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ABSTRACT
AFRICAN AMERICAN SCHOOL PSYCHOLOGY PROGRAM LEAVERS
Sherrie I?;/nn Proctor

This phenomenology used 21 in-depth interviewsfaare seven African
Americans’ experiences at the school psychologygnamms they left. The purpose was to
investigate what experiences contributed to pgaitis’ decisions to leave programs; if
programs used retention strategies and if so,qyaamits’ view of the strategies; and what
participants believe might have encouraged théanteon. Findings indicate that
misalignment between participants’ career aimsthait perceptions of school
psychology practice as well as poor relationshifik faculty and peers contributed to
decisions to leave programs. Five participantsntepl that programs did not utilize
retention strategies. Two reported that a solelfp@dvocate served as a retention

strategy, while one noted funding. Participantsctfunding and advisement as

strategies that might have encouraged their retenti
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CHAPTER 1
A CONCEPTUAL FRAMEWORK FOR RECRUITING AND RETAINING
AFRICAN AMERICANS INTO SCHOOL PSYCHOLOGY PROGRAMS

By 2042, people of color will comprise the majoritithe United States;
children of color will represent more than halftbé country’s childhood population
(U.S. Census, 2008). This demographic shift isaaly evident in America’s public
schools where in 2006, 43% of students were idedtds racial/ethnic minority
group members (National Center for Education Stesi$NCES], 2008). School
psychology, however, is a majority White professmathin which people of color’s
representation has been and remains “persistemfy/(Fagan, 2004, p.427). This
presents some concern because school psycholaggstise primary providers of
psychological services to children of color (Zhawale, 2004). Consequently, it has
been suggested that persistent and focused effi@tseeded to increase diversity of
school psychologists to more closely reflect thuelsht population (Curtis, Grier, &
Hunley, 2004; Lopez & Rogers, 2007; Meyers, Meyé&r§rogg, 2004; Truscott &
Truscott, 2005).

Addressing shortages, pertaining to school psychste of all races and
ethnicities, was one impetus for the 2002 InvitaioConference on the Future of
School Psychology (i.e.,"The Futures Conferenc&tafes & Wright, 2007; Meyers
et al., 2004) where participants identified anddretackling the profession’s major
challenges (Ehrhardt-Padgett, Hatzichristou, KitébMeyers, 2004; Sheridan &
D’Amato, 2004). Participants acknowledged lackamfially/ethnically diverse

school psychologists as a significant concern asdmmended substantive problem



solving around this issue. However, recent datadh@nting the percentage of
school psychologists of color do not indicate areéase in these professionals
(Curtis, Lopez, Batsche, & Smith, 2006). This deapresents a framework that
demonstrates how school psychology programs cathesehree-Tiered Model for
African American Student Recruitment and Retentio§chool Psychology
Programs (Proctor et al., 2008) within an orgamiresl consultation model (Meyers,
Meyers, Proctor, & Grayhill, 2009) to increase thenber of racially/ethnically
diverse school psychologists, specifically Africamericans.
Demographics of School Psychology

Numerous researchers (e.g., Fisher, Jenkins, &nGley, 1986; Hosp &
Reschly, 2002; Meacham & Peckham, 1978; Thomas 83\W1996) have studied the
demographics and professional practices of schegihmwlogists. However, until the
late 1980’s, school psychology demographic andgsibnal practices data were not
collected systemically (Curtis, Hunley, Walker, &Hger, 1999). In 1989, the
National Association of School Psychologists (NABByan sponsoring surveys of
their membership that occur every five years (Gna&l€urtis, 1991; Curtis et al.,
1999; Curtis, Grier, Abshier, Sutton, & Hunley, 20Curtis et al., 2006). Each
NASP survey samples about twenty percent of thgtiRe” NASP membership (i.e.,
persons who identify as school psychologists ankwoa variety of settings) and
collectively the surveys provide a mechanism facking demographic and
professional trends over time. Trend analyses dstrate that the gender of school
psychology professionals has shifted, from prinyankle up until the late 1980’s to

majority female presently. Across all surveys, 98R4espondents, on average, have



been White. Hispanics have shown the largest ptage increase for any ethnic
minority group (i.e., from 1.5% during 1980-81 t@% during 2004-05), while
African American representation has ranged frondldairing the 1980-81 survey to
1.9% each survey thereafter (Graden & Curtis; Gutial., 1999; Curtis et al, 2002;
Curtis et al., 2006).

There is some evidence, however, that the NASRegarunderestimate
African American representation. Lewis, Truscattd Volker (2008) found a higher
percentage of African Americans (i.e., 5.6%) whegytrandomly cold-called public
schools and asked to speak to the school psyclstloghe demographics of their
final sample were 88% White, 10% racial/ethnic mitypand 2 % “other.” Findings
suggested that racial/ethnic minority school psimtists are less likely, compared to
their White colleagues, to be NASP members. Theysis limited, though, by a
small sample size (n=124) and points to the neethfge scale demographic studies
that reliably sample school psychologists who bglanNASP as well as those who
do not.

The NASP surveys also provide limited represeoadif university faculty
(6% of the 2004-05 participants were faculty) anchdt include any student related
data. Other researchers have documented racratietiinority school psychology
faculty percentages as ranging from 10% (Rogerfintém, & Wade, 1998) to 17.5%
(Zins & Halsell, 1986), while racial/ethnic mingrigraduate student percentages
have ranged from 10.7% (McMaster, Reschly, & Pete989) to 17% (Thomas,
1998). Generally, the faculty and student datanatedisaggregated by race/ethnicity

so it is difficult to track specific racial/ethngzoups’ trends over time. Interestingly,



Curtis et al. (2004) observed that the increastudent racial/ethnic diversity school
psychology graduate programs report is not transfgto the field — raising
guestions regarding the recruitmastwell asthe retention of people of color at both
the training and practice levels.

Why Recruit and Retain Racially/Ethnically Diverse School Psychologists?
Political

Professional psychology organizations have aimetltivess lack of racially/

ethnically diverse psychologists, possibly becanaetion might lead to perceptions
that the profession is complicit with its curreoiniogeneity. All of the major
professional psychology organizations (e.g., theeAcan Psychological Association
[APA], the National Council of Schools of Professab Psychology, NASP) have
adopted position statements related to diverdtigr example, NASP’s position
statement on minority recruitment recommends ftetnembers nominate talented
minority students to school psychology programs asiebcate for them throughout
the application and admission process; program$leable admissions and training
options, financial support, and active outreacheasuitment techniques; and research
is used to explore effective recruitment strateMASP, 2003). Other efforts to
address psychology’s lack of diversity have inctiideajor conferences dedicated to
exploring ways to recruit and retain psychologystts of color (Brown, 1997);
APA, NASP, and state level organizations estabigisicholarships to support
racially/ethnically diverse students (APA, 2008p€kett, 2007; Crockett, 2008);
development of committees such as APA’'s Commissioi&thnic Minority

Recruitment, Retention, and Training in Psychol@8yA, 2008) and NASP’s Task



Force on Minority Recruitment (Franco & Green, 20@4& well as language in
APA'’s accreditation guidelines and NASP'’s traingtgndards that encourage
programs to recruit racially/ethnically diversedstats and faculty (APA, 2002;
NASP, 2000).
Social Justice

America’s public schools have a history of inegpigaservice delivery to
African American student8fown v. Topeka, Kansas Board of Education (1954);
Hobson v. Hansen (1967, 196@hinn & Hughes, 1987; Smith & Kozleski, 2005).
African American students are two to three timeseniely than their White peers
to be identified as requiring special education @xo 2002; Skiba et al., 2008) and
are more likely to be overrepresented in the “stthje” categories such as emotional
disturbance versus “objective” categories suchigisaV impaired (Hosp & Reschly
2003; Skiba et al.). This is problematic becayseigl education’s efficacy for
students in subjective categories is questionatbbsg & Reschly, 2003; Hosp &
Reschly, 2004), and the outcomes for studentsviecespecial education are often
not favorable generally (Shealey & Lue, 2006; NCEH)8) and are even less
favorable for African Americans (Countiho, OswadBest, 2002).

Effective public education could potentially eqaealiopportunity for
historically marginalized groups, like African Anr&ans, as well as serve as a vehicle
to social mobility (Baker, 2005; Smith & KozlesRiQ05). Yet, some suggest that the
special education programs in which African Amanicare overrepresented
represent a separate and unequal educational erperjHarry & Klinger, 2006;

Skiba et al., 2008) that contribute to continuedalaand class inequities (Baker;



Skiba et al., 2006). School psychology impactscafit Americans since
practitioners’ primary role remains conducting asseents that help determine
special education eligibility and placement (Cuetisl., 2006). The social justice
argument posits that groups affected by schoolhpdggy should be substantially
involved in the profession. Increasing the nundfekfrican American school
psychologists could bring new and important insghto solving some of the
educational challenges facing African American stud in today’s schools (Proctor
et al., under review).
Educators’ Influence on Racial/Ethnic Minority Students

There is some evidence that the under represemtaftidfrican American
professionals in the educational workforce doesseote African American students
well. Pigott and Cowen (2000) found that Black &lite teachers both rate African
American students as less capable and having netvavioral difficulties than
Caucasian students, but Black teachers rate ddlrehias more capable than do
White teachers. Teacher expectations affect stadacademic and behavioral
performance (Hughes, Gleason, & Zhang, 2005; Ke2@&0; Moore, 2002) often
creating a self-fulfilling prophecy (Jussim & Harp2005; Rosenthal & Jacobson,
1968). Teacher expectancy effects have the stebrdfect on minority and low SES
students (Jussim, Eccles, & Madon, 1996). FurtbeenHughes et al. (2005) found
that African American students are more likely xperience less positive
relationships with teachers, especially when tescaee non African American.
Positive teacher-student relationships are pratedtictors against referral for special

education (Decker, Dona, & Christenson, 2007) wisdmportant because once a



teacher refers a student for special educatianhighly likely that the assessment
procedures will confirm eligibility (Decker et aHarry, Klingner, Sturges, & Moore,
2002; Hosp & Reschly, 2003; Knotek, 2003; O’ReiMgrthcraft, & Sabers, 1989).

Ladner and Hammons (2001) found that districtd\greater proportions of
Caucasian teachers had higher rates of African-fA@aeistudents in special
education. In contrast, Serwatka, Deering, anaht3995) found a decrease in
African American representation in emotionally hiaagped (EH) classes as the
percentage of African American teachers in a disinicreased. Yet, there is little
empirical evidence about the interaction of schpsylchologists’ race with special
education classifications of students of colorrw#gka et al.’s study did explore
whether percentages of African American school pslagists in districts predicted
African American representation in EH classes. yTieeind no significant
relationship and noted that this finding might Bplained by the fact that there were
too few African American school psychologists enygl to have any impact on
overrepresentation. It does appear, though, thatah American school
psychologists are interested in the overrepresentptoblem and some enter the
profession to work specifically with African Amea children (Proctor et al., under
review). Serwatka et al. suggested that havingemdrican American educators
involved in the referral and diagnostic processhhitelp address African American
overrepresentation in special education.
Cultural Competence

Changing population demographics require schoatlpspgists to

incorporate multicultural practices into their repé@e of skills (Ehrhardt-Padgett et



al., 2004; Ortiz & Flanagan, 2002; Rogers, Ponter@onoley, & Wiese, 1992;
Truscott & Truscott, 2005). There is evidence, beer, that the profession is not
adequately prepared to improve substantively tliléyabf the current workforce to
meet these needs (Ortiz & Flanagan). Rogers €1392) surveyed 121 school
psychology program directors regarding their programulticultural practices and
found that 40% of programs did not offer specificises in minority issues or
integrate multicultural content into existing caess A decade later, graduate
students enrolled in APA-accredited school psyogwlarograms reported
weaknesses in their training related to workindhwetilturally and linguistically
diverse populations (Kearns, Ford, & Brown, 2008kholars suggest that
developing culturally competent school psychol@mty be a daunting task since
most school psychology professors do not have ouliitiral expertise (Lopez &
Rogers, 2007; Truscott & Truscott).

Racial/ethnic differences between school psychetegind their clients do
not deem school psychologists incapable of progiduturally responsive services
(Brown, Shriberg, & Wang, 2007), nor does havinigost psychologists of the same
race/ethnicity as clients ensure appropriate sem@ivery (Ortiz & Flanagan, 2002).
However, increasing racial/ethnic diversity in grate programs (both faculty and
students) might benefit school psychology studantstheir future clients of color.
For instance, Zhou et al. (2004) postulated thaenfeculty of color could help train
culturally competent school psychologists; Miraata Gutter (2002) noted that such
individuals would be the most likely to study andtevabout diversity issues. The

presence of faculty of color also improves prograabdity to attract graduate



students of color (Maton, Kohout, Wicherski, Lea%yyinokurov, 2006; Rogers et
al., 1992), leading, in turn, to increased oppatyuior students to develop
meaningful interpersonal relationships with diverstividuals while training.
Experiences, such as these, that extend beyoncetioad learning provide the
context for true understanding of multiculturalismd diversity (Barnett et al., 1995;
Hill-Briggs, Evans, & Norman, 2004; Vasquez & Jor2306). Having
racially/ethnically diverse program demographicsoalffers school psychology
faculty an opportunity to monitor (and scaffoldreeded) pre service school
psychologists’ affective and professional responsessues regarding culture and
diversity (Collins & Proctor, 2009). Clearly, fromany perspectives, there is a need
to recruit and retain a diverse group of schootpsyogists (Loe & Miranda, 2005).
Below, is a review of studies that investigate wiysecruit and retain school
psychology students of color.
Recruitment and Retention Studies in School Psychadjy

Recruitment

Only a few published studies address the recruit@ed retention of students
of color into school psychology graduate educatibor example, Yoshida, Cancelli,
Sowinski, and Bernhardt (1989) reviewed appliecchsiogy program admissions
materials to determine whether minority applicaeteived differential recruitment
based on the type of program (121 clinical, 58 seling, and 41 school programs)
and fictitious applicants’ race (i.e., Black, Higpg or White). They also asked six
psychology undergraduate students (two Black, twgp&hic, and two White) to rate

the admissions materials. Overall, Yoshida efoalnd that programs treated



10

prospective minority applicants differently from Wéhapplicants and were twice as
likely to respond to minority applicants. BlackdaHispanic students rated
admissions materials higher than White students$ naaterials from school
psychology programs were rated highest in encongagpplication to the programs,
addressing the fictitious applicants’ stated irdene community work, and
acknowledging financial aid concerns.

To determine what specific application informatlead to higher ratings from
minority students, Ponterro, Burkard, Yoshida, &@adhcelli (1995) identified four
programs (two counseling and two school) that rekehigh ratings in Yoshida et al.
(1989). Twenty-two potential psychology doctoredgram applicants from three
minority groups rated the materials. The majodifigs were that high quality
application materials, information about finan@ad, specific program requirements,
course descriptions, and student demographics wegrartant to the prospective
minority applicants. The students were also irgiee in information about
admissions and application procedures, faculty dgaphics, faculty research related
to diversity issues, and personal contacts by facaémbers. The results of these
studies are informative to school psychology fachi#cause admission materials are
often the first contact between graduate programisapplicants (Bernal, Barron, &
Leary, 1983).

More recently, Rogers and colleagues focused omtherity student
recruitment practices of graduate psychology pmograncluding school psychology,
known for exemplary multicultural practices (Rog2€96; Rogers et al., 1998;

Rogers & Molina, 2006). Each study employed samiesured interviews with a
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limited number (1 or 2) of faculty members and stud associated with the surveyed
programs. In all three studies, faculty membertacnwith minority applicants and
targeted financial aid for minority students wegparted as key recruitment
strategies. Rogers and Molina (2006) also repdhatthe 11 sampled programs'
recruitment strategies featured strong represemtati faculty members and students
of color, limited reliance on GRE scores, and litdk$distorically Black Colleges and
Universities (HBCUS).

Retention

The aforementioned studies provide some insigldroiigg minority student
recruitment strategies. However, it is just asongnt that the field retains minority
students once they begin graduate study. This togs received very little attention
in the research. Hammond and Yung (1993) survéyedinority-focused
recruitment and retention practices used by 35gss3bnal schools of psychology
and found the most common reported retention gfiegencluded specialized support
groups, involvement with community support systesesjal interaction with faculty
members, group/individual counseling, and “buddydgrams.

Rogers et al. (1998) and Rogers and Molina (206@dnted that retention
strategies employed by exemplary programs incladstyning student mentors and
exposing students to minority populations duringjsiantships and externships.
Programs represented in Rogers and Molina alsategpthat important minority
student retention strategies included having &atimass of ethnic minority
students, encouraging student involvement withltgan diversity-related research,

and offering at least one diversity course in glevant department.
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African American focused recruitment and retentionresearch In
addition to the published literature on recruitmamd retention of school psychology
students of color, there are at least six studies gnpublished and one published)
centered on African-Americans. Brown (1997) suege$14 African-American
school psychologists’ retrospective ratings of uganent and retention strategies in
school psychology programs. Participants ratecddibement of lower costs,
program proximity to home, and the availabilityfiolancial aid, respectively, as the
three most important recruitment strategies. Tiesgnce of a minority faculty
mentor, faculty accessibility, and problem-solvskils development were rated as
the three most important retention strategieslofelp interviews suggested that
participants viewed family obligations, lack offsebnfidence, and financial expense
as barriers to obtaining degrees.

Proctor (2000) examined 157 African American undmilgate students’
ratings of the University of South Florida SchoslEhology Program’s admission
materials and factors important in their considerabf a graduate level psychology
program. Treatment group participants reviewedotiogram’s standard admission
materials plus variations of additional informati@nig., personal biographies of the
program’s African American students and the “Wisa iSchool Psychologist?”
brochure NASP publishes), while a control groupwad and rated the standard
admission materials only. Participants in thettresnt group assigned to review a
combination of all materials rated the admissiotemals highest, although
statistically significant differences were not foupetween treatment and control

groups’ ratings of the materials. Participantg’ceptions of a culturally diverse
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student body within the school psychology progran knowledge about school
psychology did not differ significantly across carmahs. Overall, participants rated
financial support for minority students, degreeecéfl, personal knowledge about the
profession, accreditation by the APA, and apprdyahe NASP as five most
important factors, respectively, in their considieraof a psychology graduate
program. The findings suggest that including infation about specific students of
color who attend school psychology programs will pasitively influence African
Americans’ perceptions of admissions material. Ewsv, school psychology
programs’ admissions material should present congm&ve descriptions of the
program and profession.

Using qualitative methodology, Chandler (2007) stigated 44 Black
students’ and three Black faculty members’ (ateHiBCUs) beliefs about effective
minority student recruitment and retention stragegn school psychology programs
and their awareness of the school psychology psafies Major theme findings
suggested that school psychology programs shoidd fiancial support; connect to
the Black community using minority focused reseaRlack-specific recruitment
strategies, and intra-racial mentorship; and irsweavareness about school
psychology. Awareness activities should emphasieeneed for Blacks in the field
and begin in the high school years. Programseasted in retaining Black students
should maintain a community atmosphere within tfegm whereby there is an
acceptance and support of ethnic minority individua

Brown, Waite, and Bolen (2008) analyzed 31 Afridganerican

undergraduate students’ perceptions of and interessthool psychology before and



14

after a 25-minute school psychology career inforomapresentation that served as
the study’s intervention. Thirty-one percent oftfgpants reported being moderately
interested to very interested in school psychologyintervention, compared to 61%
being very interested post intervention. Resu#is andicated that providing
information to participants significantly changéeir perceptions of job satisfactions
received from a school psychology career. Thearebers concluded that providing
information to African American undergraduates niigé an effective strategy for
increasing African Americans’ representation inagutpsychology.

Proctor et al. (2008) studied African American sahmsychology
practitioners’ experiences with and perceptionseofuitment and retention in school
psychology graduate programs. A major theme ddtloo indicated that participants
were more likely to attend a school psychology prots located in close proximity
to their preexisting residence. Exposure to aaichsychology program prior to
application and support being available within agpam also played a role in
participants’ selection of graduate programs. &hmajor themes of raising
awarenesgecruit, and support emerged regarding what pp#gids perceive the
profession can do to increase African Americanscimool psychology graduate
programs. Along with raising awareness, participéelieved school psychology
programs should actively recruit African Americdaadents, particularly from
HBCUs. Once enrolled in programs, participant®ddhat African Americans might
benefit from support in the forms of funding (eassistantships, grants, scholarships)
and mentorship provided by both school psycholegi$tolor and White school

psychologists employed as practitioners and uniygpsofessors. Based on their
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findings, Proctor et al. developed a model for wéorg and retaining African
American school psychology graduate students. model is described later in this
chapter.

Finally, Graves and Wright (2009) surveyed 165 shisl and 14 faculty
members at three HBCUs to assess their knowledgehaiol psychology and views
of various psychological disciplines. Results framo measuresihe Students Belief
Questionnaireand theFaculty Beliefs Questionnairéound that 47% of students
stated that working with children was very or sorhatimportant for choosing a
graduate program, however, students perceived laugel of school psychology was
significantly lower than other psychology disci@s Fifty-seven percent of faculty
participants were not aware of the shortage of @gh®ychologists. Furthermore,
64% of faculty indicated that school psychologygreans do not actively recruit
students from their university. Approximately 7&8%ted that NASP and APA do
not adequately provide information about schookpsfogy to their institution.

Factors Affecting African Americans’ Entry into School Psychology
General Barriers

The literature delineates factors, both at theviddial and institutional level,
that affect African Americans’ participation in higr education. Individual factors
include such things as students’ motivation andgraspns (Flowers, 2006; Pitre,
2006; Zhou et al., 2004), ability to afford higleztucation (Carter, 2006; Guiffrida,
2005; Seidman, 2005), social support networks @Ca@uiffrida; Flowers), and level
of academic preparation (Carter; Lewis et al., 2@eldman; Zhou et al.). For

example, academienderpreparation may present a significant barrier ghéar
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education for some African Americans. Lower incofdfiecan Americans often

attend under-funded public schools that offer lediand less rigorous courses
delivered by underqualified and inexperienced teex(Carter; Uwah, McMahon, &
Furlow, 2008). These students are less likely thair middle and upper income
counterparts to interact with college recruiteisit\college campuses, and gain basic
information about college options (Freeman, 19Hgsearch documents that 71% of
Black students are educated in high poverty schitdls & Frankenberg, 2007),
suggesting that academic under prepara®well adimited access to college
information may present challenges to higher edoicantry for many African
Americans.

Jackson (1992) postulated that graduate psychg@omgrams’ failure to
recruit minority students is due to few minoritinghe educational pipeline
generally. This may be true for African Americdslatks who represent only 16%
of the total public population, but account for 2@%all high school drop outs (U.S.
Census Bureau, 2008). As of 2007, only 36% ofoaini Americans ages 18-24 had
obtained a high school diploma; 30% had attendetesmllege, but did not complete
their degrees; and only 4.8% obtained bacheloigseads (U.S. Census Bureau). Put
another way, in 2007 only 182,000 African Americaasned college degrees.

Since obtaining a college degree is a prerequsientering psychology
graduate programs, the statistics above are treafe. It does appear, however, that
of those African Americans who do attend collegangnare likely to choose
psychology as an undergraduate major (Maton e2@06). In 2003-04, psychology

followed only business and the social sciences weotiferring the largest percentage



17

of bachelor’s degrees to Blacks (NCES, 2007). Grata 2003-2004, indicate that
6.8% of all psychology bachelor’s degrees, 4.5%sychology master’s degrees, and
11.8% of psychology doctorates were awarded tolBI@dCES). Maton et al.
(2006) noted increasing percentages of African Ataes obtaining psychology
bachelor’'s and master’'s degrees from 1989-2002.sétwol psychology, however,
African American student participation continuesagmain low, with African
Americans obtaining only 3.8% of the school psyolggldoctorates earned from
accredited programs in 2005 (APA, 2005).
Specific Barriers

Lack of knowledge One of the most basic inhibitors to African Amans’
participation in school psychology might be theick of knowledge about the
profession. Curtis and Hunley (1994) investigatedority and non-minority
undergraduate psychology majors’ familiarity wittheol psychology and found that
63% of African American participants reported ttiety did not know enough about
school psychology to choose it as a career. Iivéxand Wright's (2009) study,
students attending HBCUs had significantly loweowtedge of school psychology
compared to other psychology disciplines. Chan@@07) noted that faculty and
students at HBCUs believed there is a need toaserawareness about school
psychology. Similarly, half of the African Americgractitioners Proctor et al.
(2008) interviewed underscored a need to raiseafriAmericans’ awareness
regarding the profession. Brown et al.’s (2008¥ings suggest that increasing
African Americans’ knowledge of school psychologight be an effective

recruitment strategy.
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Lack of recruitment efforts. HBCUs and other predominantly minority
serving institutions are natural pathways to rechflican Americans (Proctor et al.,
2008). HBCUs produce 40% of all African Americalege graduates in the United
States; 75% of African Americans who eventuallyeree doctoral degrees are
graduates of HBCUs (Graves & Wright, 2009). Howe@raves and Wright (2009)
found that 64% of HBCU faculty surveyed noted tbatool psychology programs do
not actively recruit from their colleges and unsiges. Participants in Chandler
(2007) indicated school psychology programs shaattely recruit at Black high
schools and colleges, while over one-third of Ryoet al.’s (2008) participants
recommended recruitment at HBCUSs.

Financial support. School psychology programs known for their exkamp
multicultural training practices all report usiraggeted financial aid as a minority
student recruitment strategy (Rogers et al., 18@fjjers, 2006; Rogers & Molina,
2006). Zhou et al. (2004) suggested that effariadrease minority students’
acceptance of programs’ offers of admission areovgd substantially by awarding
financial support via graduate research and tegdmsistantships, grants, and
contracts. Proctor et al. (2008) found, howeveat bnly four of 30 African
Americans they interviewed noted that financialgap was thenostimportant
factor in their decision to attend a school psyefglprogram. Thirty percent of
Proctor et al.’s participants did not receive amyding at all, but persisted until
degree completion. The role of financial suppelated to the persistence and
success of African American graduate studentsti€lear (Gasman, Hirschfield, &

Vultaggio, 2008), and is an area in need of furtesearch.
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As the above reviewed literature indicates, theeecartainly areas in
continued need of research to understand fullyghsons why there are so few
African Americans in school psychology. Howevegent culturally specific work
(i.e., Proctor et al., 2008) has been done thatrdarm strategic efforts to recruit and
retain African American school psychology studer®sesented below is a model that
results from Proctor et al.’s work. School psycgyl programs can use this model
within organizational consultation to recruit aedain African American students.

A Conceptual Framework for Increasing African American Presence in
School Psychology Programs
Three-Tiered Model for African American Student Recquitment and Retention
in School Psychology Programs

Because there are factors that negatively affect#&i Americans’
participation in school psychology, those withie firofession must make
conscientious and strategic efforts to recruit @tdin school psychology graduate
students of color (Chandler, 2007; Graves & Wri@®09; Proctor et al., 2008). Yet,
few (if any) research-based models exist for réicrgiiand retaining students of color
into school psychology programs. There is reseg@lthough not presented as
models) that describes strategies used by schgohpkbgy programs that recruit and
retain students of color effectively (Rogers 20R6gers et al., 1998; Rogers &
Molina, 2006). This research, however, does natrere recruitment and retention
strategies based on graduate students’ racial grmupbership. Such data are
important to collect because recruitment and redardtrategies might produce

differential effects based on graduate student®.ra
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As detailed earlier in this chapter, several redeas (e.g., Chandler, 2007;
Curtis & Hunley, 1994; Graves & Wright, 2009; Prmgt2000) have investigated
factors important to African American undergradsatéen they are considering
application to psychology graduate programs. Harewmportant differences may
exist between African American undergraduates whe@nsideringschool
psychology graduate education versus African Anaasovhoactually choose to
attend school psychology programs (Proctor eR8D8). For example, African
American undergraduates in Curtis and Hunley (1984ked psychology graduate
programs’ location at the bottom of salient factargheir decisions to attend a
program, whereas African American school psychologgtitioners in Proctor et al.
(2008) indicated school psychology programs’ pragrto their homes as the most
important factor. Thus, findings from prior stuslimay not be entirely applicable to
the specific recruitment and retention of Africaméricans in regards to school
psychology graduate programs.

A salient contribution of Proctor et al. (2008}hsit the researchers sampled
African American school psychology practitionergjividuals with significant
insight into applying for, attending, and succebgfonatriculating through school
psychology programs. Based on their participagwgeriences and
recommendations, Proctor et al. developed a resdm®sed model for recruiting and
retaining African Americans into school psycholgmggrams. The Three-Tiered
Model for African American Student Recruitment d&etention in School
Psychology Programs (See Appendix A) illustrated Hoth universal and targeted

strategies are needed to recruit and retain AfrAsaericans into school psychology
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graduate education. The Three-Tiered Model ismreary, but represents the first
research-based model for recruiting and retainifiqc@dn Americans into school
psychology programs.

The base of the model (Tier 1) represents univeesalitment activities that
professional organizations (e.g., state schoollpsgpgy professional organizations,
APA, NASP), school psychology graduate programd,iadividuals can use. Tier 1
includes activities that raise awareness abouptbkession (e.g., NASP initiate a
public relations campaign) and begin to establ@mimections with potential students
(e.g., school psychologists participate in caregiscat K-12 schools and college
career fairs). The second tier of the pyramidesents recruitment activities that
individual school psychology programs can use. nigdas include: recruiting
African American students from within programs’ &and regional area; recruiting
African American students from within programs’ h@omiversity; recruiting from
HBCUs and other predominantly minority student seqeducational institutions;
providing assistantships, grants, scholarships tamgted funding for students of
color; and presenting about the job role and b&nefischool psychology to
undergraduate students. Finally, the third tiethefpyramid represents activities
school psychology programs can use to promoteetfiemtion of African American
students. Such things include providing fundinmgyvpding mentorship by both
faculty and practitioners (specifically African An@an practitioners), and

maintaining a supportive program environment.
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Organizational Consultation Model

For school psychology programs interested in réagiand retaining African
American students, the use of the Three Tiered Maslpart of organizational
consultation can provide a guiding framework. @igational consultation
represents a promising way to aid in the recruitraed retention of African
American school psychology students because wvalfor intervention development
based on the specific needs of individual schogtipslogy programs. This model of
organizational consultation (Meyers et al., 200Qyrhe particularly useful to
programs since inherent to its design is atterttiafa) content as well as process
oriented issues and (b) providing consultationltéesels of an organization. The
model’s focus on content and process is salieisesime threat to successful
consultation is the tendency to focus on the preg@®ntent of desired change
without considering the processes required to baimgut change (Meyers, 2002).
Engaging in consultation at all levels (e.g., fagustudents, alumni, etc.) of a school
psychology program is also important since stalagrsl involvement increases the
chances that implemented interventions will beaosetl once the consultation ends
(Meyers, 2002; Harris, 2007; Knoff, 2000). A dafig characteristic of the Meyers
et al. model is that it delineates two essentipésyof organizational consultation:
program-centered organizational consultation ams$glbee-centered organizational
consultation.

Program-centered organizational consultation The purpose of program-
centered organizational consultation is to helpm@anization with a clearly defined

component of its work (Meyers et al., 2009). Fmtance, a school psychology
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program may require an organizational consultaag&stance with preparing grant
applications, preparing for APA accreditation or 8RAapproval, setting up a
research institute or center, recruiting and ratgistudents of color, etc. This type
of consultation likely requires the consultant avé expertise related to the content
of the consultation (Meyers et al.). Thus, coralt assisting school psychology
programs in African American focused recruitmerd agtention strategies should
have in depth knowledge of the recruitment andhtedr literature in psychology and
school psychology, in particular. Knowledge acedithrough the consultant’s own
research and practice experience may add to treuttant’s credibility.

Consultee-centered organizational consultatian During consultee-centered
organizational consultation, the consultant hetgsdrganization address issues that
are the basis of effective organizational functignsuch as interpersonal
relationships among members of the organizaticsymgproblem-solving strategies,
as well as leadership strategies (Meyers et dl9R0A consultant working with
school psychology programs to develop African Arceenifocused recruitment and
retention strategies should be competent usingaghpsoach to consultation even if
she is initially brought in to provide program-cer@d organizational consultation
since often topics related to race, class, gers@ayal preference are difficult to
explore (Skiba et al., 2006; Tatum, 2007). Fotanse, some students and faculty
might fundamentally disagree with admission prefees or special funding for one
race/ethnicity over another even if they see themt@l benefits of a

racially/ethnically diverse program. However, agk#ing an issue like this during
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consultation is a necessity because if ignoredjdndesentments might surface that
create an unwelcoming environment for admitted @&fini American students.
Key Principles of the Meyers et al. (2009) Organizanal Consultation Model

Active engagement.Consistent with most other consultation modelg.(e
Caplan, 1970; Curtis & Stollar, 1996; Meyers et 2004; Knoff, 2000), a key
principle in Meyers et al.’s (2009) model is thadividuals within the organization be
actively engaged in the consultation process. v&atingagement provides
organization members an opportunity to participatal! aspects (e.g., contract
negotiation, problem definition, problem analysmervention, evaluation) of the
consultation and increases the likeliness of buyvayers et al., 2009; Meyers,
2002). As such, stakeholders from all levels efdihganization should be included in
collaborative decision-making as part of the cotagiain (Curtis & Stollar; Knoff;
Nastasi, Moore, & Varjas, 2004). Thus, school psyegy programs utilizing this
organizational consultation model to facilitatertetnent and retention of African
American students should be sure to include stddel®(e.qg., college faculty and
administrators, students, alumni) that represetit thee school psychology program
and its home university. Importantly, consultastisuld work to establish a non-
hierarchical, collaborative relationship betweermbers of the program and
themselves as well as promote collaboration betwé®ers within the program
(Meyers et al., 2009).

Effective interpersonal skills. To initiate, maintain, and encourage
collaborative relationships, consultants must pessed model effective

interpersonal skills such as “acceptance throughutdgmental statements, openness,
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nondefensiveness, and flexibility” (Kratochwill, @8, p. 1673). Further, consultants
must understand how systemic and political issaesadfect interpersonal
communication (Lopez & Truesdell, 2007; Meyerslet2009). Meyers (2002)
presented an example of how an organizational ¢@tisun designed to help schools
provide excellent education to low-income, Africamerican students disintegrated
at one school when a majority African American tezfrnonsultants were so
concerned with the consultation’s content that tnegrlooked the school’'s majority
White staffs’ feelings of “blame, inadequacy, aadism” (p. 169). Potentially, the
consultants’ use of effective interpersonal comroation along with attention to
political undertones at the school could have prgctthe consultation’s unfortunate
outcome. Consultants working with school psychglpgbgrams to recruit and retain
African American students must be (a) aware oftigali and racial undercurrents
within the school psychology program, its departthand/ or home university and
(b) equipped with the interpersonal skills to helgkeholders process any resulting
issues. Consultants should be open to hearingdilces of those at the highest level
of the organization, as well as those who represamginalized groups (Meyers,
Dowdy, & Paterson, 2000).

Culturally sensitive. Meyers (2002) also demonstrated the importafice o
consultants being aware of and sensitive to cultlyiaamics within organizations.
This is particularly relevant because as Trus€uatsgrove, Meyers, and Eidle-
Barkman (2000) noted, the norms, structures, aadgoiures of an organization will
impose themselves on whatever intervention is gitedh Organizational consultants

should become familiar with the setting cultureopto entry (Nastasi, Varjas,
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Bernstein, & Jayasena, 2000) as well as work teerstdnd cultural norms as part of
the analytic process during consultation (Harr¥)72). For consultants working to
increase African American students’ recruitment egtdntion school psychology
graduate programs, understanding issues such asstbacal and current racial
climate at a university as well as any future pteEnaddress such issues may prove
helpful. Further, consultants should investigatiural norms within the program as
well as within the greater university since adntnai®rs (e.g., department
chairpersons, deans, and presidents) can havdispegys, unique to the culture of
their university, of denoting what initiatives angportant and supported.

Recursive Fundamental to the Meyers et al. (2009) modteas
understanding that organizational consultationriscarsive process, meaning that
decisions made during consultation can be adaptedified, or dismissed based on
ongoing data collection. Creating a data feedlb@og (i.e., collect data, analyze it,
and share with members of the organization) untiig consensus is reached helps
with problem identification, setting goals, andidasg interventions (Meyers et al;
Nastasi et al., 2004). Recursive methodology alpvoblems that could interfere
with the organizational consultation to be addréssethey arise (Meyers et al.) and
acknowledges that people and conditions within wimggions are dynamic (Nastasi
et al.).

Implementation

Internal or external consultant?: Prior to engaging in organizational

consultation, school psychology programs’ staketralavill need to decide if they

will use an internal or external consultant. There potential advantages to having
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an internal consultant (e.g., familiarity with thieganization’s norms, procedures, and
culture; previously developed trusting relationshiyath members of the
organization, ready access to key players in tharoeation, may have a vested
interest in consultation’s outcome, and can pro¥adlew-up services) (Meyers et al.,
2009). However, internal consultants may also agpee difficulties related to dual
roles or conflicts of interests. Those within sehpsychology programs who serve
as consultants to address African American receuitrand retention efforts may find
it difficult to navigate process issues like headexhgreements among members of
the program related to race/ethnicity focused ssuteis also less likely that an
internal consultant would have the content experitated to students of color
recruitment and retention in psychology since anhandful of scholars have
researched this area.

While external consultants may not have the achged noted for internal
consultants, external consultants typically dohreote to deal with conflict of
interests or dual roles and can, therefore, atewtiisively to the consultation.
These consultants may have to spend additionalleéaraing the organization’s
culture, norms, and procedures, as well as buildapgort and establishing trust with
organization members. School psychology programesested in organizational
consultation focused on African American studentugment and retention will
benefit from a consultant who possesses relevarienbknowledge and can, if
required, help facilitate challenges related togtregram’s effective functioning (i.e.,

leadership, communication, interpersonal relatigrsh
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Stages of Organizational Consultation

There are seven stages to the Meyers et al. (2008pizational consultation
model: entry, problem definition, problem analysndervention development,
intervention implementation, and evaluation. Beleach stage of the model (along
with key activities associated with each stageleiscribed. Additionally, where
appropriate, examples of how the Three-Tiered Modalbe used within the
organizational consultation to aid in recruitingiddn American students are
presented.

Entry . Typically, prior to consultants’ entry into an argzation, a member
of the organization perceives that the organizatas a problem that organizational
resources alone cannot handle (Schein, 1988). nixafeon members, at this point,
must decide if they should request the assistahar mternal or external consultant.
For school psychology programs interested in réagiand retaining African
American students this is a particularly importemisideration given that underlying
(and potentially uncomfortable) process issues tragke due to the proposed
consultation’s specific content. However, whetéieiinternal or external consultant
is selected a key aspect of the entry phase isamintegotiation (Meyers, 2002).
Contract negotiation is when the consultant and beemof an organization negotiate
specific aspects of the consultation such as @asdpgeneral services to be
performed, participants’ as well as consultantgestations, and fee structure
(Schein). Whether contract negotiation takes piaeriting or verbally, clear
expectations should be set during the entry phasause unclear expectations (on

the part of the consultant or program stakeholdsar)result in a failed consultation
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(Meyers). To facilitate contract negotiation, Soh@998) recommended that
consultants set up and attend an exploratory ngeetitlhh the organization to assess:
(1) what exactly the problem is, (2) if he or sh# lae helpful to the organization, (3)
if the problem is of interest to him or her, anjifiture action steps. Finally,
including all relevant stakeholders during contraagotiation is a recommended
since this sets the stage for participants’ acivgagement throughout the
consultation (Meyers et al., 2009).

Problem definition. Sometimes problem definition occurs during theyentr
phase, but it is likely that the work required &vdlop a clear and specific definition
of the problem (i.e., operational definition) watktend beyond the entry stage
(Meyers et al., 2009). The development of an dpmral problem definition can be
facilitated by having relevant stakeholders comgpéeheeds assessment (Knoff,
2000; Meyers et al.; Truscott et al., 2000). Saclassessment helps the consultant
and organization to develop a clearer understanafiige presenting problem(s).
Surveys, individual and/or group interviews, obsd¢ion, and review of records are
useful ways to gather needs assessment data. I@msshould be sure to feed the
results of needs assessments back to stakeholtlesslso important that both the
consultant and program stakeholders understangbtbblem definition is a
continuous process based on ongoing data colleatidranalysis. It is likely,
therefore, that the initial definition of the prebt will be modified as the consultation
progresses (Meyers et al.).

Problem analysis Once school psychology program stakeholders and the

consultant identify a specific problem relateddoruiting or retaining African
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American students, then they must investigate, “\iglthis happening?” (Ervin &
Schaughency, 2008, p. 867). Hypothetically, a sthsychology program might
identify the fact that only one (4%) of their 2%splist degree seeking students is
African American as a problem. This presents pohlem since the program desires
a racially diverse student population and woulé k& have at least one-fourth of
their student population African American. The soltant’s task then is to collect
data that will help stakeholders understand vaembbat contribute to the identified
problem. Using the hypothetical, problem analgsita (which could include
interviews with students, faculty, alumni, and pi& applicants) might reveal two
variables that relate to the program having difficvecruiting African Americans: 1)
African Americans’ lack of knowledge about the gsdion and 2) the location of the
school psychology program being in a predominawthite geographic location.
Once the consultant feeds this information badkéoprogram stakeholders (to
ensure that he or she has interpreted the datactiy); these data can provide
direction for intervention development.

Intervention development During this stage, the consultant’s expertise
regarding the school psychology recruitment aneintein literature is a valued
contribution to the consultation. Yet, while trensultant possesses the relevant
content knowledge, it is important that stakehaddso contribute to intervention
development since stakeholders’ involvement in@ealse chances of sustaining
change once the consultation ends (Meyers, 20R2jerencing Tier 2 of the Three-
Tiered Model, the consultant and stakeholders nriggith consensus regarding

which of the seven recommendations offered are aqdicable to addressing the
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variables (related to the program’s difficulty naiting African American students)
uncovered during the problem analysis phase. Vgbktting interventions,
consultants and stakeholders must consider théfigof the intervention
regarding (a) the time it will take to implemerit) (noney required to initiate and
sustain it, and (c) the human resources requirgtittate and sustain it. In the
hypothetical, the consultant and program stakemslagght agree to implement two
interventions: one focused on increasing Africaneficans’ awareness of school
psychology (e.g., presenting about the job rolelzamkfits of school psychology to
undergraduate students) and the other focusedcomtreg from HBCUs or other
predominantly minority serving universities.

Intervention implementation. Once the consultant and program
stakeholders reach consensus regarding which arigons to implement, then the
school psychology program must dedicate ample ressuo ensure the interventions
have the greatest chance for success. Harris J2866@dmmended that each
intervention be evaluated to determine what ressuace needed. For the
hypothetical, current school psychology graduatdestts, faculty, and program
alumni could serve as resources to present cargniation sessions to
undergraduate students (particularly African Amemistudents) at the school
psychology program’s home university and other Iogaolleges. Human resources
(faculty and current graduate students) in addittofinancial resources (e.g., travel
expenses) might be required to recruit studentas HBCUs and other predominantly
minority serving universities. Prior to implemergiany intervention, however,

school psychology programs should develop actiangthat specify what activity
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needs to take place, who is responsible for cagrgint the activity, by what date the
activity needs to occur, and who will follow-upeasure that the activity is
accomplished (Curtis, Castillo, & Cohen, 2008).cisaction plans ensure that
individuals implement agreed upon interventionsitegrity or as intended
(Nastasi et al., 2004). It is important, however,action plans to include procedures
to provide support for individuals who may requassistance carrying out specific
activities (Harris, 2007). Furthermore, continuolasa collection should occur
throughout the intervention implementation phasetmitor progress towards the
consultation’s outcome goals. Nastasi et al. (20@4ed that “essential changes”
(progress towards outcome goals) can be judgeaimyparing intervention data at
any point in time to the desired intervention outeo(p.68). Thus, the consultant in
the hypothetical would note essential changesesdhool psychology program’s
percentage of African American students increas®s #% (percentage of African
American students at the start of the interventtor)5% (program’s desired goal).
Evaluation. Evaluation is an important component of consultafidarris,
2007). Along with evaluating an intervention’sagtity, consultants should assess its
efficacy, acceptability, and social validity (Megeat al., 2009). Efficacy refers to
how effective the intervention is at addressingdagned problem (s). Given the
barriers to African Americans’ participation in sch psychology, it is likely that
programs implementing African American student &exirecruitment strategies will
observe essential changes gradually over the cofireany years. Therefore,
intervention effectiveness should not be assumadeguate when immediate

increases (i.e., within one to two years) in Africamericans’ application and
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acceptance to school psychology programs are rsgrebd. Annual program
records reviews that detail the number of Africanekicans who apply, enter, and
graduate from a school psychology program can tefpermine if essential changes
are occurring, or if there is a need for intervemtmodification. Other data gathering
methods such as interviews (conducted by someadn@ssociated with the program)
or surveys (with option for anonymity) are usefubissess the social validity of
implemented interventions. Social validity is tdent to which the intervention’s
goals and activities are consistent with stakehsldalues (Nastasi et al., 2004).
Assessing the social validity of school psycholpgygrams’ efforts to recruit and
retain African American students may be particylariportant since key
stakeholders (e.g., students and sometimes faayty® in and out of the
environment. Finally, acceptability speaks todleent to which stakeholders view
the intervention as necessary and appropriate éNliast al.). Acceptability can be a
measured using interviews, self-report survey#formal communications (Nastasi
et al.). For consultants working with school pylolgy programs, it is important to
assess the acceptability of interventions focuserkoruiting and retaining African
American students because if stakeholders do eet witervention as necessary and
appropriate, it is unlikely that they will sustdire intervention once the consultation
ends. Finally, all evaluations discussed showd tfdace pre, during, and post
intervention.

Table 1 presents a visual of the seven stages péidet al. (2009)

organizational consultation model. This table gdsavides as visual of key tasks that
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should be addressed at each consultation stageravides references for readers
interested in learning more about key tasks.

Directions for the Future and Conclusion
Research and Practice Agenda

This chapter points to several avenues to foréutesearch and practice
related to recruiting and retaining African Amenesanto school psychology
programs. First, it is important to note that ifeanework (i.e., use of the Three-
Tiered Model within organizational consultationgpented in this chapter is
conceptual and has not been tested empiricallho@gsychology programs that
implement the proposed framework might use actsearch methods (i.e., conduct
research related to the model while simultaneomspfementing it) to investigate
various components (e.g., its acceptability, falipand efficacy) of the model.
Since no other African American student focuseduiement and retention model is
present in the literature, it is important for praxgs that choose to use this
framework report data related to its outcomes.

Because much of the consultation literature ingagts the content (versus
process) of consultation (Meyers et al., 2009pight be particularly interesting to
study the stages of organizational consultatioaiteel to the proposed framework for
recruiting and retaining African American studeni&r instance, research might
investigate the impact of having an internal veresxternal consultant on the different
stages of an organizational consultation focusethcieasing African Americans’

recruitment and retention in school psychology gedd programs. Information such
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as this might be useful since graduate progranen afperate on limited funds and
might not be able to afford an external consultant.

Finally, although the Three-Tiered Model presentad developed based on
the experiences and recommendations of 30 Africaercan school psychologists,
further validation of the model using current AficAmerican school psychology
graduate students would add to its strength. Eurtbre, future researchers might
employ larger scale quantitative studies to explegaes related to the recruitment
and retention of African Americans in school psyolgy programs. Given the
increased student diversity in America’s publicaalh, it is imperative that school
psychology programs use targeted and empiricajppsried efforts to recruit and
retain more African American graduate students.il&\this chapter presents
direction for both practice and research, the autlopes that substantial increases (in
the future) in African Americans’ presence in sdhasychology will eliminate the
need for a chapter such as this.

Table 1

Stages of Organizational Consultation, Key Tasksl, References

Stage Key Tasks References
Entry « Contract Meyers (2002);
Negotiation Schein (1998)
* Problem Definition
e Understand Natasi, Varjas, Bernstein

Program Culture & Jaysena (2000).
» Data Feedback

Loop
Problem Definition « Needs Assessment Knoff (2000)
e Operational Trustcott, Cosgrove,
Definition Meyers, & Eidle-Barkman

« Data Feedback (2000)
Loop
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* On-going Process

Problem Analysis + Data Feedback Natasi, Moore, & Varjas
Loop (2004); Harris (2007)
Implementation  Data Feedback Chandler (2007)
Loop
e Use existing Proctor, Truscott, Harper,

empirical datato  Collins, Powell &
guide intervention Huddleston (2008)
direction

. Deve|op culture Nastasi et al. (2000)
specific
interventions

Evaluation . Data Feedback  Truscott et al. (2000)
Loop
* Evaluate integrity
and acceptability

*Include all stakeholders during each stage of mizgional consultation.
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CHAPTER 2
AFRICAN AMERICAN SCHOOL PSYCHOLOGY PROGRAM LEAVERS
Introduction
By 2042, people of color will comprise the majoritithe United States;
children of color will represent more than halftbé country’s childhood population
(U.S. Census Bureau, 2008). This demographic shéiready evident in America’s
public schools where in 2006, 43% of students wagatified as racial/ethnic
minority group members (National Center for Edumatbtatistics [NCES], 2008).
School psychology, however, is a majority Whitefpssion wherein people of
color’s representation has been and remains “genglg low” (Fagan, 2004, p. 427).
African Americans, in particular, make up only 1.8¥school psychologists (Curtis,
Lopez, Batsche, & Smith, 2006) compared to 16%udiip school students who
identify as Black/African American (NCES). Lackmaicial/ethnic diversity within
school psychology presents concern because schpch@ogists are the primary
providers of psychological services to childrercolor (Zhou et al., 2004).
Consequently, some have suggested that persisteribeused efforts should be
made toward making school psychologists more refleof the student population
(Curtis, Grier, & Hunley, 2004; Lopez & Rogers, Z00eyers, Meyers, & Grogg,
2004; Truscott & Truscott, 2005).
Due to concerns about lack of diversity within szlhjesychology, Ehrnhardt-

Padgett, Hatzichristou, Kitson, and Meyers (200dggested that the profession
investigate the attrition patterns of school psyoby students from culturally diverse

backgrounds. Given the low percentage of Africanefican school psychologists
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and the identified need to investigate attrition sohool psychology graduate
education, the current study focuses on attritimorag African Americans in school
psychology graduate programs. The following distus provides a review of the
literature elucidating factors that contribute toadpate students’ attrition from
graduate education.

Student attrition from graduate education has lzeeoncern for decades
(Lovitts & Nelson, 2000). Such attrition is profatic due to the economic (e.g.,
expenses related to relocation for some studeradad programs, funding provided
to students, recruitment efforts the universityengls) and psychosocial (e.g., leaving
can cause students frustration and depressiorfyditue and effort is wasted) costs
to the student and the university (Gardner, 20G8d& 2005). Because there is not a
national database that tracks graduate schodia@tt(Lovitts & Nelson), it is
difficult to know student attrition rates at difeait graduate degree levels (i.e.,
masters, specialist). There are estimates, howthadrapproximately 50% of those
who enter doctoral programs do not persist to adegoenpletion (Lovitts, 2001).

Most research on graduate student attrition is\giadive and uses individual
student characteristics (e.g. Graduate Record Ehatian [GRE] scores,
undergraduate grade point average [GPA], race,egeade) to predict which
students are more likely to complete degrees (Gdlde4; Hoskins & Goldberg,
2005). Findings consistently indicate that undadgate GPA is not related to
graduate attrition rates, and general GRE scopssistently predict attrition (Bair
& Haworth, 1999). Findings also document that W1situdents have lower attrition

rates than students of color and men have loweti@ttrates than women (Golde).
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Consequently, researchers recommend that gradiidtiera studies move away from
examining student level characteristics and towardsalitative understanding of the
environmental forces that potentially influencedyrate students’ attrition (Lovitts,
2001).

Bair and Haworth (1999) made a significant conitidn to the graduate
student attrition literature with a metasynthedid 18 doctoral student persistence
and attrition studies conducted between 1970 af8.19his metasynthesis include
both quantitative and qualitative studies and @slias across study themes related to
attrition. Student attrition rates varied by dmirie, with the highest rates in the
social sciences and humanities, and the lowesteimatural sciences. One possible
explanation for this discrepancy is funding. Fwstance, compared to students in the
sciences, a lower percentage of education studecds/ed financial assistance,
which Bair and Haworth conclude contributes to edion students’ higher attrition
rate. Education students often worked off campusraceived only partial funding.
Students who worked off campus and/or held postioot related to their research
were more likely not to complete their degreesdifidnally, students who did not
have strong, positive relationships with their advior faculty were also more likely
to leave programs. While not as important as fgaelationships, peer relationships
also contributed to graduate student attritionaegs were less likely to be involved
with their academic peers than those who compléégriees. Generally, graduate
students who were not involved in program, depantiriastitutional, and

professional activities were more likely to leavaduate programs. Finally, for
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advanced doctoral students, difficulty relatedhi® dissertation process contributed to
their attrition.

Lovitts (2001) surveyed 816 doctoral students (&drhpleters and 305
noncompleters) who entered two research univesditoan 1982 to 1984.
Participants came from nine departments (mathpgiglchemistry, sociology,
economics, psychology, English, history, and musi@vitts sent each participant a
detailed questionnaire and conducted one-hourhelepinterviews with two
noncompleters from each department. The questi@aad telephone interviews
explored why students leave programs without fimghheir degrees. Findings
suggest that students who persisted and thoseefthardgrams were equally
academically qualified. There was a positive datien between integration into a
department’s social and professional life (i.ecdyeing a part of the community) and
successful completion of the doctoral degree. &ttgd lack of socialization into
their department most heavily contributed to tldeiparture. Students who received
no financial support were the most at risk of wihwling from programs, as well as
those on full fellowships because they were ldsd\lito have an on campus office,
which led to their increased isolation. Lovittdeuthat teaching or research
assistantships helped students connect and cedat®mnships with faculty. The
single most important factor in students’ decisitmsontinue or withdraw was their
relationship with a faculty adviser.

Hoskins and Goldberg (2005) conducted a studyttastimportant
implications for school psychology graduate edwratttrition given its focus on a

closely related profession, counselor educationesé researchers used qualitative
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interviews to investigate factors that influenc&ld®ctoral students’ persistence or
attrition at 17 different counselor education peogs. The sample included 10
individuals who left counselor education programsmo degree completion.
Findings suggested that student-program match ateddor participants’ decisions
to leave or persist to degree completion. Stugeogram match consisted of two
components: academic match and social-personahmétcademic match occurred
when students perceived that programs’ focus anmicalum was preparing them for
what they wanted to do professionally. Leaversemced academic mismatch or
incongruence “between what they wanted from thg@manm and what they thought
the program was preparing them to do” (p.183). i@guersonal match refers to
participants’ relationships, or connection, witkittprogram faculty and peers. In
contrast, social-personal mismatch describes [gaatits’ lack of connection with
program faculty and peers and this contributedhéar decisions to leave. This
study’s findings mirror those of Bair and Hawori999) regarding graduate
students’ program relationships- positive relatiops with peers are important, but
positive relationships with faculty are of evenasx importance for preventing
attrition.

The reviewed attrition studies provide significargight into reasons graduate
students choose to leave programs. However, titkestdo not provide information
about graduate students’ experiences based orrdoet group membership. This
type of information might be useful in understamgifrace interacts with the factors

identified as contributing to graduate studenitadtr.
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Few studies directly investigate African Americaagtition from graduate
school. However, studies do explore factors rdladeAfrican Americans’
participation and retention in graduate educatidhese studies typically sample
African American doctoral graduates and/or curisfnican American graduate
students (e.g., Ellis, 2001; Gasman, Hirschfeld/Wtaggio, 2008; Hunn, 2008;
Johnson-Bailey, 2004; Williams, Brewley, Reed, Wh& Davis-Haley, 2005).
Consistent findings across this literature sugtiesttAfrican American graduate
students experience difficulty socially and acadethy integrating into their
programs (Gasman et al.; Hunn; Johnson-Bailey;iavi$ et al.). For instance,
African American masters and doctoral studentsasr@an et al. (2008) reported that
peer relationships were important to them, but rhasit“cordial, yet for the most part
not very close” relationships with their White peép. 134). As a result, Gasman et
al. noted that their participants looked for pagyEort on their own since institutional
supports were not available to help them establisin relationships. Participants in
Williams et al. (2005) reported feeling like outsid to their academic community
and perceived a need to prove their intelligend&/tote peers and professors.
Johnson-Bailey’s (2004) participants also experenacademic and social alienation
from White peers. Similar to participants in otkardies (i.e., Ellis; Hunn; Williams
et al.), Johnson-Bailey’s participants turned toidgsn American graduate school
peers and African American faculty, when preseststipport and mentorship.

Another consistent finding in this literature &t African American students
have challenges obtaining mentoring and advisifigs(2001; Gasman et al., 2008).

This is particularly problematic since the attnitiiterature emphasizes the critical
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importance of graduate students developing posiglaionships with their advisors
in order to persist to degree completion (Bair &\dah, 1999; Hoskins & Goldberg,
2005; Lovitts, 2001). While Gasman et al.’s (20p8iticipants did note both
positive and negative experiences with advisossdlhwho experienced negative
relationships reported lowered self-esteem andghisuabout leaving their programs.
The literature documents that a major factor inrgtention of African American
graduate students is the presence of supportivek Blieofessors (Johnson-Bailey,
2004; Hunn, 2008). While both Johnson-Bailey (20820 Hunn’s (2008)
participants acknowledged the benefits of Africanegkican faculty, they also
expressed appreciation for culturally sensitive #professors with whom they
established relationships. One participant in §ohnBailey’s study expressed that
academia is set up as a game, and she did not tkomules. Mentoring and
advising helps African American graduate studesasri how to play the academic
game (Johnson-Bailey).

While not as prevalent as the need for positiletieships with faculty and
peers, the literature also supports African Amerscaeed for funding to persist in
graduate school (e.g., Gasman et al., 2008; JokBaibey, 2004). Gasman et al.’s
(2008) participants reported working several jabking out loans, and experiencing
inability to concentrate because of financial streShese participants also noted that
limited funds prevented their ability to socializefessionally and attend
professional conferences. Johnson-Bailey (20Q29rted that none of her ten
participants entered their graduate programs wnimntcial support; four described

financial struggles that resulted in them takingrse overloads to save money on
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tuition, developing health problems, and considgt&aving their programs. Still,
funding emerges only as a minor theme in the olvitierature related to African
Americans’ graduate education experiences (Gasinar).e
Purpose of the Study

The research reviewed identifies salient factoigraduate student attrition
and African American students’ graduate school egpees across a variety of
disciplines. However, no study explores the exgrares of school psychology
graduate students of color and attrition amongelstsdents. Given the need for
diverse school psychologists (Lopez & Rogers, 2d@idscott & Truscott, 2005),
students of color who attrite from school psychglpgograms are an important
population to investigate. The current study seeksderstand the reasons African
Americans, in particular, choose to leave schogtipsiogy programs. The study’s
purpose is threefold: (1) to explore what expemsnoontributed to participants’
decisions to leave school psychology programstg 2etermine if school psychology
programs used retention strategies, and if so, ettegparticipants’ perceptions of
those strategies; and (3) to investigate whategjras participants believe might have
encouraged their retention in programs.

Method

Research Design

Phenomenological research methods (i.e., Cres2@I7; Moustakas, 1994;
Seidman, 2006) guided the design and implementafitims study, as well as the
analysis of its results. Creswell (2007) noted tha purpose of a phenomenology is

to describe the meaning of a phenomenon for a smaiber of individuals who have
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experienced it, giving careful attention to uncavgmvhat the shared understanding
of the phenomenon is across individuals. Hoyt Bhdti (2007) observed that
phenomenological inquiry is particularly relevaot investigations of rare or rarely
researched populations. For the current studyptie@momenon under investigation
was African Americans who left school psychologggmams prior to obtaining a
professional entry-level degree (i.e., specialistoequivalent). A three series
interview format was used (Seidman). Specificalyirst interview focused on
participants’ life history, a second interview fgewd on their experiences related to
their decisions to leave school psychology prograand a third interview explored
how participants made meaning of their decisionisdwe their school psychology
graduate programs. The study’s design was re@issnce modifications were made
based on on-going data analysis and participadbgeek (Nastasi, Moore, & Varjas,
2004). For example, as the study progressed deyszations were added to the
interview protocol based on an analysis of dataiokd in preceding interviews
(Nastasi et al.; Seidman). Finally, a construstiftiamework was used because there
is a paucity of research on African Americans’itatin from school psychology
graduate education. Participants, via sharing thveid experiences, and the primary
researcher, through careful listening, thoughtiydlerations, and appropriate follow
ups (Seidman) constructed knowledge regarding tha@ugte education experiences
of African Americans who chose to leave school psyagy programs.
Participants

Participants included seven African Americans wdfodchool psychology

programs prior to receiving a professional entmelelegree. The number of
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participants is consistent with Dukes’ (1984) recoendation that phenomenological
studies include interviews with three to 10 induads who have experienced the
phenomenon under investigation. Participants werlited using network sampling
which involves “identifying participants or casdarderests from people who know
people who know what cases are information-riche(Nam, 1998, p. 63). This
sampling technique facilitates identification oflividuals, like education leavers,
who are difficult to access (Creswell, 2007). Bgin this study’s network sampling,
the principal researcher sent study recruitmentlert@aprofessional contacts and
school psychology related listserves (e.g., Nati&saociation of School
Psychologists’ (NASP) African American On-Line Comnmity, NASP Facebook
page, etc.). These emails described the studyfgopa, provided the primary
researcher’s contact information, and asked indafislto contact the primary
researcher if they met the study’s criteria andeweterested in participating. The
email also asked individuals to forward the reecnaiht email on to other relevant
listserves and anyone they believed fit the studgiteria. Seven individuals
contacted the primary researcher, and expressexgttin participating. Each
individual who contacted the primary researcher imgtision criteria which required
that participants: (1) self-identified as Africam&rican, (2) entered a school
psychology program for a specialist (or its equewd) or doctoral degree, (3)
attended the program for at least one full semegtgteft the program without
obtaining an entry level degree, and (5) enterad (eft) a school psychology

program between 1990 and 2008.
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The sample included six females and one malef ahom self-identified as
African American. The age range was 25 toM0=(34.5;SD= 5.19). Five
participants attended undergraduate at Historidlliygk Colleges and Universities
(HBCUSs), while two attended Predominantly Whitetitosions (PWIs). Participants
attended six different school psychology prografao participants attended the
same school psychology program (one attended f@di-2003 and the other
attended from 2006-2007). Three participants edtprograms seeking a doctorate,
while four were pursuing a specialist degree. Tapent attending school
psychology programs ranged from one to three y@éars 1.5; SD =.78). The
average time that had passed since participantth&sf school programs was 10.7
years, with a range from two to 16. At the timelad study, all participants had
successfully completed at least a Masters Degrpemgtams other than the school
psychology programs they left (two in school psyobg and five in other
disciplines). Two participants had completed daties, while two others were
doctoral candidates. Table 2 presents demograpbmst the programs participants’
left, years participants attended the programs pamnticipants’ current professional
status.

Table 2

Program Demographics, Years Attended, and ProfassiStatus

Participant Program Years Other Students Current
Pseudonym Characteristics of Color in Occupation
Attended Cohort
Amel Large, Public 2006-2007 2 African Assistant
Southeastern American Director of
Females Student

Affairs
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Kendall Large, Private, 1996-1997 1 Asian Female  Clinical
Northeastern Psychologist
Kevin Small, Public  1991-1993 None Professor
Southeastern
Lisa Midsized, 1992-1993 None School
Public, Psychologist
Southeastern
Michelle Large, Public 2001-2003 None School
Southeastern Psychologist
Doctoral
Intern
Nia Large, Public, 1997-2000 1 Black Doctoral
Southeastern International Candidate
Male
Shonda Large, Public 1995-1996 1 Black Male Entrepreneur
Midwestern
Procedure

In December 2008, the primary researcher sentquely described
recruitment emails to professional contacts andalgbsychology professional
organization’s listserves. Follow up emails witistsame information were sent a
week after the initial emails. Over the followitwjo weeks, seven individuals
contacted the primary researcher via email andesged interest in participating.
The primary researcher responded to these potgratiiCipants and requested their
telephone contact information. She then callechtteeascertain if they met study
inclusion criteria and to gather initial demograpimformation (see Appendix B).
Approximately a week later, the primary researd®nt an email to each of these
individuals informing them that they met study ungibn criteria and inviting their
participation. All seven agreed to participatdneprimary researcher and
participants then set up interview schedules viaienThree individuals resided

outside of the primary researchers’ city of res@enA grant that supported this
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research covered the cost of transportation faetlleree individuals to travel to the
primary researcher’s city to participate in thisdst.

The primary researcher conducted interviews fronudey 2009 to May
2009. Each participant engaged with the primasgaecher in three face-to-face
interviews and one telephone interview to validhtestudy’s findings. The face-to-
face interviews were spaced three days to a weak, aphich allowed time for
participants to process preceding interviews withosing the connection between
interviews (Seidman, 2006). Such spacing alsavaltbtime for the primary
researcher and research team members to reviewe®echinterviews and determine
if additional questions should be added to therundégv protocol or if the primary
researcher needed to ask follow up questions tktata participant’s preceding
interview(s). The first participant’s three intesws served as this study’s pilot to test
if the interview design and primary researchertsrviewing techniques elicited the
depth and quality of information needed to meetstinely’s purpose. The interviews
from this first participant yielded rich data. ®ivthe difficulty accessing this study’s
target population, the primary researcher decidaeddiude this participant’s data in
the reported results. Member checking (CresweMiBer, 2000; Lincoln & Guba,
1985) which involved sending each participant hiker three transcribed interviews
and a major and minor themes summary document ieztur June 2009. The
primary researcher asked participants to reviewdtdeiments and provide feedback
indicating if the transcripts and major and mirferhes document represented their
experiences. All participants responded and espkthat the information in the

documents accurately reflected their experien€esthermore, during a fourth and
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final telephone interview with each participantedle occurred in August 2009) the
primary researcher shared the study’s texturalstnatural descriptions as well as
the conclusions. The primary researcher askedtjpamts to provide feedback
regarding whether the descriptions and conclugmesented represented their
experiences. All participants indicated that tinelihgs and interpretation of the
findings represented their experiences.

Instruments

Demographic sheet.During an initial telephone contact, a screershget
was used to collect demographic information fromtipigants to ensure that they met
study inclusion criteria. The demographic shegquested the following information:
gender, age, current state of residence, schoohpfygy program attended, degree
program (e.g., Masters, Masters +60, Specialisti@ate) participant entered the
program under, length of time in program, degretaiabd from program, and reason
for leaving the program. See Appendix B.

Interview protocol. The interview protocol was developed based on
Seidman’s (2006) three series model for condugiimgnomenological interview
studies (i.e., focused life history interview, expace with phenomenon interview,
and meaning making interview) (See Appendix C)erview explorations were open
ended and focused on participants’ life historg.(elell me about your life up until
entering the school psychology program you letthgjr experiences in the school
psychology programs they left (e.g., Tell me abautr experience in the school
psychology program you left.), and how they havelenaeaning of their experiences

(e.g., Now that you have talked about being a stuishethe school psychology
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program you left, what does that mean to you?)lo®woup explorations for the first
interview were developed based on the school psgghaecruitment literature (e.qg.,
Rogers & Molina, 2006; Proctor et al., under reviewd focused on understanding
how participants chose school psychology (e.g.,eMeere any educational
experiences that influenced your decision to estbool psychology?). Follow up
explorations for the second interview were develbipased on research related to
African American students’ graduate education eepees as well as the graduate
student attrition literature (e.g., Tell me aboatiyacademic experiences in the
program you left.; Tell me about your decisiondgave that school psychology
program and any experiences that encouraged yaigiae to leave.) Follow up
explorations for the third interview focused on arglanding how participants made
meaning of their decisions to leave programs aea turrent thoughts about school
psychology (e.g., What meaning do you make oubaof ylecision to leave the
program?; How do you currently view the professibischool psychology?).
Interview protocol modifications included addingsral questions and a prompt to
the beginning of the second and third intervieveg d#sked participants if they had
any additional thoughts related to their prior matew before proceeding with the
scheduled interview. In sum, the primary researspent approximately four hours
with each participant
Research Team

The research team consisted of a one White, raaldty member who served
as the primary researcher’s dissertation chairpeasal faculty advisor, one White

specialist level school psychology student, onacafr American doctoral level
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school psychology student, one African Americannsaling psychology doctoral
candidate, and the primary researcher- a schochp$ygy doctoral candidate.

The primary researcher conducted all intervieWse sole use of the primary
researcher as the interviewer was purposeful asigmed to maximize consistency
throughout the interview process. Furthermore,esassert that when discussing
racially sensitive topics, research participantghifeel freer to express their
authentic voices when speaking with a same ra@arelser (Seidman, 2006). The
primary researcher is a 35 year old, African Aneamigvoman who previously
practiced as a specialist-level school psycholodildr interest in African
Americans’ experiences in school psychology beghitevghe was pursuing a
specialist degree and became concerned aboutrthedinumber of African
Americans in her program. She acknowledges thagXgeriences and worldview
influence the research process, and, in fact,enfte the research questions she posed
(Creswell, 2007; Lawrence-Lightfoot & Davis, 199 Her biases include a belief
that African Americans are needed in school psyapoblnd that school psychology
programs do not do enough to recruit and retaifcAfr American students.

The research team helped minimize the effect®fptimary researcher’s
biases on the research. Research team meetiivgsl derreview the interview data
and provide feedback relative to the interviewimgthodology, and data analysis
processes. We used peer debriefing (Creswell,;200@0ln & Guba, 1985) to
continuously discuss and challenge the researchirsés. The diversity represented
by research team members also added differentataines, convergent viewpoints

to the research process that aided in challengemglmers’ biases.
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Data Analysis

This study’s data were analyzed using phenomencdbgata analysis
techniques (Creswell, 2007; Moustakas, 1994). sk@ps involved in data analysis
included preparing the data for analysis, develppimmolistic understanding of the
data, horizonalizing the data, developing meanmtslwand themes, and composing
textural and structural descriptions. We also tgped a codebook after our
identification of meaning units and data categories

Data preparation. First, members of the research team engageaubiche,
which is a process where researchers strive tayay preconceived judgments that
may prevent seeing the data as participants prag&reswell, 2007; Moustakas,
1994). Specifically, each research team membaribesl any experiences they had
regarding African Americans’ attrition from schqasdychology programs, listed their
biases (e.g., the profession has not done enougittoit and retain minorities), and
engaged in a discussion regarding these biaseshé&Mecreated a document that
listed our biases and referenced this documenti¢iinaut the data analysis process.
Next, the specialist-level research team membetlag@rimary researcher
transcribed verbatim the audiotaped interviewsyifeaspace for coding and
commentary. The primary researcher checked abtrgptions for accuracy using
the audiotaped interviews as comparisons. Eadicipant also reviewed her or his
transcripts for accuracy.

Holistic understanding. During this stage, we carefully and repeatedly read
over interview transcriptions to obtain a holistimderstanding of each transcription

(Creswell, 2007). Research team members usedeaivef journal (Creswell) to
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record thoughts, feelings, beliefs, and biasesendiilempting to achieve a holistic
understanding of each transcript. Bi- weekly reseéeam meetings allowed an
opportunity for members’ biases, related to thergimg data, to be discussed and
challenged.

Horizonalizing. Horizonalizing the data involved reviewing eadmscribed
interview for nonrepetitive, significant statemetitat were relevant to each research
guestion (Creswell, 2007; Moustakas, 1994). Timeseepetitive statements were
highlighted, while repetitive statements were efiated (Creswell; Moustakas).
Nonrepetitive statements that addressed each obsgaestion were then transferred
to tables. Table 3 illustrates significant statetee¢hat represent experiences
participants’ described as contributing to theicid®ns to leave school psychology
programs.

Meaning units and theme developmentWe grouped similar nonrepetitive,
significant statements into meaning units that wtlestered together represented
data categories (Creswell, 2007; Moustakas, 1984)data were collected new
meaning units emerged, requiring the developmentuwf categories. This process
continued until all meaning units were represeiriegppropriate categories. Data
saturation, which refers to the point at which eavnnformation emerged from the
data (Creswell), occurred at the eighteenth inésvwivhich took place with the sixth
participant. The point at which data saturatiooused in this study is consistent
with Boyd’s (2001) finding that two to 10 participta are sufficient for reaching data
saturation in phenomenological studies. Finallg,developed themes based on

connections between categories (Strauss & CorBieg)L
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Table 3

Selected Significant Statements

| kinda felt like the professors weren't reallysimc with us.

* |just really didn’t feel connected to the depantiner to my peers.

* My main decision to leave had to do with finances.

* He (a professor) made me feel like | was not adetyiprepared.

* | was isolated on a number of different levels.

* The ground-level reality was it's a test drivengtige on the school level.

* | was part of that process (special education),lamas disgusted by it.

* | was disengaged with the material and maybe tbelpe

* | mean, you're doing the WISC again. It just beeamonotonous.

* | wanted to get a mentor, and | just didn’t fekeli clicked with any of them
in that manner.

* Instead of just writing reports saying yes theylifyano they don't for

special education, | wanted to be able to provideenconsultation to

teachers.

Textural and structural descriptions. Once all participants’ face-to-face
interviews were completed and analyzed, the primesgarcher developed textural
(what was experienced) and structural (how it wagmedgenced) descriptions for each
participant. Next, composite textural and struaitdescriptions were developed.
The composite textural description describes wiafpiarticipants collectively

experienced, while the composite structural desonplescribes how they
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collectively experienced the phenomenon (See Apgddd(Creswell, 2007;
Moustakas, 1994). The “essence” or universal stdeding of participants’
experiences is uncovered through integrating timeposite textural and structural
descriptions (Moustakas, p. 119). Discoveringabsgence of participants’
experiences is the hallmark of phenomenologicaaes (Creswell; Moustakas,).

Codebook development Research team members reached consensus on the
names and definitions of codes during the stagiate analysis when data categories
were identified. The primary researcher then esatfirst draft codebook. Brief
definitions, full definitions, exemplars from thatd, and guidelines for use were
included for each code. The primary researchdrteenfirst draft codebook out to
the research team for feedback regarding its usabild accuracy based on the
consensus of code names and definitions establesdididr. Research team
members’ feedback was then included in a revise@lmook. This revised codebook
was used to begin the process of inter coder agreeftCA), which provides a
percentage that represents the level of agreenednebn researchers on codes and
subcodes (Schensul, LeCompte, Nastasi, & Bord#€9).

Establishing ICA and applying the coding system The school psychology
doctoral student and the primary researcher separaided one participant’s three
interviews and then discussed coding discrepanaiestablish consensus of coding.
Next, these same coders independently reviewedgpalately coded one of another
participant’s interviews, comparing this coded miew, with a goal of 90% ICA
(Bakeman & Gottman, 1986). The coders reached [(3%on this first interview

and continued the ICA process until reaching 90% Which occurred on the fifth
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interview M = 78%). After each ICA check, the coders discussel® cefinitions
and discrepancies in applying the codes to the (&atiaensul et al., 1999). Thus,
prior to obtaining 90% ICA the primary researcharised the codebook four times.
All 21 face-to-face interviews were then coded ggire codebook established at the
90% ICA level.
Trustworthiness

Trustworthiness refers to the extent to which care have confidence in a
gualitative study’s findings (Lincoln & Guba, 1985)Ve used several techniques to
ensure this study’s trustworthiness. For exampéeaddressed researcher bias using
epoche, reflexive journaling, and peer debriefamydescribed earlier in this paper.
Member checking, via sharing transcribed interviewajor and minor themes
document, and textural and structural descriptafrtbe data provided an opportunity
for participants to comment on the researchersrpretation of the data and ensure
that participants’ voices were accurately represgntMultiple analyst triangulation
(Patton, 2002) was achieved by including reseaamtmembers with diverse
backgrounds to help analyze the findings. Furtloeeman independent doctoral
educator provided an external audit of the datkectobn and analysis documents
(e.g., raw data, data analysis documents, reflgrmals, major and minor themes
documents). Finally, the primary researcher ugdyg thick descriptions to present
the themes of this study, which will help the rea@el as if he or she is hearing
participants’ authentic voices. Given this dedaip, readers can decide if the

findings might be applicable to others in similantexts (Creswell & Miller, 2000).
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Results

Two major themes dProfessional MisalignmerandRelatednesemerged
regarding what experiences contributed to partrdipalecisions to leave school
psychology programs. The major themédNohereflects the retention strategy most
participants report school psychology programs useohding(major theme) and
Advise(minor themeyepresent retention strategies participants bedienght have
encouraged their continuation in the programs tefty Major themes reflect four or
more participants’ experiences, while the minontkeeflects the experience of three
participants. Subthemes provide more detail ab@jor themes to facilitate greater
understanding of participants’ experiences. Theanegresented using descriptions
of what(texture) participants experienced in the schogtpslogy programs they
left andhow (structure) they experienced the programs and tiegiisions to leave.
Understanding texture and structure is necessargture the essence of a
phenomenon (Creswell, 2007; Moustakas, 1994). IBeste shared using
pseudonyms to protect participants’ anonymity.
Professional Misalignment

Professional misalignment refers to participamdication that the practices
of school psychology (as presented in the progréesleft) were not a fit given
their specific career aims. Professional misaligntrcontributed to five participants’
decisions to leave school psychology programs. lysigrevealed that four of these
five participants discovered professional misaligmiin their first year of school
psychology graduate education; three of these itdials decided to leave their

program at the end of the first year. The remgwo participants (one specialist
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and one doctoral pursuing) who experienced misalgrt left at the end of year two
and three, respectively. All five participantsmegented in the misalignment theme
left school psychology programs and attended gtadu@grams in another
discipline.

Data analysis uncovered both differences and siitiég between the study’s
five participants who experienced professional figaanent and the two who did
not. Unlike those who were misaligned, the twdipgrants who did not experience
misalignment remained in the discipline (transfegrirom one school psychology
program to another) and are currently practicingpst psychologists. These two
participants, in contrast to the others, did natthanmet expectations regarding their
school psychology graduate education, and theyaiexpress views that school
psychologists practice in a limited capacity. Walhexcept one of the study’'s seven
participants shared in common, however, is theestagvhich they left school
psychology programs. More specifically, six pap@nts represent “early attritors,”
or those the literature defines as students wheeldactoral programs within the first
two years (Di Pierro, 2007).

One useful way to think about students’ early @bini from graduate
programs is the process of socialization (i.e.,m&a@&ewcomer is made a member of
a community) (Golde, 1998). According to Golde9&pPto successfully transition
into a graduate program, students must: (a) betieatethey can intellectually master
their coursework, (b) want to be graduate stud€o}syant to do the work associated
with the profession, and (d) be able to integragatselves into their department or

program. Those who are not affirmative regardimg @ne of the above are likely to
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consider early attrition (Golde). Findings fronmstetudy indicate that participants
did not express difficulty mastering the acaderagks required of them, nor did they
desirenotto be graduate students. Most participants, heweald question whether
school psychology was a professional fit for thehe five who experienced
professional misalignment concluded they did nattwa do the work that they
perceived school psychologists do. Each went autoessfully complete degrees in
disciplines they viewed as a better fit professilgneDescriptions ofwvhatthese five
participants experienced in school psychology oty reveale®@rogram Failure to
Meet Training ExpectatiorsndPerceived Job Role Constraias two subthemes that
emerged unddProfessional Misalignment

Program failure to meet training expectations Four participants noted that
prior to entering school psychology programs, thagt expectations regarding what
specific skills school psychology training wouldoal them to develop; however,
upon entering their programs did not perceive titzaning met their expectations.
Shonda, for example, explained during her focusedistory that she was labeled
academically gifted in elementary school and skibpgrade, causing her to be
younger than her grade level peers. As a redqwdtegperienced social challenges as
a high school student. Based on her own schoekpgrience, Shonda entered a
school psychology doctoral program with the spegbal to acquire skills that
would prepare her to work with (e.g., counsel)agifthildren around social-
emotional concerns. Regarding choosing schoolhmdggy, she noted, “So | wanted
to see what interesting experiences could comefaateracting and potentially

mentoring and helping gifted students that migivehlaeen in a similar situation.”
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Shonda revealed in her second interview, howehat,during the one year she spent
in her school psychology program, she did not recekposure to the gifted school-
aged population or courses she believed would Ieipneet the social-emotional
needs of gifted students. Discussing the courdesloe did take Shonda, recalled, “I
don’t remember ever feeling connected to the stilbpadter...l never felt connected
to it at all.” At the end of her first year, Shanttansferred to another graduate
program within the same department. As she refteoh her decision to leave the
school psychology program she said, “I think | dideally connect with it the way
that | thought | would.”

Kevin, in his focused life history, described alegé experience mentoring a
young African American male labeled as emotiondisturbed. Kevin felt the
child’s label was not justified. Once learningtthaschool psychologist labeled his
mentee, Kevin decided to enter school psycholodyetp address African
Americans’ disproportionate representation in sgesglucation. The program Kevin
selected characterized its training as ecologicaignted. Kevin believed such an
orientation would be a good fit for him “philosophlly” as well as provide him with
a skill set to help address disproportionality.rl¥a his specialist program,
however, Kevin became “frustrated” because he dicdelieve he was being
equipped to address African Americans’ dispropodte placement in special
education. During his second interview, Kevin dissxl how his professors
responded when he raised the topic of dispropalitynn special education:

It was the polite, sort of negotiation away frore gubject matter. There

would be a lot of head-nodding, you know what | melm, but in terms of

how you know in what ways are we being trainedridauthis pattern, there
wasn’t a lot of those kinds of conversations. Améally didn’'t have a sense
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that | was being equipped with the tools to out baghart of the solution
instead of the problem.

Kevin, along with several other participants, désa feeling “frustrated”
(particularly when engaged in classroom discussioossed on issues related to race
and socioeconomic status) during their time in stipsychology programs.
However, in Kevin’s meaning making interview he aowledged that although
school psychology was a “bad fit,” his experienseachool psychology graduate
student was “extremely salient and remain so t@tkesent.” Today, Kevin is a
professor (in another discipline) whose work fosuse the African-American
school-aged population. Reflecting on his schagthology graduate experience
Kevin noted:

| think | benefitted from the experience becaugmite me an opportunity to

move in a different direction- in a direction thakink is more appropriate for

my interests and my orientation towards scholardbipards schooling,
towards my professional aspirations. Ultimatelgushed me to be more
critical about a lot of different things; ideasexperiences that | had, not only
those that | had in that program and within schasyichology, but it pushed
me to be more critical of approaches to schoolmdjapproaches to certain
explanations for the achievement gap. And thaétatiperspective is
something | certainly appreciate.

Perceived job role constraint. All five participants who experienced
professional misalignment perceived the role ofstigool psychologist as being
constrained by certain tasks. Participants mdenaioted that they viewed school
psychologists’ role as constrained by testing aheroduties associated with special
education placement. Amel, for example, acknowdelddpat by the middle of her
first semester (as a school psychology graduatestyishe perceived that school

psychologists primarily test. After administeriogly three tests- assignments for a

cognitive assessment course, Amel decided thabsgsgchology was not a
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professional fit. She indicated, “I knew by Octob®at it was not for me.” While
describing her experience, Amel noted that evearbdier first semester of training
was over she felt “disengaged from the materi&l/hen asked how faculty presented
the profession Amel said, “It just sounded likeadf testing and they were talking
about ratios of like school psychologists to studemd it was ridiculous and, yeah it
just sounded overwhelming actually.” Analysis affcipants’ responses to queries
regardinghowthey felt about their programs indicated that,isinto Amel, four of
the five who experienced professional misalignnusscribed feeling detached from
school psychology programs’ curriculum primarilyedio the heavy emphasis on
testing. For these participants, feelings of dataent emerged early (i.e., first year)
in their experience as school psychology graduatests.

Kendall, who is currently a licensed clinical psgtduyist, also viewed school
psychology as predominantly testing focused whpelntly due to her interest in
neuropsychology, she perceived as a job constrafter one year, Kendall left her
school psychology doctoral program to enter a @ihpsychology doctoral program.
While discussing her decision to leave the schegthology program, Kendall
stated, “When | actually made the decision to |davas like well | can look for a
clinical program where | can do both- school styfiiy know the assessment stuff and
neuro..” She further explained, “I was trying to makeestivas going down a path
that did not lead me to being pigeon holed as adgbsychologist.” Ironically,
during her clinical psychology doctoral trainingndall worked on a research project
with a school psychology doctoral student who sesgd in neuropsychology.

During the meaning making interview Kendall contéaigd, “If | had finished the
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school psychology program | would have been dortle sghool a lot sooner and
maybe | still would have been able to do what | gdrto do.” However, as Kendall
continued discussing how she has made meaningwahig her school psychology
program, she revealed that she believes her prelyibeld view of school
psychologists as primarily testers is accurate.afsivate practice clinical
psychologist, she often attends school-based nysettnadvocate for her young
clients. She observed:
| don’t see the school psychologists working witk kids who do fall into
that social emotional category, you know, a kidwéh emotional problem or
a behavioral problemthe school psychologist is not working as a
psychologist in that situation. The school psyolgdts here in (City X), the
experiences I've had with them seem to be, wetllitha social emotional
problem, | don’t have anything to do with that,d’tested them, they don’t
have a learning disability, you all figure it outhere are people who go into
school psychology to become psychometrists, yowkno test only, um, and
for some people that is, that is fulfilling.
In her final reflections Kendall noted, “Leaving svarobably the best thing because |
have more options open to me so now | am workirgyjob that | absolutely love and
| don’t think | would have gotten that as a schoe®ychologist.” All five participants
who experienced professional misalignment notetitbeexperience of attending
and leaving school psychology programs was cokedince it pushed them to
consider other professional options that more tyosiggned with their philosophies,
beliefs, and professional interests.
Relatedness
This study’s participants also experienced ditficsuccessfully integrating

into their school psychology programs. Recall tiatording to Golde (1998), new

graduate students are less likely to consider edtiigion if they believe they belong
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(i.e., are able to academically and socially iraégmith program peers and faculty).
The major theme dRelatednesslustrates some of the interactions participants
experienced with faculty and peers in the schogtipslogy programs they left.
Relatednesgefers to relationships, or lack thereof, betwparticipants and other
individuals in their school psychology programsib®emes revealed specific
references to relationships, or lack thereof, \pithgram faculty and program peers
as contributing to participants’ decisions to lea¥@rthermore, race played a role in
most participants’ interactions with both facultydgpeers, and several participants
chose to leave their programs simultaneously wigeex. All seven participants are
represented in thRelatednestheme -revealing it as a universal experience tigki
participants’ experiences.

Faculty. Six participants described relationships, ok ldereof, with faculty
as contributing to their decisions to leave prograrfor instance, Michelle, one of
the participants who did not experience profesdionsalignment, shared in her
second interview that the primary reason she kftschool psychology program was
lack of advising. She explained, “...it kinda fekd the professors weren’t really in
sync with us, with what we were doing, like | rgdiblt like we needed like a person
that was an advisor...” Regarding her relationship Wer professors at the program
she left, she further noted:

It was just like a student-teacher, there wasmllyeany connection that | had

with any of the professors, it was just kinda like here to take your course,

you're here to grade my stuff and give me a graadet f
Michelle described feeling so discontent that atlikeginning of her second year, she

began researching other potential school psychgioggrams where she could
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transfer. When asked if she spoke to any of hafliepsors regarding her desire for
advisory relationships she said, “I didn’t becaud&in’t really feel like | had a
relationship with anybody that | could approachnttie Michelle, who is currently a
doctoral-level school psychology practitioner, expéd the difference in student-
faculty interactions at the program she left vetdigsone to which she transferred.
She stated that in the latter, everyone is assignextivisor with whom they have
“regularly scheduled contact.” Michelle noted thadving somebody who is
checking in to see how you are doing” was importantompleting her doctoral
degree. Yet, she indicated that she would not hawnsferred from her first program
if she had obtained even minimal faculty advisemetie explained:

| don’t think that the problems would have evertgotto the level they did

because, | mean, it wasn't like | really neededeloody to, um, provide a

serious amount of mentoring. | just wanted, likeng basic advising on my

classes and, um, like some progress feedback,ngptihat was really like
great and spectacular, but it was lacking in any,whape, or form.
Two other participants also expressed that oppititsrio establish relationships
with their faculty via advisement were not avaiabd them in the programs they left.
These participants, like Michelle, indicated thaving such relationships might have
encouraged their continuation in their programs.

Shonda, the participant who left her school psyatpplrogram to attend
another program located in the same departmentatidecall any relationships with
school psychology faculty when the interviewer sipeadly asked. However, she did
discuss several positive relationships she devdlapth faculty in the program to

which she transferred. Shonda explained that aleshbstantial contact with

professors in her new program because “two maifepsors taught most of the
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classes.” In fact, it was typical for Shonda temd two different classes instructed
by the same professor in one day. Having “morelsam opportunity with the
professors” facilitated Shonda’s ability to estsblpositive relationships with them.
Contrastingly, Shonda described her school psygygboogram as “just a different
environment” where she felt “no attachment.” Wiggiestioned about any attempts
she made to interact with the school psychologygssors, Shonda said, “I didn’t
want to socialize with them at all.” Referencihg potential ramifications of her
behavior she explained, “Some people just playgtdrae better...I just want to do
what | am there to do and go home, if | gotta gbappy hour and all that kinda stuff,
I'll just take the hit.” Regarding her detachmé&oim the school psychology program
she said, “it may have been my own lack of abtlityassimilate.” Reflecting, Shonda
contemplated if the cumulative time spent in eadg@mam might have factored into
her differential experiences. Dismissing time d&scior she noted, “Keep in mind, |
was in both programs for about an equal amountrad.t

Analysis of participants’ responses to a query #s&ed them to describe the
differences between the school psychology progrhesleft and the graduate
programs they subsequently entered provides funtiseght into experiences with
faculty. More specifically, for all seven of thstudy’s participants, the qualitative
difference between their relationships with facuttyhe school psychology programs
they left and the programs they subsequently etht@ess that the new program
faculty members were accessible, approachablecahdally sensitive faculty.

Given such faculty characteristics, all particigargported positive and meaningful
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relationships with faculty in the graduate programwhich they subsequently
entered and persisted until degree completion.

Race. Further analysis of participants’ experiencedaiculty revealed that
five described instances where race played a ndleeir interactions. This finding is
of particular interest because the interviewerrditlintroduce or raise race as a topic,
instead discussions regarding race emerged “botighfirom the data (LeCompte &
Schensul, 1999, p. 16). Furthermore, only parictp who attended HBCUs as
undergraduate students indicated that race playele &n their relationships (with
both faculty and peers). For example, Lisa, whenated a highly selective HBCU
located in the Southeastern United States, rech#edirst advisory meeting with a
professor in the program she left:

That conversation had started out well until he tio@ed that | had graduated

from a black school and that their students fromCB didn’t tend to do

well. You know, I'm like where do you get that in@ Really? Maybe you
just haven’t come across the right one. Like, neaijiey just don’t apply
here.
She later described an academic experience shi@ lbae of this same professor’'s
courses:

My first test that | took in Professor X class,dave us study guides. So of

course I'm thinking oh I'm coming to this rigoropsogram. This man is

telling me I'm not gonna do well in this programchease, you know, I’'m not
gonna do well. So when | see the first test, a&mdike, wow, really the exact

wording of each question. And when the test caaw bof course | got a

hundred on the test, and I'm like how could youhéte spoon-fed you the

information. And when | realized that is this yu expect me to do? | can
give you this all day long, all day long. So, Isnlike, this is gonna be pretty
easy cause I'm thinking undergrad | wrote a thesis.

Lisa obtained a Masters Degree from this prograforbdransferring to another

school psychology program where she completed @alfs degree. Looking back
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at her interaction with the professor at her fimsigram she noted, “I guess I'm long
over the pissed off part with Professor X. I'mdoover that, but it’s just like | can’t
believe he actually felt like that was alright ays When asked how she makes
meaning out of her experience in the program dhellisa stated that she left an
impression. She added, “The impression may hage tiet you stopped telling little
Black girls and little Black boys who come from HBE that they’re not gonna do
well in the program. That may have been my purpgose

Kendall, who also graduated from a HBCU, discussedssessment course in
which she believed she was unfairly graded. Duitinig course, students were
required to practice administering tests whiledbarse professor and classmates
observed. Kendall noted that the grades she aAdian student received were
much lower than the grades her White peers obtaftedugh she “could not see any
difference between what they were doing.” Whenwést to speak with the
professor regarding her perception of this gradiisgrepancy she recalled the
professor saying, “You know you are not the bastiet we have.” Kendall
maintained, “I still think the teacher in that dasas racist, | really do.” Although
Kendall noted that funding was tpemaryreason she left her program, Kendall
described her experience with this professor agngea supporting role in her
decision to attrite.

Nia, also a HBCU graduate, detailed several sdnatin which race
influenced her interactions with faculty. Nia deised attending a group that
program faculty invited all minority students torfi@ipate in to discuss diversity

related concerns. The initiation of this groupwced at the same time the faculty
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was preparing for an APA accreditation site vi§he recalled what took place
during and after the site visit:

The people for APA accreditation came, and theyteaio talk to all the
students. And they asked us, one of the questimysasked us was about
diversity. And | mentioned the group that had bstanted to address
diversity. You know, it was a group that | wasyitaf that started to address
some of these issues. And then, don’t you knownexer had another group
meeting again. After you know all the paperworksviied in, then it's like
oh well, suddenly they didn’t feel like they needb group anymore. And |
thought hmm, that’s interesting. | felt very usddke, did they just create
that group just specifically for that? And of ceeibeing a minority and
feeling that there were clearly some issues thatlee to be addressed that,
you know, like they were just, just totally creatbd thing just for
accreditation. Not because they were really irstekin improving the
program in terms of diversity.

Nia, who was the only African American in her cahair12, also described feeling
“annoyed” when race related conversations wouldecamin her school psychology
core classes and school psychology faculty woudit éler input. She explained, “I
always knew like, | was going to be asked. Andlhtt like that because sometimes
| just want to listen. Sometimes | just don’t féké sharing. It’s like if | want to
share, I'll raise my hand.” Nia described a costirgg experience with a professor in
a class she took outside of the school psychologgram. She recalled, during a
class discussion, another graduate student askinglimat was her “secret” to making
it to graduate school. Nia shared the professesponse and her subsequent
feelings:
And my teacher— | remember thinking at the timereally liked that she, she
immediately responded to that person and said powkhat question is
really out of line in the sense of what do you meemat is her secret. Like
she has something in her back pocket that shejlistout. She was like, she
did what most people to do to get here. She wotegbt into her program

like I would assume most people in graduate sctimbl | was grateful for
that because it’s like, | felt like a lot of timewas being called out to answer
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stuff. 1 was the black person in class, and it miae to have a teacher who
actually stepped up and said, you know you dorveha answer that.

Peers Six participants indicated that relationships,amkl thereof, between
themselves and school psychology program peersilcotd to their decisions to
leave their programs. Subthemegaafe andsimultaneous decision makipgovide
for greater understanding of participants’ intei@atd with their peers while in the
programs they chose to leave. As noted previouasily, participants who attended
HBCUs are represented in trece subtheme.

Race. Four of the participants (Lisa, Kevin, Nia, andridall) who discussed
race in regards to their relationships with facaligo described situations in which
race played a role in their interactions with pergrpeers. Kevin, the only male in a
cohort that included five White women, acknowledtfgt his entry into school
psychology was “political and oppositional.” Redjag his classmates, Kevin noted
that he was “very vigilant of and sort of wearytloém and any indication that they
might be racist.” When asked if his cohort memiwevdged him to social gatherings
he explained:

To their credit, they did. But | wasn'’t interestgdu know. And one of the

students, she called me one day she said Kevin't Eoow what’s going on

with you. Because it got to a point where | wasirgy it on my face when

I'd show up to class. And she said Kevin | domiblw what's going on, but

we are not your enemy. And she talked personalam not your enemy.

And | can see you're going through a lot. But batttime, the first year was

almost already over with, and then we were going aur externship. So,

that was just one of those life lessons for meatjou shouldn’t invest in
distance unless there’s a certain reason to invesstance. That was just my
own — | had like a whole closet full of Malcolm >§hirts, you know what |

mean. That was just my orientation. Um, and seas | think unfortunately
too suspicious.
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Nia described her cohort members as middle to ugdpes White women who
“seemed like they had never been around non-wiate;middle class people.” She
vividly remembered one class discussion where artohember indicated that she
would be uncomfortable going into a minority neightood alone to do a home visit.
Nia, who during her focused life history discusgeawing up in an upper middle
class African American community, observed thatdi@ssmate did not distinguish
between a high crime neighborhood and a minoritght®rhood. Nia noted that she
did not engage classmates in such conversatiorgibecthere’s so many and I'd be
talking to them all the freaking time.” Nia addébthink part of it for me too was
just the whole stereotype thing. | didn’t wanb®angry black person...”

Two participants (Lisa and Michelle) describedsel@elationships with a
White cohort member, while the remaining five pap@ants recalled supportive
relationships with African American students inetlgraduate programs, or more
advanced African Americans students in their scipsgthology programs. While
Lisa fondly remembered one of her closest frieralseang a White female cohort
member, she described feeling disconnected fronother cohort members. Lisa
revealed, “| remember being in classes with a bugfdlvhite girls who were all
engaged to doctors or dentists. Oh wow, greainltdelate to you all at all.” Lisa
attended a few program related outings with hergpe8he described her experience
at one event, “l remember feeling like | don’t wartve here. And it was one of the
White clubs, and there weren’t that many Black peopwasn’t comfortable. |

wasn’'t comfortable, you know.”
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Simultaneous decision making.Even though participants described
somewhat strained relationships with their pedrge participants sought peer input
when deciding if they should leave their prograrisch of these participants made a
decision to leave their program after engagingoimversations with a program peer
(who was also considering leaving) related to legthe program. For instance,
Kendall decided to leave her school psychology @wgat the same time as her
roommate, an African American student in the cobiwat entered one year before
her. Both Kendall and her roommate entered thgraro with full funding, and both
decided to leave when the Dean could not guardah&e full funding for the
following academic year. After discussing theledima, Kendall and her roommate
arranged and together attended meetings with thartteent chair and Dean to
discuss the matter. Kendall explained, “When theag that they were not going to
guarantee us our same fellowships, and they cauigare out what the level of
funding was going to be, we decided not to comd& bakendall subsequently
entered a clinical psychology doctoral program \eledre received full funding up
until her paid internship year.

Amel detailed making a decision to leave her pgogalongside a White
cohort member. Amel remembered conversations thithpeer when they
guestioned if they really wanted to remain in tblea®| psychology program. Amel
said, “She was leaning towards counseling and ljustdeaning away from school
psychology and trying to figure out what | was gpto do so | talked to her.”
Similarly, Lisa decided to leave her program togethith the White cohort member

with whom she developed a close friendship. Wiscribing her relationship with
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this peer, she noted, “We always made sure we signing up for the same classes
at the same times. We studied together. We thtitagether. We made our
decision to terminate, we did that together.”

In addition to investigating what experiences cbuoted to African
Americans’ decisions to leave programs, this singgstigated what strategies, if
any, school psychology programs used to retaingigants. If programs did use
retention strategies, participants’ perceptionghef strategies were also of interest.
Finally, the study explored retention strategies frarticipants believed might have
encouraged their continuation. Findings relatethése specific topics are reported
below.

None

Five out of the seven participants reported thagm@ms did not use any
retention strategies to try to retain them. Fduhese five individuals went to their
school psychology program faculty to tell them thegre leaving. Nia stated,
“Honestly, they didn’t try to keep me at all. laemore like, you know, we just had
a conversation where | told them | was leaving, ey were just like, “OK.”
Shonda did not believe her program was concernedtabtaining African American
students. When asked why she felt that way shegdhdecause if they were |
should have been one to retain just to help thebeus) they didn’t have any to begin
with so | don’t know that | can say they were caneel about retention.” Recall that
Shonda left her school psychology program to ateermather program within the

same department. Even given her continued clasarmity, Shonda reported that
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the school psychology faculty did not inquire abetity she left the program. With a
slight laugh she said, “there was no send off,ard,cno lunch, no nothing.”

Two participants reported that school psycholapufty members were
helpful to them once learning of their decision¢et@mve. For instance, a faculty
member wrote a letter of recommendation for Miahédl enter another school
psychology program, while a faculty member sat dewith Amel to try and help her
process her next steps after exiting her schodaihadggy program. Still, the
following comment by Michelle characterizes how taarticipants felt about their
departure: “I remember thinking, | wonder if anylgadould really notice that | was
gone if I hadn’t even told them, | wonder how Iahgould have took somebody to
figure out that | hadn’t signed up for any classes.

Too late. It is noteworthy that two participants did repdrat their programs
used retention strategies. Both Kendall and Keescribed the use of a sole faculty
advocate, one school psychology faculty member adted as an advocate on behalf
of the participant, as a retention strategy. Tlp@s@cipants reported positive
feelings towards these faculty members. For igtareferring to his faculty
advocate Kevin said, “I would not have earned mytdes without her influence and
involvement in my program.” This participant’s tdity advocate, who was an
African American female, tried to encourage histearation in the program, but it
was too late in his decision making process. Halled meeting with his advisor to
inform her of his decision, “It wasn’t a discussionwas leaving.” Kendall described
how her faculty advocate, who was a Jewish matg] to help her retain her funding,

“l did talk to him about funding...he was actuallyitvg letters and calling and
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trying to talk to the Dean.” Kendall also indicatinat by the time her program
offered her partial funding, it was too late to pjpr other fellowship opportunities
that would help her finance the remaining half ef @ducation. After leaving her
program, she wrote the faculty a letter with sugges for how they could have
handled her situation better. She did not recaiveply. She noted, “I wasn't
expecting a response.”
Funding

When asked what retention strategies might hageweaged their
continuation in the programs they left, funding egeel as a major theme. Funding
refers to participants’ statements that offersuniding, exclusive of student loans,
might have encouraged their continuation in theagpams. Analysis revealed that
only one participant, Michelle, indicated taking ¢aans to finance her education in
the school psychology program she left. Kenda#,garticipant who left her school
psychology program due to funding not being renewes unwilling to take out
student loans to persist for a second year. Ak described having assistantships
or campus related positions that provided finarsigdport. Even though only two
participants noted that lack of funding contributedheir decisions to leave school
psychology programs, four indicated that fundinguldchave encouraged their
continuation. For example Michelle stated, “ifiaddad been some other funding
opportunities available, then that would have helpehile Lisa noted, “maybe

saying, hey the rest of your time here we will pary’
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Advise

Finally, three participants also indicated thatihg career guidance and/or
program advisement might have encouraged theifragatton in their program. Nia
explained, “steering me in terms of where peopéedaring more consultation in
school psychology. | just didn’t feel like | wasihg guided. If I had more guidance
and somebody could show me how | would’'ve gonéab area more.” Shonda
offered that program faculty could have taken “mafra personalized interest, you
know, in terms of helping me formulate and shapecanger path.” Michelle
suggested:

At the basic level, just tracking people and evenanly, like, a 15 minute

conference to see how you are doing, to see how gr@rses you have, |

mean if it not gonna go beyond taking a look atrymurses, at least to do

that because | felt like nobody really tracked nuffsbut me.
The Essence of Leaving

The process that led to participants’ decisionsawe school psychology
graduate education began when they first entereolo$sychology programs
through their experiences with programs’ trainiagiftheir formative views of the
actual role school psychologists play in schoatsl their difficulties with
establishing meaningful relationships with theoutly and/ or peers. Unmet training
expectations and perceptions of school psychokgisisolely “testers” served to
facilitate most participants’ initial disconnecttivprograms and the profession. This
disconnect was further compounded by strained orexistent relationships with
program peers and or/ faculty. Each participamtisative illustrated this universal

experience of having difficulty establishing postj strong relationships with either

program faculty or peers. While in programs, ggrtints expressed initial feelings
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of “frustration,” “annoyance,” and being “uncomfalole.” Such feelings facilitated
participants’ further detachment (physical and eomall) from their programsThis
detachment resulted in lack of academic and sotdegration. Most left their
programs void of attachment to their faculty andpeers, and believing that few
would even be aware of their absence.

Discussion

The study makes several contributions to theditee. First, it is one of the
only studies to explore attrition in school psydg graduate education. Second, it
extends the broader graduate school attrition resdzsy using qualitative
methodology to provide rich, thick descriptionsAdfican American leavers’
graduate school experiences. Third, findings ssigipat potential differences may
exist between African Americans based on the typendergraduate institutions they
attend (i.e., HBCUs versus PWIs). This finding hasbeen discussed in prior
research related to African Americans’ graduat@sthxperiences and may hold
implications for future investigations focused be tecruitment and retention of
African Americans in school psychology programs.

Participants noted professional misalignment, aefias their indication that
school psychology was not a fit given their speatfareer aims, as one factor that
contributed to their departure from school psychglprograms. Differences existed
between the two participants who left one schogtpslogy program to attend
another and the five who exited the discipline clatgby; the former did not
experience misalignment while the latter did. Likdividuals who departed

counselor education programs (Hoskins & Goldbe@§52, five participants in this
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study noted misalignment between their career amasprograms’ training focus.
Unlike those in Hoskins and Goldberg (2005), theseparticipants also perceived
misalignment between their specific career aimsthagrofession as a whole. This
study extends the literature by identifying thecfie reasons that misalignment
occurred for the African Americans sampled (i.eogpams’ failure to meet
participants’ expectations regarding the specifafgssional skills they hoped to
develop and participants’ perceptions of the sthewpchologist job role as
constrained). Participants, for instance, expetdddarn how to “help” children via
consultation and counseling, but noted that theigmams emphasized cognitive
assessment. This was particularly problematicéweral participants who, unsettled
by African American students’ disproportionate glaent in special education
(Sullivan, A'Vant, Baker, Chandler, Graves, McKiyné& Sayles, 2009), entered
school psychology programs expecting that they dgain skills (e.g., consultation
and intervention) to help address disproportiopallhstead, while in school
psychology programs these participants began t@ sahool psychologists as
“gatekeepers” to special education whose profeasiamactice was constrained by
testing and placing children in special educatiBarticipants’ specific perceptions of
school psychologists’ job role as constrained Istirig extended their misalignment
beyond the program level to the profession as davho

Research (e.g., Fagan, 2002; Tarquin & Trusco@68uggests that
participants’ perceptions that the school psychstagle is constrained by activities
associated with testing and placing students igiapeducation were accurate. In

fact, national demographic studies (Curtis, Hun\&galker, & Baker, 1999; Curtis,
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Grier, Abshier, Sutton, & Hunley, 2002; Curtis, leap Batsche, & Smith, 2006)
consistently indicate that school psychologist sie majority of their time in
activities related to assessment for special etucatacement purposes. This trend
seems to filter down to school psychologists imirey. For instance, Tarquin and
Truscott (2006) reported that, despite NASP-apptquegrams’ efforts to train
students in professional functions away from thaditronal model of assessment for
special education, practicum students spend mdkeaftime in assessment
activities, and little time in consultation or caating. While five of this study’s
seven participants did attend NASP-approved progr#is important to note that, at
the time of this study, an average of 10.7 yeadsgassed since participants attended
school psychology programs. Four participantsnattd the programs they left prior
to the implementation of NASP’s most recent tragnstandards that require school
psychology students to demonstrate a variety ofpstancies including consultation,
problem-solving, and intervention (NASP, 2002).isTimay have substantially
influenced the type of training participants reeei\and subsequently their
perceptions of the practice of school psycholo§till, Tarquin and Truscott noted
that the new roles and practices (e.g., consultara intervention) school
psychology students are currently learning in NA£gProved programs are not
transferring to their field-based practicum expeces. Given the finding that
participants perceived school psychologist’s jdie es constrained by testing and
special education related activities, it may prpugdent for programs to provide
African American students with early (i.e., firgar) practicum experiences whereby

they are paired with supervisors who engage inri@tyeof activities including,
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intervention, consultation, and counseling. Cosiiead field-based experiences
(incorporated into the first year experience) tlefiect new roles and practices for
school psychologists (Collins & Proctor, 2009) nieyp decrease the likelihood that
African Americans would become early attritors doag@erceptions of job role
constraint, while simultaneously providing skillevélopment that is more consistent
with their expectations.

Results also found that participants’ poor relaglaps with faculty
contributed to decisions to leave school psycholaggrams. This finding is
consistent with the graduate student attritiorrditiere (Hoskins & Goldberg, 2005;
Golde, 1994; Lovitts, 2001), as well as researelh shiggests African Americans
experience difficulty establishing positive relatships with faculty, particularly
White faculty (e.g., Ellis, 2001; Gasman et al.Q&0 Participants in this study
described poor relationships with faculty specifican relation to advisement.
According to the graduate attrition literature (eBpir & Haworth, 1999; Lovitts),
having a positive relationship with a faculty adviss the most important factor in
persistence or non-persistence towards doctoraedegpmpletion. Three of this
study’s participants (one specialist and two dadteeeking) noted a complete
absence of faculty advisement. Another participkesicribed an advisory
relationship whereby the faculty advisor expredsadacademic expectations due to
her prior attendance at a HBCU. African Americaadyate students in other studies
(e.g., Hunn, 2008; Johnson-Bailey, 2004; Ellis)énesported strained relationships
with White faculty due to their perceptions that MgHaculty do not value the

contributions they bring to the academic settil@t, reports of positive relationships
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between African American graduate students andi@lly sensitive White faculty
are also present in the literature, often in theesatudies that acknowledge strained
relationships between White faculty and African Aro@n graduate students (e.g.,
Gasman et al; Hunn). In fact, participants in thisrent study also experienced both
positive and strained relationships with White facuThis duality in the literature
underscores that variations exist within groupsl, i@minds us to avoid race- based
generalizations about any one group of people. é¥aw the literature is clear that
the presence of supportive Black faculty represamisal factor in African American
graduate students’ persistence towards degree etiomp(Hunn; Johnson-Bailey).
This suggests a need for school psychology, whé&f&ioan Americans represent
only 0.96% of faculty (Graves & Wright, 2009), tatiate efforts to recruit and retain
faculty of color. Others (e.g., Graves & WrightciMtosh, 2004; Zhou et al., 2004)
have also called for increased faculty diversitgehool psychology.

An interesting finding emerged related to particiggarelationships with
faculty and their peers. Specifically, all fivetbe participants who indicated that
race played a role in their relationships attendB€U’s (see Graves & Wright, 2009
for discussion of HBCUS), while the two participamtho attended PWIs did not
mention race at all when discussing their relatigqps This is noteworthy because
the interviewer did not raise the topic of race, fparticipants who attended HBCUs
consistently introduced the topic. One possiblgaxation for this finding is that
African Americans’ experiences at HBCUs accultuthtan to be more aware of
racial and social injustices (Williams et al., 2D@sd as a result, may be more likely

than their peers who attended PWIs for undergradiogberceive (and critique) race
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based social injustices. An alternative hypothesidd be that participants in this &
study who attended HBCUs (where the establishmignbgitive student-teacher
relationships is often a trademark of the expereg¢had difficulty adjusting to the
culture of large, White research universities wisareh student-teacher relationships
might not be as prevalent. While this study’s sknsize limits broad interpretation
of this finding, it is an area worthy of furthewastigation since studies looking at
graduate attrition have not explored differencdasvben graduate students’
experiences based on their undergraduate attendaaddBCUs versus PWIs. This
type of research might be particularly relevanddhool psychology since scholars
(e.g., Chandler, 2007; Graves & Wright; Proctoaletunder review) have recently
recommended that school psychology programs dieectitment efforts towards
HBCUs.

Social integration, in particular, is important base the literature indicates
that students who do not integrate socially inmrtgraduate programs are more
likely to leave compared to those who integratecessfully (Bair & Haworth, 1999;
Lovitts, 2001). Most participants in this studpoeted difficulty integrating socially
with White peers. Interestingly, unlike African Amcan participants in other studies
(e.q., Ellis, 2001; Johnson-Bailey, 2004), pargéeifs in this study reported that their
White peers often extended invitations to sociaings, but many chose intentionally
not to accept these offers. This may be due tédhiéural mismatch” participants
described between activities that were desirabléhby White peers and faculty and
themselves. For instance, several participantsidged feeling uncomfortable during

attendance at program socials held at predomingitiye bars where few people of
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color frequented. Consequently, similar to Africamerican students in other
studies (e.qg., Ellis; Johnson-Bailey; Williams ket 2005), participants in this study,
who typically were the only African Americans irethcohort, deliberately sought
out other African American students in other proggaand/or cohorts for social
support. While similar race peer support is regbds important to African
Americans’ retention in graduate programs (Gasmah ,e2008; Johnson-Bailey),
the fact that this study’s participants often sdusiimilar race peer support from
individualsoutsideof their programs may have intensified their latlsocial
integration within their programs. These findirsgggest that for African Americans
to become socially integrated into school psychglmggrams, programs must
become more culturally sensitive when planning paogrelated social activities,
while African American students must be open terating program events and
willing to “play the academic game” as describedalparticipant in Johnson-Bailey
(2004). An additional implication is that prograst®uld make concerted efforts to
recruit and retain a critical mass of African Ancan students (Rogers & Molina,
2006) so that these students become less likedgd social support outside of the
program, and are more likely to feel that thereahers within their programs who
share similar cultural perspectives.

Finally, while most participants noted that progsatid not use any retention
strategies, they indicated that funding and advesgmmight have encouraged their
continuation in programs. Participants’ view theteiving advisement may have
been a useful retention strategy is not surprigimgn that several pinpointed lack of

advising as contributing to their decisions to kEe@vograms. However, the
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emergence of funding as a potentially useful redendtrategy was surprising since
only two participants indicated that funding infhoed their decisions to leave school
psychology programs. This may be because five@teven participants received
fellowships or assistantships. Gasman et al. (Rb@bcated that funding does not
emerge in the literature as a major theme relatekfrican Americans’ experiences
in graduate school, although participants in teeidy demonstrated a significant
need for funding. This study’s contradictory fings related to funding are similar to
those of Proctor et al. (under review). SpecificdProctor et al. found that few
African American school psychologists cited fundaggthe most important factor in
their selection of and retention in school psychglgraduate programs, but most
recommended funding as an important recruitmentetahtion strategy for African
American students. Both studies’ findings suggese¢ed for further exploration
regarding the role funding plays in African Amenegaselection, matriculation, and
persistence in school psychology programs.
Limitations

This study has several limitations. First, thenoek sampling technique used
may have limited the individuals who could potelhfiparticipate since initial
recruitment emails were only sent to the primaseegcher’s professional contacts.
Attempts to minimize this limitation were made kskimg initial contacts to forward
the recruitment widely to professional list seraesl other individuals who might
meet the study’s criteria. Furthermore, sampls nay be present given that those
who chose to participate may have had overly negatxperiences that contributed

to their decisions to leave their programs. Adadiélly, only seven African
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Americans participated in this study, and theirezignces are in no way
representative of all African American school polgy graduate students. Given
that the average time since participants attendegrograms they left was 10.7
years, participants had to rely on their memomegspond to interview questions. It
is possible that memory deficits or reconstructioosld negatively influence the
findings. Finally, most participants attended sihgsychology programs prior
NASP’s training standards that require school pslady students to demonstrate a
variety of professional competencies (e.g., coasiolh and intervention). Thus,
exposure to training models that were not prepastodents for comprehensive
service delivery models may have influenced paéiots’ experiences and
perceptions.
Future Research Directions

Several possibilities for future research exighis study only focused on the
experiences of African Americans who left schoolgh®logy programs. Future
studies should investigate factors school psychotagulty members view as
contributing to African American graduate studeiis$fition. Participants in this
study reported poor relationships with faculty eers. Studies that investigate
African Americans who complete school psychologygpams will help determine if
challenges with establishing peer and faculty cotioes is unique to leavers or a
general challenge for African American school psjoby graduate students.
Additionally, all participants who attended HBCUsted unique challenges
establishing relationships with faculty. Futuredsés should investigate if there are

indeed differences in academic and social integmati school psychology programs
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based on if students attended HBCUs versus PWIisimfar study using White
school psychology program leavers would contrilhatiine literature since several
participants in this study made decisions to lgaegrams simultaneously with a
White peer. Finally, all participants in this syugtent on to obtain graduate degrees
at programs once leaving their school psychologgm@ms. A significant
contribution to the literature would contrast AaicAmericans’ experiences in

programs they chose to leave versus those in whahpersist to degree completion.
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APPENDIXES

APPENDIX A

Three-Tiered Model for African American Student Reauitment and Retention

Targeted Program
Specific Retention
Strategies

Targeted Program
Specific Recruitment
Strategies

in School Psychology Programs

(Proctor et al., 2008)

® Provide Assistantships,
Grants, Scholarships, and
Minority Targeted Funding
e Provide Faculty Mentorship
e Connect African-American
Students With African-
American School
Psychologists for Mentorship
e Maintain a Supportive
Program Environment

e Recruit From Within Local and Regional Area

*  Recruit From Within Home University

*  Connect with HBCUs and Other Predominantly Minority Educational
Institutions to Recruit African-Americans

e Show an Interest in African-Americans” Professional and Personal
Development During Pre Application Contact

*  Provide Assistantships, Grants, Scholarships, and Minority Targeted Funding

*  Encourage African-American Students and Program Alumni to Share
Information About the Program with Relatives

e Present About Job Role and Benefits of School Psychology to Undergraduates

Universal

Recruitment R
and
Retention .
Strategies

.

Organizational
NASP Public Relations Campaign to Raise
Awareness about Profession
National Television Campaign Promoting
Profession
NASP and State Level School Psychology
Associations Develop Minority Recruitment and
Retention Committees

Practitioners
Participate in Career Days at K-12 Schools and
College Career Fairs
Increase Visibility Within Schools and Share
Information About the Profession with School-
Based Staft
Share With African-Americans the Benefits of
School Psychology
African-American School Psychologi
Information About the Profession With
Relatives

s Share
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APPENDIX B

African American School Psychology Program Leavers
Potential Participants Demographic Inquiry Form

What race/ethnicity are you?
(Let potential participant self-identify)

Gender: F M Age:

Current State of Residence:

Which School Psychology Program did you attend?

Under what degree program did you enter the SdRspthology Program?

(e.g., Masters, Masters +60, Specialist, Doctorate)

For how long did you attend the program and whaewiee year(s) of attendance?
If you obtained a degree from the Program, whatekedid you obtain?

In what city and state was the School Psychologgiam located?

What was your reason for leaving the School PsyghoProgram?
(Brief answer)
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APPENDIX C

Interview Guide

*Explain research process and interviews® NOT TAPE

“My research team and | are studying African Americans who left school
psychology programs. We hope that studying the egpiences and perceptions of
such African Americans will help us better understad the experiences that both
facilitate and impede African Americans’ matriculation through these

programs. For this research we are conducting intgiews. We are interested in
interviewing you because you are an African America who left a school
psychology program.

The interviews will be conducted over three consetive weeks, with one session
taking place per week. Each session will last abb80 minutes to two hours.
During the interviewing, | will ask questions aboutyour life prior to entering the
school psychology program you left, your experiensewhile in that program,

and how you have made meaning of those experienasce leaving the school
psychology program. The interviews will take placet an agreed upon location
that is convenient for both of us. Additionally, afourth and final interview will
take place via telephone to validate the informatio you provided during the
three face-to-face interviews. This final intervigv should take approximately 30
minutes.

If you think you might be interested in participating, | would like to go over the
Informed Consent Form with you now. Is that O.K.? (If yes, proceedf no,
determine if individual is not interested in paipiating and thank him/her for
consideration and end at this point.)

If participant signs Informed Consent Form thengaed with interview. If not, thank
them for their consideration and end at this point.

Do you have any questions about the interview or thresearch?”(Answer any
guestions individual may have regarding the intewwr research.)

| am now going to begin recording the interview. will turn the tape recorder
off any time you ask me to.

BEGIN TAPING.
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Demographic I nformation

1. What is your name?

2. How do you identify racially/ethnically?

3. What is your gender?

4. How old are you?

5. What is your current city and state of resid@nce

6. In which city and state did you graduate froghhschool?

7. Which college/university did you attend for urgladuate education?

8. In what city and state was your undergraduaggtinion located?

9. What was your major/minor in college?

10. Which school psychology program did you attand leave?

11. What year(s) did you attend that program?

12. In what city and state was that School PsyayoRrogram located?

13. Under what degree program did you enter th@@dPsychology Program you
left?

14. For how long did you attend the program andtwiee the year(s) of
attendance?
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15. What degree, if any, did you obtain from thé@&xs Psychology Program you
left?

16. What was the theoretical orientation of thdid&d Psychology Program?

17. After leaving that School Psychology Prograid,yu attend any other School
Psychology Program? If yes, what was the nameeoptbgram and where was it
located?

18. In what discipline/area is your most receniniieal) degree?

19. What is your current occupation?

Interview 1: Focused Life History

Main Exploration: Tell me about your life up until entering the sohpsychology
program you left.

Sub Exploration 1: Tell me about your K-12 and undergraduate edooati
experiences.

Query I Were there any educational experiences that infladryour decision to
pursue school psychology?

Query 2: Reconstruct any significant experiences itifluenced your decision to
enter school psychology.

Sub Exploration 2: Tell me about significant people in your life thg your

childhood and prior to entering the school psycgglprogram you left.

Query: Is there any individual (s) who served asentor to you during K-12,
college, or graduate school? If so, please discuss.

Query: Describe a significant person or persongny, who influenced your decision
to enter school psychology.

Sub Exploration 3: Tell me about your decision to enter the schegthology
program you left.

Queryl: What things were important in your consatiem to enter the program?
Query 2: What was the most important factor in ydecision to enter the program?
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I nterview 2: Experiencesin School Psychology Programs Participants
L eft

| ntroduction: During the last interview we spoke about your lifeprior to entering
the school psychology program you left. After refleg on that interview and the
guestions | asked, as well as your responses, ubgee anything else that you
might want to share before we begin Interview 2okhs about your experiences in
the school psychology program you left?

Main Exploration: Tell me about your experience in the school pelady program
you left.

Sub Exploration 1: Tell me about your relationships during your timehat school
psychology program.

(Explore can include participants’ relationshipshathose in their personal lives,
faculty, program students, individuals within thewuersity, or those within the
surrounding community)

Sub Exploration2: Tell me about your academic experience in theasicpsychology
program you left.

(Explore can include both classroom and field-basqzkriences)

Query 1:What are your perceptions of the academic (classraad field-based)
experiences you had at the school psychology pnogra

Sub Exploration 3: Tell me about your decision to leave that schpsyichology
program and any experiences that encouraged yoigiae to leave.

Sub Exploration 4: Tell me about retention strategies, if any, thatschool
psychology program you left used.

Query 1: Describe any general retention strategieany, the program used to retain
students.

Query 2: Describe any minority specific focuse@néibn strategies, if any, the
program used to retain students.

Query 3: Describe any retention strategies, if ahg, program used to try and retain
you personally.

Query 4: What do you think of the retention stragegif attempted, that the school
psychology program you left employed?

Query 5: What retention strategies, if any, colid school psychology program you
left have used to encourage your continuation exglogram?

(Ask the following Sub Exploration if participant left one program and entered
another graduate program, even if the graduate program was not a school

psychology program)
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Sub Exploration 5: Now that we have talked about your experiencesearprogram
you left, and your reasons for leaving that prograwould like for you to talk to me
about the graduate program you subsequently entered

Query 1: Describe any relationships you developbdenn that program.

Query 2: Describe recruitment strategies, if amg program used.

Query 3: If recruitment strategies were used, whinks were most effective for
recruiting you?

Query 4: Describe retention strategies, if any, pnegram used.

Query 5: If retention strategies were used, whinkwere most effective for
retaining you?

Query 6: Discuss any differences between the pragrau left and the program you
subsequently entered related to recruitment andétantion practices employed.
Query 7: What do you view as the main reason ymaneed in this program?

| nterview 3 Preparation: We have completed this interview. When we meetmagda
will be asking you questions about how you haveemadaning out of the
experiences and relationships you had while erdatiehe school psychology
program you left. Reflecting on our interview todayd your experience at the school
psychology program you left will help prepare you éur third in person interview.

I nterview 3. Meaning Making Out of Experiencesin School
Psychology Programs Participants L eft

| ntroduction: During the last interview, you shared all aboutiryexperiences in the
school psychology program you left (as well as y@experiences in the graduate
program you subsequently attended). We discussadrgtationships, academic
experiences, and any recruitment/retention stresetie programs used. After
reflecting on the questions | posed, your answaerd,the overall interview, do you
have any additional thoughts you would like to shaefore we begin Interview 3
which focuses on how you have made meaning oubwf gxperiences in the school
psychology program you left?

Main Exploration: Now that you have talked with me about being a stho
psychology graduate student in the program thatigbuwhat does that mean to
you? (Be sure to set this question up in the propetext so participant understands)

Sub Exploration 1: What meaning do you give to the relationships geperienced
during your time at the school psychology program?

Sub Exploration 2: What meaning do you make out of your decisiole&ve the
school psychology program?

Sub Exploration 3: How do you currently view the profession of schesychology?

Sub Exploration 4: What are your thoughts about your status as a perfscolor in
the profession of school psychology?




APPENDIX D

Textural Description

When patrticipants talked about experiences thatribmted to their decisions
to leave school psychology programs, five descriiregrams’ failure to meet their
expectations for specific skills development anateptions that school
psychologists’ job role is constrained by testiAdie mismatch between (a)
participants’ training expectations and the tragniney received and (b) their specific
goals for professional practice and their percegtiof the role of school
psychologists contributed to participants’ profeasl misalignment with school
psychology. Two other participants did not desepbofessional misalignment, but
like all of those who were professionally misalignexperienced poor relationships
with their program faculty and/ or peers. Theserpelationships served as a factor
in all participants’ decisions to leave their praxgus. Two participants did describe
having one faculty member who acted as an advacates/her behalf. These
faculty advocates were the only ones these paattgoinformed of their decision to
leave their program. When other participants shanéh faculty their decisions to
leave, they were not discouraged. Outside of thesdty advocates and an offer of
funding in one instance, participants did not eigrere retention strategies.
Structural Description

Participants described a range of feelings dutieg time in the school
psychology programs they left. Labeling of feeingost often occurred when
participants discussed classroom or social intenastwith White peers and faculty.

“Frustrated,” “uncomfortable,” “annoyed,” “disbeljéand “overly suspicious” are
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all feelings that participants experienced whil¢heir school psychology programs.
Yet, the universal feeling across all seven paréints was a feeling of “detachment”
from their program faculty and/ or peers. Strainedon-existent relationships with
their faculty and peers led to participants leavahgrograms void of attachments,

and believing that few would notice their absence.
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