
in diverse schools. The school psychologists saw this as a vital part of being abje to f
relationships with parents and guardians. This was also important in order fdrdbke sc
psychologist to provide recommendations and resources for the student and fansily. Thi
understanding was also important to the participants in relation to providing
accommodations for the student in school.

Annie talked extensively about the inner-city school that she had previously
worked at. She believed that understanding a family’s worldview at this sch®ol wa
crucial. She talked about the fact that many of her families lived in siagbe{p
households, with multiple children, and the parent was often struggling to pay tiseir bil
or buy food. Annie understood that it was not necessarily the priority of the parent to
spend their time communicating with the school. “I think we’re trying to ofetot. of
free services and ways to help with housing and ways to help with...get[tihgi. ...
primary needs met so we can work on their secondary needs.” These parents needed to
spend their time figuring out how to keep their housing or get food on the table for their
children. When these basic needs were not being met or were in danger of not being me
Annie realized that it was difficult or impossible for them to concentrate oretoadary
need of education. lan added to this by acknowledging that some of the parents had
mental health issues themselves that made it more difficult to care foctifidren.

With these difficulties, he postulated that for these parents hearing thmattihdien

were struggling may be too much for them emotionally. He also stated theangeoof
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understanding that the view that many people have of life and hard work does ryst alwa
apply to minority or low-SES students and their families.

Most people in higher SES see society as very affirming and anything thdbyo

positively will be rewarded in some way. And it's worth buying into all the

different types of things that are out there, but | think you...1 don't have any
specific incident...but as you work with families, you just see how, to some
extent, it's perceived that sense of, ‘Oh, | tried. I'm working hard, and sizciety
just not allowing me to progress or providing me with the opportunities or
actively making things harder for me.” And so, you kind of see where that comes
from, even if you don't necessarily...You might have seen the incident or you
might know the people involved and know that it's not what the student has said,
as far as their accusation; but you see a little bit more where that comesfd

why it's primary in the student's mind.

Holly talked about the importance of understanding what a student’s
neighborhood may be like. In her school, there is a problem with gangs and she felt that
it was necessary to know that in order to provide the best interventions for the student.
“Amongst the student population there are a lot of gangs... Theeemmmunity-
neighborhood complex within the same racial background but there’s also conflict
between black and Hispanic gangs.” lan echoed something similar and talked about the
importance of providing resources that the students could actually utilize.vel¢hggm
example,

you have to be a little bit more aware of when you make recommendations of

knowing that...this student is not going to be able to take part in certain activities.
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Or maybe...you might direct a student to a public library as opposed to having
books at home...that type of thing...and...facilitating that. If there happens to be

a library a couple blocks down...a couple days after school you can go down
there or if you need to research and you don't have a computer at home and...you
don't have time in school...try and set that up...rather than having the student
come up with it themselves. Being a little more direct that way. So ydahkl t
that...for a higher SES student you might say these are some websites, they have
a lot of multimedia type things. Not that you wouldn't recommend that to that
student, but...this is maybe a time that you can use it or if you have lunch time
you can come and use one of our computers because you don't have a computer at
home or go to a library. Just a little more awareness of...what ability thiy fami

has to support the student and...make up some of that support if you can. lan

Several of the school psychologists also talked about the importance of

understanding the cultural background of the family and how that may impact their

understanding of education and mental health. The participants also felt that

understanding these cultural differences helped the facilitation abredhatps with

families and understanding how they might view their relationships with people in the

school. For example, Annie talked about how many families in her inner-city school had

been students in the same school district and, sometimes, the same school. She spoke

about how that may influence their relationships with the staff.

Annie: Many of the parents would come in and say, ‘I've been here all my life and

| haven't moved...l went to this school’ and that type of thing.
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Interviewer: Right. So they know. They know...how things have worked in [the
inner-city school district] and...they...have a...mistrust of the school because of

their negative experiences when they were in that school.

Annie: Right.

Other participants talked about this in relation to families coming to thedUnit
States from other countries. lan gave an example of a family that had radkied t
United States from an African country. This family had several children, mostomhw
had been very successful in school. However, their youngest child was struggling
school academically and behaviorally. lan talked about how there was atchisma
between the student and his family.
So...that's kind of a goodness of fit—for the...older siblings...coming to a new
place and having a rigid structure might have helped them because they were abl
to deal with that and they were comfortable with that and they were able to go to
class and get their homework and go home and sit down. A lot of the good things
we want our family's home to be structure-wise...for this young man it was that
rigidity or...not making any accommodations or not having the understanding
probably hurt him negatively.
lan felt that it was important to recognize this context in order to besttbes\atudent
and his family. He also brought up the importance of understanding the worldview of the
family in order to explain the concept of mental health. In this particularleaseas
trying “to educate [the] family [about]...what mental health concerns awteaplain to

this family that “it's not just a choice.” Annie provided an example of when she luad t
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the same thing. For a case in her current school, she “got the impression thattmom fe
like if [the student] worked harder then he wouldn't have a learning disabilitycaay
She also talked about a family who believed that their daughter, on whom Annie had to
conduct a suicide assessment, would be fine as long as she received ‘A’ ¢tathesd
was frustrated that many families did not take advantage of the mentél ¢malnunity
services available to them. He found that this appeared especially trueidanA
Americans and Hispanics of low socioeconomic backgrounds. lan made aestateah
was illustrative of what other participants had said, “I could tell for sonteeaglients
we had that culturally they're not oriented to mental health services or fehldilse
something that's appropriate.” Understanding this and acting accordirgbnwa
important part of the school psychologists’ professional role.
Impact of Staff

All of the participants talked about working with other staff in the school and the
impact of that on their work with diverse students and families. At times, workthg wi
staff helped facilitate the work of the school psychologist. At other times,sidfein
the school made it difficult for the school psychologist to function in their jobs as they
would like. Additionally, the multicultural competence, or lack thereof, of the stdfaha
direct impact on the participants in this study. lan made a particularlyative
statement about working with staff: “I think...you have to know the adults too and know
[that] you're doing interventions on them as well, not just on the students.” This
statement was true for all of the school psychologists in this study.

Staff Pressure to “Perform”Some of what the participants discussed concerning

the other staff was helping them to understand the student’s and the familygiexwr!
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As mentioned in the previous section, the school psychologists identified understanding
families’ worldview was an important part of their role while working in digesshools.
Another aspect of this was helping the other staff to also take this into consideration.
One way that the school psychologists achieved this was through working whbrea
during the special education referral process. Before developing apgopriat
interventions, many of the school psychologists acknowledged that they understood
where other teachers and staff were coming from when they, according to the
participants, inappropriately referred students for special education. Ancussbs this

at length and provided the example of a teacher who had several students who spoke
English as their second language in his or her class who were struggling,

| don’t know how they’re [the teachers] evaluated, but it doesn’t look good when,
you know, 5 of your kids are getting F's across the board. You need a reason to excuse
these grades. And so that'sne reason that they refer these kids is that they sit and wait
and wait and wait and wait, and they’re like, ‘They're still getting F's.” Nothat else
can | be doing?’ But, ‘They must have a disability because they'ragétiise F's.’

This school psychologist recognized that there were many pressurepibeorgteachers
to perform, but that they may need to consider other things before making the amsumpt
that a child has a disability.

Annie also spoke of the teachers not taking other factors, such as the parents’
level of education into account, when considering why a student is struggling with their
work.

| also think..that some teachers are more aware of taking their parent’s

education..into mind. They're also taking the child’s education, their previous
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country into mind and.whatever’s going on at homdack of direct instruction
at home... And I just don’t know if all the teachers are taking that into
consideration. | also don’t know if teachers are always taking in the anhatint t
it takes for..Physics and Calc[ulus]. Once they reach that level they're like,
‘Well, it's been seven years and they must know as much as another kid in their
class.” Well, it's not true. It's just not true.
Understanding where the teachers were coming from and the pressures that they
faced helped Annie decide where to focus her time and effort. Annie statsteliaels
that she needed to “learn how to empower the teachers to do more interventions in the
classroom before we start referring them to look at whether we need to do sane mor
testing. | do think that they have a specific mentality. That it's very blatkvhite.”
This was an intervention in and of itself that related to the school psychologist’s
multicultural competence.
Camila echoed a similar sentiment when talking about the frustrationkehat t
teachers faced, especially in a district like hers that has very high@&xpes.
It's hard to be a school like [this with so much diversity] in [this] county, for
there’s still the expectations of [this] county that school, in itself, has aateput
to uphold. The teachers feel pressure to perform and they [the students] may not
be getting support from home and these children are learning another language or
they are refugees; there are just so many other things that your typacel [
affluent part of the county] kid will not have.
Although Camila was also able to acknowledge where the teachers weng ¢oom,

she also felt frustrated by the special education referrals, “It's hardpmétimes special
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education will help them, but why slap a label on them if you don’t have to and then
teachers feel like you have to.”

Multicultural Competence of Staflany of the school psychologists spoke both
directly and indirectly about the perceived multicultural competence of hiee staff in
the building. Holly was very direct and honest about the lack of multicultural
competence of some of the staff in her building stating, “staff members havairetbg
feelings of racism just amongst staff.” She was able to provide the interiath
numerous examples. The example that she spoke about to the greatest extent was t
possible favoritism of administrators towards teachers who were of arsbagkground
and race was one such similar characteristic. The principal and most ofiskenass
principals in her school were African-American and some of the Caucaachets felt
discriminated against because of their race. This directly impactsdhbel
psychologist as some of the teachers came to her to talk about their frustrétioms
asked how she dealt with this, Holly stated that she tried to just be an empather list
rather than trying to take sides. However, she did admit to the interviewat timaes
she understood where many of the teachers were coming from and that ther@weere s
instances where they had a right to feel discriminated against. Hollyduaféklthis
directly in an interaction with an African-American administrator when issiestarted
working at the school. Holly felt that an administrator was upset with her vaeen s
suggested that a group that included an African-American co-leadé&ougtt she feels
that she has a positive working relationship with this administrator now, Holly had to

learn a new way to approach administrators when proposing new interventions.
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Holly also spoke about the feelings that the students had about the teachers and
administrators. Many African-American students felt discrimuhatgainst by their
Caucasian teachers. The students would often come to see the school psychologist and
call their teacher a “White [expletive].” This was something that thee&aan school
psychologist would speak openly about the students with and the students would often
tell her that they felt comfortable talking to her about it because she wasalbt
White.” Holly felt pride when hearing this from her students as she hoped that it broke
down stereotypes and allowed her students to accept more people of differenktraces.
also allowed her to have very honest conversations with the students that she may not
have otherwise been able to have if they did not see her as a safe person to talk to. Part of
this was breaking down those racial barriers. The students also felt distedhagainst
by the African-American administrators in relation to discipline. ThecAn-American
students felt that they received harsher punishments for the same offenses tha
Caucasian student would receive. This was also something that the school pssicholog
discussed with the students at length.

Holly was most direct about the feelings of discrimination and racism amibiegs
staff in her building. However, many of the other participants in the studypke s
about their feelings concerning the multicultural competence of the othengtadir
school buildings. Camila noted that the teachers in her schools were “sensitive” t
fact that the students were learning another language or that theyerpghience some
difficulties at home. However, Camila also reiterated that the pressurdhe teachers
felt to perform appears to override that sensitivity. She stated, “I heastgnif they

are in special education, are they going to count for...scores at the end of th8year?
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that's just teaching in general now with NCLB [No Child Left Behind].” Camila
generally felt that the teachers in her school were multiculturallypetence, but that
they still struggled with knowing how to help culturally and linguistically dieer
students. Richard appeared to feel similar to Camila:
Generally speaking, | would say the staff herelislon’t even want to make a
statement about that because | have no way of knowing, | would say that the
teachers | work closely with, seem culturally competent. Bum. sure there are
teachers here who hold biases and prejudices.
While he generally felt that the staff was multiculturally competee also felt that there
might be areas where they could improve upon this competence.
lan also spoke about the multicultural competence of the staff in his school. He
spoke more about the development and maintenance of their competence and how this
was accomplished in his school. lan did not feel that the multicultural professional
development for the school staff was adequate:
It doesn't seem like there's much professional development at all and most of the
times that it's...you run through a long PowerPoint in five minutes and then sign
your paper that you went through the training. So | could probably, definitely say
there's more...the school...staff can do.
He saw this as especially important because of the fact that he workedimszitnool
and because of where the students were developmentally, the staff faced unique
challenges. “Kids will project their issues with multicultural issuesdats and staff needs
to be aware of that. How do you not get caught up in that? And also to address their own

biases.” This is highly related to the issues that Holly also faced in her high scheol. S
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talked about the fact that the students were aware of staff prejudice arsdandsalked
about it either with her or confronted the teachers directly.

The multicultural competence was not just related to racial or socioeconomic
issues. Erica and Holly spoke about instances where they noted a lack of staff
multicultural competence in relation to sexual orientation. When faced with sttidgnts
have declared that they were gay or questioning, Erica noted that somecstidié s
have made comments that indicated that they were not multiculturally comipetieis
area. She stated:

Some of the comments | was hearing from the adults led me to think...well,

maybe there's a little less tolerance there too. And | wouldn't sayvtreybeing

intolerant, but | think...they might've been a little bit ignorant... “This kid is too
young to really know.’” | mean, comments like that, and comments like, ‘Well,
maybe he shouldn't just play with the girls.” Or ‘Maybe he shouldn't act in this
way, because then they're going to make fun of him.” And | felt like that was

[sic]...somewhat ignorant comments on their parts.

Holly provided a specific incident where a teacher told a parent to be caredusbdeer
daughter was spending time with female students who self-identifiedlaans. As it
turned out, this female student was openly gay with her peers, but did not want her
mother to know. Conversely to Erica and Holly, lan spoke positively about the
multicultural competence of staff in relation to sexual orientation issues. Whairgpe
about a male student who had dressed as a girl in his previous school, lanygtaterall

that the teachers were supportive and accepting of him.
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Open and Honest Conversatiohany of the school psychologists went further
than acknowledging some of the issues with staff multicultural competencg. The
attempted to improve others’ and their own multicultural competence by having open and
honest conversations. While these conversations did not always lead directly to changes
many of the school psychologists felt that they planted seeds and opened the door for
continued conversations.

Annie, lan, and Holly spoke about their offices as being very open and allowing
teachers and other staff to come in and talk about some of their frustrations. Annie
stated:

It's kind of like a revolving door thing, my room isa.way to have verbal

diarrhea of what’'s going on in the classroom or what's going on with this kid.

Just to sit and listen and say, ‘| completely understand how you'’re feeling

or...that sounds so frustrating.” Like to validate their feelings. Not saying that

it's okay but just saying | understand that you are feeling this way.
Holly echoed a similar sentiment in talking about the teachers who come in and are
frustrated with the perceived racism of the administration or the percepfishglents
that their teachers are discriminating against them. While they do not nocmallignge
the teachers when they come in, they open the door to future conversations and the
opportunity to have more challenging conversations.

lan took a slightly different approach to creating those opportunities for further
conversations. He approached teachers in a non-threatening way, but dtilatzike a
particular issue that may have come up. He gave the example of approachritea te

that both staff and students had concerns about. lan said that he was:
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just trying not to pre-judge him based on what you've heard or what his

background might be. Just approach him the same way. Just send an

email...saying, ‘Hey, | have a few questions about students. When would be a

good time to meet?’ And just really approach him in a collegial way. | think it

turned out he was pretty much consistent with what people [we]re saying, but at

least you've established a bit of a relationship as you work together.
By approaching this teacher in an open way, the school psychologist was able to begin t
establish a relationship, which could lead to better outcomes for students in the future.

Annie and Holly felt that they are able to have more open and honest
conversations during meetings, rather than one-on-one with a teacher. Both school
psychologists provided examples of being in a meeting and making a statemeiaisthat w
shocking or surprising to others. For example, Holly advocated for a fdratlgit not
possess the knowledge base necessary to adequately advocate for theiheséd. T
parents did not know that the school could pay for a higher level of services and Holly
pointed this out during a meeting, openly acknowledging the association of nmzhey a
access to the school district’'s acquiescence of a more restrictive aridréherere
expensive level of service. Although Holly acknowledged that while this confimraat
statement may have come as a shock that it was necessary in order to maxket doov
help the student.

Camila spoke of working directly with teachers through consultation cases as a
means to having open and honest conversations.

Consultation...goes a lot with teachers and talking to them about background or

what kind of home life [the students] may [have]. The parent may be working a
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lot or the parents don't speak the language. Just the different norms that a lot of
families have and just making the teachers aware of that. They may be going
home to not a cookie cutter type of setting.
Erica also utilized a more individual style of having conversations with tesache
about concerns.
There's no hard and fast rule. | think it's more individual... When they come to a
meeting usually I can tell how my relationship with them is going to be and how
they might be as a teacher. But this is a little bit judgy [sic] of me, buel ha
noticed that some of the younger teachers are a little easier to vibrlbesause
they tend to be more willing to try different interventions and things like that. And
sometimes it's the teachers that have been in the county for a really lerthaim
| have more trouble with.
Both Camila and Erica utilized their job responsibilities to have open and honest
individual conversations with teachers about children with diverse needs.
Direct Work with Students
Assessmengeveral of the school psychologists talked about the impact of
working in a diverse school on their testing. Assessment practices westedfin
different ways for the different psychologists. For some, it was the amounpenaft
testing that they were doing. For example, Annie had previously worked in a school that
was approximately 50% African-American and 50% Hispanic. In this school, she onl
conducted three evaluations over the course of the year. However, the amount of
students in special education was relatively high in that school, thereforeofrthey

students had already been identified. This led to Annie not doing very much testing.
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However, in her current school there was a lot more diversity and many children in the
English for Speakers of Other Languages (ESOL) program. In this sdimalnbunt of
testing she was doing had changed dramatically, “I am doing a lot of bilingtiabte
And it would be really easy to say...this kid's ability is this high and their achervan
English is this low so there is a gap... and because you are asking them processing
questions in English that it is going to take them longer to process that information
because it is their second language. So yeah, of course he is LD [Leagabted). So
it's hard.”
In addition to the larger assessment caseload, Annie was frustratedyinightdr
explain the difference between a learning disability and language aicouisi
Additionally, Annie felt strongly about the English Language Lear(id.) system in
the United States.
| don't think that we have, in general in the US; | do not think that we have a good
ELL program...English Language Learning program for our kids. | donk t
that we've found something that works yet. | think that we've just become so
inundated with all these kids that don't speak English as their first language that
we're still trying to struggle...how to definenhere these certain levels that they
are in learning English and when it becomes a problem that they are not
learning..normally in comparison to other kids their own age.
This affected her directly as it led to her doing more of a certain typeesfsasent and
having to work with the teachers and students regardless of the eligibilipnwaitc
Annie, Camila, and lan all spoke about the usefulness of having set procedures

that help with bilingual testing. Both Annie and Camila worked in a district that
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conducted dual language assessments prior to the psychologist perfornnitestimg.
They both found this procedure to be very helpful. Camila was especially thankful for
the procedure as she had to conduct her own informal dual language assessments in he
previous school district. “It's nice that [my district] has the dual languagesassats
that can give us the information on individual’s language ability...In [my previous
school], I had to do that myself based on informal interviews, informal, testiraondy,
nonverbal assessments to gather information.” Instead of having an unstructuessd proc
for determining a student’s strengths and weaknesses in language, @amiad a
structured assessment that provided her with more accurate information.
The process for obtaining dual language information was slightly differetan.
In this district, a person from their dual language office came to the school to conduct
observations and informal tests. They would then make assessment recommendations.
lan mentioned that this was very helpful and that he had learned a lot participahisg |
process.
| think...through a couple of bilingual evaluations I've learned quite a bit. That
procedure is kind of new and in the past it was kind of a mess because we didn't
have really a good procedure and we didn't really have people within the‘county
who were well trained. Where they were kind of doing things really informally...
Especially now, this year and last year, the few bilingual evaluatierse#n
really helpful to know recent research and how these kinds of evaluations are

being treated.

* In this area of the country, many school distrares county-wide. Therefore, when participanteméd
“the county”, they are referring to the school syst
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This school district had recently revamped their procedure for dual langssegsment

and lan had been in the school district long enough to witness and experience the positive
effect that this had on bilingual assessments. In lan’s district theeealgerbilingual

school psychologists who were available to conduct assessments with sasdesgsied.

We have bilingual psychologists, so if they [people from the dual languagq office

recommend a psychological evaluation, there's some testing that | would do here

at school. Then the bilingual psychologist would come in to the school
and...cover the testing and then we would meet to go over the results and then
meet as a team; where the people doing the bilingual testing are there.

lan felt that he had very good access to bilingual assessment resources.

Erica had a very traditional school psychologist role and spent the majority of he
time conducting standardized assessments. She noted several techniques thaedhe ut
to conduct the most complete and accurate assessments. Erica said that she dd not ha
much, or any, trouble working with the students and getting the information she needed.
She stated that working with the parents was much more difficult. Ericdhaaghe
generally does her rating scales over the phone because if she sends theimdyome, t
often do not come back. She stated that this is not only helpful for attrition, but it also
allows the parent to ask questions if they are confused about any of the itecashasri
also done this with parents who do not speak English and an interpreter.

Camila also spoke about the availability of a wide range of standardized
assessment instruments to test speakers of other languages. She found it helggul to ha
these different instruments at her disposal. Additionally, she was able to loek at

colleagues’ old reports to see how they utilized and interpreted differenticegnit
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assessment tools to glean the most accurate information about students who speak
different languages. Camila found that using these tests had increased hedggaowle
about what was appropriate for different students.

| just try to look at a lot of nonverbal cognitive assessments for students who do

speak a second language. Anidhave been using the DAS [Differential

Abilities Scale] a lot and the Nonverbal Composite and the CTONI 1l

[Comprehensive Test of Nonverbal Intelligence-Second Edition]. | used tgsalwa

be a WISC [Wechsler Intelligence Scale for Children] girl, very &/IBut | have

actually not used it much this year. I've gotten a lot into the DAS, the CTONI II

the Wechsler Nonverbal. So it's interesting how recently | had a kid come up and

he was white and | actually gave him a WISC for some reason... | don't know
why. But | do think the WISC is a little culturally loaded.
Through the opportunity to use different cognitive tests and see how they aeslutili
with children, Camila felt that she was able to increase her multiculsgatsment
competence.

Richard did not report multicultural issues or conflicts with assessment.dHe di
not use interpreters when testing a student because his county had bilingual school
psychologists who conducted assessments in different languages. Therbfsrsghool
team decided that a student who primarily spoke another language needed tedaelasse
a bilingual school psychologist would come to his school to conduct the assessment.

Counseling/Relationships/Interventiofifie participants learned a lot about
creating relationships and counseling students from culturally and lirgiistliverse

backgrounds in their first few years working. A few of the school psychatagiged
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about the importance of relationships and figuring out how to build rapport with children
from diverse backgrounds. As previously mentioned, Holly was proud of her ability to
build rapport with students and families despite her cultural differenceshaitin tShe
felt that she had worked hard to build relationships with the students and that had “kind
of removed the racial component” as a barrier to relationship. Holly did expesene
difficulty with rapport regarding her religion. She was Jewish and did not share thi
information without students initiating the conversation, but responded to questions when
asked. Many of her students had not known a Jewish person and knew very little about
the religion. There were times when Holly felt uncomfortable becausedsrgs who
wrote swastikas on their notebooks or because of comments of disbelief from students
about her religion, but she still felt that this was not a significant barriertoreating
relationships with her students.
Richard was also racially and culturally different from many of ludesits.
Although he did have positive relationships and counseled many of them, he did not
always feel culturally competent working with some of his students.
I'll just be honest, sometimes | don’t know if I'm the right person. | mean to
some of these kids, I'm an old, nerdy, white guy, you know?... How am | going to
convince...how was | going to convince that kid to not join a gang and not cut up
in class. | don't look like him. | don't talk like him. I've never lived in [a city].
I've never lived in, you know. So...then | say, realistically, how effective can |

be?
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While Richard was able to carry out his duties as a school psychologist, he didmuest
his effectiveness in working with students from backgrounds that were so differant
his own.

Camila was culturally similar to many of her students and utilizeddHatitd
rapport and create relationships with them. “When | did do counseling it was miore wit
the Latino students. Again, in that, | just took my own experience of being Latte”
utilized her own personal experiences to help her professionally. Although this was
something that developed during her years of training (discussed furtheGrathgate
Schoolsection), it was not necessarily something that she was trained forwdsis
something that Camila developed on her own as a part of her own personal and
professional self-discovery.

Part of the importance of building rapport for the school psychologists was
understanding the students’ worldview. This is similar to understanding thes&mil
worldview. The school psychologists felt it was important to understand where the
students were coming from. This included, but was not limited to, knowing information
about their family, their country of origin, their neighborhood, and their friends. All of
this information provided the school psychologists with knowledge about some of the
pressures and stressors that the students may be facing as well anttalpaipact on
their mental health. lan acknowledged that this was not necessarilyildisfiom
assessing any student or client, as he spoke about “assessing broadlihand rea
asking...questions...and getting a really in-depth history.” However, thessogdain
things that needed to be taken into consideration when working with culturally and

linguistically diverse students as several participants described ih detai
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Richard discussed the importance of understanding a child’s neighborhood and
the experience of growing up in an area different from where they attectusal.s
Richard’s school was located in an affluent area, but many of the students eviteatt
the school were from a public housing area and did not at all come from affluemegamil
Richard recognized that the experience of walking from an area of povertyreaaof a
significant affluence was influential in some way. He stated, “a lot oAthean-
American kids come from some of the other public housing area, a lot of the lower-
income areas. So they have to walk from...[a poverty-stricken area] and some other
places, walk through this neighborhood to get to this school, so that right there is pretty
interesting to me.” While he may not have known exactly how this experienceedffe
the students, Richard did recognize that it could hold some significance inuegiatd
therefore influence his relationship with them or the effectiveness of emfgons used
with that population.

lan also talked about the importance of knowing the background and
neighborhood of the students that he worked with. He mentioned that some of the
students in his school did not actually live in the county, that they used someone else’s
address in order to attend that school instead of the inner-city schools whereetiey li
Additionally, other students lived in the county, but lived far away because theynwere i
the emotional disabilities regional program at lan’s school. This influeheed t
interventions that lan would suggest for those students. He also talked aboniziagog

the financial situation of the family and how that might influence the studeetgvior.
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You just know the student doesn't have certain resources. Or if they lose for art
class their drawing pad and it's like two dollars at Target. But you knoav it's
hardship to lose theirs—they might go the rest of the year without one.
lan stated that he has a few of these drawing pads in his office if studerdados€or
this example, in the aforementioned quote, lan was speaking specifically abodéat
who had a disability and lan acknowledged that losing things was a part stiuithe@nt’s
disability, but losing things was also a significant hardship as the family dithmettwo
dollars to spend on something like a drawing pad. This is an example of how the
intersection of socioeconomic status and disability influence this school psysitislogi
choice of intervention.

Richard also discussed the importance of knowing about the experiences that
students have faced and how that may affect their worldview. Because ofats clos
proximity to a city with a high rate of violence, Richard’s school had seveddris
who transferred from schools within that city to his school. Richard mentioned that he
feels the need to take this into consideration when he knows that students have lived in
that city.

We get kids from [a city with a high rate of violence], | always screeadafs

they've been exposed to violence. Because it's so many of them, kids that come

from [a city with a high rate of violence] have seen a shooting...in their yard....

They sit here and tell me, ‘Yeah, we were out one day and this guy pulled up and

pulled out a gun and shot this guy and he died right there.” And | was like, “Well

how far away were you?” ‘Oh, 30 yards.” ‘And this isn’'t a big deal to you?’

‘Oh, no.’ It's just.. their life.
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Additionally, there are several students in his school who have never left thdiatene
area or seen or experienced things that some people may take for grantedd Ric
provided the example of going on a field trip with some students, who are in middle
school, and they saw a deer for the first time. The students did not know what it was and
had to ask the teacher. This helped Richard realize that “obviously if I'm tatkangid,
I’m not going to use an example about walking in the woods or anything, because they
not going to be able to relate to you.” This indicated to Richard the kind of exaimgles t
he could and could not use in order to be most effective when talking to some of the
students at his school.
lan also talked about the intersection of disability and gender. He worked
primarily with an emotional disabilities regional program within the schools Thi
program had approximately 40 students, but only two females. This gender indgdality
lan to make certain accommodations for the female students. “[W]e have twe fema
students in that program out of forty students and it's a major challengenfoariael
tend to be a little more accommodating to those students.” Socioeconomic issues arose
when helping the males in the program understand the accommodations that lan would
provide for the females. He stated that:
most of our male students are really understanding of, | think, chivalry if you
want to call it. Or just kind of understanding...female students have a little more
to go through. Maybe many of them were, again kind of generalizing, many of
them have been raised by their moms or...grandparent or grandmother or aunt or
that way. So maybe they see what their guardian has to go through. That makes

them a little more sensitive maybe.
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Because of how many of the males grew up, often in female-led, single-parent
households which is correlated with low socioeconomic status, they understood the
differential treatment of the females in the program.
lan also used gender and race to influence the interventions and forms of
counseling that he utilized with his students. He talked extensively about the imsporta
of teaching the students that he works with life lessons. Many of the students that he
works with are male and/or African American. lan uses this as a way to hefvetke
students for life after high school. lan described instances where a studahts#ysy
are being targeted because of their race or they are being treately befzause they are
male. lan tried to explain the realities of the ‘real world’ to these stsde
I'm not here to disabuse them of what attitudes they have, it's just making them
more functional. What's going to help you function, not just in school, but out of
school? If...you get fired from a job or if you are having trouble at work, are you
going to go to the boss and say that you're prejudiced against me because of X, Y
or Z and storm out of there? And if so, are you going to keep that job? Or what is
a better way of dealing with your concerns?
lan wanted to help these students to be able to function outside of school. He was very
honest with the students and allowed them to be frustrated about the prejudice and racism
that they may face. However, the interventions that he chose and the way thlkeidn t
to the students about these issues was designed to help them be successfulieregpect
their cultural background.
Holly recognized the importance of understanding discrimination within groups.

For example, at her school, she stated that “Within [the] African-Amesicaient
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population, a lot of times girls are bullied because of the darkness of their skii color
Holly said that they were often bullied by African-American boys and thgththe self-
esteem issues because of it. Typically the lighter-skinned Africarriéanegirls in the
school were more popular and had more boyfriends. Holly stated that this is something
that she has to deal with when the darker-skinned girls came and talked to hér about
She also stated that she observed a similar phenomenon within Hispanic/Latina,
Caucasian, and immigrant populations. Understanding this phenomenon directly
influenced the interventions that Holly utilized.

Systemic Influences

The participants in this study also spoke about the influence of policies, politics,
and national culture on their jobs. The participants spoke about national policies, such as
No Child Left Behind (NCLB), United States culture in general, the norms ofatesst
and districts that they worked in, and the culture and climate of their schools. The school
psychologists did not operate within a vacuum; they were influenced by thingjsethat
did not feel were under their control.

National Culture/InfluenceA few of the participants spoke about the influence of
issues on a national level. One example was the influence of No Child Left Behind, the
legislation that establishes high standards for all schools and children, regafdles
background or disability. Though several of the school psychologists talked about the
pressure teachers feel to obtain particular scores on state standastizeonly one,

Camila, stated NCLB specifically as a source of stress in theabassrCamila also
noted that United States culture generally influences teachers. Shdlstatpart of our

culture in America is push children to special education for that will get a chgd Hel
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appeared that Camila believed that part of American educational cultaralelk
children instead of developing interventions to help them without sending them to special
education.

Richard also noted a national trend that had influenced him and his school.
Though his school was located in a wealthy area, years ago, many of the wedkinyss
went to private school. Therefore, the population of the school was mostly students from
lower-income areas. With the economic downturn of recent years, affluahé$anere
no longer in a financial position to send their children to private school. Therefore, the
school that Richard worked at was now more racially and socioeconomicallyedivers
Richard noted that he found it interesting that so many students of differentdaacks
interacted with each other on a regular basis, which he noted was very differehtsfrom
experience growing up.

Another national issue that one of the participants spoke of was the impact of the
national achievement gaps between African-American and Caucasian students a
between middle- to high-SES and low-SES students. Richard stated that “thesing
achievement gap is something that’'s on everyone’s mind.” This was an issue that was
talked about informally in faculty meetings and in casual conversation, but it wa
something that people in Richard’s school felt pressure to correct on a constant bas

State Culture/Influencédany of the school psychologists also talked about the
culture and policies of their state and the regional areas within thtes.st@amila had
worked both in a county in the New England region as well as the mid-Atlantic region
and she compared the culture of the two areas. “The other schools, and in [a city in the

New England region] there were more White children...although it's not as obvious, for
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it seems people here don’t see color as much as they do in [a city in the New England
region].” She mentioned feeling the difference both in her professional life and in he
personal life (discussed with more detail in Bersonal Experiencesection]. Erica also
mentioned the difference she felt in the mid-Atlantic region as opposed to the New
England region, where she grew up and attended graduate school in relation to sexual
orientation. She stated that people in New England were more open and accepting of
differences in sexual orientation. She also felt that people in the mid-Attagton

were more ignorant concerning a basic understanding of sexual orientation arid how i
develops. Richard also attended graduate school in a different area of the country. He
attended graduate school in the Southeast region of the United States, but did not mention
feeling differences in attitudes regarding diversity issues betWeetwo areas.

lan talked about some of the resources that his state had available to thesstude
that he worked with. The state had a multicultural association that workedydiveht!
Latino students. They worked with the students at school and also in the community.
The association provided them with resources and worked with their familresavia
this as an important and helpful resource that the state provided to the students at his
school.

District Culture/InfluenceThe school psychologists talked extensively about the
influence of their district on the way that both they and their schools operated. For some
of the psychologists, it had to do with fighting against the stigmas that wersatsd
with the school. As previously mentioned, the demographics of Richard’s school had
changed dramatically over the past few years. When the school had primadttyni

and lower income students, it did not have a very good reputation within the district or
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the community. As the population became more heterogeneous and the median income
of the families rose, so did the reputation of the school. Additionally, the county opened
an arts and technology magnet program at the school, which has attracted stadent
more affluent areas of the district. Richard believed that this also haitiagmfluence
on the reputation of the school within the district and the community.

Holly also talked about the poor reputation of her school within the district. She
stated that there were sometimes negative newspaper articles abohbthglsd a lack
of positive press about the school. Holly’s school was in a similar situationharBs
school in that they both were improving their reputations, but they both felt that &wa
uphill battle. Holly felt that while she understood where the reputation came she
did not feel that it was truly warranted. She stated:

| think that stems from the fact that [there was] a lot of negative publicihein t

news...And that stigma... we're fighting, we’re actively fighting it acaideity;

we’re more rigorous than a lot of schools in the county. Test score wise, our test

scores were a lot higher than a lot of schools in upper class, more White, areas.
This directly influenced the culture and climate of the school, which is distustee
following section, but was directly related to the district and the community.

lan also discussed the influence of the district and the community. While the
school is technically located in a suburban area, it has much of the diversity one would
see in an urban area. There are also many issues that the district aminthumity face
as a result of that diversity. lan states that his perception of what entauidan is very
different from the students that he sees within the district. While thesp@e very

affluent areas and students who live in large houses on large plots of land, lan also
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mentions that there are also “families [who] take public transportation to go arashd m
areas... [and] live in apartment buildings, as opposed to...single family...homes.” While
lan acknowledged some of his biases concerning what he thinks a suburban area is, he
also noted that his awareness of the community of the district and its unique needs
influenced him directly in his job.

School Climate/Culturel’he participants in this study talked extensively about
the impact that the climate and culture of their school had on them. Some of the school
psychologists talked about the culture as it related to the adults and some ltalkiethe
culture among the students. Most of them felt that diversity and multicudtarplayed
a role in the culture and climate of the school

As previously mentioned, Holly talked about the feelings of separation, or
favoritism, in her school and that these lines appeared to be drawn as a result of
background similarity. It was perceived by teachers from administraipstudents
from teachers, by students from administrators, and by her from lead tealtheas
something that she felt was very pervasive, stating that it was on “everyees®g}...it's
all around us.” She also stated specifically that it “negatively impaetaorale” among
the teachers and staff.

Annie also talked about the negative influence that the administration had at her
previous school located in the city. Despite the positive relationships that shefinad wi
her colleagues, the students, and the parents, she decided to leave her schoolfbecause o
the administration and the school culture that they had fostered.

They weren’t willing to do...any academic interventions after school. legant

to...utilize...a behavior modification system that | had created. | didn’t feel like |
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was appreciated at all. 1 did so much work and again, they were always using me

as the translator. | don't really think that they knew what my job respanegil

were all the time. | felt really taken advantage of.

While some of her frustrations with the administration impacted her directhg(beed
as a translator), much of it had to do with the school culture and Annie’s feelings that she
could create change and positively impact the whole school rather than individuals

While he remained at his school, lan also did not like the way some aspects of the
school operated. He noted the way that meetings were run was much more irffarmal t
he was used to. lan acknowledged that part of this may be because this school was not a
training environment and because of that, the level of formality was loweredoyhe
also stated that there may be multicultural factors in play as well. Idelafss that
socioeconomic status and gender played a role in this lower level of formaditygoted
that he had previously worked with women and that they were generally more formal.
Additionally, he conjectured that parental socioeconomic status played a ralséec
“maybe it's a function of knowing that lower SES parents are less able to...aomplai
or...file a complaint or...organize in some way to demand some...more responsiveness.”
He recognized that socioeconomic status, and the level of power that is positively
correlated with it, may have influenced the way that staff treated parentsnaitidd.

Richard also spoke about the disproportionality at the school level and how that
affected him in his job. At his school there was racial disproportionality in $pecia
Education, both in current numbers and referrals, and in discipline. Because of these
discrepancies, the National Association for the Advancement of Colored People

(NAACP) had filed a complaint with the Office of Civil Rights (OCR) in theited
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States Department of Education. The school had to develop an action plan to try and
reduce the disproportionality of the numbers. Additionally, someone had to be hired to
monitor the progress of the action plan. Richard worked with administration to help
review and implement the action plan. He spoke about the frustration that he and others
in the school felt about this issue. In relation to the special education dispropdstjonali
he said:
But it’s very difficult, | think, for middle school. Because we at the middle school
level...we don’t do that many initial eligibilities for special ed. We really don't.
And we’'re really good about, we're getting even better aboeally avoiding
doing any test-place type process... So kids, the grades arrive here
disproportionate... They arrive here with the special education numbers the way
they are.
Richard felt that it would be more effective if the NAACP and OCR targbted t
elementary schools. While he felt that the elementary schools were awlaieissue,
he did not feel that it was a part of his job to tell them to fix the special education
disproportionality.
Richard also spoke about the frustration of discipline disproportionality,
especially with respect to its effect on the administrators. While siegtihe numbers
in his school were clearly disproportionate, “African-Americans make up 39% of the
population, but they're 68% of the total [discipline] referrals”, he alsozeshlhe
difficulty that this caused for administrators when students were involvecmatlons.
So..imagine you're a principal and youhave a kid that comes in and...slaps

another kid and you're trying to find other ways than referrals and suspensions, so
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you say, ‘Ok, go write this down and serve a lunch detention and you have to

write an apology letter.” Well, then the parent of the kid who got slapped says,

‘Are you kidding me; my kid just got slapped and this kid’s back at school?’ And

then they usually write the office and the board, so the principal’'s constantly i

the middle of that.

Richard recognized that the principal was in a difficult position becausessiupesfrom
OCR as well as parents. This directly affected the school psychologestasiworking
with administration to ensure the success of the action plan.

There are also aspects of the school culture that were influencedydiettie
students. lan and Holly talked about the racial tensions between students. Both school
had students who were definitely gang involved and others who were suspected of being
involved in gang activity. lan talked about a situation where it was unetesgther or
not the students were gang affiliated and if the related incidents had grtgtlgia with a
gang.

Earlier in the year, we had Black kids randomly go up to some Latino kids and

start...not the tough gang-related kid or the possibly gang-related...but just a

single kid that they were able to pick out and victimize. And | think, working

back from that, there was an incident outside the school where apparently some

Latino kids had jumped an African American kid. So, this was payback. Again, |

don't know. Is it specifically gang-related, or is it a group of kids doing something

along those lines?
Having students that are gang involved has the potential to directly inflaknice

students and staff in the building. However, Holly had a problem with the way that
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students who were potentially gang involved were treated. She felt thatdhey w

unfairly targeted and harshly punished. The principal in her school had a zero-tolerance
policy for gang affiliated students and tried to have them out of the school for the
remainder of the year for one offense. Holly felt that this was discriomnbecause the

gang members were being more harshly punished than other students and those students
were more often minority students. Holly felt that other students, such as thelmnes w
drew swastikas on their notebooks and were Caucasian, may be just as dangerous and
should be subjected to the same level of punishment as gang involved students.

Holly also talked about the school culture of openness and acceptance of gay
students. She stated that among the general education population, the gay students were
popular and there was a relatively large proportion of the school population that was
openly gay. Although she stated that some offensive sexual orientation-relaied te
were used, there seemed to be greater acceptance of gay students at hérasthtwdr
schools. Holly speculated that the parents and some of the teachers had a harder tim
with it than the students did. Despite having this seemingly open environment, some
students had approached Holly to start a gay/straight alliance becauseah e ane
at the school.

Training: Graduate School and Other

The current section will include information about the participants’ formal
training, which includes graduate school and other professional learning opp@tunitie
The participants were asked about their multicultural competence develdpment
graduate school. As previously mentioned in Chapter Ill, Annie, Camila, Enita, a

Holly had gone through Masters/Specialist training. lan completed higrdbictining,
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but not his dissertation. Richard had earned a PhD and was a licensed psychologist.
They had all completed their training in a program on the east coast of AmAnaie,
Camila, lan, and Erica had attended programs in the Northeast. Hollyraprogs
located in the Mid-Atlantic region and Richard had graduated from a program in the
southeast. All of them had practiced as school psychologists for five yeanseoratehe
time of the interview, but lan had been out of school for six years, as he had taken one
year between graduate school and working at a school to work in an alternatige setti

The participants were asked about the multicultural courses that they took, the
multicultural practicum and internship experiences that they had, and the envit@mime
their program. Participants had mixed feelings about their time in geasicladol. Some
felt that it was very helpful in developing their multicultural competencéevathers felt
that it did not provide what they needed to feel multiculturally competent. Aleaof t
felt that while diversity and multiculturalism was a part of their tragrthat it was not
necessarily viewed as an integral part of their program’s trainingigara
Courses

Amount of Coursedll of the participants, except for lan, took at least one
multicultural course in graduate school. This included any course where multicsmtural
was the focus on the class. Courses where multiculturalism was integratied foaius
was not on multicultural and diversity issues, such as consultation or assessment, w
not included. However, classes such as “multicultural counseling” were idclude

Readings/Assignmentarticipants also discussed how useful they felt the
courses were. They talked about the impact of the professor, the assignedyeaading

the discussions that were generated during class time. Several didbk sc
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psychologists mentioned that they thought the readings and assignments aotinsss
were useful. Holly stated that the readings in one of her two multiculturalesonese
helpful and interesting. She also talked about some of the final products of prwécts t
she had completed for her class and how useful those projects were. Although he did not
take a specific class, lan remembered some of the assigned reading$auitoral or
diversity topics and stated that they were useful. Erica also remembgedfe sirticle
that she had read in class that she found influential. Camila mentioned feelirajedclst
about never being assigned some readings in textbooks that they had bought for their
multicultural class and being frustrated with that because she wanted t@anquer
knowledge. However, Camila also acknowledged the difficulty of gaining the most
appropriate knowledge through reading, “I think it's almost impossible to avrite
textbook on multicultural competence.” She and the other participants saw
multiculturalism and multicultural competence as dynamic (discusstxbfun

Multicultural Competence Conceptualizatisaction) and she believed that the ability to
gather knowledge through a textbook would be difficult.

Class DiscussiondVhile some of the participants talked about the readings, they
mentioned the class discussions more frequently and with more information and detail.
Annie stated that, “[diversity] was mentioned and discussed a lot” in her colses
also remembered the class discussion more than any other aspect of the cosesedand s
“I think the most useful part of the class was the class discussion.” Not onlyhsere t
discussions in Erica’s class helpful, but they generated discussions that weurld oc
outside of the class as well. Holly remembered discussing bias in standardize

assessment measures in her multicultural course. Richard talked exXyesisoee the
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discussions that were generated from his multicultural course. In additizoto a
discussing multicultural assessment, testing, and intervention issues,Kedahbut
how a lot of the studies that establish the effectiveness of interventions were ttone wi
primarily white, middle-class populations and how that doesn’t necessarillateaimso
working with other socioeconomic backgrounds”, there were many philosophical,
political, and personal discussions that arose in Richard’s multiculturakcoldes
recounted an example when his teacher, who was African-American, talked about an
incident where her son was racially profiled. Although he did not find them as helpful,
he also remembers the discussions that became political in his classd thatstiey
would sometimes talk about:
why one party wasn't doing the right thing and the other party was. Or...we
would start talking about issues that had implications in terms of policies at the
federal level and everything. And I just, | kind of, | didn’t want to go there.
While there were aspects of the discussion in the course that he did not find useful, he did
remember much of it, indicating that the discussion was influential.
Instructors.Participants also talked about their instructors and the impact that
they had on the multicultural course. Some of the school psychologists felt that thei
professors were very good and helped the students increase their multicultural
competence effectively. Others felt that their professors were nog@edyand inhibited
the development of multicultural competence. Camila felt especiallydted with the
faculty member who taught her multicultural courses. He was the only mifeanitiy
member at her school and he was Hispanic. According to Camila, he also “had menta

health issues, very obvious ones.” She stated that he did not follow through with
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assignments and readings and that she felt that she “missed out on the malticultur
classes” because of the instructor’s difficulties. Erica also did not speaikg@ygsof her
professor who taught the multicultural class. She stated that the classiglatsy the
“token African American on the staff” and that he made assumptions about the students
in the class that she did not feel were accurate. She stated that some peoplass the ¢
became upset or uncomfortable “because the professor was the only African Anmerica
the room | remember that he sometimes made generalizations about us and our
experiences.” Although Erica did not feel that this was a positive experiegeaerated
additional conversations outside of the class and it is an experience that sheesnem

Other school psychologists spoke favorably about the professor who taught their
multicultural course or courses. Holly said that she thought the professor whohteught
education-related course on cultural competency “was good, she wagjoeally She
found the professor and what she chose for the curriculum useful. The professor was
Asian and while Holly did not remember specifics about her, she did remember that the
professor was effective. Richard also spoke positively about his multi¢abunse
professor in graduate school. As previously mentioned, his professor was an African-
American female who facilitated discussions and shared personal expstilkeacwere
impactful for Richard.
Environment

The environment of the graduate school program also influenced the development
of the school psychologists’ multicultural competence. They spoke about the digérsity
their cohort and faculty, the research interests of the faculty, and the “operfrteéss

faculty and the other students to talk about diversity issues and have professional
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multicultural experiences. These aspects of their graduate progransflailsnced their
multicultural competence development.

Faculty.Most of the participants mentioned a dearth of faculty racial
heterogeneity in their programs. Annie, lan, Holly, and Richard only hach€ianc
faculty on their staff. For Holly and Richard the professors that had ttheght
multicultural courses were not a part of their core school psychologyyfactdtmila’s
graduate program had one Hispanic faculty member and the others were &aucasi
Erica appeared to have the most racially diverse faculty and stated thatéhprogram
faculty consisted of “an Asian man, an Asian woman, and an African Americarandn
“five or six Caucasians.” Some of the participants also had faculty membenseve
openly gay. Annie and Erica both had one Caucasian male faculty member whywas ga
None of the participants noted religious diversity within their faculty. ikhd&d
mentioned, the faculty all appeared Christian as they celebrated Christimare was
gender diversity as most participants mentioned both men and women as mentieers of t
faculty.

Cohort. The cohorts of most of the participants’ programs also lacked diversity.
Camila mentioned some racial/ethnic diversity, but stated that most of themprogra
consisted of Caucasian women. There was also one male in her cohort. ththatate
there was “not very much diversity, mostly Caucasian and Asian” and very fies.ma
He also noted that most of his cohort had attended private four-year colleges, which
indicated to him that they were socioeconomically primarily middle to uppdaiteni
class. Erica stated that there were only Caucasian students in her cohgithad bae

African-American student who dropped out. Out of three males who started thexprogra
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only one completed it. The diversity in Holly’s cohort was similar and shedsthat

they had all “white females.” Similar to Erica, two males started thgram with the

cohort and one dropped out so only one completed it with them. Richard stated that most
of his cohort was Caucasian and he was the only male. There were two African-
American women in his cohort.

Annie spoke favorably of the diversity in her cohort. She stated:

There were a lot of Orthodox Jewish [sic] and then we had a pretty high rate of

Latino or Hispanic... In my cohort of maybe 30 people there were only black

women and they were older, actually. The rest of us were white. But it was, for

such a small group, it waspretty eclectic.
She felt that having such a diverse cohort fostered a positive environmeniotatal
people to express a multitude of different opinions and perspectives.

Feelings of “Openness’Despite the dearth of faculty and cohort diversity, most
of the participants felt that their program had an open and inviting environmentussdisc
diversity issues. Many of the participants’ faculty members incorporatetsity issues
into their research. Annie mentioned that “all of our professors were involved one way o
another in multicultural research.” Erica and Holly talked about the inditliat they
took to work on research projects with faculty that had a multicultural focusa’€ri
professor researched nutrition in inner-city schools and Holly assistpddfessor, who
was bilingual, in her work at a community center in an urban, low-income, and cuylturall
and linguistically diverse area. Although both participants felt that thesepwsitive
learning experiences, they were not a requirement. These were projettisytsught

on their own.
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Annie mentioned this as well as stating that while there was much multdultur
research available, she could not be involved because she worked full-time in addition t
attending graduate school. She felt that she could not work on a multiculturatiesear
project with one of her professors if she “wanted to keep [her] sanity.” kadlynstated
that none of his professors were involved in multicultural research, but later mdntione
that one professor was involved in research that involved looking cross-culttirally a
academics and cognition in the United States and China. Though he was not directly
involved with this research project, lan remembered this professor bringing piojibet
in class in discussing what may be “a more universal learning process anidnngft
be more cultural-based and why might it be more cultural.” He found this to be a helpful
addition to class discussion. Richard stated that none of his professors wekg direc
involved with multicultural research.

The participants generally stated that they felt comfortable disxudiversity
issues in their classes and with members of their cohort. Richard spoke abatt this
length. When he talked about a political discussion that came up in his multicultural
class, he mentioned that “[other members of the class] would get regdiyvaith me.

But we could debate it, disagree with each other, and then go have lunch. So it was very
open; there was [sic] no hostile feelings.” He felt that the faculty menhie¢ped

facilitate that environment of openness. Holly mentioned that prior to her internship

year, the multicultural conversations generally focused on sexual orientgtien than

race. However, when she and her cohort members were in their internship class,
conversations regarding race were brought up more frequently. Eticarfdébrtable

talking about multicultural issues with her cohort and mentioned, also, that sexual
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orientation topics were brought up more frequently. She did state that sometiass it
more comfortable to discuss particular issues outside of the classroom witinesbfs
her cohort members rather than in front of the entire cohort and her professors.
Annie spoke favorably about her environment. She considered her cohort diverse
and appreciated her colleagues’ openness to provide their diverse perspécties.
felt that she learned a great deal from her cohort members in relation stdisad
multiculturalism. Camila also felt that her graduate program helped tostapen
environment by recruiting and retaining diverse students. Although she fdiethat
cohort lacked diversity, she did mention that she and other minority students that she
knew had received full scholarships, which was rare for her Master’s level progra
| wound up getting a full ride to [my graduate school]. They usually don’t do that
with Master’s programs and as | started asking my friends of other backgrobunds
learned that they too had full rides as well. So | thought...I got in because | was
brown; and [my graduate school] really promoted it.
This served as a motivator to both attend her school and complete her progrartt. lan fe
that diversity was something that was not given attention in his graduatarprojrwas
not something that was discussed outside of class and neither faculty nor cohlogrsnem
expressed interest in pursuing multicultural issues. Although lan feels tivaslgven
the foundations of multicultural competence, he did not feel that his graduate school was
a place that was open to multicultural discussions.
Practicum/Internship
All of the participants talked about some of their multicultural graduate

experiences in their practicum and internships. All of them worked with diverse student
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populations at their practicum and internship sites. They all noted that thesermcgxeri
were especially helpful in the development of their multicultural skills. t#addilly, in

an indirect way, their experiences increased their awareness and knolbyesgosing
them to things that they did not learn in their graduate courses.

Practicum.Most of the participants worked on practicum sites that had diverse
student populations. Holly worked in an area where the families primarily had low
socioeconomic status and many spoke Spanish. This introduced Holly to a variety of
experiences, including “interpreters and translating documents”, which she found to be
helpful in increasing her multicultural skills. Richard also had diverseiquact
experiences. During his first year practicum, he worked at an inndmigityschool that
was predominantly low socioeconomic status and African-American. Rishegdond
year practicum was in a school that was rural and also low socioeconomic stadtes. T
were an approximate equal number of Caucasian students, African-Améudents,
and Hispanic students. He also had a practicum in a clinic that accepted psus@cde
and Medicaid. Many clients were low-income and/or racial minorities. Xpssed
Richard to the influences of diversity issues in a clinical setting and heilpetd
understand what some of the families in the school where he worked may be going
through when dealing with outside agencies.

lan also had practicum experiences that were not in a traditional schimgj. sett
His assessment practicum was through a center at his University. éteththis two
clients were “a pretty impoverished minority family and then a prettytineavhite
family,” which provided him with two very different experiences. This helped him

understand what he might need to consider and how he might vary his approach for
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“both...assessments and interventions.” lan also had a practicum experience in a
hospital, where he encountered not only diverse clients, but also diverse staffhérhe ot
students that worked there “were quite diverse and we would really sit and desess ¢
The conversation was really, really focused on not rushing to interventions” and taking
into consideration the client and family’s background. This was helpful in lanrigar
about a student’s and family’s worldview and consequently tailoring interventdhats
they were the most effective for that particular family and student. Addl§iphacause
it was a hospital, there was a large turnover of clients, which allowed lan aotthé¢he
staff to be exposed to a multitude of different students, families, backgrounds, and
presenting issues. This provided a great breadth of diverse experierare for |

Annie also had a practicum experience where the staff was impactful for he
multicultural competence. Her supervisor at the practicum site was Jewish, velped
increase Annie’s awareness and knowledge. Additionally, this practiasnat a
preschool for children with disabilities, which allowed her to be exposed to a number of
different levels of ability. This was a form of diversity as well and thasghool
psychologists frequently work with children with disabilities, this allowadie to
increase her awareness and knowledge of a multitude of disabilities and howeset pr
at a young age.

Camila had practicum experiences that she found to be very impactful for her
overall multicultural competence. Her practicum experience was in andityschool
with a low socioeconomic status and primarily Latino population. Her supervisor was a
bilingual school psychologist. Although she loved her experience there, Camila was not

happy with her placement at first. She wanted to be in a wealthier, more subedan ar
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with children who primarily spoke English and were Caucasian. At that timetghe “s
had no idea of what being multicultural was.” However, that experience provided he
with a large amount of self-awareness and a desire to utilize her abilitgak Spanish
to better serve Latino children and their families. Camila talked about thespiafce
recognizing herself as Latina, the importance of this realization, and homositee
utilize her bilingual skills professionally.
It's a process. | had to give a portfolio presentation for the end of my second
year, and it was basically on that process. | had the professors crying, asd it wa
sort of an “aha” moment. | brought in my portfolio, every paper was great, but |
spoke from my heart. | said, ‘let me tell you what | learned these last few
years'...it was a monumental experience.
Although it was not just her practicum experience that aided this self-discaweag a
large part of why and how Camila came to her realization. Her practicumesnqeewas
hugely influential in developing Camila’s multicultural competence.
Erica was the only participant in the study who did not believe that she had much
diversity experience in her practicum. Her practicum site was in a subschaol
where “[tlhere wasn't a lot of diversity.” In that state, some children wkd in urban
areas were bussed to the suburban school where she worked, but Erica did not have very
much contact with these students. She stated that she counseled a girl who veals adopt
for Russia, which provided some important diversity exposure. Although she did not
encounter a lot of diversity in her practicum experience, Erica felthlatas able to

increase her multicultural awareness and knowledge.
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Internship.The participants’ internship experiences also greatly influenced their
multicultural competence. Similar to the practicum experiences, almao$ttiaé school
psychologists completed their internships in settings where they workediverse
populations. Only Annie and Camila did not define their internship sites as diverse. At
Annie’s graduate school, the students had to do their internships in private schools.
Therefore, her internship was in a private, Catholic, all-girls high school.e\tfigite
were some students who attended the school who were not Catholic, most of the students
were Christian, mid- to high- socioeconomic status, female, and Caucasia

Camila also felt that her internship site was not diverse. After working in-inne
city schools with a bilingual school psychologist, she chose to work in an areathdere
families were primarily high socioeconomic status and Caucasian. Whitevihe
religious diversity in this area, many of the families were Jewish, @ahallnot feel that
this directly influenced her in her work. While Camila did not feel that ths adiverse
setting, it indirectly influenced her multicultural competence developmerginforcing
what she had previously felt during her practicum. She realized that she did nai want t
work with this population; she felt that she needed to work with a population where she
could utilize her bilingual skills.

While Camila and Annie did not feel that their internship sites were divaese, t
remainder of the participants felt that their internships afforded them thet@mpoto
work with diverse populations. During his internship, Richard worked in a high school
that was primarily African-American and Latino and very low socioeconotaicss
Additionally, the school was an alternative school; therefore the students had many

behavioral difficulties. According to Richard, the school “was located in theqts.
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And when | say in the projects, | don’t mean near the projects; | don’'t mean a block
away...it was in the middle of the projects.” The experiences that he had there we
helpful in increasing his awareness and skills. He became more aware of shee of
everyday issues that the students at this school faced, such as gangs. Thishadtar
significant impact on his thoughts about the appropriateness of the interventiomsréhat
utilized for these students. For example, he provided a detailed description of an ange
management group that he facilitated in this school and the inability to acidiefty f
for the program that he implemented. He stated:
By the third or fourth section you should be moving into the actual skills that are
used in anger management. We were still talking about why it was valuable to
even learn to be able to control your anger, because they didn’t see that it was
valuable.
The students explained to him that they knew that they could control their anger if they
chose to, but they did not feel that it was helpful to them because, “you can't just walk
away...because... if you act all crazy when you get all angry, peoplaayilagvay from
you because they think, ‘Well don’t mess with them. They're crazy, they'll gb off
This was something that greatly increased Richard’s skills and awarene
Holly worked in a variety of internship settings. She worked at an elempentar
school and high school that had a lot of families living in poverty and the students were
primarily Caucasian. She also worked at a program for students with emotional
disabilities within a middle school. This was a regional program and had students from
different parts of the district. Holly reported learning a lot about the praltleat were

associated with poverty. She encountered families who struggled with mars/shoig
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as, “not having food, not having electricity, more drugs, more alcohol, parents that didn’
have jobs or didn’t have transportation.” She also noted differences in the staff between
the schools. “The teachers seemed to be under a lot more stress in the schoate that we
more poverty level and the kids seemed to have more severe problems.” Working at a
high school that was also low socioeconomic status, but with a primarily Caucasia
population also allowed her the opportunity to make comparisons between that school
and the school she was currently working at. When asked if she saw differenanbetw
the students at her internship high school and her current high school, she responded,
“Not really. It...really just looking at the school and seeing like a bunch of Whigs fac
versus a mixture of faces.” She noted that there was gang activity at both stlegols, t
were just different gangs. Additionally, there were drugs at both schootbebype of
drugs seemed to differ. While Holly was not able to make these comparisons during her
internship year, because of the opportunity she had to work at a diverse school she was
able to enhance her knowledge and awareness after the internship had been completed.
Moreover, Holly increased her multicultural skills in working with students in ppvert
She also had the opportunity to compare the school with families in poverty and more
affluent families. This is where she first recognized the importan@soitirces and the
ability to advocate for one’s children. Without this experience, this area of her
multicultural competence may have developed differently or at a slower rate

lan had a nontraditional internship experience.

| split my internships at two locations. | worked at a hospital-based outpatient,

kind of an urban hospital. So that was really dealing with impoverished families

and again some of them who had a lot of resources at home and some who were
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just really struggling economically, personally and every way...[T]he other
internship experience was at a residential treatment center, whiclyamagjaite
a mix of families. We had some...who ranged from barely middle-class to some
pretty impoverished as well. And also...you really see kids interacting because
they're together all day.... | was with the school program in the residentiagse
He stated that at the hospital he was exposed to much of what Holly had also
encountered. He regularly interacted with families who had to deal with éudelof
problems, such as crime in their area, difficulty with providing for their childigassc
needs, and the struggle of trying to keep their children safe and uninvolved in dangerous
activities while living in a high-crime area. The hospital also affordadHhe
opportunity to understand the impact of family members’ mental health issues on the
children. lan felt that the residential setting helped him hone his clikidal SPart of
this was taking all aspects of diversity into account when considering a &udent
presenting problems. Working in these two settings, especially at the hadpaalave
him the opportunity to observe the different approaches of different practitioners. He
worked with another intern who was from the same community that they were working in
and watching her approach with families and processing with her helped lan to conside
how his background and his approaches was influenced by his culture. This increased his
self-awareness and his awareness of others’ culture. It also intheaseulticultural
skills and knowledge.
Erica completed her internship in the same district where she cunneritgd;
therefore she had difficulty remembering which of her experiences veenehter

internship year and which were from when was officially hired as a schamiigdegist.
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She did recall one instance that she remembered as occurring during hehipigras

During a meeting she was confronted by an African-American teacherosbsea her

of not being able to understand a student because she was Caucasian. While this was an

uncomfortable situation for Erica, it did get her to think more about what she did

understand. She began to wonder if she was truly able to understand this student. She

stated:
| think that | didn't necessarily...disagree with it. It made me uncomfortable

because it was like such an awkward comment, but...it sort of made me think.

Well | guess, in a way it kind of took me down a level...maybe | can't understand

or maybe | shouldn’t expect to understand.
In that way, her internship helped increase her multicultural knowledge. Because he
internship experiences were also similar to her early work experiehcas,be assumed
that her internship also helped increase her multicultural skills and knowleegsl a
Impact of Graduate School vs. Impact of Experience

There was general agreement among most of the participants that gsathaaie
helped provide the foundation for the school psychologists’ multicultural competence.
They felt that in graduate school they gained important knowledge and infamnriait
that this was different from the knowledge, awareness, and skills that thégpdele
when they began working. The exception to this general rule was practicum and
internship. Participants also felt that they were able to develop awaredesdlbs in

their internship training, but it increased exponentially during their work iexoer.

Training vs. Experiencé&everal of the participants spoke about the best way for them to

develop multicultural competence. The school psychologists felt that it was the
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experiences, as opposed to their graduate training, that contributed to their tacddicul
competence. When asked what helped develop her multicultural competence, Erica
stated, “I don't think it was through my training per se. | think it is through my
experiences and just life experiences in general.” Camila echomdar sientiment, “I
learned more during my practicum than my actual coursework.” Annie alsoIsichk"
| learn by experience.” lan felt that graduate school was helpfuldonaiticultural
competence, but working intensified that development.
It's a different type of mentality, and so you have to understand your prejudices
and biases toward a population like that, and coming back and dealing with more
urban, minority, poor kind of big city type issues. So | had done that in grad
school...but...probably experiencing it more intensively here [at the high school].
Richard mentioned that simply working in a place that had a lot of diversity had
increased his multicultural competence. “l would say that working in the pehbols
has probably increased exposure to those [diverse] populations, and therefore by
necessity forced me to be more sensitive to cultural differences; whicim inasir
probably improved my cultural competence.” Richard compared this to private @ractic
where he would not have been exposed to as many diverse clients and therefore he felt
that his cultural competence may not have developed as much. This indicated that
Richard saw exposure and experience as an important contribution to his nowdticult
competence. It seems clear that while graduate school courses were infpottant
foundation of the school psychologists’ multicultural competence, the partipeltve
that having experiences with different populations was absolutely vital.

Additional Professional Learning Experiences
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The patrticipants also discussed additional professional learning opportunities tha
they had experienced in their early career. They talked about attendingencateand
workshops and participating in professional development opportunities within their
schools and districts. The school psychologists felt that while some of thesiercge
were helpful in developing their multicultural competence, the majority nare
beneficial.

Many of the school psychologists had other professional multicultural learning
opportunities besides the experience of working at their jobs and graduate school
training. Some of these opportunities were helpful, while others were not. Itegppea
that the participants would welcome professional development opportunities iélhey
that they helped challenge them, teach them something new, and therefore theiease
multicultural competence.

ConferenceOnly one school psychologist, Annie talked about attending
conferences as a means to increase her multicultural competence. She stated:

| went to NASP and | learned something. You know the Hispanic parents come in

and trust us and are usually very engaged in their child's education—usually. But

then when you sit a Hispanic parent down and you have to tell them that there is
possibly a learning disability or something else going on with them, then they
kind of start losing trust in the school system and that we as a school are doing
everything that we can, which also might in turn decrease their engageamen
school.

This was something that Annie learned from a conference that she rfetisad her

multicultural knowledge and awareness. There was some information thatisia ha
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previously learned, but had encountered in her work. This conference presentation
helped her understand where some of the parents that she had worked with were coming
from when working with her and others in the school. Richard was the only other school
psychologist who mentioned conferences. Because Richard is licenseddiérisorto
take a course on a multicultural topic, but he stated that he has not yet taken one of these
courses.

Professional Development At Wo8everal of the school psychologists talked
about professional development opportunities within their schools and districts. lan
stated that there was a multicultural committee of school psychologists gdmizad
professional development and trainings for the psychologists in the distriaty Ficay
there was a different professional development opportunity within the distddaa
stated that the focus was on a multicultural issue approximately once per naonfélt |
that this was a helpful structure, but he was often unable to attend because he wias busy a
his school. There was also a meeting that all of the school psychologists irtribe dis
were required to attend once a month. These meetings often had a more adivénistr
focus, but sometimes included some professional development that sometimes included
multicultural topics. lan did not remember any of these trainings sgalyifand did not
mention any of them being helpful. lan did note that having informal conversatidns wit
other, more experienced, school psychologists was helpful. He stated thatssniteti
felt uncomfortable or awkward to approach someone informally to ask a question that he
felt he should know the answer to. lan felt that it might be helpful for the school
psychology leadership to help facilitate those types of conversations by intioigpora

them into professional development opportunities.
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Holly briefly mentioned having attended some cultural competency trainings in
her district. She has found that some are helpful, while others were not. She
acknowledged that the multicultural trainings in her county were improving in both
guality and quantity. Camila echoed a similar sentiment. She talked about having
attended a training on culturally competent approaches when dealing withelmeesd.
She spoke negatively about the materials that they used in the training:

One of the handouts... [it was] a NASP handout from 2003—which it isn't too

far, but it is so dated. They even said, we are so sorry that some of this stuff—

please don't throw it away—they are in the process of revising it. But hogamfr

Americans deal with bereavement, Hispanics deal with bereavement, Kgexica

but all these things in there and there is this African American woman in there

saying, ‘nah this isn't true.’
She felt that the materials generalized information about each cultureitboamd that
there should have been more emphasis on the importance of not assuming that this
information applied to everyone who belonged to that culture. While Camila reedgni
the challenge of creating trainings for this information, she did notHfatittwas helpful
to present information that was not current.

Richard did not report attending any cultural competency trainings at thetdis
level, but he had attended one at his school. He did not find it to be helpful at all. He
stated:

| think the reason | found it boring is because it was targeted at a skill letvkel tha

think was...| hate saying below me, because that sounds so elitist, but it was

153



really targeted towards people who had probably had no prior coursework, or had
never engaged in any discussion about these issues.
Richard felt that because he had already taken courses on this topic with peoplere
experts in the field that he had gained more knowledge than this training could offer. He
felt that the training was not intellectually challenging and theeeda not feel helpful

to him.

Personal Experiences

Participants were also asked about their personal lives and how they may have
contributed to their multicultural competence. Additionally, while talking atioeit
professional experiences, many of the school psychologists mentioned something
personal. They all felt that their personal experiences and charsgtaermmtributed to
their multicultural competence in some way. Some of the things that influenced them
were things that they had some control over, such as traveling and exposingvé®mse
to different cultures. Other things could not be changed, such as their race oth&liere
grew up. It was clear that personal issues significantly influenced thel scho
psychologists’ multicultural competence.
Background/Exposure

Several of the participants talked about where they had grown up and how that
may have influenced their worldview. Camila talked about being from a suburb in the
northeast and having very little diversity in her town. Most of her friends were

Caucasian. Her family was one of few minority families in the area. She thatteshe
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felt more comfortable growing up ‘colorblind.” “I personally, because wgrp

colorblind, it's more comfortable. And | don't know if that's good or bad, but I just know
that | grew up comfortable.” She felt that she did not see color and was torn about
whether or not that was a positive thing. It took her until graduate school to really
understand and embrace the fact that she was Latina, Peruvian, and could spelak Spanis
fluently. It took her until she was an adult to realize that this was somethicgdde

and should be proud of. She recognized that she was more aware of and comfortable
being around people of different cultures. She talked about the diversity of the mid-
Atlantic region where she lived as opposed to the area in the Northeast th#t\she fe
less diverse. “I like that here [in the mid-Atlantic region]...there's blaeketh white,
there's brown, purple, there's everything! There's everything here and thetjdy
Because of the way that she had grown up and her self-discovery in graduate school,
Camila now embraced herself and others of different cultures. She felt that this
contributed significantly to her multicultural competence.

Holly grew up in an area where most people were like her. They wereiprimar
Caucasian, upper-middle class, and Jewish. However, Holly did not embrace this. She
stated that she felt different from many of the people that she grew up withdamat di
want the same things that they wanted. Holly knew that this is something thatshe ha
always felt, but was unsure why she was this way. While she speculated theteimes
may have influenced her (her mother is a social worker), Holly felt thaniataexplain
all of it as she and her sister were quite different. Therefore, Hollgkgbaund

influenced her multicultural competence, but she was unsure of how or why.
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Richard also grew up in an area where the majority of the people werentike hi
They were primarily Caucasian, working or middle class, and Christian. ‘éowee did
have interactions and friendships with people who were different. “| went to a high
school where.it was 94% white, 95% white, and | was friends with like, the 3 black kids
that went to the school. And...they used to always tell me a little bit.” He did try to
expose himself to people who were different and learn from them and their experience
However, as previously mentioned in tBeaduate Schoddection, Richard did
acknowledge that it was sometimes difficult to understand some of the studéehts tha
has worked with because of his background. His lack of exposure to people who were
different may have stifled his knowledge, but he became acutely aware of how his
background may have contributed to his difficulty relating to some of his students now.
In other words, Richard understands how his worldview may have influenced his
professional multicultural growth.

Erica noted that she grew up in a middle class area, but was different from the
people that she grew up with. There were times when she felt frustrateddetshe
assumptions that people made about because of her upbringing.

I'm from the suburban, primarily white area and one of the people | was working

with was more inner-city and made a generalization about how | was a daddy's

girl...and | was like, | grew up with a single mom...I'm not a daddy's girl.
She noted that there had been several times when assumptions were made about her and
this taught her to reserve judgment about others. As previously mentioned, Etltat fe
multicultural competence should be more individualized and her prior experiences of

being judged may have had an influence on her feeling this way.
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Annie and lan also grew up in suburban, primarily Caucasian and middle-class
areas. Similar to Richard, lan noted that this may have influenced his warlaivie
therefore, his professional decision making. As previously mentioned @r#ueiate
Schoolsection, he noticed professional differences between himself and others who had
grown up in different areas. lan also talked about his experience growinghep i
United States after having immigrated when he was one-year-old. He msmbgrat his
experience of having one culture at home and a very different culture at scipeal hel
him to understand what some of his students go through. He believed that this helped
him with all students, not only the ones whose parents are from different courans. |
experience helped increase his multicultural awareness, especialief otorldview.
Desire to Work in Diverse Setting

Some of the participants spoke about their personal desire to work in diverse
settings. Annie spoke about the desire to work in a place that pushed her out of her own
personal comfort zone.

| was excited to work in an urban area. | was really excited, becauséofug

time | lived in my own bubble and | knew that | needed to...get out of my

bubble..and be more aware. | just wanted to help and | really, really wanted to

help, and | wanted to...be needed.
She felt that she needed to work in this type of setting in order to grow professia@nally, t
increase her multicultural competence by increasing her own comfdrivigaliversity.

Holly was also eager to work in a diverse setting.

| really like it here...I've always been kind of geared towards workirig s

who come from challenging backgrounds and challenging behavior problems. |

157



like working with...a lower socioeconomic status school. | requested to work in a
challenging environment.
Richard felt similarly. He wanted to push himself out of his comfort zone and wdrk wit
diverse populations.
| was raised...from a middle upper SES white household, in a white area. Most of
my friends were white growing up. | went to a primarily white private gelle
always did outreach into lower SES areas, and worked in camps and kind
of...always had an interest in working with challenging populations.
Holly and Richard both recognized that there were challenges assocititadowvking in
a low socioeconomic status environment and it was something that they were drawn to.
Camila also expressed a desire to work in a diverse setting, albeit ftarardif
reason than the other school psychologists. She felt the need to utilize her bilingual
ability and help others through her linguistic skills. She also wanted to work in a place
where she could relate to and understand the challenges that they were facing. She
understood that all students in every setting encountered issues that they needed help
with, but she wanted to feel like she was truly helping someone in need. She talked about
her experience interning in a wealthy district.
| felt like | wasn’t making a difference, for the kids who would get upset over
things like not getting to go to their ski-house for the weekend. That didn’t fulfill
me; | didn’t feel like | was helping, | would rather have challenges.
Her personal feelings that she was being underutilized contributed to her desetk to s
out a different work setting.

Personal Relationships
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All of the participants talked about different relationships that they have had and
their influence on their multicultural competence. This is directly in lile what the
school psychologists talked about in relation to multicultural competence &hslcns
theMulticultural Competence Conceptualizatisection). Most of them mentioned the
importance of relationships and their impact on understanding others. Just as having
professional relationships with staff, students, and parents was important ticutuuhl
competence development, so too were personal relationships with family, friends, and
significant others.

As previously mentioned, Holly felt that her mother, a social worker, may have
influenced her desire to work in a low socioeconomic environment with students and
families who are different from her own. Annie also felt that her motheraastil
important values in her. She stated that, “my mother really, really did a good job of
making me aware of not having biases toward certain groups.” She spoke specifically
about the perceptions people had about people who are deaf. Annie’s maternal
grandparents are deaf and her mother spoke to her about the assumptions that people
made about deaf people and to question those assumptions. Annie felt that this message
translated to different populations as well.

Camila spoke about her parents in a different way. She stated that her parents
appeared to want to assimilate into the culture of the United States and thistte@uter
less of an emphasis on her culture and her heritage.

My family was very into the melting pot. Like we are here; we need to ides®m

So it's hard, it's hard to find a balance of coming to the US and being just
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malleable and just forming yourself into an American. But what is an American?
We don't know.
This led Camila to feeling more comfortable being ‘colorblind’ and not allowingelfer
to see color, including her own. However, her parents also sent her to Peru for several
summers to be with her Peruvian family and stay connected with that part of n@fa Ca
said that she really enjoyed being in Peru and going there to be with family, lsatshe
it as separate from her life in the United States of America.
lan spoke about the influence of family in a different context. Instead of sgeaki
about his family when he was young, he spoke about the experience of growing up,
becoming an adult, and starting his own family. This helped him to understand some of
the stressors that the families that he worked with might go through.
You run a lot of things through your head each time your circumstances change.
Starts out just being an adult and having a job and responsibilities and
then...being a parent; especially when you're working with families yownget a
understanding of...the kinds of stresses involved in a way that you didn't know
before and you had—that changes your understanding of what...an impoverished
family or single-parent family might have to go through.
lan was the only participant who had children and he was able to offer a peespecti
about becoming a parent that the other participants did not yet have.
Many of the participants spoke about the impact of having romantic relationships
with people who were different from them in some way. Camila’s fiancé was§lanc
Erica’s husband was Jewish, Holly’s boyfriend was Christian, and Richard tead da

women of different races. They all stated that there were things that ainegddrom
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these relationships that related to their multicultural competence. Gastidad that

when she was in New England, she felt that more people looked inquisitively at her and
her fiancé. She felt that their relationship was less accepted in thétamea the mid-
Atlantic region where she currently lived. She also mentioned some apprehension
surrounding their families meeting for the first time. She stated th&indy was much
bigger, louder and more outgoing than his family and she was worried that they would
not get along or like each other. She was relieved when her feelings wewaeded and
they did get along. This taught her to not make assumptions about different cultures a
the differences between cultures. Although there were differences, it did auotnad

there were not also similarities and the ability to get along.

Holly also talked about the intersection of her relationships and her fanhiéy. S
said that she had to deal with their expectations and their disappointment about her
romantic choices. She stated that while she has to deal with these feelisge thlso
feels that she needs to make her own decisions and be comfortable with them. This has
impacted Holly’s multicultural competence in that she has a better understahdormge
of the challenges that students or families face when they do something tHatrentif
from their culture’s norm.

Holly also stated that she has learned a lot of information about Christianity and
its traditions. Erica has learned similar information, being married taiahlperson.

Both school psychologists have gained knowledge from these personal relationships

Many of the participants spoke about their friendships and how they learned
valuable information from conversations or experiences that they would not have had on

their own. Annie spoke about constantly asking questions of friends from different
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cultures. She said that asking the questions had a positive effect on her refaionshi
She stated:
because | asked questions instead of assuming | knew what was happening, |
think it made us closer and made them realize that she just really wanted to know
so that she could be more responsible or be more respectful or whatever. And so |
think asking questions and just letting them know that I'm curious and | want to
know about their culture and about how it worksist opens the line of
communication even more.
This has transferred into Annie’s professional life as well. This has helpéal lecome
more knowledgeable about the cultures she does come into contact with. Additionally, it
made her more confident to ask questions when she needed more information.
Annie spoke of having friends who were gay, Jewish, and several different races
She lived with and among people in college who were of many different races. This has
afforded her the opportunity to ask many questions. This is something that Ansie take
advantage of as she stated that she is “very nosy about different cultures.” iSrezlbel
that this was not only helpful to her, but also helped Annie and her friends to become
closer. Professionally, this has helped Annie in her work with both the students and
families.
As previously mentioned, Holly was not friends with the people in school when
she was growing up who were more similar to her culturally. Instead sheamgd m
friends from diverse backgrounds growing up. “In middle school, my dad used to call
my friends the United Nations because everyone was...a different cultwegudt not

been attracted to people that...were stereotypically brought up like me.” Asmshe
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growing up, Holly voluntarily exposed herself to many people who were ehfférom
her and this helped to increase her multicultural competence in her adult life.

While Richard was friends with the few African-American students wat to
his high school, it was college where he was really exposed to a lot of people weho wer
different from him. He played football in college and “70% of the team was...black
guys,” many of whom were from urban areas. While he did not have a lot in common
with them in relation to background, he found that he got along very well with his
African-American teammates. In fact, he stated that he felt that hizea#sd better by
his African-American teammates as opposed to his Caucasian teammatakaof s
backgrounds. This exposure and the recognition of this differential treatmeahwa
interesting observation and something that Richard felt contributed to his ntufatul
competence.

Multicultural Competence Conceptualization

NASP Definition

The participants were all asked to comment on a NASP definition of cultural
competence. Although APA and other salient organizations have a definition of cultural
competence, it was necessary to ask the school psychologists a NASP version. As
previously mentioned in Chapter I, the guidelines and conceptualizations of
multicultural competence from other organizations are not sufficient for school
psychologists. While there are overlapping responsibilities and duties hetofeml
psychologists and school counselors and other psychologists, school psychologists need a

definition of multicultural competence that is unique to their specific job gxieeri
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Agreement or Disagreemedifter being asked about their early career
multicultural experiences, the participants were all read a Natiosalchdion of School
Psychologists (NASP) definition of cultural competency, which was orlgiteken
from Davis 1997. The definition is:

“Operationally defined, cultural competence is the integration and traregform

of knowledge about individuals and groups of people into specific standards,

policies, practices, and attitudes used in appropriate cultural settingssasacr

the quality of services; thereby producing better outcomes.” (NASP, 2003)
The participants were asked whether they agreed with the definition and, if ndahdyow
conceptualized multicultural competence. Five of the six school psycholagyisesla
with the definition. Only Erica did not agree with the definition. Her interpoetaif
the definition was, “let's put people in a box so that we can say, in general hibng \ge
would treat this population of people and that's how we are going to get the better
outcome. Which is, | understand sort of the whole, on a bigger level as a school
psychologist anyways.” Erica’s feedback to the interviewer washbatdfinition
encouraged school psychologists to stereotype and label people.

Critique of NASP definitiorAlthough the majority of the participants agreed with
the NASP definition, several of them wanted to make some comments. Some thought
that parts of the definition should be clarified or emphasized. Others felt thahsame
needed to be added to the definition to make it more complete or accurate. Sjyecifical
Camila stated that she thought that knowledge and understanding needed to be
emphasized in the definition. Annie had a different idea of what needed to be

emphasized. She mentioned that she thought that a stronger statement about
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interpersonal relationships and the importance of positive interactions with freople
different cultures was an important thing to include. Annie also statechéh#icaught

that the part about standards and policies should be de-emphasized. She felt sttongly tha
cultural competence was more about interpersonal interactions sayingk‘itgmore

about the interactions.” Holly also agreed with Annie about the area of theidefthét

needed to be emphasized. “[FJor me a lot of it is building relationships. Professional
relationships, relationships with kids, relationships with the families; and we tkradw

building relationships is a big part okids wanting to learn and learning.” She used the
term ‘relationships’ rather than ‘interactions’, but echoed a similar sentias Annie.

lan stated that it may be helpful to add something to the definition. He believed
that adding something about cultural competence being “something that...cowptinuall
changes.” Although he stated that this may be something that is generallstoodene
felt that it may be helpful to include something about the dynamic nature ofatultur
competency and how one applies it depends on the individual as well as updates in the
research base.

Erica provided the greatest amount of information, as she did not agree with the
current NASP definition. She felt that the specialty of school psychology focused on
labeling students in order for them to get the services that they needed and thatBhe NAS
definition was an extension of that.

That's one thing that | don't like about the field in general. And | understand you

know that if we know. that the kid has autism these are the interventions that

work for autism and blah blah blah. But the thing that bothers me is that you have

to call them that in order to get the services and you know that whole piece of it,
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so | don't know if it bothers me more here or if that's just something otreatll
bothers me.
Erica stated that she felt the definition meant, “let's put people in a box so thet we ¢
say, in general, this is how we would treat this population of people and that's how we are
going to get the better outcome.” She thought that the “integration and trazisborof
knowledge about individuals” sounded like a stereotype and led to a student being
assessed for special education and then placed there in order “to increasétyhef qua
services; thereby producing better outcomes.” Erica stated that she may have
misunderstood or misconstrued the definition, but that was how she interpreted it.
This interviewer asked Erica what multicultural competence for school
psychologists was for her. Erica provided her own definition:
| think it just comes down to having an understanding of where people are coming
from and just then pretty much because everybody is not coming from the same
background regardless of what category you would put them in. So it's more
individualized in my head. So if you meet somebody—to be multiculturally
competent you have to understand their personal story and personal background. |
guess that would be my definition.
Erica felt that instead of trying to understand an individual through the experieace of
group, she felt that it was more important to understand the individual person and their
personal experience, which was similar to what some of the other particijzaeds s
Richard talked about each part of the definition and how he felt about each part.
He commented that one part of the definition seemed ambiguous, “Integration and

transformation, so it's analysis and synthesis of knowledge about individuals and groups
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of people into specific standards. That’s a little vague”, but as he talked hibravagtt
the definition, he made sense of the previous statement.

| like it because it talks about having training standards; | guess is witaethe

talking about here. So, for someone to be culturally competent, what is the

minimal level of competence? What do we find is the minimal level of
competence? So to do that you need to have standards, so | like that.

Richard later stated that he did not feel that the definition needed any chadges
was the only participant who did not provide constructive feedback about the definition.
Richard also stated that he felt it was, “a very nice succinct, definitionltofral
competence.”

Feelings About Personal Multicultural Competence

After reading and discussing the NASP definition of cultural competence, the
participants were asked how they felt about their own multicultural comgetdiney
also talked more about what they were learning and how that may have impaicted the
feelings about their own multicultural competence and school psychologistutiuitt
competence in general. The participants were also asked if there wemrggtencies
that they wished that they had. All of this information was considered in forngutati
grounded theory of school psychologists’ multicultural competence concegtigaliz

Evolving.When the participants were asked about their feelings about their own
multicultural competence, almost all of them stated that they felt it wasactly
evolving and developing. Richard stated this about his multicultural competéige, “I
constantly evolving... | got to continue to work to be more competent and it’s evolving.”

lan had a similar statement about multicultural competence, “It's judt thakiyou try
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to develop and keep your eyes open and be aware of yourself and you're always
learning.” Erica spoke about the fact that she was still in the early stblgesscareer
and she said, “| feel like I'm still developing because | haven't had that muckeagper
until coming here.” Holly, Annie, and Camila alluded that this was somethatghey
would be constantly working on throughout their careers. Annie said, “I feeldike |
still learning and | feel like | will still be learning for the rest of fife.” Camila stated
something similar, “I think it's always a process and it's always grgwaird changing,
also it’'s an infinite amount that one can obtain. One can only get more. | always thought
I’'m multiculturally competent, but it's more than that.” While Camila galhefelt
competent, she also felt that she wanted to learn more and that there wasradveafity
her to learn. Holly felt similarly and stated, “I'm always building momapetence,
there’s always room to grow.”

The sentiment echoed by all of the school psychologists is in line with lan’s
feedback about the NASP definition of cultural competence. He felt that something
needed to be included in the definition about the dynamic nature of cultural competence;
that it is always changing and constantly needs to be updated. This appears to be an
important theme for multicultural competence for these school psychologists.

Self-Awareness/Self-Assessmé&he participants also spoke about the importance
of being self-aware in relation to their own multicultural competence. They apokig
understanding yourself and the impact that you have on others. The participants spoke of
aspects of themselves that they did have some control over, such as the wordg that the
used and their reactions, and things that they did not have control over, such as personal

characteristics like race and age.
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lan mentioned the importance of “checking in with yourself’ throughout the
interviews.
| think you always have to check-in with yourself and | think that's a part of any
psychologist’s job, regardless of the setting, self-awareness...you kind obhave t
trust yourself a little bit that you're being fair and as non-judgmentaasan be
but that's impossible. But | think it's a process of checking in with yourself and
how did I handle this situation?
These were certain questions that he continually asked himself in ordercgsmbis
awareness of his actions. lan did not feel that it was possible to be complete$gdnbia
but it was something that he continually strove for. He summed up his feelings about this
stating, “I think every student you are making a decision for, you have to be@ware
why you are making that decision.”
Camila also spoke of the importance of self-awareness through her process of
self-discovery during graduate school. Her self-discovery was discussenterdetail in
the Graduate Schoddection, but she talked about her feelings concerning the importance
of better understanding herself.
It's hard to be a true culturally competent individual, for | had my own self-
discovery in grad school, in who | was, and in being culturally competent...it was
a lot of self-discovery during my internship year including during the practicum
years, for | discovered that | wasn't as culturally competentrasught | was.
She mentioned that it was important for her to know more about herself in order to grow
and increase her multicultural competence. Without understanding herselfa Qamil

not feel that she would be able to do so.
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Erica mentioned an experience that she had that made her more awarefof herse
and her understanding of things. Erica was often the only Caucasian adultingmeet
with mostly African-American staff and parents. As previously mentioner s a
time when a teacher said something about how she could possibly understand something
because she was Caucasian. Erica now feels that she is “carefubtberlkie, “Wow,
do | fully understand where... It is something that I'm always tryingtodmscious of.”

In order for her to have the best possible information, Erica felt that it wastanptwr

know what she did not know and what she still needed to learn. Additionally, she felt
that she needs to understand when to reach out and gather information from others as a
means of better understanding a child or a family.

Several of the school psychologists also spoke about personal charactbastics t
they could not control and their impact on their jobs. Annie spoke about the impact of
her looks and her age on how people related to her.

[N]ot only am | young but | look very young, so | try to act older as a reéthie

way that | feel about my appearance. But | know that some of the parentsalast ye

really respected me because they thought that | was very open and ryas ve

gung-ho and...more than willing to go beyond what | needed to do to help them
out. But then other parents were kind of like what do you know? How long have
you been working? How old are you?
She was very cognizant about her age and her looks and how people treated her because
of the way that she looked. Annie did not feel that this impacted her relationslips wit
students, but that it did influence her relationships with some parents and staffughit

Annie was Caucasian, fair-skinned and blonde, she felt that her age and youthful
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appearance were more impactful in relation to how she was treated than her racia
appearance.

Annie felt that her appearance could act as a barrier, whereas Céintiilatfeer
appearance was a facilitator of her ability to create relationships. WhataGearted
working in schools where there was a large percentage of Latino students, st notic
something:

| see little girls look at me and stare when | walk by sometimes, and jastima

little Hispanic girls will smile and even wave to me in the school. That's

something | always picked up on... the small children, especially the younger

Hispanics ...1 think they look at me and think, ‘Wow! She looks like me.” And |

honestly feel that every child | have encountered...| have established ragport w

immediately and easily and | don’t know if that has anything to do with my being

from Latino descent, but it's something that | have always noticed. It'siike a

immediate connection. | don’t know if my physical appearance makes them feel

that I'm more trusting. | don’t think so, but establishing rapport this has been a

big facilitator.

Although in this passage, Camila was speaking specifically about students, s
mentioned that this was also helpful in her relationships with parents. Becausesshe w
aware of her impact just by working at the school, Camila was able t@ thisz
characteristic, being Latino, to her advantage.

Holly has been faced with the challenge of feeling uncomfortable when students
become aware of one of her personal characteristics. As previously mentiorgd, Hol

was Jewish and while not all of the students at the school, or even the ones that she
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worked with regularly, knew about her religion, she has had interesting and sosnetime
uncomfortable experiences with the ones who do.
Holly: The only time when I've had some kind of uncomfortable feelings is when
my students have found out that I'm Jewish on top of being white, because
they've never met a Jewish person and they’ve kind of.... we had twin day or
something and one of my students came in and said, ‘It's going to be impossible
for you to find a twin because there’s no one else that’s Jewish in this building.’
They've commented., .Look at my hair.” They've said, ‘Look at her Jewish
nose’ before. They're very not-PC at all. That’s kind of been, more so than me

being white, me being Jewish...

Interviewer: How..does that make you feel?

Holly: It makes me feel uncomfortable. It makes me kind of pause for aaminut
and kind of not know what to saylike the one student found out | was Jewish
brought it up in a girls groupthat | was Jewish in front of everyone. Because

she just said, ‘I just can’t believe you are what you are.’

Although Holly did not feel personally threatened by these statements beteus
believed that they are made because of lack of knowledge rather than outright prejudice
but she felt uncomfortable. She said that while she does not “advertise” henredige
answers questions if she is asked. Holly also worked with students who drdikasvas

on their notebooks and she stated that she was very cautious about revealing tver religi
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to them. She was also restrained in talking about Judaism in general as ghe state
“you’re not supposed to talk about religion in school.”

Additionally, she sometimes had issues regarding her religion with the staff. A
her school, they did not have a specific meeting day; they held meetings on adeak-nee
basis. Sometimes there were meetings scheduled on days when Holly was out of the
building for Jewish holidays. She has had to explain that she would not be available to
participate via phone and that the meeting would have to be rescheduled. Holly noted
that the other staff were generally understanding, but not necessaarly afsher need to
be out of the building that day.

lan was of South Asian descent and has been in the position where he was “not a
typical individual for [an] area” where he was working. Being put in the pasithere
he was not only a minority, but a part of a group that people in the area did not
understand or have much knowledge about, allowed him to formulate an informal process
of helping a client, parent, or student get to know him. He stated that he tried to
introduce himself and really allow the client to get to know him. lan statechtbatas,

“Just another step in developing rapport.” There were also instances wherenimta
contact with students who were also South Asian, but were a different culturkifnrom

lan was Hindu, but was once asked by a South Asian student if he was Muslim. lan
viewed this question as this student attempting to reach out and find someone else in the
school who was of the same background as him. lan felt that when he told the student
that he was not Muslim, but Hindu, that the student “was a little disappointed.” This is a

form of self-awareness that lan realized could impact his relationshipstadents.
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Competencies Wished Fdihe participants in the study were also asked about the
competencies that they wished that they had. All of the participants who did not speak
another language stated that they wish that they could. Erica, Holly, and Rialthrd
that they wished they spoke another language, specifically Spanish.mentaned
that she studied French, but now saw it as “useless” because she did not use it
professionally. Although lan did not use his other language, Tamil, professibaally
did not mention wanting to speak another language. Although Camila was fluent in
Spanish and used it profusely professionally, she did wish for more “knowledge
about...different languages, not just English and Spanish.” It appeared that these school
psychologists felt that language and communication were important components of
multicultural competence.

Annie and Camila also discussed the desire to obtain more knowledge about and
exposure to certain other populations. Annie mentioned that she would like a little more
information about and interaction

with the Muslim culture...because | know that having a student identified with a

learning disability is a really big blow for them. So really learning how tdp.he

them accept their child for who they are and maybe not push their child to where
their child will start shutting down... | have to learn how to interact with these
parents.

Camila mentioned that she wanted more knowledge about sexuality and religion.
While she felt competent working with racial and socioeconomic minoritieslight
have a lot of professional exposure to these populations and she wanted to feel more

competent in those areas.
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Richard mentioned wanting to increase a skill in interacting with parentide W
he did not specifically state that this was directly related to multicitnrahe alluded
that this was an issue that he dealt with when interacting with parents framtynin
backgrounds. He stated:

| wish | was better able to persuade parents...to pursue community-based

resources. Mental health, in particulat.see a lot of kids who | think have

unaddressed mental health needs... [T]here are programs out there that are
community-based programs that are available for kids...You know, if you're not
going to do therapy.at least medication for some of the kids. So a lot of parents
are resistant about that. And.wish | had some way of persuading them that
was more effective.
He was frustrated because he saw many students in his school with mertiahdweddt
that he felt were being unaddressed and those issues were affectingehesstuthe
classroom. The issues that he spoke about where above and beyond what the school
could deal with and he was concerned about several students. Richard had the desire to
communicate with parents in a way that would help them understand the benefit of
mental health services outside of the school.

In addition to wishing that she could speak another language, Holly felt that
increasing her confidence was a competency that she wanted. “I gupss.itthe
competence of just...speaking and not feeling like I'm going to be judged and considered
to be racist based on terminology that | use or things like that.” She provided the
example that she was not sure if she should use the term “Black” or “Africesmigan.”

Holly stated that she sometimes paused awkwardly during conversations saldhe c
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think about the best term to use. She wanted to feel more confident that she was using
the right term and speak fluently without the fear of being judged.
Participants’ Multicultural Competence Conceptualization: Summary and Definition

Five of the six participants in this study generally agreed with theFENAS

definition of cultural competence. However, four of them also felt that sonseqsdhe

definition needed to be emphasized, altered, or that something needed to be added. One

participant did not agree with the definition and offered her own conceptualization of

what school psychologist multicultural competence should be. This definition

incorporates the feedback of the participants into the current NASP definitioriurhtul

competence. It emphasizes knowledge and incorporates the comments about

understanding of others. It also mentions and emphasizes the importance of hgbestions

and de-emphasizes policies, practices, and standards. The importancewaisaitas

has been added in addition to the dynamic nature of cultural competence. Below is the

new definition that integrates the feedback and information from the participants:
Operationally defined, culture competence is the integration and transformation of
knowledge about individuals and groups of people. This knowledge should be
coupled with self-awareness of one’s own worldview and its influence on
professional decision-making to better understand others. This should be used
appropriately in a variety of cultural settings in conjunction with school
psychologist multicultural skills to create strong interpersonalioekstips and
culturally appropriate interactions in addition to informing standards, policids, a

practices. It is important to recognize the dynamic nature of culturgdetence
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and continually integrate additional knowledge gleaned from these relationships

and interactions.

Participants’ Multicultural Competence Development Conceptualization: Grounded
Theory

The previous sections provided an important primer for the current section. It was
necessary to establish how school psychologists conceptualized multicultural
competence. This conceptualization and all of the additional information that the
participants shared contributed to the formalization of a grounded theory of school
psychologists’ multicultural competence development.

The participants felt that while their graduate school courses contributedrto the
multicultural competence, it was really their early work experiencés#thdefined and
shaped this area of their competence. The school psychologists felt thaadreey h
personal desire to work in diverse settings and were generally inclined sximdh
people who were different from them. While they felt that their families and e#nky
experiences may have influenced this desire, they were generally unginlpdimt why
they possessed this personal attribute. They did feel that their persomnahsblps
helped them to continually develop their multicultural competence.

The participants generally felt that their graduate school expesecreated the
foundation for their multicultural competence. Most of the participants tooksttdea
multicultural class in graduate school and all of them remembered havingututtl
discussions in class. The quality of the instructor, in addition to the class dissuss
appeared to be an important factor for a successful multicultural classctliae a

readings were also important, but it appeared that the discussions that thecchssuba
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the readings were even more important. The assignments were also important and
appeared to allow the students to personalize the experience that they werénhiznang
multicultural class. Whether or not the class discussion was helpful seemeérnd de

on the openness of the graduate program. While diversity and faculty interest itydivers
research was not necessary for creating an open environment, it appeared taibe helpf

It was clear that the practicum and internship experiences were very imgorta
developing multicultural competence. It appeared that combining these axpeneth
class discussion was an important part of multicultural competence development. |
seemed that some multicultural experiences occurred in practicum and intemaship t
could not be taught and these issues should be discussed in the courses that accompany
these experiences. This appeared to help the participants with their mubicultur
competence development.

The on-the-job experiences that the participants have had in their work had
appeared to contribute to their multicultural competence development more than any
other experiences. While graduate school provided the foundation of knowledge,
working provided the opportunity to gather additional knowledge and apply it. It has led
the participants to develop skills, create relationships, and understand the students,
families, and other staff that they work in a way that they were unable to wiesour
readings, and class discussions. While practicum and internship helped create the
foundation for experience and problem-solving, working helped develop multicultural

competence more than any other experience.
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Below is a figure demonstrating the grounded theory of multicultural comgetenc
development for school psychologists according to the six participants in thatcur

study.

Figure 4.1: School Psychologists’ Multicultural Competence Developme
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Background and Exposure in addition to the participants’ desire to work in a
diverse setting encompass the foundation of multicultural competence developiment. T

next step in this development is graduate school, which also contributes to the
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foundation. Specifically, graduate classes and the environment of the prargramore
foundational. Discussion, readings and assignments, and instructor quality ratutent
to the success of a graduate class. Similarly, a feeling of ‘openimesdiyérsity of and
research interests of the faculty, and a student’s cohort contribute todbetgrachool
environment. These components are listed in order of importance according to the
participants of the present study. The experiences that a school psychailogg has in
graduate classes and within the environment of the graduate program influsstcaipr
and internship experiences. Once a school psychologist ceases their training and
becomes a practitioner, their professional experiences are reallglethate their
multicultural competence development. The professional experiences arstatsmli
order of importance and include parent relationships, impact of staff, direct wark wi
students, and systemic influences. Personal relationships occur throughotheskeof
levels of multicultural competence development, but are on the periphery as the
participants did not stress them as very important. All of these personal, jpredéss
and training experiences continually elevate school psychologists’ miultadul
competence development. Multicultural competence is represented in the $igure a

circle to symbolize its cyclical and evolving nature.
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CHAPTER V
DISCUSSION

The goal of the present study was to utilize a grounded theory methodology to
produce a conceptualization of early career school psychologists’ penceptio
multicultural competence development. In addition to exploring multicultural
competence development, participants were also asked to define their own personal
understanding of school psychology multicultural competence. The analysis ofahe da
of the current study resulted in a modified definition of school psychology multialilt
competence as well as a grounded theory of school psychologists’ muléitultur
competence development. The current chapter will begin with a discussion of tree result
reported in chapter IV in regard to the research questions. In accordémgeonnded
theory methodology (Strauss & Corbin, 1998), the chapter will next include a re-
examination of the literature and how the current study both supported and diverged from
the extant research. There will then be a discussion of the study’s stremjths a
limitations. A summary of implications for training and practice willdall This
chapter will conclude with a discussion of potential future research.

Research Questions

As mentioned in Chapter I, the goal of this study was to generate two theories
regarding multicultural competence. The first goal was to conceptualittieuttural
competence and the second was to devise a theory of multicultural competence
development. There were two research questions that guided the formulation of these
goals. They were as follows:

1. How do school psychologists conceptualize multicultural competence?
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2. How do school psychologists conceptualize the development of their own

multicultural competence?

a. Do school psychologists believe that it is their graduate training that has

led them to be multiculturally competent, their work in the schools, or a

combination of both?
How has their graduate trai

multicultural competence?

ning and field experience influenced their

Multicultural Competence Conceptualization

Participants’ critique of a NASP definition of cultural competence, in aahdit

other comments concerning their own multicultural competence resulted in a new

definition of school psychology cultural competence. These definitions areassoll

Table 5.1: Current and Proposed Definitions of School Psychologists’ Culial

Competence

A Current NASP Definition of School
Psychologists’ Cultural Competence

Proposed Definition of School Psychologist
Cultural Competence

192}

Operationally defined, cultural competence i
the integration and transformation of
knowledge about individuals and groups of
people into specific standards, policies,
practices, and attitudes used in appropriate
cultural settings to increase the quality of
services; thereby producing better outcomes

5 Operationally defined, cultural competence i
the integration and transformation of
knowledge about individuals and groups of
people. This knowledge should be coupled
with self-awareness of one’s own worldview
and its influence on professional decision-

making to better understand others. This
should be used appropriately in conjunction
with school psychologist multicultural skills i
a variety of cultural settings to create strong
interpersonal relationships and culturally
appropriate interactions in addition to
informing standards, policies, and practices.
is important to recognize the dynamic nature
cultural competence and continually integrat
additional knowledge gleaned from these
relationships and interactions.

\"2)

t
of

1)
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It was important not to completely change the definition that was presented to t
participants because five out of six of the participants stated that tlesdagith the
definition and generally felt that it was clear and succinct. Though they deherthe
definition, only one participant advocated that the definition change drastically.

The participants generally appeared to like the first part of the definwihich is
not different from the above, modified definition: “Operationally defined, cdltura
competence is the integration and transformation of knowledge about individuals and
groups of people.” This part of the definition is directly related to one of the Bimfak
Experiences’ key categories of Understanding Families’ Worldview.scheol
psychologists recognized the importance of knowing where students andSameites
coming from in order to develop and sustain working relationships. As Richard stated
this was the “analysis and synthesis of knowledge about individuals and groups of
people”, which many participants indicated was an important skill. Erica, whoekshgr
with the definition and specifically the part of the definition that had to do withysisal
and synthesis of knowledge” felt that this involved utilizing stereotypes. eBhbdt it
was more important to understand students and families on an individual level. Because
the individual part of this sentence is included, it incorporates Erica’s concemed.as

The second sentence, “This knowledge should be coupled with self-awareness of
one’s own worldview and its influence on professional decision-making to better
understand others”, introduces self-awareness which was an important themledhtroug
many of the interviews. lan, specifically, talked extensively and teglyaabout the
importance of “checking in with yourself.” He described this as contineatiynining

the professional decisions that one makes and why one makes such decisions. Camila
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spoke about how understanding oneself personally and how one’s personal background
and experiences influence school psychology duties. Specifically, she mentiened t
ease with which she was able to build rapport with parents and students whoswere al
Hispanic. Annie also spoke extensively about understanding how others’ viewed her,
referring to her youthful appearance. Holly also spoke about some of her students
commenting about her “looking Jewish.” Possessing this self-awareness anuhits i

on school psychologists’ professional duties appears to be a vital aspect ofiliouti
competence according to the participants.

The next sentence, “This should be used appropriately in a variety of cultural
settings in conjunction with school psychologist multicultural skills to cresiag
interpersonal relationships and culturally appropriate interactions in additiofotming
standards, policies, and practices”, was an attempt to de-emphasize sigul@ids,
and practices, as the participants did not believe that was very important, while
emphasizing interpersonal relationships. When talking about their experietites wi
multiculturalism in their jobs, the school psychologists spoke extensively about
interpersonal relationships. This indicated that this was clearly an imippatarof their
roles. Additionally, when asked what might need to be changed about the definition,
participants stated that they thought that relationships should be stressedsolhéedpes
integrate Erica’s feedback about understanding individual students and far@ilikgral
settings is kept in this definition and culturally appropriate interactionsledaals the
participants felt that having positive interpersonal interactions was aegéssbuilding
positive relationships. The concept of multicultural skills was added in order to account

for the importance of possessing multicultural skills as well as awaranddsiowledge.
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The final sentence, “It is important to recognize the dynamic naturetofadul
competence and continually integrate additional knowledge gleaned from these
relationships and interactions”, incorporates the feedback that almostred! of t
participants provided: that multicultural competence is dynamic. The paritsi
believed that multicultural competence is not stagnant. They felt that theysalwa
integrated new information and knowledge into their practice. According todblesel
psychologists, their own multicultural competence was constantly evolving.

This new definition of cultural competence is a more complete representation of
the perception of what current school psychologists are experiencing in sdhools.
integrates information from the participants’ experiences as well aspeeific
feedback and critique. While this definition is an important first step in re-
conceptualizing the concept of school psychology multicultural competence, it was
developed from a self-selected group that was not designed to be represehthgve
general population of school psychologists or even early career school psydholtigis
is important to point out that the participants focused more on multicultural ansarenes
and knowledge, but less on multicultural skills. This researcher added mulétskilis
to the definition in order to incorporate this important aspect of multicultural cengeet
but it did not come directly from the participants. More feedback and critiquededee
in order to refine this definition to represent the specialty of school psychology.
Multicultural Competence Development

The next research question asked about the general conceptualization of
multicultural competence development. The question asks specifically about the

influence of graduate school training as well as the interaction of gradbatd aad

185



early career experiences. It seems clear that one course inuttwiiiccompetence is
not sufficient to develop school psychologists’ multicultural competence andirtbet
experiences with students, staff, and families is an essential component to this
development. This section will discuss the different elements of multicultural
competence development and how they appeared to influence the participants in the
current study.

The culmination of the participants’ conceptualization is illustrated ip@&h#v
(Fig. 4.1). It appeared that there was an aspect of multicultural compeierelopment
that was inexplicable. Several of the participants spoke about their persored ttesir
work in diverse settings with populations who experienced challenges. However, it was
difficult for them to explain where this desire came from. While personal exges,
such as exposure to different cultures, friends who were culturally difiandrfamily
influenced this desire, it did not appear to account for all of it. For example, Holly
mentioned that her mother, who is a social worker, may have influenced her but that her
sister was very different. It appears that the baseline of multicuttomgbetence
development, the place where school psychologists start from, is undefined. However,
there does appear to be a baseline from which multicultural competence devetdps. B
this internal desire and early experiences make up the foundation for school
psychologists’ multicultural competence. Therefore there are two maipanents to
the foundation of one’s multicultural competence: (a) a personal desire to wirk wi
people from diverse backgrounds and (b) early personal experiences. tThe firs
component, (a) personal desire to work with people from diverse backgrounds, was not

fully understood by the participants. However, this researcher postulatdseteat
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components are inextricably linked. It is likely that the early persopairesnces that

the participated had greatly influenced their desire to work with people fr@rsdi
backgrounds. Many of the participants spoke of having friends of a different culture
having romantic relationships with people of different cultures, or spoke about wéiat it
like to feel like a minority themselves. It is highly probable that thegereences

created feelings of discord or discomfort and prompted the participants in thiscstudy
continue their growth as multicultural beings and professionals.

Graduate school contributed to the participants’ multicultural competence
directly. When they spoke about graduate school, they mentioned the knowledge that
they gained from courses, such as learning that people from Asian cultures do not
typically make eye contact or that Hispanic/Latino parents often putthkoftrust in
the school for their children’s educational attainment. The school psychologists found
this information helpful and had instances in their practice where they uthieed t
information. It was in this way that graduate school courses contributedrto thei
multicultural competence. There were other mitigating factors that ickaeimow useful
those graduate school courses were. The professor quality, the openness within the
course to have frank discussions, and the quality of readings and assignmentipeadso he
determine how much knowledge the school psychologists gained in their courses. The
theme of “openness” did not appear to be related to the diversity within the school
psychologists’ cohorts. Both Erica and Holly stated that their cohorts were not
particularly diverse, but they felt that they could talk openly. This feeling eduyith
graduate course content not only strengthened multicultural competeaise,helped

participants in their practica and internships. The knowledge that they gained from
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courses helped determine the professional choices that they would make atitheg tr
sites. Additionally, the openness that they felt in their courses probably hedpeda
feel more comfortable in diverse school settings. They may have felt orofertable
asking questions and analyzing the environment than they would have had their courses
not included that feeling of openness. It is important that graduate school insthetfor
facilitate this feeling by both verbally encouraging open conversation andingpié¢or
students. It appears that part of this modeling for the students in assodthtdee
general environment of the graduate program as it also directly influenaed the
multicultural competence. Faculty interest in diversity, faculty diwersgearch, cohort
diversity, and a general feeling of “openness” all contributed to an envinbninae
facilitated or hindered multicultural competence development. All of this lyirect
influenced participants’ multicultural competence. Both the environment and the
graduate school courses also influenced the participants in their pradicaesnships
as well.

Early job experiences appeared to influence the participants’ multiiult
competence more than anything else, personal or professional. This wasexViokenc
the amount of time the participants spent talking about their professional expsrie
the interviews as well as statements they made to that effect. Margypdrticipants
stated that they felt that job experiences contributed to their multiculamgdetence
much more than their graduate training. Within this set of experiences, #rereame
things that influenced the school psychologists more than others. Parent Relationships

appeared to influence the participants very much. The interactions, both chalkemdjing
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helpful, that they had with parents helped them to understand how multiculturalism and
diversity relates to students’ educational attainment.

It is important to point out that it appears that socioeconomic status was a much
more salient aspect of diversity than race/ethnicity. Often when theipantis spoke
about challenges that they faced with parents or challenges that thesdaukd, they
spoke of issues that were specifically related to low socioeconomic stdtheugh this
correlated with race/ethnicity as the parents that they were ngféorivere often
African-American or Hispanic/Latino, the specific challenges thati@milies seemed
to face were more closely related to money and resources. The one except®n to thi
general rule had to do with families that did not speak English. Most of thecfsuthiit
did not speak English spoke Spanish and the school psychologists had to utilize
translators frequently. This was very frustrating for them and the partisipantied
about the accuracy of the translations that occurred in meetings with thess. p&rent
two participants who spoke Spanish fluently recognized that this barrier to
communication would be a challenge if they did not speak that language. When Camila,
who was a native Spanish speaker, had the rare occurrence of having to usdatarfrans
she found it very frustrating. With the exception of a language barrier, it appeated t
socioeconomic status was a more salient aspect of diversity than racajethnic

Also influential in job experiences was the Impact of Staff. The participants
spoke of several challenges with regard to multiculturalism and the othHen $tef
school. The school psychologists talked about the multicultural competence, or lack
thereof, of the staff and how that directly affected them in their work. Thishkad t

ability to help the school psychologists, such as the example of Annie who oftenspoke t
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others in her school about the multicultural issues. She felt that she leaohé&ia |
these discussions and the opportunity they gave her to examine particulamssues i
different way. However, there were some major challenges that someppatsdiaced
with other staff, such as Holly who recognized the negative impact that weesatial
issues had in her school. It is important to state that while some of these isseies w
thought of as negative or positive, they all helped develop the participantgutiuttal
competence.

Direct Work with Students also influenced the participants’ multicultural
competence under the core category of Professional Experiences.p&atsidelt that
they learned more about the most appropriate procedures and instruments foremgésessm
when they worked with students. This was especially true when a student did not speak a
language that they did. This direct work helped the school psychologists hone their
assessment skills. However, they spoke more extensively about the impact dfydivers
on their interventions. Specifically, Richard spoke about relating to the sutlahhe
was counseling. He recognized that he needed to speak to the students about topics that
they could directly relate to and that their culture clearly influenced Wwagtfound
salient. lan also spoke about understanding what students and families hadcaanés
resources for. Again, socioeconomic status appeared to be the most salient aspect of
diversity that the participants spoke about. While their examples often tedrelgh
race/ethnicity, the examples provided related more significantly to socioexc status.

Also influential to multicultural competence were the Systemic Inflegmelated
to the participants’ jobs. This ranged from the American value of achievement and

legislation such as No Child Left Behind to the climate and culture spezifne school
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psychologists’ individual schools. While these systemic influences were mopastful
as the direct contact that the participants had with students, staff, andgarnil
established a context within which they and others in the school practiced. #®eieg a
of this context also contributed to their multicultural competence.

It appears that early career experiences were influential to thepsarts in that
these experiences helped increase their multicultural awareness anddgsowide
interviewees talked about the importance of exposure, having the opportunity to learn
from interactions with parents, the impact of other staff, direct work with studedts
understanding the impact of systems. However, the participants did not speak
specifically about how these learning experiences increased theicuttutal skills.
Multicultural skills and how they developed and grew was not a pervasive theme
throughout the interviews. This may be an area of research exploration (glistiusiser
in Future Researckection of the present chapter).

Personal relationships and professional conferences also contributed to the
participants’ multicultural competence. According to the school psychologists t
were less influential. A few of the participants stated that they |leaomeel imteresting
factual information at a conference that helped increase their knowledipe a
awareness. All of the participants spoke about personal relationships. For some of the
school psychologists, it appeared that personal relationships greatiynaaftutheir
multicultural competence, whereas for others it was not as important. Some of the
participants spoke about generally having exposure to people who were culturally
different from them in some way. Just spending time with these people seemed to

increase their awareness, knowledge, and comfort level. Others spoke alzg utili
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their friends by asking questions and learning about their cultures in a mewevehry.

The participants did not spend a lot of time in the interviews talking about these persona
experiences, but all of them spoke about personal relationships, indicating its role i
developing multicultural competence.

All of these factors influenced the school psychologists’ multicultural compete
development, which is represented as cyclical to illustrate its dynauhiever-evolving
nature. All of the aforementioned experiences increased their multicutumgletence.
Figure 4.1 and its explanation answer the second research question: How do school
psychologists conceptualize the development of their own multicultural comp2tence
Part A of the second research question asks about the importance of graduate school
training as opposed to early career experiences. As previously mentioneldat that
the participants in the current study feel that their early careeriempes strongly
influenced their multicultural competence development. However, gradbate seas
helpful and the different components of graduate education were influential ingvary
ways. The graduate courses were helpful in developing multicultural competence
However, how helpful they were depended on a variety of factors including instructo
guality, openness, and quality of the readings and assignments. The environtment of t
graduate program was also influential as it helped increase the school psigtsiolog
exposure to and comfort with aspects of diversity and multiculturalism. Thislett!
faculty research, cohort diversity, and openness outside of the classroomiydivm
additional direct way that graduate school was helpful was participatingaticpra
experiences that incorporated diversity. Internship appeared to be the nuesttiafl

aspect of graduate school in relation to increasing multicultural competenc
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While most participants felt that graduate school was helpful in increasing thei
multicultural competence, it is clear that early career experienftesriced this
development more than anything else. Within this part of development, some
experiences were more influential than others. It appears that internshipenraost
influential aspect of graduate training because it so closely mirrdyscaseer
experiences, but involves greater structure, supervision, and reflection. Personal
experiences and relationships also appeared to positively impact multicultural
competence, but to a lesser extent than graduate school or career experienegsre T her
the answer to research question 2a is graduate school and early careenegpbnth
influence multicultural competence. The two appear to be cumulative. Howanher, e
career experiences have a greater impact on multicultural competeetapdeent than
graduate school.

Part B of the second research question asks about the influence of graduate
training and field experiences on participants’ understanding of multidultura
competence. It is clear that field experiences have been more influenhil aspect as
well. As the participants critiqued the definition of multicultural compegetiey drew
from their career and internship experiences much more than their graeunate t
This makes sense as the definition is more directly related to skills andsvalctually
done when school psychologists are working than the knowledge that they possess.
While the definition discusses the importance of utilizing and transforming &dgey|
that knowledge can be gained in any arena. It is clear that while thepaantscgained
knowledge in graduate school, they have had the opportunity to gather additional

knowledge and awareness in their jobs. They have then used that knowledge and
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awareness to directly inform their practice. This is how graduate trainthfyedd
experience have influenced their understanding of multicultural competence.
Reuvisiting the Literature: Examination of Unique Contribution of the Current Grounded
Theory

Multicultural Competence ConceptualizatioRagers and Lopez (2002)
attempted to define school psychology multicultural competence as a largermfimbe
competencies within 14 domains. These domains were: Assessment, Report Writing
Laws and Regulations, Working with Interpreters, Working with Parents, Theabret
Paradigms, Counseling, Professional Characteristics, Consultation, Cattaceemic
Interventions, Research Methods, Working with Organizations, and Language. While
Rogers and Lopez (2002) did not rank order these domains of competence in terms of
importance, assessment and report writing are listed first. Additionsdlgssment and
report writing have arguably received the most attention in the school psygholog
multicultural literature. However, it appears that this was not the most enport
salient aspect of multicultural competence to the participants in this stindyschool
psychologists spoke most extensively about working with parents and the importance of
communication, which incorporated working with interpreters. Therefore it apitesdr
this were two domains of competence that the participants of the current study found to
be important.

The participants in the current study also talked quite a bit about consultation and
professional characteristics, two additional domains of competence discussegia R
and Lopez (2002). As previously discussed in Chapter IV, Impact of Staff wag a ve

salient aspect of their jobs. Within this construct, the participants spoke about

194



consultation. It is clear that this is an important part of their jobs and supports the
importance of this particular domain of competence. Professional chatasavesre

also discussed when talking about the impact of other staff in their schools. The school
psychologists not only spoke of their own professional characteristics, but the
professional characteristics of others. It is possible that the professhamatteristics

domain and/or the consultation domain need to be expanded to incorporate the
importance of recognizing the multicultural competence of other staff. g s

provides support for these domains, but also suggests that they may need to be altered or
expanded.

Understanding different aspects of culture, another domain of competence
according to Rogers and Lopez (2002) was important to the participants in the prese
study. Understanding student’s and families’ culture was one aspect of ths\aacks
the culture of their schools and the influence of United States culture. Counseding wa
also discussed by the participants as a salient part of their multicutionpetence.

Other domains that Rogers and Lopez mentioned appeared to be less important or salient
to the participants, such as laws and regulations, theoretical paradigmspiacade
interventions, research methods, and working with organizations. Language was
something that participants were cognizant of, but many did not feel competeat. Al

the participants who did not speak another language stated that they wish that they did.

The results of the current study support several of Rogers and Lopez’s (2002)
domains, but it may be helpful to expand some of them. Specifically, it appears that
consultation and professional characteristics may need to incorporate inboraiaut

the multicultural competence of other staff. Additionally, the competencyliofre may
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need to be augmented to be more inclusive of all forms of diversity such as sexual
orientation and religion in addition to race, ethnicity, socioeconomic status, andgangua

The domains of competence form of conceptualization may need to be
reexamined as it does not recognize the importance aitgractionof all of these
forms of competence. For example, working with parents, language, and working wit
interpreters are all inextricably linked. School psychologists may pogsesi$ic
language and working with interpreter competencies, but if they do not alsogposses
working with parents competencies than that practitioner cannot claim cowget®f
course, it would be ideal if school psychologists had all competencies within allrdomai
but they also need to have an understanding of how they work together and interact in
order to become truly competent. This incorporates the dynamic nature of rurkiicul
competence development. The results of this study indicate that Rogers and Lopez
(2002) need to incorporate the cyclical and ever-changing nature of multicultura
competence into their conceptualization.

It may be helpful for the school psychology literature to incorporate aspiettte
counselor-client match and schema conceptualizations within the counselatgiéer
These conceptualizations of counselor multicultural competence do not talk about
specific domains or competencies as discreet and individualized. They are neved ge
and appear to recognize the dynamic and interactive nature of multiculturzteoce.
The counselor-client match conceptualization takes into account the specific
characteristics of the counselor and the client and how these individual quatgi@ct.
Specifically, S. Sue (1998) discusses the importance of scientific mindedhess, w

allows the counselor to be flexible in his or her conceptualization of the clientkand ta
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into account their own assumptions, values, and biases (D.W. Sue et al., 1992). A similar
concept is also discussed in Ridley et al (1994) as purposive application of schema
These similar concepts allow the counselor to collect data or information abautta cl

but withhold judgment. This is something that the participants in the current skelty tal
about extensively. It is important to gather information about the familiesh#hawork

with, but continue to change their approach based on the information that they
continually collect. In this way, the dynamic nature of multicultural coenuet is taken

into account.

S. Sue (1998) also talked about dynamic sizing, which allows the counselor to be
discriminating in determining the applicability of information about a group to thei
particular client. This also relates directly to the dynamic natuneudtfcultural
competence. According to the results of this study, school psychologists neetl® be a
to determine how different aspects of diversity and multicultural competeecaanand
how those interactions are applicable to them in their practice. In this waye’s. S
counselor-client conceptualization and Ridley et al. (1994)’s schema concegtio@liz
can be utilized to inform the multicultural competence conceptualization of school
psychologists. While these conceptualizations are not directly applioattadol
psychology as they do not take into account the multifaceted nature of work in the
schools, aspects can be applied to the multicultural competence of school psytshologis

Multicultural Competence Training Issu&3opaul-McNicol (2001) discussed
specific multicultural outcomes or competencies that school psychologists shaddgos
when they have completed their training. The author wrote about competelatess tee

culturally, linguistically, urban, and ethnically (CLUE) diverse studeiitsese
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competencies are: (a) cross-cultural ethical competence, (bgraesarof therapists’ own
values and biases, (c) cross-cultural awareness, (d) competence inamuilegst
interracial issues, (e) language competencies, (f) acquiring campetethe ability to
work with interpreters, (g) cross-cultural assessment competenciespgsicaltural
counseling competencies, (i) cross-cultural issues in conflict resol(jlicompetence in
special education prevention, (k) competencies in knowing the bilingual education
curriculum, (I) cross-cultural consultation competencies, (m) crossraliesearch
competencies, (n) competence in empowering families through community-based
organizations, (0) and competence in pediatric/health psychology.

The participants did not directly discuss cross-cultural ethical compdgnae it
related to them, but they did talk about it indirectly as it related to othersgrist¢heols.
One may assume that the school psychologists did feel competent to work in these
diverse schools even as they acknowledged that they lacked training in graldaate sc
Self-awareness (b) was something that several participants talked adb¢éedraied more
about in their early career experiences than in graduate school. Participeased to
define cross-cultural awareness differently than Gopaul-McNicol (200&pp#ared that
the school psychologists felt that awareness (c) had more to do with awarethess of
family situation and dynamic and where the student was coming from. It is pdssibl
this should be conceptualized differently in the literature. Competence in tandiang
interracial issues (d) is something that the participants of the currepttssadssed as
well. However, Gopaul-McNicol’'s conceptualization is limited and does not take into
account other aspects of diversity that the participants also mentionet ofites

participants learned about the importance of language (e) and working wighnerdes
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(f) as they were working. This was not an outcome of training for the nyagpdrit
participants.

Participants spoke specifically about assessment (g), counseling (h), and
consultation (I). It appeared that participants generally felt thatréoeyved an adequate
foundation in these areas in graduate school. Although there were several nuances
related to multiculturalism and diversity, they generally felt that gesgessed these
skills. One may assume that some of what the participants spoke about could also be
applied to conflict resolution (i), bilingual education (k), and special educationnpi@ave
(), but the school psychologists did not speak specifically about these arsasnclear
what they learned, if anything, about these areas in graduate school, but it ceumiedas
that they did not earn these competencies within their graduate trainingimssitut
Some of the participants spoke about learning about community organizationsg (n) tha
would be helpful to the students and families that they worked with. This was also
something that they learned about while working, not while in graduate school.
Similarly, some of the participants spoke about research (m) conductedhelyiledre
in graduate school, but they did not talk about their familiarity with the current
multicultural literature. It appeared that they were assigned multigauieadings within
their separate multicultural courses, but this was not something that vesedtoaitside
of these courses. Only one participant spoke about the intersection of health ggycholo
and multiculturalism (o) and that was in relation to convincing parents to seekdantat
for mental health issues as opposed to concern about misdiagnosis. For the majority of
these competencies, it appears that the participants developed them wkiihg) \@sr

opposed to within their graduate training.
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Rogers (2005) discussed the importance of exploring what is needed in a
multicultural competence training paradigm for school psychologists. She talxed a
four different approaches to multicultural training that graduate schools tiapted.

These are the Separate Course Model, the Area of Concentration Model, the
Interdisciplinary Model, and the Integration/Infusion Model. Rogers (2005) adwbcat

for training programs using the Integration/Infusion Model and Rogers (2006) nated tha
graduate programs with exemplary multicultural training most ofterzedilinis model.

In addition, many of the graduate programs utilized more than one type of model.
Newell et al., (2010) also supports this approach to multicultural training. They
advocated for a combination of the integration and separate course model ag ideal. |
appears that most of the participants in this study attended a program ithexd thid:
Separate Course Model, taking one or two courses in multiculturalism and glivérsit
appeared that Holly attended a program that also utilized the InterdaiacypModel as

she enrolled in a multicultural course outside of her department. Most of thepaatsci

did not feel that multiculturalism was integrated into the remainder ofdlasises. lan

said that many of the concepts that they talked about in other classes could be
conceptualized through a multicultural lens. For example, he spoke about broadly
clinically conceptualizing the client and how background, including cultural faatoan
important part of that. However, he also mentioned that multiculturalism and diversit
were not stressed in his program. Therefore, it is probable that his training program di
not use any of Rogers’ models of multicultural and diversity training. pkays that the
Integration model, advocated by Rogers and Newell et al. was not utilized in the school

psychology programs attended by the participants in this study. While thtuhieeis
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telling us that the Integration/Infusion model should be utilized, it appears that tiot
occurring in training programs.

Rogers (2005) also discussed the importance of exposing school psychology
trainees to students and families from diverse backgrounds in their practicum and
internship fieldwork. Newell et al. (2010) also supported this approach, as it
encompasses two components of the student level of best practice for multicultural
training. Students need to be able to transfer their knowledge about different people into
effective service delivery (component 5) and they also need to have pragtieaéeges
with a variety of individuals in practicum and internship (component 6). According to
the participants, these two components are inextricably linked. In order teties
information that they have learned in their courses to effective practigeygbded to
have those supervised experiences. It appeared that the participants higitythvalu
opportunity to have experiences with diverse individuals and families prior to becoming
school psychology practitioners.

Rogers (2005) felt that it was important for school psychology trainees to got onl
have these practicum and internship experiences, but to have an opportunity to discuss
some of the frustrations that arise when working with culturally and lincalistdiverse
students and families. Lopez and Rogers (2010) also advocated for this within the
context of supervision. These authors believed that there needed to be more collaboration
between university and field supervisors to support school psychologist trainees in the
multicultural competence development. They felt that it was important foresaioe
have multiple avenues to discuss issues as they arose and frustrations anudl that the

supervisors should be in contact with each other so as not to provide conflicting or
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confusing information. While this was not something that the participants spoke about
directly, it is clear that they found practicum and internship to be an essepgat af

their training and therefore may have benefitted from more direct and dédiber
approaches to multicultural supervision. It appears that having an opportuaity to t
about multicultural issues during practicum and internship was not something that
happened for all of the participants of the current study. Again, there appbara gap
between the best practice literature and what is actually happeningimgrand

practice.

Rogers (2005) and Newell et al. (2010) also talked about diversity in research
training and assessment of multicultural competence on comprehensive exams.
However, only two of the participants of the current study attended a doctonamrog
and only one of them graduated with his doctoral degree. The others finished with a
master’s or specialist degree. Therefore there was a dearth of inforimatresearch
training and comprehensive exams in the current study as for the majorityicppats,
extensive research training and comprehensive exams were not requicts alstheir
training programs. Although some of the master’s and specialist school psystsoiogi
the current study were involved with research projects in graduate school, involvement i
the projects was not a required part of their training. Some of the partiants
mention participating in or hearing about faculty research that incorpatiatagity and
multiculturalism. However, all of the master’s and specialist level sgsyohologists
who participated in research noted that it was not a direct part of their traihvngs
something extra that they decided to do, not a program requirement. All of the

participants in the current study stated that hearing about or participating research
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was helpful in increasing their multicultural knowledge and awareness, but more
exploration is needed on this particular aspect of training.

In summary, much of what the participants in the current study discussed has bee
mentioned in the literature. However, the way that competence has been cdizeebtua
in the literature is different from the way that the school psychologists it talked
about it. To the participants, it appears that school psychology multicultural coogpete
is much more dynamic and interactive than is acknowledged in the literatstead of
discreet domains of competence, it appears that the participants think otiltuwlic
competence as a package. This is an important departure from the currentditerdtur
should be a part of future research (discussed further utinee Researckection of
the current chapter). Additionally, the literature has not evolved to incorpooate m
empirical research on the topic of school psychologists’ multicultural compet@&hee
current study is an important starting point to developing more empirical fesearc

Limitations

The current study is a valuable addition to the literature as it attemptséo mor
accurately and comprehensively conceptualize multicultural competethice an
multicultural competence development for school psychologists. However, tbere a
some limitations to the study that should be considered when examining the results

The first limitation is the pool from which the participants were selectads T
researcher is located in the mid-Atlantic region and therefore only schablobsgists
from the immediate area were considered. The most school districts irethexra very
large and encompass an entire county. Therefore, the school psychologistsiimettite ¢

study were practitioners within this context. While Camila had been a school
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psychologist in a different area with smaller school districts, the oth&sipants had
only worked in the mid-Atlantic area. There are potential regional diffeseinche way
that school psychology is practiced, which may mean that the results of thisstudy
only applicable to practitioners in this area. It would be helpful to conduct additional
exploratory studies in other regions of the country to examine similargslifferences
of themes between regions.

Another limitation of the study was the sample itself. While this is a grounded
theory study and is not meant to be generalizable, it would have been helpful to have a
more diverse sample. For example, it would be helpful to determine if the sams theme
would emerge when interviewing an African-American school psychologist,yogawl
school psychologist, or older school psychologist. It would also be helpful to vary the
interviewer and determine if the same themes arose. This researcharagtamt she as
an African-American may have influenced the responses of some, or all, of the
participants. A different interviewer, or interviews done over the phone, may have
yielded different results. Additionally, this was a self-selectedmand as previously
mentioned it appears that there is an unknown personal component to multicultural
competence. Itis possible that all of the participants possess this unknown quality and
therefore the results may be skewed to reflect a particular subset of sgroballpgists.

Another limitation of the study was that information was not collected about
participants’ specific graduate programs. This researcher did not hax@atibn about
whether or not the programs were APA or NASP accredited, the specifraprog
requirements, or whether or not the master’s level programs also had doctorahprogra

The information gathered from the participants was opinion and was only what they
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could remember. It would be helpful to compare some of that information to program
information. The same is also true of the participants’ schools. While the researc
knew information about some of the schools in which the participants worked, some
chose not to reveal their schools. Of those who did not reveal their schools, the
researcher determined that the school was diverse from the school psychology
coordinator in that district. However, specific information about race/etnicit
socioeconomic status, and immigrant population data of the schools was not collected.

An additional limitation was not evaluating the multicultural competendeeof t
participants. Itis likely that there were individual differences betwbe level of
competence of each participant and this likely influenced their responses. Adigitiona
measuring this and comparing it quantitatively to other information such a®fevel
graduate training, years of practice, and specific program information wouldéene
helpful information to supplement the current exploratory data.

Finally, it is important to acknowledge the limitation of using the current
methodology. Grounded theory methodology is exploratory and not designed to
generalize to a greater population. Additionally, while this reseamt@iporated some
aspects of validity into the study, additional methods may have been helpful.
Specifically, while this researcher utilized member checking byisotideedback from
participants, she heard back from only two of them. It would have been helpful to
receive feedback from all participants.

Implications for Training and Practice
The following research has direct implications on the way in which the dpecial

trains their school psychologists in multicultural competence. It appeatbéhaiare
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some ways in which the specialty is meeting the needs of school psychologestsra

but changing some aspects of the training process would be helpful. Additionady, ther
are some ways in which school psychologist practitioners can help themseailes®lop
multicultural competence in their early years of practice. This sectitinesusome of

the changes that the specialty can make to improve school psychology mulficultura
competence development.

Implications for Training.

There are several implications from this study for training multicdlyura
competent school psychologists. The first implication has to do with the multadultur
courses that the majority of school psychologist trainees have to take intgrechuzol.
The participants in the current study seemed to find the factual informattdhela
gathered from those courses to be useful, therefore it appears that graduatestchubo|
continue to offer them. However, simply offering a course is not sufficient. ahere
several components that need to be in place in order for school psychology graduate
students to walk away from the class with the information that the classndedt&o
impart. These components are: (a) a competent professor, (b) a feeling of &s)enne
and (c) challenging and interesting readings and assignments. Haangatent
professor who challenges students without making them upset or angry and encourages a
feeling of openness to talk about all issues appears to be a very important agpect of
class. Additionally, the readings and assignments should challenge and inform the
students. It was helpful to one participant to complete an assignment that sl felt

directly applicable to her current practice. In order for the course tp hefh students
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and create a strong foundation of multicultural competence these components need to be
in place.

It also appears that the content or emphasis of multicultural courses should
change. Although all areas of diversity should be discussed and explored, examining the
impact of socioeconomic status in greater depth would be an important change. The
participants felt strongly that socioeconomic status of their studentharassalient to
their jobs than race or ethnicity. How socioeconomic status intersects ffetie ki
forms of diversity may be a more helpful way to explore issues of diversity. An
additional way to improve course content would be to focus more on adult interaction as
opposed to child interaction. While the participants felt that they needed infemmaati
guidance in assessing and counseling students from diverse backgroundst thegtfel
less prepared to work with their parents and guardians.

Additionally, school psychology trainees may benefit from learning more about
how to interact with challenging school personnel or how to work ethically within a
school culture and climate that does not foster multicultural competencespfpteyees.

This researcher recognizes that all of these suggestions would resuleat argount of
additional information within one course. It may be helpful to introduce some of these
topics within one or two multicultural courses and then infuse them throughout additional
courses by adopting the Integration/Infusion Model suggested by Rogers (2005).

It also appears that courses in school psychology courses should provide more
multicultural knowledge. While the participants felt that the courses provigeddc
foundation, it is also clear from their responses concerning their earbr exgeeriences

that they left their graduate training programs without adequate oitut& knowledge.
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It may be that a more experiential component to multicultural courses is argceshis

is supported by the immersion research within counseling and school counseling (add
citations). While it is important to acknowledge the difficulties of implemeran
immersion experience, salient components of this can be integrated. For example,
Alexander et al. (2005) took their students to a different country, but this could be
expensive and a program may not be able to require it. However, Butler-BYrrd et a
(2006) and Schwallie-Giddis et al. (2004) utilized a similar technique by presenting
students with an in-vivo experience. Both of these programs allowed school counselor
trainees to work extensively with a racial/ethnic minority population. Windeesults of

the in-vivo experience did not produce results as robust as a true immersion experience
another country, they did appear to increase the school counselor trainees’ murdticult
competence. The in-vivo experience could be replicated in school psychology mogram
Coupled with extensive supervision and ongoing processing of the experience through
the Immersion/Infusion Model (Rogers, 2005), this could provide school psychology
trainees with necessary multicultural knowledge and awareness. lisogyavide the
groundwork for emerging multicultural skills.

It may also be helpful for different methods to be used within a course. One
school psychologist suggested more case studies or having a practicing school
psychologist present a case with a multicultural dilemma in a course. Adlijtiona
school psychology trainees may benefit from more multicultural support within the
practica and internships. When faced with challenging multiculturatismsait is
important that they feel comfortable talking to university and field supervigdrs

supervisors should be multiculturally competent, or open to talking about issues of
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diversity, and should foster an environment of openness to talk about these situations.
Therefore, it is not only important that the pratica and internship school sites have
students from diverse backgrounds, but students should receive comprehensive
multicultural supervision.

Another important aspect of training was the cohort of students. The literature
supports recruitment and retention efforts of diverse school psychology trantbdse
results of this study reinforce that assertion. The participants who did haveediver
cohorts found it helpful and believed that they learned quite a bit from the other students.
Additionally, it seems clear that schools should also try to recruit and retgpteyeho
are diverse in a multitude of ways, not just race/ethnicity. It appears ehaatiicipants
were attuned to all areas of diversity within their cohorts and learnedeiomone of
them. Also, it appears that graduate schools should try to attract students who are
interested in, or at least open to, diversity. It appears that a feeling of cperases
important to the participants and those who attended a school with that type of
environment felt more comfortable exploring topics of diversity and multichisan.

Along with recruiting and retaining diverse students and students interested in
diversity, graduate programs should also do the same with faculty. Having the
opportunity to participate in research that incorporated diversity and multidisihura
seemed helpful to the participants. Additionally, just knowing that the reseastbdexi
seemed to make a difference. Whether or not they had the opportunity to participate in
the research itself was not necessary for the participants in the atugynto feel that
faculty research interests contributed to a multiculturally-frienddglgate school

environment. Knowing that they had the option of participating in the research and tha
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their faculty cared about diversity issues appeared to be significahefpatticipants’
multicultural competence development as it contributed to the feeling of openness.
Implications for Practice.

The responsibility of the multicultural competence of school psychologists should
not fall solely on the trainers. The school psychologists themselves should also be
responsible. Although an aspect of multicultural competence, a personal desirk to w
with those who are different from oneself, is difficult to define it is possiblesttaisure
to people who are different may increase it. As much as possible, school psychologist
should try to have personal multicultural experiences. It appears that vwdidegional
experiences have had a greater impact on the participants than personal, several
participants stated that personal experiences also contributed to theiutunélc
competence.

Additionally, although they should not be held responsible for the content and
quality of the multicultural training in their graduate programs, there areiwayfsich
school psychology trainees can provide impetus for an improvement in training. For
example, school psychology trainees should try to attend a program that teeg bak
a feeling of openness to multiculturalism and diversity. If they feelhleat program
does not have this, they can help to improve the environment by initiating multicultural
discussions or approaching professors to adapt current research projects toateorpor
diversity. They can also request to be put in schools with diverse populations for their
practica and apply to internship sites with diverse populations.

Early career school psychologists should also feel empowered to increase their

multicultural competence. This should include both personal and professional
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experiences as it appears that early personal experiences aratedsaeith professional
multicultural competence. It appears that on-the-job experiences agasicant in this
development and school psychologists should aim to work in schools that allow for
exposure to diversity. In addition, the school districts that early career school
psychologists work in should provide them with supervisors or mentors that are
multiculturally competent and can help them with diversity issues as tisey inally,
early career school psychologists should develop their own personal globeyldaach
awareness by exposing themselves to people who are culturally differenhé&onmt
their personal lives, educating themselves about global cultural eventagrealdurally
diverse literature, and exposing themselves to a variety of cultural exqeesieLearning
about and immersing oneself in cultural diversity is another way for school psgidts|
to expand and increase their multicultural competence.

Several groups of people are responsible for the multicultural competence
development of school psychologists. Graduate program faculty, school districteea
school psychologists themselves should all work together to produce culturallgteomp
professionals. It has become more important than ever that this is the case.

Future Research

There are several additional areas of research that should be explored ia order t
continue to contribute to the school psychology multicultural literature. Tharfeatof
research involves a greater exploration of school psychologists’ multi¢ultura
experiences. All of the participants spent a great deal of time talkng @what they had
encountered in their work and several themes emerged. Specifically, thgpatsici

spoke about their relationships with parents, how the other staff in their buildings
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impacted them, their direct work with students, and systemic influences. Eaels®f t
themes should be explored in greater depth. For example, it would be an important
contribution to the literature to explore how to improve school psychologists’
relationships with parents as this study demonstrated the importance of this whe
working in diverse schools.

A theme that should be explored further is the development of multicultural skills.
As previously mentioned, the participants appeared to focus on the development of their
multicultural knowledge and awareness. They spoke less about specific ruhicul
skills and how they developed. It will be important to gather additional infaymatid
data about this vital component of school psychologists’ overall multicultural
competence.

There are several ways in which the aforementioned themes could be explored.
The current study could be duplicated with school psychologists in different points i
their careers. Therefore, the study could be conducted with early caickegreer, and
late career/retired school psychologists. Also, the study could be duplicttestiool
psychologists who work in diverse schools and schools that are more homogeneous. It
would be interesting and informative to explore if these different types of school
psychologists had similar or very different experiences with multiclisoran their
schools.

As previously mentioned in themitationssection, more information from each
participant about their graduate programs and schools would have been helpful. A multi-
method study that incorporates exploration of themes and their integration with

guantitative data would be an important addition to the literature. For example, an
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analysis of program materials, such as a review of readings agdmassis of the
multicultural course and percentage of faculty research projects thatenc
multiculturalism and diversity, and interviews of the school psychologiseaiof a
particular program would glean important information about the effectivenesdevédtf
aspects of training. Designing a study that explores different regionsajuh#y that
include more urban populations, rural populations, and smaller school districts would be
helpful as well. Recruiting a more diverse participant sample would alsoireault

greater depth and breadth of information.

Finally, it would be helpful to explore graduate training institutions in great
depth. A longitudinal study of graduate students within a program, in their earlyscaree
and in their mid-careers would provide important information about the development of
multicultural competence. It would also be helpful to gather more information tigout
perceptions of faculty about multiculturalism and diversity and how they nd&ue
students’ multicultural competence. It would also be very informative to explere t
effectiveness of different components of multicultural courses. Specifieajjyoring
which aspects of the courses are most important in helping to develop multiculturall
competent school psychologists. A study should look at instructor quality, readithgs
assignments, and discussion quantity and quality. Examining the significancé of eac

these components would be invaluable to trainers of school psychologists.
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Appendix A
Director of Psychological Services Letter

Dear Dr.

This is a follow-up letter to our phone conversation about my dissertation project.
Through this letter, | wish to provide more information about my proposed study. | will
be supervised by Dr. William Strein, faculty member at UMD. In this relseéavdl be
exploring multicultural competence in school psychology through interviews with school
psychologists. | will be interviewing school psychologists who voluntarilgeaty
participate in my research about their multicultural experiences in both thduaje
training and early career. | need your assistance in identifyingtgtearticipants.

The following are the criteria for participation in this research. The patgmairticipant
must: (1) be a practicing school psychologist; (2) have worked for 5 or feaes s a
school psychologist since graduate schand (3) currently work in a diverse school (as
described below). Feel free to nominate as many school psychologists aslyfdu f
these criteria.

| am looking to define diversity as broadly as possible. There are a numbersahway

which a school can be considered diverse. | recognize that you may have data to support
some of these criteria, but not all of it. Feel free to nominate school psychofogist

schools thayoubelievefit any of the following criteria: (a) at least 50% racial/ethnic

minority student population; (b) at least 40% of students qualifying for free oregduc
lunchespor (c) at least 20% foreign-born or immigrant student population. Please
remember that the schools maydiity of the aforementioned criteria.

Enclosed is a nomination form for identifying potential participants. Pleas®a tee
form in the included self addressed and stamped envelope. All participants will be
informed that they were nominated for participation because they are psystsolalgd
fit the aforementioned criteria. They will also be informed that their paation in the
study is completely voluntary.

If you have any questions or concerns, please do not hesitate to contact me.ePlease f
free to contact Dr. William Strein as wellgitein@umd.edul look forward to hearing

from you and thank you in advance for your assistance in the completion of my doctoral
degreel!

Samantha C. Sweeney

UMD School Psychology Doctoral Candidate
(202) 487 5625

Sweeney3@umd.edu
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Appendix B
Nomination Form

Please use this form to nominate up to 10 school psychologists from your district who
meet the following criteria: (1) a practicing school psychologist; (2maked for 5 or

fewer years as a school psychologist since graduate semodB) works in a diverse

school. Feel free to nominate as many psychologists as possible. Thank you so much for
your assistance!

Please return the completed form in the enclosed envelope to the following address:
Samantha C. Sweeney

1253 Walter St, SE
Washington, DC 20003

[County to be inserted]

Names and Emails of School Psychologist who fit the aforementioned criteria:
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10.

Appendix C
Letter of Informed Consent

Project Title: The Development of Early Career School Psychologistsiadiialral
Competence: A Grounded Theory Study

Investigator: Samantha C. Sweeney, University of Maryland-Colledge Benool
Psychology Doctoral Candidate

Advisor: William O. Strein, D.Ed., University of Maryland-College Park

| state that | am over 18 years of age and | wish to participate in a restatg being
conducted by Samantha C. Sweeney of the University of Maryland-College Faok| Sc
Psychology Program.

The purpose of the following study is to explore the development of multicultural
competence in school psychologists. The procedure for this research involvegiogmple
a demographic questionnaire and participation in a one to one and a half hour interview
with the investigator. The interview will take place in a location that | hesen. |
understand that the interview will be audio taped and transcribed and that all trdorma
obtained from the interview and demographic questionnaire will be kept confidential. |
will have the opportunity to view my responses to the questionnaire and in the interview
and alter my responses.

| understand that | have been nominated to participate in this study becatise | f
criteria for participationnotbecause it is considered a requirement. My participation in
this research is voluntary and | may discontinue participatianydime and forany

reason without consequence.

| understand that confidentiality is ensured. | will receive a pseudomgmu real
name will not be disclosed in any reporting or presentation. | recognizelthat al
confidential materials will be kept in a locked drawer to which only the primary
investigator will have access.

| recognize that | am able to contact Samantha C. Sweeney or DrnWdtrain at any
time with questions or concerns:

Samantha C. Sweeney William Strein
(202) 487 5625 (301) 405-2869
Sweeney3@umd.edu strein@umd.edu

Printed Name of Participant
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Signature Date
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Appendix D
Demographic and Training Questionnaire

DEMOGRAPHIC QUESTIONNAIRE

Please answer all questions as completely and honestly as possible. You wiHehave
opportunity to fill in additional clarifying information if necessary. Thank you!

1.

Age: Please check the applicable box

0 21-30
0 31-40
0 41-50
O 51+

Race/Ethnicity: Please check all applicable boxes

O White/Caucasian

O Black/African-American

O American-Indian/Eskimo/Aleut

O Asian/Native Hawaiian/Pacific Islander
O Hispanic or Latino Origin

O Multi-racial

O Other:

Gender: Please check the applicable box

O Female

O Male

Were you born in The United States of America (USA)?
O Yes

0 No

If not, where were you born?

Do you speak more than one language?
O Yes
0 No

If so, which languages do you
speak?
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TRAINING INFORMATION
6. Degree obtained: Please check the corresponding box of the degree that you have
most recentlyompleted:

O Master’s Degree (M.Ed.,M.A.,or M.S.)
O Specialist Degree (Ed.S; C.A.G.S.; AG.S))

O Doctorate of Psychology (Psy.D.)
O Doctorate of Philosophy (Ph.D.)

O Other-please specify:

6a. In what year did you obtain this degree (year of
graduation)?

6b. In what field or specialty is this degree: Please check the corresponding box
of the degree that you hawest recentlcompleted:

O School Psychology
O Clinical Psychology
O Counseling Psychology
0 Community Psychology
O Other-please specify:

Optional: If your degree had an area of concentration please
specify:

7. If you have an additional degree in a related field, please specify:
O Education
O Counseling
O Social Work
O Other-please specify:

8. If you have a degree in an unrelated field, please
specify:
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