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ABSTRACT
	Racial/ethnic incongruence (REI) describes a relationship in which there is a mismatch between individuals in terms of their racial or ethnic identification, perceived or self-reported. There is an existing body of literature about the challenges associated with teacher-student and counselor-counselee REI as well as the benefits associated with racial/ethnic matching (REM) among individuals from these groups. Within the field of school psychology, there exists theoretical arguments in favor of REM among school psychologists and students (Blake et al., 2016). Further, qualitative investigations of Black school psychologists have revealed that they identify REM between them and the students that they serve as a unique benefit (Truscott et al., 2014). Chapter One of this dissertation is a systematic literature review to investigate the number of empirical articles investigating school psychologist-student REI and/or REM and their findings. Given that school psychologists have a broad scope of practice, often delivered through consultation with teachers and parents, studies explicitly investigating school psychologist-consultee match were also included. Results from this systematic review identified three empirical articles published between 1974 and 2005. Implications of the review’s findings and potential opportunities for future research investigations are offered. Chapter Two describes an empirical study that examines differences in student outcomes related to school psychologist-student match in a school district in the southeastern United States. For this study, extant data from one large suburban school district was used to investigate the relationship between REM/REI between school psychologist (N=47) and students on referrals (N=4097) for special education and subsequent recommendations for eligibility for special education services. Using descriptive and inferential statistics (chi-square tests of independence), a significant association between race/ethnicity of school psychologists and students was found among initial referrals for evaluation and school psychologists’ recommendations for eligibility consideration. Significant relationships between school psychologist and student race were also found among school psychologists’ recommendations for categorical eligibility in several “judgmental” classifications (autism, specific learning disability, and emotional behavior disorder). No relationship between these variables was found among psychologists’ recommendations for intellectual disabilities. Findings from this study offer direct empirical evidence regarding REM/REI and its potential impact on school psychological service delivery. 
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CHAPTER 1
UNDERSTANDING THE ROLE OF RACIAL ETHNIC MATCH BETWEEN SCHOOL PSYCHOLOGISTS AND CLIENTS
	Over the last 20 years, the population of the United States (U.S.) has become more racially and ethnically diverse (de Bray et al., 2019). Between 2000 and 2017, the racially/ethnically minoritized[footnoteRef:5] population of the U.S. rose from 31% to 39% (de Bray et al., 2019). This trend is projected to continue for the foreseeable future. According to recent U.S. Census data, by 2060, 56% of the U.S. population is projected to identify as racially/ethnically minoritized (Colby & Ortman, 2014). This demographic shift impacts all aspects of our society, including public schools. The nation’s public-school student population, pre-kindergarten through twelfth grade, demonstrated the same racial/ethnic demographic shift between 2000 and 2015, with minoritized students representing 39% of all public students in 2000 and 51% in 2015 (de Bray et al., 2019). By 2027, this figure is expected to increase further to 55%. While community and student populations are becoming “majority minority,” the public-school workforce, both teachers and other school-based professionals, continues to remain overwhelmingly White (de Bray et al., 2019; Goforth et al., 2021). This results in racial/ethnic incongruence (REI), or mismatch, between educators and students which may impact student outcomes and achievement. [5:  Throughout this paper, instead of referring to individuals as “minorities,” the term minoritized is used to describe individuals who are commonly labeled as racial/ethnic minorities. Wingrove-Haugland and McLeod (2021) offer that the term minoritized makes it clear that being labeled as a minority in our societal context is less about numerical size or distinctive practices of characteristics of groups of people as implied by the term “minority”, but rather more about being a “member of a group that is suppressed by and disadvantaged relative to the dominant social group” (p.2). Status as a minority is fluid, as it may change depending on context; however, minoritized status is more stable as it is dictated by the dominant group (Wingrove-Haugland & McLeod, 2021).] 



Racial/Ethnic Match and Incongruence
Racial/ethnic match (REM) describes a relationship where there exists a match between individuals in terms of their racial or ethnic identification, perceived or self-reported. In schools, REM describes a match between the race or ethnicity of an educator (e.g., teacher, administrator, school psychologist) and the students with whom they work. REM can also exist among educators and families as well as between educators (e.g., teacher-school psychologist). Conversely, racial/ethnic incongruence (REI) occurs when there is a mismatch between individuals (Loe & Miranda, 2005). 
Literature suggests that REM results in a shared cultural understanding between individuals that can account for improved relationships, more fair appraisals of behavior and outcomes, and improved cultural responsiveness when working with others (Redding, 2019; Villegas & Irvine, 2010). Avey et al. (2008) proposed that the similarity-attraction paradigm and self-categorization theory undergird this construct. Based on the similarity-attraction paradigm, racial/ethnic similarity elicits favorable responses and perceptions (Avey et al., 2008). Similarly, self-categorization theory indicates that individuals sort themselves into in-groups and out-groups based on “visible” demographic traits and show favorable bias towards in-group members and negative bias towards out-group members (Avey et al., 2008). Neighbors et al. (2003) offer that this social classification is necessary to help people navigate the complexity and ambiguity inherent in cross-racial encounters; however, the stereotypes underlying this process are often negative. In the absence of cultural competency and multicultural training, REI between professionals (e.g., school psychologists) and clients (e.g., students or consultees) may result in inequitable client treatment and outcomes, whether intentional or unintentional. 


REM/REI in Education
The impact of REM and REI has been well studied in the education literature, particularly among teachers and students. Redding (2019) examined and summarized 37 studies on teacher-student REM and student academic and behavioral outcomes conducted between 1995 and 2018. Across the reviewed studies, there was evidence that teacher-student REM/REI influenced teacher perception of students’ behavior and achievement as well as students’ actual academic performance. When there was teacher-student REM, students--particularly Black and Hispanic students--were less likely to be rated by teachers as disruptive or demonstrating externalizing problem behaviors, with association being strongest for Black students with Black teachers. Additionally, teacher-student REM improved teacher perceptions of students’ academic potential. Redding’s examination of the impact on teacher-student REM found little to no improvement of students’ overall test performance across the reviewed studies. However, for Black students, particularly those in elementary school, REM was related to improvements in student achievement as measured on state and local assessments. When REI was present, studies (e.g., McGrady and Reynolds, 2013) have found that White teachers were less likely to favorably rate the behaviors of Black students. These authors additionally reported that White teachers rated the scholastic aptitude of Black students lower than that of White students. 
REM/REI in Counseling 
Likewise, the impact of REM/REI has been examined in the field of counseling. A meta-analysis (Cabral & Smith, 2011) of counselor-client REM revealed mixed findings. While literature in the area theoretically suggested that counselor-client REM should improve the therapeutic alliance (Cabral & Smith, 2011; Sue et al., 1991), treatment outcomes did not appear significantly different when there was counselor-client REM. Reviewed studies indicated that clients had a stronger preference for REM with their counselors and tended to rate REM counselors higher than REI counselors. Further, Cabral and Smith’s review highlighted that studies found that these preferences and perceptions were most pronounced for Black clients. Black clients indicated strong preferences for REM counselors and their perceptions of counselors varied related to REM/REI. Additionally, treatment outcomes were slightly improved for Black clients working with Black counselors, which is similar to findings in the teacher-student REM research. In a study of school counselors (Mulhern, 2020), students were more likely to graduate high school and attend college when there was school counselor-student REM with effects being largest for racially/ethnically minoritized students. Mulhern (2020) noted that REM may result in better counselor understanding of student needs and experiences, improved trust between students and counselors, and increased likelihood that students will “reach out” to counselors. 
Across the teaching and counseling literature, research indicated that REM impacts individuals’ perceptions of those with whom they work. For most groups, REM did not appear to have a significant influence on outcomes. However, for Black clients and students, REM was associated with improved outcomes. 
School Psychology and Cultural Competency 
The profession of school psychology initially developed to address sociocultural demographic differences in students with the advent of compulsory attendance laws in the early 20th century (Fagan & Wise, 2007; Newell et al., 2010). At that time, school psychologists served as “gatekeepers for special education” where they were employed to assist with identifying and segregating students with disabilities into “special class placements” apart from “average” students (Fagan, 1992; Fagan & Wise, 2007, p. 35). Over time, the demographic profile of students served by school psychologists has become significantly more diverse, resulting in multiple calls for change and reform in school psychology service delivery, including efforts to diversify the school psychology workforce (Newell et al., 2010). However, school psychologists, like other school-based professionals, continue to be overwhelmingly White (Castillo et al., 2014; Goforth et al., 2021; Lewis et al., 2008). 
In an effort to address the needs of diverse student populations, the National Association of School Psychologists (NASP) and the American Psychological Association (APA) require school psychologists to develop competencies in working with people from diverse backgrounds. Woven throughout the NASP Professional Standards (2020), which includes the NASP Practice Model, Standards for Graduate Preparation, and NASP Professional Ethics, is the call for school psychologists to understand diversity and engage in culturally responsive practices that promote equitable opportunities for diverse student populations. It is imperative that school psychologists understand the ways in which multicultural issues impact students while also developing competencies and skills to meet the needs of culturally diverse students and families (NASP, 2009; NASP, 2020; Newell et al., 2010; Proctor & Meyers, 2014; Proctor, 2018; Truscott & Truscott, 2005; Washington et al., 2020; Zhou et al., 2004).
Multicultural competence includes knowledge about different groups and the application of that knowledge to school psychology practice, including the opportunity for clinical practice with diverse student populations (Newell et al., 2010). Professional preparation programs identified as exemplary in providing multicultural training integrate this topic throughout the curriculum and require one or more diversity-related courses often focused on working with specific racial-ethnic populations (Malone & Ishmail, 2020; Rogers, 2006). Further, these programs generally (a) have faculty actively involved in researching diversity issues; (b) are situated in universities supportive of multicultural perspectives; (c) have faculty, students, and field supervisors from a variety of racial and ethnic backgrounds; and (d) expose their school psychology trainees to diverse student populations during fieldwork (Malone & Ishmail, 2020; Rogers, 2006). While knowledge is an important part of developing multicultural competence, the ability to translate that knowledge into practice through practical, supervised experiences with diverse populations is essential to effective multicultural training (Loe & Miranda, 2005; Newell et al., 2010).
Recruitment and retention of racially/ethnically minoritized individuals into the field has also been offered as a way to improve multicultural competence among school psychologists (Newell et al., 2010; Proctor & Truscott, 2013). Diversity among graduate students in school psychology creates an environment that values diversity, brings diverse perspectives and experiences to academic environments, and provides awareness for assisting underserved populations by “shedding light on unmet needs” (Rogers & Molina, 2006; Smith, et. al, 2016). Students with personal diversity-related experiences are more likely to initiate discussion of diversity issues than those without these experiences, likely prompting more in-depth explorations of the impact of diversity on psychological service delivery and leading to greater cultural competence in their trainee cohort (Blake et al., 2016; Newell et al., 2010; Smith et al., 2013). In addition to the knowledge, perspectives, and experiences racially/ethnically minoritized school psychology students contribute to the graduate environment, literature suggests that these students often have a clear intention to serve within diverse schools and communities following their training (Blake et al., 2016).  In a professional capacity, Black school psychologists have identified that their race helps them (a) counter racial bias in the school setting through advocacy efforts for students; (b) act as a positive representation of their race; and (c) relate to students, families, and colleagues of color (Truscott et al., 2014). Successful recruitment of minoritized individuals into the field would offer more opportunities for psychologist-client REM than currently exists, which may result in more favorable services and outcomes for diverse student populations.
While there have been increasing efforts to incorporate and improve multicultural/ diversity training in school psychology programs, there have been challenges with implementation. Inconsistencies in the ways in which multicultural training is provided across programs, including teaching and clinical experience, may contribute to differing levels of multicultural competence across practitioners (Kearns et al., 2002). Malone and Ishmail (2020) also offered that a lack of ongoing diversity training among program faculty may impact the degree to which multicultural content is integrated and taught within school psychology programs. In turn, this may impact the level of multicultural competence among school psychologists entering the field. Additionally, although racially/ethnically minoritized people are increasingly recruited to the field, they are not always retained and may not be afforded the same degree of professional respect as their White counterparts. For example, studies have found that Black school psychology trainees experience racial microaggressions that result in attrition from training programs (Proctor & Truscott, 2012). Additionally, once in the field, these racial microaggressions make being a Black school psychologist challenging, especially when there is REI between the school psychologist and their colleagues, students, and families (Truscott et al., 2014). Although multicultural competency is increasingly discussed among school psychology leaders and scholars, it may not be sufficient to meet the needs of the diverse populations served by school psychologists (Truscott & Truscott, 2005; Zhou et al., 2004).
Purpose of Current Study
In an introduction to a special issue of School Psychology Quarterly on diversification of school psychology, Blake et al. (2016) posed the question, “How may increasing racial and ethnic diversity of the student body [in K-12 settings] impact school psychological services?” (p. 306). The authors indicated that there is a growing body of literature to suggest that there may be benefits of REM between school psychologists and the students served, but the available empirical evidence supporting this assertion is limited (Blake et al., 2016). Current research highlights both the benefits of REM and the challenges posed by REI between education professionals (specifically teachers) and students (Redding, 2019). Further, previous research with counselors highlighted the impact of REM/REI on the relationships and interactions between clinicians and clients (Cabral & Smith, 2011). Given that school psychologists work directly with students in school settings, it is important to understand the impact of REM/REI on the services they provide. For the purpose of this study, existing empirical literature was reviewed regarding the impact of REM/REI between school psychologists and students and families being served. To this end, the current review’s guiding research question was: 
How many published, empirical studies have focused on REM/REI between school psychologist and populations served, and what does the research say about the relationship between REM/REI and student outcomes?
Method
The purpose of this review is to explore the existing empirical literature regarding the relationship between REM/REI of school psychologists and the students, families and teachers being served. In order to identify relevant empirical research, a systematic search and review of existing literature was conducted (see Figure 1.1). This systematic review was guided by the framework outlined by the Preferred Reporting Items for Systematic reviews and Meta-Analyses statement (PRISMA; Page et al., 2020). Five electronic bibliographic databases were searched within the EBSCOhost Research database: APA PsychInfo, Academic Search Complete, Education Source, ERIC, and Social Work Abstracts. These databases were chosen because they specifically related to the fields of psychology and education. Search terms for the preliminary literature identification were (rac* OR cultur* OR ethnic*) AND (match OR mismatch OR congruence OR incongruence) AND (“school psychology” OR “school psychologist”). The truncation (asterisk) of the first set of search terms was utilized to capture articles that include any word that starts with the root words identified (e.g., race, racial, culture, cultural, ethnic, ethnicity). Quotation marks were used in the last set of search terms as the function of this study was to examine the racial/ethnic match specific to the practice of school psychology; this term aids in narrowing the search to this specific profession/role. Without limiters, this search initially yielded 79 articles, but after the removal of duplicates, 52 articles remained. 
A secondary search was also conducted within the same databases using the following terms: (“racial match” OR “ethnic match” OR “ethnoracial match” OR “demographic match” OR “race match” OR “race congruence” OR “racial congruence” OR “cultural synchrony” OR “racial interaction” OR “racially symmetrical” OR “representative bureaucracy” OR “bureaucratic representation” OR “racial mismatch” OR “ethnic mismatch” OR “ethnoracial mismatch” OR “demographic mismatch” OR “race mismatch” OR "Same race" or "impact of race" or "influence of race") AND ("school psychology" or "school psychologist"). The terms were chosen based on their use in the teacher-student match literature (Redding, 2019). Without limiters, this search yielded 44 articles, but 25 remained after duplicates were removed. Of these 25 articles, five were included in the primary search leaving 20 additional articles.
Following initial identification of articles, the researcher reviewed the title and abstracts of the 72 articles identified to determine preliminary inclusion or exclusion from this study. To be included in this study, articles needed to be empirical studies, published in English in peer-reviewed outlets and describe research conducted within the United States related to psychological services provided within K-12 settings. Additionally, to be included in this study, REM (or REI) between school psychologists and populations served must have been an explicit construct or variable examined in the study. Dissertations and other articles that did not meet established criteria were excluded from further review. Applying these criteria, 63 articles were deemed ineligible for preliminary inclusion. 
The full text of the remaining articles was reviewed to determine their appropriateness for inclusion in the review. At this step, six additional articles were excluded. Reasons for exclusion included inappropriate target population (e.g., teacher-student racial-ethnic match, career counseling and personality match), environmental match (e.g., match between home and school environment, match between school environment and school service delivery), and intervention/instructional support (e.g., match between interventions and monitoring strategies, match between interventions/ services and needs of students). Two articles were also excluded as they only examined the impact of student race on school psychologist decision-making with no consideration of the school psychologist’s race. Additionally, one article was excluded following full review because the paper was not empirical in nature. A manual review of the references cited in each of the three remaining articles was also conducted. No additional articles were identified for inclusion based on this review. The three included articles were then analyzed for the themes addressed, including any discussion of student outcomes (e.g., discipline, academic).


Figure 1.1. 

Systematic Literature Review Procedures
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Results
	Of the 72 reviewed articles, three articles explicitly explored the impact of REM/REI of the school psychologists and the individuals served by school psychologists (see Table 1.1). The included studies occurred in three different decades, spanning from 1974 to 2005. These studies examined REM/REI (though not termed this) in different aspects of school psychological service delivery, including assessment (Pryzwansky et al., 1974), consultation (Rogers, 1998) and overall practice (Loe & Miranda, 2005) using quantitative methods. Characteristics of studies examined included participants, REM/REI relationship, and findings (see Table 1.1).
Participants and Settings
Each of the studies identified examined the impact of REM/REI in various aspects of school psychology practice. As such, the participants in each of the studies were markedly different. In Pryzwansky et al. (1974), Black and White female students from rural and urban areas were administered intelligence tests by Black or White master’s level school psychology graduate students. Rogers (1998) utilized 174 Black and White, female undergraduate preservice teachers to rate the competence and multicultural sensitivity of consultants. The videotaped consultations used as part of this investigation included both Black and White consultants and consultees (teachers), which was also an independent variable of the study. Participants in the Loe and Miranda (2005) study included 306 school psychologists from the 500 school psychologists that were part of the stratified random sample of NASP membership identified by the authors. Participants in this study were primarily female (73.7%), White (94.5%), and practiced in suburban settings (35.9%).
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	Table 1.1
	
	
	
	

	Summary of Literature Review Findings
	
	

	Article Title
	Author(s)
	Methodology
	Topic
	Findings

	An examination of ethnic incongruence in school-based psychological services and diversity-training experiences among school psychologists
	Loe and Miranda (2005)
	Quantitative
	Prevalence of ethnic incongruence in school psychologists’ practice and experience and perceptions of diversity training of school psychologists
	School psychologists (SP) report high levels of REM with clients/consultees overall. However, more REI is found between SPs and clients in urban settings. Most SPs engaged in diversity training, with many indicating the practical experience with diverse populations could have enhanced their professional preparation.

	Influence of race and consultant verbal behavior on perceptions of consultant competence and multicultural sensitivity
	Rogers (1998)
	Quantitative
	Investigate the impact of race and consultant verbal behavior on perceptions of consultant multicultural sensitivity and competence 
	REM was not a significantly influential factor in perceptions of consultant multicultural competence and sensitivity. Consultants that engaged in (rather than dismissed) race-related conversations were identified to be more competent. 

	Influence of examiner race on the cognitive functioning of urban and rural children of different races
	Pryzwansky et al. (1974)
	Quantitative
	Impact of examiner race on student performance in intelligence tests
	Examiner race did not influence test performance of black or white students from rural or urban settings.






Findings Regarding the Influence of REM/REI 
Pryzwansky et al. (1974) and Rogers (1998) both sought to investigate the impact of school psychologist race and client race on the outcomes of the services provided; the client being students in the former and teachers (as consultees) in the latter. In each study, the race of the school psychologists and clients were among the independent variables that were manipulated, where school psychologists were paired with either clients of the same or different races. Participant race and consultant verbal behaviors were also included as independent variables in the Rogers (1998) study. Related to assessment, examiner race did not appear to significantly influence the test performance of Black or White students from rural or suburban areas (Pryzwansky et al., 1974). Similarly, Rogers (1998) found that in consultative relationships, REM alone did not a significantly influence raters’ perceptions of consultant multicultural competence and sensitivity. Regardless of REM, consultants who engaged in race-related conversations that were initiated by consultees were perceived to be more competent and multiculturally sensitive than those who dismissed race-related conversations.
	The investigation by Loe and Miranda (2005) was significantly different from the other studies included in this search. While Pryzwansky et al. (1974) and Rogers (1998) examined the relationship of REM/REI on outcomes related to school psychological service delivery, Loe and Miranda investigated the prevalence of REI between school psychologists and clients (students) and consultees (parents or teachers) in the practice areas of assessment, consultation, and counseling. Across each of these areas, school psychologists reported high levels of (55.8% and above) REM between the school psychologist and clients or consultees. These researchers also found that when school setting/urbanicity (e.g., urban, suburban, rural) was incorporated into prevalence rates, there was a higher occurrence of REI between school psychologists and clients in urban areas. The authors did not explore the impact of identified REI on the services provided to students. However, they did offer that most participants in the study indicated they participated in diversity-related training in graduate coursework, internship experiences, and continuing education (e.g., in-service professional development). Additionally, many participants (75%) noted that practical, clinical training experiences with diverse student populations would have improved their diversity-related training experiences.
Discussion
	 This systematic review examined the number and content of published, empirical studies focused on REM/REI between school psychologists and populations served. Based on this search, we identified three studies, published between 1974 and 2005, investigating racial/ethnic match in school psychology. Given the extensive literature base on the impact of teacher-student REM (e.g., 37 studies identified in Redding, 2019) and counselor-client REM (e.g., 154 studies identified in Cabral & Smith, 2011), as well as the ongoing push to diversify the field of school psychology, the relative lack of research on this construct is quite surprising. Taken together, these studies suggest that while varying levels of REI may exist between school psychologists and clients/consultees in urban, suburban, and rural areas, there is limited research exploring the impact of REM/REI on school psychologists and the students and consultees with whom they work. The results of this investigation suggest that additional research on this topic is warranted to evaluate and inform diversity-related recruitment efforts in the field. In addition, further research is needed to examine the tangible impacts of these efforts on the provision of services to students, families, and schools by diverse school psychologists. 
	The findings from our review are not unique, however. Previous examinations of diversity research in school psychology journals found that from 1975 to 1990 only 9% of the articles published focused on diversity-related issues; of these, 82% were empirical in nature (Rogers Wiese, 1992).  Miranda and Gutter (2002) found 10.6% of the articles published in school psychology journals between 1990 to 1999 focused on diversity-related topics, with 62% being empirical. Brown et al. (2007) reported that 16.9% published school psychology articles were related to diversity and 69.9% of these articles were empirical. The aforementioned studies were broadly focused on diversity. Noltemeyer et al. (2013) expanded this line of research, but focused exclusively on race- and ethnicity-related research published in school psychology journals. These authors found that between 2008 and 2010, 9.2% of school psychology articles published addressed race/ethnicity as a topic (Noltemeyer et al., 2013). Moreover, Noltemeyer et al. (2013) identified that as a group, school psychologists do not conduct much research on themselves as a profession related to race/ethnicity, with less than 5% of the articles published during this time including school psychologists as participants. The limited number of articles identified in our review as assessing REM/REI between school psychologists and clients (i.e., students or consultees) is consistent with these findings. School psychologists often position themselves as “objective” surveyors of the school environment, identifying problems and areas of improvement within schools and providing consultation to educators to improve supports available to students and families. However, the lack of research on their own beliefs and practices around race and ethnicity suggests that, as a profession, we may not be exemplifying the very principles for which we hold others accountable. 
School psychologists are trained to provide comprehensive and integrated services across 10 domain practice domains as delineated in the NASP Practice Model (NASP, 2020; see Figure 1.2). Two of the core beliefs that contribute to the foundation of the practice model are: 
1. “School psychologists apply their knowledge and skills by creating and maintaining safe, supportive, equitable, and effective learning environments and enhancing family, school and effective learning environments and enhancing family, school, and community collaboration for all students,” and
2. “School psychologists ensure that their knowledge, skills, and professional practices reflect understanding and respect for human diversity and promote effective services, advocacy, and social justice for all students, families, and schools.” (NASP, 2020, p. 2).
Given this, school psychologists have a charge to promote equity and social justice within schools by engaging in professional activities and “efforts to address factors that limit equity and access to educational opportunity” (p.8). In addition to advocacy at the systems-level, the NASP Practice Model (2020) also states that school psychologists have a responsibility to understand how personal biases and beliefs can impact “their professional decisions, interactions, and behaviors” (p.8). The findings of previous studies in this area show that school psychologists generally understand how diversity-related issues can impact educational settings. However, the lack of research that includes school psychologists as participants highlights that as a profession, we have not yet critically examined the ways that school psychology practice has contributed educational inequities for diverse populations, such as disproportionality (Noltemeyer et al., 2013; Speight & Vera, 2009). Self-examination is necessary for school psychologists to identify and understand ways in which we contribute to unequal outcomes for students--directly, indirectly, or inadvertently--and to facilitate change where needed (Noltemeyer et al., 2013; Sabnis & Proctor, 2021; Speight & Vera, 2009).


Figure 1.2. 
NASP Practice Model
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Existing research on REM/REI in other professions provides of foundation from which school psychologists can begin critical examination of the impact of REM/REI on school psychology practice. Figure 1.3 offers a visual representation of this understanding. Both REM and REI can influence an individual’s beliefs. As previously described, REM results in shared understanding between individuals while REI may lead to implicit or explicit biases (Harry & Klingner, 2014; Redding, 2019). This shared understanding (or its absence) directly influences an individuals’ beliefs, perceptions, and interactions with others.  Based on this knowledge, REM and REI between school psychologists and clients (students/consultees) influences school psychologists’ perception of the clients’ competence or ability, their attributions regarding the influences on clients’ behavior, and their expectations for clients’ performance and outcomes. Additionally, these beliefs can influence how school psychologists build relationships with clients as well as their willingness to build such relationships. 
Sullivan et al. (2019) asserts that biases may contribute to individuals being “differentially responsive to certain behaviors, depending on the characteristics” of the student or client (p. 92). These biases and perceptions may then influence the professional behaviors (e.g., how you treat others, the amount of time spent understanding a student or case) and decision-making of school psychologist. This in turn, ultimately, impacts outcomes, such as referrals, eligibility and placement recommendations, and consultee’s participation and follow through in consultation processes. It is equally important to understand that the influence of REM/REI is not one-sided. Both participants (clinician and client) bring their own beliefs, perceptions, and experiences to an interaction. As such, REM/REI can impact how a student or consultee perceives and interacts with a school psychologist. For example, Black school psychologists have described microaggressions and perceived intellectual incompetency due to REI between them and students, parents, and colleagues (Truscott et al., 2014).
Future research examining REM/REI between school psychologists and students or consultees should seek to understand whether (and how) school psychologists may contribute to inequitable outcomes for schools, students, and families. Researchers might start by identifying areas of school psychology service delivery that may be influenced by an individuals’ perceptions or beliefs. The counselor-client REM/REI literature offers a model for understanding how REM/REI may impact professional relationships. School psychologists can utilize this model to guide inquiry to understand how REM/REI may influence various areas of service delivery. For example, counseling studies have investigated the how REM/REI impacts client preferences, ratings, and participation in counseling relationships. School psychologists sometimes provide direct counseling or intervention services in school, making this a natural entry point for research on the impact of REM/REI in school psychology practice. This work may also extend to examining the REM/REI in consultative relationships between school psychologists and consultees.
Figure 1.3 
How REM/REI Influences Outcomes
[image: ]
The broader body of education research also includes investigations of REM/REI’s relationship to tangible student outcomes (e.g., test performance, office disciplinary referral). Attempts to understand REM/REI in school psychology should include investigations in which school psychologist attitudes and behaviors (and their potential impact) are assessed. While school psychologists do not directly control who is referred for an evaluation or who is found eligible for special education services (as these are often team-based decisions), they are influential in special education eligibility determinations (Sullivan et al., 2019). School psychologists offer eligibility teams recommendations regarding eligibility, and given that school psychologists are cultural beings who may hold implicit or explicit biases towards others (La Salle et al., 2020), these recommendations have the potential to be sensitive to such biases and prejudices (Skiba et al., 2002). Hosp and Reschly (2003) offered that confirmation bias may influence how school psychologists (and other educators) gather, use, or sometimes disregard data during the evaluation process, depending on the degree to which the information confirms or disaffirms their working hypotheses. Biases that result from REI may influence components of the evaluation process such as test battery selection (Skiba et al., 2002), attention to available data (Hosp & Reschly, 2003), and clinical judgments in response to ambiguity in federal and state criteria for special education eligibility (Sullivan et al., 2019). Potential investigations in this regard may focus on how school psychologists select tests batteries and differences in eligibility recommendations when there is REM/REI between school psychologists and students.
Limitations
Although this study is representative of published studies available related to REM/REI, there are some limitations that should be considered when interpreting these results. As with many systematic research reviews, this study was limited to articles published in peer-reviewed journals. As discussed in previous reviews (Miranda & Gutter, 2002; Brown et al., 2007; Noltemeyer et al., 2013), the lack of published research does not necessarily mean that research is not being conducted regarding this important topic. Noltemeyer et al. (2013) offers that factors such as resistance of editors or editorial boards or lack of expertise with culturally related research may contribute to the lack of published research in this area. 
Another limitation of this study was the search terms used. While this review included a wide variety of terms to capture REM/REI as a concept, we recognize that there have been many terms used in research to describe this concept. The authors utilized search terms used in previous research to drive this review with the belief that the included terms are comprehensive. However, these terms may not represent an exhaustive listing, which may have resulted in some articles, that would have otherwise been included, being excluded from the review.
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CHAPTER 2
THE INFLUENCE OF RACIAL ETHNIC MATCH BETWEEN SCHOOL PSYCHOLOGISTS AND CLIENTS ON STUDENT REFERRAL OUTCOMES
	Inequities in education have been an ongoing and often contentious area of concern within the field. Education inequality impacts access to resources and opportunities and ultimately contributes to disparate outcomes for children. Nearly 70 years ago, the federal government-initiated efforts to address these inequalities beginning with Brown v. Board of Education which sought to correct race-based segregation. Other examples of these efforts include Title IX related to gender equality; the Education for All Handicapped Children (EAHCA; PL 94-142), now Individuals with Disabilities Education Act (IDEA; P.L. 108-446); and No Child Left Behind Act (NCLB; P.L. 107-110) and Every Student Succeeds Act (ESSA; P.L. 114-95) that sought to improve achievement outcomes for all students. While it is sometimes argued that schooling in the U.S. is built on a foundation of systemic or institutional discrimination, it is equally important to recognize that individual educators within schools can directly contribute to (or resist) educational inequalities, both implicitly and explicitly (Harry & Klingner, 2014). Educators, including school psychologists, must work to identify and understand ways they might contribute to disproportionality and make efforts to combat it.
Despite federal attempts to address educational inequalities, racial and ethnic disparities continue, including the persistent achievement gaps between White and racially/ethnically minoritized[footnoteRef:6] students and disproportionality in special and gifted education identification and placement, student discipline, and dropout and graduation rates (Skiba et al., 2011). Disproportionality is multifaceted, and can occur based on any demographic characteristic, including, race/ethnicity, gender, socio-economic status (SES), and sexual orientation. While the focus of the current study is racial inequality and specific examples of racial disproportionality in education, it is acknowledged that other demographic characteristics are equally important and often intertwined with one another (Skiba et al., 2008). Urban schools, for example, are a nexus for the overlap of demographic factors that contribute to disparate outcomes for students of color (Truscott & Truscott, 2005). Urban schools, often situated in low-SES communities, lack financial resources which impacts the availability of materials and services for teachers and students, class sizes, availability and quality of school staff including teachers, and the overall quality of the school facilities. These factors cumulatively contribute to negative impacts on the learning experiences of students (Truscott & Truscott, 2005). In this example, race/ethnicity, SES, and geography are clear demographic factors contributing in some way to the overall conditions of urban education. [6:  Throughout this paper, instead of referring to individuals as “minorities,” the term minoritized is used to describe individuals who are commonly labeled as racial/ethnic minorities. Wingrove-Haugland and McLeod (2021) offer that the term minoritized makes it clear that being labeled as a minority in our societal context is less about numerical size or distinctive practices of characteristics of groups of people as implied by the term “minority”, but rather more about being a “member of a group that is suppressed by and disadvantaged relative to the dominant social group” (p.2). Status as a minority is fluid, as it may change depending on context; however, minoritized status is more stable as it is dictated by the dominant group (Wingrove-Haugland & McLeod, 2021).] 

 Disproportionality
Disproportionality occurs when the representation of a group (e.g., race) within a category (e.g., special education classification) exceeds “expectations for that group or differs significantly from the representation of others in that category” (NASP, 2013; Skiba et al., 2008, p. 266). While disproportionality is often viewed in terms of overrepresentation of a group in a particular category compared to their proportion of the overall population, it can also be measured in terms of underrepresentation, as well as risk probability of being placed in a particular category (Skiba et al., 2008; Sullivan & Proctor 2016). 
The existence of disproportionality alone is not problematic, rather it becomes problematic when it results in students being misidentified with stigmatizing labels and subsequently placed into settings that are ineffective and limit access to high-quality instruction and resources (Donovan & Cross, 2002; Hosp & Reschly, 2003; NASP, 2013; Sullivan et al., 2009a; Sullivan & Proctor, 2016). Literature highlights that racially/ethnically minoritized students, particularly Black students, are disproportionately overrepresented in special education and disproportionately more likely to experience punitive, exclusionary discipline practices (NASP, 2013; Donovan & Cross, 2002; Skiba et al., 2008; Skiba et al., 2011, Sullivan et al., 2009a). Conversely, Black and Hispanic students are underrepresented in gifted education (Donovan & Cross, 2002), but this is not often explored in disproportionality-focused research (Kramarczuk Voulgarides et al., 2017).
Special Education 
Although the Brown v. Board decision addressed educational equality for students regardless of race, this decision also set the stage for legislation now known as IDEA (Goldschmidt, 2011; Skiba et al., 2011; Skiba et al., 2008). Until the passage of EAHCA in 1975, students with disabilities were often excluded from schools altogether or placed in settings within schools that were neither intended nor designed to afford these students with meaningful educational opportunities (Goldschmidt, 2011). The original EAHCA, and its subsequent reauthorizations, was intended to address the educational discrimination faced by students with disabilities and ensure that students with disabilities were provided with a “free and appropriate public education (FAPE)” (Goldschmidt, 2011). Special education legislation was enacted to protect students with disabilities from being excluded, enhance learning opportunities, and provide access to quality instruction (Donovan & Cross, 2002; Sullivan & Proctor, 2016). 
The implementation of special education law has not been without challenges, especially in regard to racial disproportionality. Racially/ethnically minoritized students have historically been disproportionately overrepresented in special education (Donovan & Cross, 2002; Hosp & Reschly, 2003; Hosp & Reschly, 2004; Skiba et al., 2008). Previous studies have also found that Black students are more likely to be referred and found eligible when compared to students of other races/ethnicities (Donovan & Cross, 2002; Hosp & Reschly, 2003). Similarly, in 2018, racially/ethnically minoritized students (with the exception of Asians) were more likely to be served under IDEA than their White peers (U.S. Department of Education, 2020). 
The overrepresentation of minoritized students begs the question of whether minoritized children have higher rates disability than their White counterparts, or if there are other factors that may contribute to this overrepresentation (Morgan et al., 2015). At the federal level, IDEA outlines 13 disability categories under which students can be found eligible to receive special education services. Many of these categories require limited professional inference or judgement to identify the presence of the disability and link it to an identifiable cause (Donovan & Cross, 2002; O’Connor & DeLuca Fernandez, 2006). Children with hearing, visual, and orthopedic impairments, significant cognitive disabilities, and traumatic brain injuries would fall under these “nonjudgmental” eligibility categories (Donovan & Cross, 2002; O’Connor & DeLuca Fernandez, 2006). Conversely, there are classifications that require more clinical judgement on the part of school psychologists and other educators: learning disabilities, emotional disorders, and mild intellectual disabilities (Donovan & Cross, 2002; O’Connor & DeLuca Fernandez, 2006). More recently, autism has also been found to be more susceptible to subjectivity and bias than previously considered (Harrison et al., 2017; Sullivan et al., 2019). These disabilities are usually identified by educational personnel once a child starts school instead of being diagnosed by a doctor or other clinician, and the features of these disabilities are less readily discernable than the aforementioned “nonjudgmental” categories (Klingner et al., 2005). 
The majority of students receiving special education services are eligible under these “judgmental” classifications (Sullivan et al., 2009a). When examining the demographic composition of students served in nonjudgmental and judgmental eligibility categories, racially/ethnically minoritized overrepresentation is only evident in the judgmental categories (Donovan & Cross, 2002; Harry & Klingner, 2014; MacMillan & Reschly, 1998; O’Connor & DeLuca Fernandez, 2006). While there is not consensus regarding the causes of racial disproportionality (Skiba et al., 2006), researchers argue that a variety of contextual factors may contribute to this phenomenon (Donovan & Cross, 2002; Klingner et al., 2005; Skiba et al., 2006; Sullivan & Proctor, 2016).
Sociodemographic Factors. Ecological systems theory posits that the development and functioning of individuals is interdependent with various multi-level systems in which the individual functions (Neal & Neal, 2013). In other words, development does not occur in a vacuum; individuals develop and grow through continuous interchanges between themselves and the various environments in which they are situated (e.g., home, school, classroom, family, culture, etc.) (Morse, 1992). Given this, it is difficult to say that race alone is the cause for the disproportionality seen in special education (MacMillan & Reschly, 1998; Donovan & Cross, 2002). As previously described above, race is a single factor in the complex ecology in which individuals live, and many factors have been offered as potential contributors to racial disproportionality in special education. SES, specifically low-SES, has been described as a factor that is inextricably tied with race and the two are sometimes used as proxies for one another (MacMillan & Reschly, 1998; Skiba et al., 2008). Certainly, poverty affects all races. In 2019, 14.4% of American children were living in poverty; however, 71% of impoverished children were racially/ethnically minoritized (Children’s Defense Fund, 2021). Childhood poverty carries an increased risk of low birth weight, prenatal exposure to drugs and alcohol, inadequate nutrition, lead exposure, and poor medical care which may impact children’s cognitive and physical development (Artiles et al., 2002; Donovan & Cross, 2002; Klingner et al., 2005; Skiba et al., 2008). Additionally, children in low-SES communities often attend schools that have inadequate facilities, equipment, materials, and resources, as well as teachers that lack the experience, training and quality to meet the needs of students in these environments (Artiles et al., 2002; Skiba et al., 2008; Truscott & Truscott, 2005). These variables are associated with lower levels of academic achievement among poor children which increase the chances of special education referral and placement for students in these environments (Artiles et al., 2002).
Racial/Ethnic Incongruence. Another significant and multifaceted factor hypothesized to contribute to racial disproportionality in special education is cultural mismatch, or incongruence. Cultural incongruence within schools can exist on a systems level as well as on an individual level. Cultural hegemony has been offered as a framework through which we can understand systemic cultural incongruence (Harry & Klingner, 2014; Klingner et al., 2005). Cultural hegemony exists when the cultural style, beliefs, and practices of the dominant mainstream culture are valued and accepted as the norm and become the referent against which all others are compared (Delpit, 1988; Harry & Klingner, 2014; Klingner et al., 2005). Based on this premise, favorable bias is afforded to those whose culture, behaviors, and beliefs are aligned with the dominant culture, known as cultural consonance, and negative bias towards those whose cultures that do not align, or cultural dissonance (Harry & Klingner, 2014). Within U.S. schools, the referent group is White middle-class individuals (Harry & Klingner, 2014; O’Connor & DeLuca Fernandez, 2006) and thus, as a system, schools are “structured to advantage” White students (O’Connor & DeLuca Fernandez, 2006, p. 8). La Salle et al. (2020) further explains that “the overrepresentation of White educators helps maintain an educational system of White supremacy that not only values dominant (White) cultural norms of behavior and success over students of color, but also shuts out opportunities for new cultural norms that are representative of student diversity to be accepted or incorporated” (p. 318). In this context, cultural consonance allows students to participate in environments “where language preferences, customs, and interaction styles are shared and implicitly valued by all” (Harry & Klingner, 2014, p. 51). When there is cultural dissonance, students most familiar with the dominant culture and that are able to “code switch” are more advantaged (Harry & Klingner, 2014). When racially/ethnically minoritized students perform or behave in ways that are markedly different from White middle-class norms, they are more likely to be identified as requiring remediation and supports, including referral to special education (O’Connor & DeLuca Fernandez, 2006). 
While cultural hegemony occurs on a macro-level, it can also influence individual perceptions and beliefs, resulting in negative bias when there exists incongruence between educators and students. Cultural dissonance can be a source of complicated interactions between teachers, students, and families, which may result in inequitable treatment of students (McGrady & Reynolds, 2013). Cultural incongruence has been found to influence teacher perception of students’ behavior and academic ability as well as students’ actual academic performance (Artiles et al., 2002; McGrady & Reynolds, 2013; Redding, 2019). Teacher bias (both implicit and explicit), judgement, attitudes, and expectations of students may result in misinterpreted behaviors/abilities and lowered expectations for racially/ethnically minoritized students, potentially contributing to inappropriate referrals to special education and the failure to provide racially/ethnically minoritized students with adequate learning opportunities (Donovan & Cross, 2002; Knotek, 2003; La Salle et al., 2020; Sullivan, 2009a; Sullivan & Proctor, 2016). 
Initial teacher referrals have been posited as the origin of racial/ethnic disparities in special education (Skiba et al., 2008), as they are arbitrary, subjective, and relative to teachers’ culturally bound perceptions (Hosp & Reschly, 2003) of acceptable or unacceptable behavior or achievement (Donovan & Cross, 2002; Knotek, 2003). Referrals are an important predictor for special education placement, as most students referred are eventually placed (Hosp & Reschly, 2003; Hosp & Reschly, 2004). Further, across several studies, Hosp and Reschly (2003) found that Black and Hispanic students were referred at higher rates for special education that their White peers. 
Discipline 
Racial disproportionality is evident in student disciplinary practices within schools. Black students are more likely to be disciplined for their behavior (Skiba, 2015; Skiba et al., 2011) and more likely to receive exclusionary consequences (e.g., suspensions and expulsions) and other disciplinary actions when compared to their White peers (Noltemeyer & McLoughlin, 2010). Race serves as a significant predictor of school-administered punishment regardless of the severity of behaviors (Skiba, 2015). Severe behaviors (e.g., fighting) and less serious, more subjective behaviors (e.g., defiance) are more likely to receive punitive consequences for Black students. Skiba (2015) argues that disproportionate disciplinary practices are associated with negative outcomes including diminished school climate, reductions in academic achievement, missed educational opportunities, increased school dropout, and higher levels of involvement in the juvenile justice system. 
Similar to findings related to disproportionality in special education, cultural mismatch between educators and students as well as racial stereotyping of racially/ethnically minoritized students are sometimes offered as a cause of racial disproportionality in the discipline of racially/ethnically minoritized students (Skiba et al., 2011). Teacher perceptions of students may reflect implicit biases or racial stereotypes (Skiba et al., 2011). Teachers may make differential judgements about student behavior and achievement based on these stereotypes (Skiba et al., 2011). Skiba et al. (2008) suggests that teacher bias may be the result of a cultural reproductive system whereby educators unconsciously reinforce institutional patterns of inequality. School rules and values “closely reflect the knowledge, values, interests, and cultural orientations of White, middle-class cultural groups,” and schools generally do not make effort to “teach the codes and rules” necessary for success to those whose cultures conflict with these expectations (Delpit, 1988; Skiba et al., 2008, p. 277). Further, many educators do not make efforts to understand the experiences of culturally diverse students. Thus, when students academically perform or behave in a manner inconsistent with the norms of the dominant culture, their performance may be misattributed as lack of ability (resulting in referrals to special education) or their behavior may be misjudged as inappropriate or egregious (resulting in discipline referrals) instead of the result of cultural mismatch between the teacher and student.
Disproportionality in School Psychology Practice
Testing bias has been offered as a factor in the overrepresentation of racially/ethnically minoritized students in special education, and resulted in many legal decisions (e.g., Hobson v. Hansen, 1969; Diana v. State Board of Education, 1970; Larry P. v. Riles, 1979; PASE v. Hannon, 1980) that govern testing practices across the country (Donovan & Cross, 2002; Newell et al., 2010; Skiba et al., 2006; Skiba et al., 2008). The purpose of these decisions was to ensure that culturally diverse students are provided with nondiscriminatory evaluations that are sensitive to and consider their cultural and linguistic differences with the aim of reducing the numbers of children that are inappropriately identified due to these differences (Artiles et al., 2002; Hilliard, 1996; Newell et al., 2010; Sullivan & Proctor, 2016). However, existing literature has not reported significant, conclusive evidence that cultural bias, including construct validity, sampling, predictive validity, and item bias, in standardized intelligence tests alone result in the disproportionate representation of racially/ethnically minoritized students identified as disabled (Skiba et al., 2002; Skiba et al., 2008). Lower scores on these tests by racially/ethnically minoritized students may reflect their current functioning, but also may reflect a variety of contextual factors including cultural differences, poverty, and inadequate educational resources and opportunities previously discussed (Skiba et al., 2002; Skiba et al., 2008). However, examiner bias also may contribute to testing bias and subsequently the disproportionate identification of racially/ethnically minoritized students (Skiba et al., 2002; Skiba et al., 2008).
Bias Among School Psychologists
Although school psychologists are sometimes viewed as “marginal actors in public schools” because their roles are supplemental to “regular instructional programs,” they serve an important function in the assessment of students who are referred for special education (Milofsky, 1989, p. 29). While teachers are ultimately responsible for making special education referrals, school psychologists have an essential, influential role in special education eligibility determinations (Sullivan et al., 2019). School psychologists are members of pre-referral teams, which are intended to reduce inappropriate referrals and disproportionality (Knotek, 2003). Further, school psychologists have primary responsibility for conducting individual assessments that inform determinations of student eligibility for special education. Like teachers, school psychologists are “cultural beings who hold some implicit and explicit bias, attitudes, and beliefs towards certain groups of students that may negatively impact our interactions” and decision-making (La Salle et al., 2020). The psychological evaluation process and examiner interpretations, which are posited to be “objective,” may be sensitive to clinician biases and prejudices (Skiba et al., 2002). For example, Harry et al. (2002; as cited in Skiba et al., 2008) found that the psychological evaluation process can be idiosyncratic and school psychologists often choose test batteries that produce the results they desire. This may result in confirmation bias of psychologists’ own beliefs – acknowledged or unacknowledged – as well as the opinions or preferences of the referring teacher or school administrators (Artiles et al., 2002). Confirmation bias occurs when psychologists seek data that align with, or support, the referral or their beliefs rather than rigorously considering and testing alternate hypotheses (Hosp & Reschly, 2003; Sullivan et al., 2019). In fact, it has been proposed that when a student is referred, the hypothesis is that the student has a disability and requires special education, and data are selectively gathered, used, or ignored depending on the degree to which they confirm this hypothesis (Hosp & Reschly, 2003). Confirmation bias is generally problematic when students are inappropriately referred and gravely more problematic when students of different racial/ethnic groups are inappropriately referred at different rates (Hosp & Reschly, 2003). 
Ambiguity in federal and state criteria for special education eligibility may also contribute to bias among school psychologists in identification of students with disabilities (Sullivan et al., 2019). Eligibility criteria are not clearly or explicitly defined, thereby leaving determinations up to clinical judgement, which may reduce the reliability with which school psychologists identify special education eligibility (Sullivan et al., 2019). The lack of reliability in decision-making related to special education may result in false positives (where students are determined to have a disability when one is not present) or false negatives (where students are determined not to have a disability and one is present) (Donovan & Cross, 2002; Sullivan & Proctor, 2016). While the lack of reliability in determining special education eligibility does not prove that there is racial bias in the decision-making of school psychologists, it is a place where racial bias may exist and contribute to racial/ethnic disproportionality in schools (Sullivan et al., 2019). 
Strategies for Addressing Disproportionality 
Many strategies have been proposed for addressing disproportionality in education. Educational leaders and policymakers have sought to reduce bias and ineffective practices through professional development and training, position statements and resolutions, recommendations for improving teaching practices, referral procedures, enhanced evaluation procedures, and federal regulations and monitoring of educational disproportionality (Skiba et al., 2008; Sullivan et al., 2015). Pre-professional preparation for educators that promotes culturally responsive teaching and intervention practices is among these efforts (Klingner et al., 2005). Culturally responsive practices help educators consider the role of culture in learning, develop self-awareness of their views of culture and biases, and understand ways to make the curriculum and learning environment relevant to students (Klingner et al., 2005). These efforts often target potential bias on an individual level rather than the systemic interconnected factors that contribute to disproportionality (Sullivan et al., 2015). However, “bias against minorities should also be thought of in terms of historical residua that are layered in social structures and that lead to various forms of institutional discrimination” (Artiles et al., 2002, p. 8). Individuals within schools have the ability to push back against discriminatory structures and advocate for more socially just practices ensuring fair and equitable educational decisions for all students (Sullivan et al., 2015). Systems-level change would involve engagement of a variety of stakeholders, including school staff, students, families, and community partners (Sullivan et al., 2015). 
Expansion of the research base has also been offered as a way to begin to address disproportionality (Donovan & Cross, 2002). Frameworks such as Multitiered Systems of Support (MTSS), Response to Intervention (RTI), and Positive Behavior Interventions and Supports (PBIS) have been recommended by the federal and state policymakers. These frameworks have been validated by research as effective in meeting the needs of students and potentially useful for addressing disproportionality (Kramarczuk Voulgarides et al., 2017; Proctor et al., 2012). However, MTSS, RTI, and PBIS are often implemented within larger structures that have traditionally disadvantaged racially/ethnically minoritized students. Further, these models are dependent on the use of evidence-based interventions and practices that do not always account for contextual and cultural considerations that are critical to the educational experiences of racially/ethnically minoritized students in schools (Kramarczuk Voulgarides et al., 2017). In short, the assumption that interventions and practices that “work on average” will be effective for historically marginalized students is potentially faulty (Skiba et al., 2008). Interventions must be culturally responsive (Klingner et al., 2005) and designed to meet intended academic and behavioral outcomes as well as designed and evaluated to reduce inequity (Skiba et al., 2008). That is to say that we must consider not only “what works,” but “what works with whom, in what contexts, and under what circumstances” (Klingner et al., 2005, p. 16). Research should include not only the perspectives of those conducting the research, but should also include perspectives and experiences of marginalized groups, though their own lens, in the development and validation of intervention practices (Artiles et al., 2002; Henning-Stout & Meyers, 2000).
School Psychology’s Response to Disproportionality 
School psychology professional organizations and their leaders recognize that disproportionality is a concern. For example, NASP (2013) in a position statement acknowledged the negative impacts of disproportionality in special education and discipline and asserted the professional stance that all students are entitled to an equitable, high-quality education provided in an inclusive setting. Further, school psychologists have professional and ethical responsibilities to address systemic disproportionality.  Sullivan et al. (2009b) asserted that “school psychologists must be equipped with the knowledge, skills, and dispositions necessary to work effectively with diverse learners and their families” to address disproportionality (pg. 2). Similar to other educational disciplines, efforts to combat disproportionality within the field of school psychology include multicultural training and professional development to help school psychologists understand diversity and engage in culturally responsive practices that promote equitable opportunities for diverse student populations (see chapter 1). This knowledge builds sociocultural consciousness about how race and culture influence thoughts and behaviors and helps school psychologists to be reflective about how their experiences and beliefs influence their practices (Sullivan et al., 2009b). Within this training, school psychologists also develop the skills and competencies needed to meet the needs of culturally diverse students (Newell et al., 2010). 
Advocacy and social justice are essential to the role of school psychologists (NASP, 2020; Sullivan et al., 2009b), and they are critical to addressing disproportionality. Many (but not all) school psychologists operate from an ecological perspective, providing them with a framework for considering how social, institutional, cultural, and individual forces influence student development and educational experiences (Sullivan et al., 2009b; Sullivan & Proctor, 2016). From this perspective, disproportionality is rooted within systems (Sullivan et al., 2009b; Sullivan et al., 2015), and subsequently requires advocacy to address biases, policies, and practices that systematically marginalize racially/ethnically minoritized students.
Finally, school psychologists can address disproportionality through the use of culturally competent assessment strategies (Sullivan et al., 2009b). Culturally competent assessment considers individual factors, intrinsic to the student, as well as external factors that may influence how students perform during assessments (Skiba et al., 2002; Sullivan et al., 2009b). When assessing students, school psychologists should use practices that address all areas of concern and consider all hypotheses regarding the causes of student difficulties; this includes selection of appropriate tests as well as gathering and interpreting additional data to ensure nondiscriminatory assessments (Sullivan et al., 2009b). 
Racial/Ethnic Matching and Disproportionality
	 Although not offered as a direct mechanism through which disproportionality can be addressed in education, some researchers have argued that presence of diversity among educators leads to improved outcomes with students (Grissom & Jones, 2020; Villegas & Irvine, 2010). Additional research suggests that educators of color serve as role models for students and are committed to working and persisting in under-resourced settings, which typically serve culturally diverse students (Blake et al., 2016; Truscott et al., 2014; Villegas & Irving, 2010). Further, cultural synchronicity, or match, provides educators of color with a deep, shared understanding of the cultural experiences of diverse learners that can lead to higher expectations for students, more unbiased appraisals of behavior and abilities, and improved cultural responsiveness (Redding, 2019; Villegas & Irvine, 2010). Research has linked REM between educators and students with increased academic performance and test scores, increased likelihood of assignment to gifted education programs, reduction in the rates of exclusionary discipline, and improved student attendance (Grissom & Jones, 2020). Additionally, the presence of diverse educators in the workforce may facilitate “changing the system from the inside out” through advocacy and reform efforts to counter discriminatory practices and behaviors by others in the system (Grissom & Jones, 2020). Ultimately, as emphatically stated by La Salle et al. (2020), “all students should have the opportunity to be taught by teachers who look like them, understand their experiences, and most importantly understand their potential” (p. 330). In addition, diversifying the school psychology workforce can improve training of future school psychologists in addition to improving the quality of culturally sensitive mental health services to marginalized populations (Blake et al., 2016).
Current Study 
Part One
Diversifying the education workforce across a variety of professions (e.g., teachers, principals, and school psychologists) has been consistently identified as one strategy to enhance educational outcomes and experiences for racially/ethnically minoritized students (Grissom & Jones, 2020; Villegas & Irvine, 2010).  Beyond serving as role models to racially/ethnically minoritized students, educators of color may have higher expectations, use culturally relevant practices, develop caring relationships with students, confront issues of racism, and serve as advocates and culture brokers in order to improve schooling experiences for students of color (Grissom & Jones, 2020; Truscott et al., 2014; Villegas & Irvine, 2010). Part 1 of this project sought to compare the trends of racial demographics of students with education professionals. The research questions guiding this study were:
1. Using publicly available data, what trends are observed in the racial composition of public-school students and staff members (specifically teachers, principals, and school psychologists) in the nation’s schools? 
2. Do the changes in the demographic composition of school personnel reflect the changes in the demographic composition of the nation’s K-12 student population?
It was hypothesized that, although efforts have been made to increase educator racial/ethnic diversity, those efforts lag behind the rate at which the student population is becoming more racially/ethnically diverse within public schools. 
Part Two
There exists a great deal research investigating the impact of teacher-student REM/REI (Redding, 2019; La Salle et al., 2020; McGrady & Reynolds, 2013). Additionally, REM/REI have been studied in other professions, like counseling (Cabral & Smith, 2011; Mulhern, 2020). However, empirical research within the field of school psychology in this area is limited (Blake et al., 2016; See Chapter 1). The second part of this study investigated whether REM/REI between school psychologists and students influenced referrals, eligibility recommendations, and IDEA classification recommendations for students in one large school district in the Southeastern U.S. The second part of the current study sought to answer the following questions:
1. Is there an association between school psychologist and student race/ethnicity in initial referrals for evaluation? 
· Are there differences between the observed and expected frequencies of initial referral for evaluation of special education eligibility by student race/ethnicity and race of the assigned school psychologist? If so, are these differences significant? 
2. Is there an association between school psychologist and student race/ethnicity in school psychologists’ recommendations for eligibility? 
· Are there differences between the observed and expected frequencies of eligibility recommendations by student race/ethnicity and race of the assigned school psychologist? If so, are these differences significant? 
3. Is there an association between school psychologist and student race/ethnicity in school psychologists’ categorical eligibility recommendations? 
· Are there differences between the observed and expected frequencies of school psychologists’ IDEA disability classification recommendations based on student race and the race of the school psychologist?  If so, are these differences significant?
It was hypothesized that there would not be a relationship between the race/ethnicity of school psychologists and students related to initial referrals for evaluation. However, we did expect that there would be a relationship between school psychologist and student race/ethnicity related to recommendations for eligibility consideration as well as with categorical eligibility recommendations. It was hypothesized that the frequency of eligibility recommendations would be significantly different than expected values. Further, we expected observed frequencies for categorical eligibility recommendations in more subjective, or judgmental, eligibility categories (e.g., specific learning disability, emotional behavioral disorder, autism) to be significantly different from the expected values. 
Part 1
Method & Procedures
	Demographic information about public school students, teachers, and principals nationally was gathered using existing data from the National Center for Education Statistics (NCES) database. NCES maintains the Digest of Education Statistics, which is a compilation of information about public and private schools across the nation. Information included in the Digest of Education Statistics comes from a variety of sources and includes information reported annually by schools as well as national surveys conducted by NCES to gather data about schools. From the Digest of Education Statistics, information about the number and racial/ethnic demographic characteristics of public-school students (NCES, 2019a), teachers (NCES, 2019b), and principals (NCES, 2019c) was compiled (See Table 2.1, Table 2.2, and Table 2.3). 
	Table 2.1
Demographics of Public-School Principals

	Year
	Total Number
	White
	Black
	Hispanic
	Asian
	Pacific Islander
	American Indian/Alaskan Native
	Multiracial

	1994
	79620
	84.3%
	10.1%
	4.1%
	0.8%
	
	0.8%
	

	2000
	83790
	82.3%
	11.0%
	5.2%
	0.8%
	
	0.8%
	

	2012
	89810
	80.3%
	10.1%
	6.8%
	0.9%
	
	0.7%
	1.1%

	2016
	90410
	77.8%
	10.6%
	8.2%
	1.4%
	0.2%
	0.7%
	1.1%

	2018
	90850
	77.7%
	10.5%
	8.9%
	0.9%
	0.2%
	0.7%
	1.0%





	Table 2.2
Demographics of Public-School Teachers

	Year
	Total Number
(In thousands)
	White
	Black
	Hispanic
	Asian
	Pacific Islander
	American Indian/Alaskan Native
	Multiracial

	1988
	2323
	86.90%
	8.20%
	3.00%
	0.90%
	
	1.00%
	

	1991
	2559
	86.90%
	8.30%
	3.40%
	1.00%
	
	0.80%
	

	2000
	3002
	84.30%
	7.60%
	5.60%
	1.60%
	
	0.90%
	

	2004
	3251
	83.10%
	7.90%
	6.20%
	1.30%
	0.20%
	0.50%
	0.70%

	2008
	3405
	83.10%
	7.00%
	7.10%
	1.20%
	0.20%
	0.50%
	0.90%

	2012
	3385
	81.90%
	6.80%
	7.80%
	1.80%
	0.10%
	0.50%
	1.00%

	2018
	3545
	79.30%
	6.70%
	9.30%
	2.10%
	0.20%
	0.50%
	1.80%



	
Table 2.3
Demographics of Public-School Students

	Year
	Total Number 
(In thousands)
	White
	Black
	Hispanic
	Asian
	Pacific Islander
	American Indian/Alaskan Native
	Multiracial

	1995
	44840
	64.80%
	16.80%
	13.50%
	3.70%
	
	1.10%
	

	2000
	47204
	61.20%
	17.20%
	16.40%
	4.10%
	
	1.20%
	

	2001
	47672
	60.30%
	17.20%
	17.10%
	4.30%
	
	1.20%
	

	2002
	48183
	59.40%
	17.20%
	17.80%
	4.30%
	
	1.20%
	

	2003
	48540
	58.60%
	17.20%
	18.60%
	4.40%
	
	1.20%
	

	2004
	48795
	58.00%
	17.20%
	19.10%
	4.50%
	
	1.20%
	

	2005
	49113
	57.00%
	17.20%
	19.90%
	4.60%
	
	1.20%
	

	2006
	49316
	56.40%
	17.10%
	20.60%
	4.70%
	
	1.20%
	

	2007
	49291
	55.70%
	17.00%
	21.20%
	4.90%
	
	1.20%
	

	2008
	49266
	54.90%
	17.00%
	21.40%
	4.90%
	0.10%
	1.20%
	0.50%

	2009
	49361
	54.10%
	16.70%
	22.30%
	4.90%
	0.10%
	1.20%
	0.70%

	2010
	49484
	52.40%
	16.00%
	23.10%
	4.60%
	0.30%
	1.10%
	2.40%

	2011
	49522
	51.70%
	15.80%
	23.70%
	4.70%
	0.40%
	1.10%
	2.60%

	2012
	49771
	51.00%
	15.70%
	24.30%
	4.80%
	0.40%
	1.10%
	2.80%

	2013
	50045
	50.30%
	15.60%
	24.90%
	4.80%
	0.40%
	1.00%
	3.00%

	2014
	50313
	49.50%
	15.50%
	25.40%
	4.90%
	0.30%
	1.00%
	3.20%

	2015
	50438
	48.90%
	15.40%
	25.90%
	5.00%
	0.40%
	1.00%
	3.40%

	2016
	50615
	48.20%
	15.30%
	26.30%
	5.10%
	0.40%
	1.00%
	3.60%

	2017
	50686
	47.60%
	15.20%
	26.80%
	5.20%
	0.40%
	1.00%
	3.90%



Demographic characteristics of school psychologists were gathered from the NASP demographic surveys (Castillo, et. al, 2014; Goforth et al., 2021; Walcott & Hyson, 2018) to examine racial/ethnic demographic trends in school psychology. Although NCES maintains count information about the number of school psychologists, school counselors, and school social workers that work in U.S. schools, NCES does not collect demographic information about these employee groups. Beginning in 1990, NASP began examining nationwide demographic trends in school psychology through a membership survey every 5 years (Goforth et al., 2021; Walcott & Hyson, 2018). For each iteration of the survey, a random, representative sample of the total NASP membership was invited to complete the survey. The racial/ethnic demographic percentages shown in Table 2.4 are representative of the demographics of the NASP survey sample. Previous research suggests that the racial/ethnicity data compiled by the NASP membership surveys is representative of the NASP membership; however, it may represent an underestimate of racially/ethnically minoritized school psychologists, as these school psychologists may not be NASP members (Graves et al., 2014; Lewis et al., 2008). Despite this, these demographics are commonly used in the field to understand the school psychology workforce (Goforth et al., 2021). 
	Table 2.4.
Demographics of School Psychologists

	Year
	White
	Black
	Hispanic
	Asian
	Pacific Islander
	American Indian/Alaskan Native
	Multiracial
	Other

	1981
	96.0%
	1.5%
	1.5%
	<1%
	
	<1%
	
	<1%

	1990
	93.9%
	1.9%
	1.5%
	0.8%
	
	1.1%
	
	0.9%

	2000
	92.8%
	1.9%
	3.1%
	0.6%
	
	0.6%
	
	0.9%

	2005
	92.6%
	1.9%
	3.0%
	0.9%
	
	0.8%
	
	0.8%

	2010
	90.7%
	3.0%
	3.4%
	1.3%
	
	0.6%
	
	1.0%

	2015
	87.2%
	5.1%
	6.0%
	2.9%
	0.2%
	0.2%
	2.3%
	1.0%

	2020
	85.7%
	3.9%
	7.6%
	2.5%
	0.1%
	0.5%
	2.8%
	



Data Analysis 
Over the course of data collection for NCES and NASP, race/ethnic demographic categories have changed. For example, in the NCES student data, Pacific Islander was included in the Asian category from 1995 through 2007. The same was true for the NASP membership surveys through 2010. In addition, on the NASP membership survey, multiracial or “more than one race” was not an option until 2015. Similarly, NASP has consistently identified Hispanic/Latinx as an ethnicity separate from race, whereas NCES has historically identified Hispanic as a racial category. Due to these differences, comparisons were made using “minoritized percentage” for each role (principals, teachers, school psychologists, and students). This metric was calculated by subtracting the percentage of Whites in each population from 100 to identify the percentage of minoritized (i.e., non-White) education professionals and students for each year. These metrics offered the most consistent comparison across years given the differences in data collection over time. However, it was noted that despite the grouping of all minoritized racial/ethnic groups into one category, each racial group has unique characteristics and qualities. 
Trends of the student and educator data were examined in three ways. First, the longitudinal demographic data for each role (student, principals, teachers, and school psychologists) was plotted to visualize the changes for each role over time. Next, the absolute change and relative change for each group was calculated. “Absolute change describes the increase or decrease from a reference [starting] value to a new value,” while “the relative [percentage] change is the size of the absolute change in comparison to the reference value” expressed as a percentage (Bennett & Briggs, 2015, p. 122). Relative change offers a way to understand the degree of change of a starting value over time. Finally, a regression line was fitted to estimate the slope, or rate of growth, for each role. Data analysis was conducted using both SPSS 28.0 and R. Within R, the ‘psych’, ‘tidyverse’, and ‘jtools” packages were used to visualize and analyze this data.


Results
Based on the data collected, the minoritized population of students, principals, teachers, and school psychologists has increased between 1981 and 2020. Figure 2.1 provides a visual representation of these longitudinal data over time. 
Figure 2.1 
Minoritized Percentage of Educators and Students (1981-2020)
[image: A picture containing text
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The public-school student population has shifted from majority White (64.8%) in 1995 to majority minoritized (52.4%) in 2017. The percentage of minoritized public-school students has increased 48.9% over a 22-year period, from 35.2% in 1995 to 52.4% in 2017. Principal, teacher, and school psychologist populations have continued to remain predominantly White over this time period. The percentage of public-school principals from minoritized groups has increased 42.0% between 1994 and 2018. The minoritized public-school teacher population has increased from 13.1% in 1988 to 20.7% in 2018, which represents a 58.0% change over this time period. The school psychology population experienced the most growth in minoritized practitioners among the educator groups rising 257.5%, from 4.0% minoritized school psychologist in 1981 to 14.3% in 2020. Although school psychology has become more diverse over the past 40 years, it is important to note that the percentage of practitioners from minoritized groups continues to be lower than that of other education professions. Table 2.5 offers a summary of the student and educator racial/ethnic demographic change between 1981 and 2020.
	Table 2.5.
Student and Educator Demographic Change (1981-2020)

	
	Reference Value
	New 
Value
	Absolute Change
	Relative Change

	Students
	35.2%
	52.4%
	+17.2 points
	+48.9%

	Principals
	15.7%
	22.3%
	+6.6 points
	+42.0%

	Teachers
	13.1%
	20.7%
	+7.6 points
	+58.0%

	School Psychologists
	4.0%
	14.3%
	+10.3 points
	+257.5%



Linear modeling was used to fit a regression line to estimate the slope, or rate of growth, for each role. The estimated yearly growth rate of the percentage racially/ethnically minoritization was the highest among students (β = .865) when compared to that of education professionals. For principals and teachers, the growth rate was similar (β = .302 and β = .308 respectively), which approximately 0.56 less than that of students. The growth rate of diversification of school psychologists was 0.49 less than students (β = .371). While all educator groups have become “more minoritized” over time, the rate of change across these groups lags behind that of the diversity of the students they serve within public-schools. 


Part 2
Method & Procedures
	For part two of the study, existing district information was combined with data collected from participating school psychologists to explore differences in referral and eligibility recommendations related to school psychologist and student race and ethnicity.
Extant Data
Existing data were gathered from a large, suburban school district in the southeastern U.S. In the 2019-20 school year, this school district served 111,122 students across 67 elementary schools, 25 middle schools, and 16 high schools. Of the 111,122 students, 63% of the student population identified as racially/ethnically minoritized. Approximately 27.2% of the districts’ teachers and 32.6% of the districts’ administrators identify as racially/ethnically minoritized. See additional demographic information for this district in Table 2.6. 
	Table 2.6.
Demographic Characteristics of Participating School District (2019-20)

	
	Students
	Certified Staff

	
	
	Administrators
	Teachers

	Total
	111,122
	534
	7443

	Gender
	
	
	

	   Male
	51.0%
	29.8%
	18.6%

	   Female
	49.0%
	70.2%
	81.4%

	Race/Ethnicity
	
	
	

	   Asian
	6.0%
	0.4%
	1.3%

	   Black
	30.0%
	29.6%
	20.8%

	   Hispanic
	23.0%
	1.3%
	3.7%

	   Native American/Alaskan Native
	0.0%
	0.2%
	0.2%

	   White
	37.0%
	67.4%
	72.8%

	   Multiracial
	4.0%
	1.1%
	1.2%

	Special Education Enrollment (K-12)
	13.0%
	
	



Data provided by the district included deidentified information for each student that was referred for a psychoeducational between January 2018 and June 2020 (N = 4097). Each referral included student demographic information (i.e., race, gender), the type of referral (e.g., initial, reevaluation, addendum), an identifier for the assigned school psychologist completing the evaluation, as well as the assigned school psychologists’ eligibility recommendations (see Table 2.7). 
	Table 2.7.
Characteristics of District Evaluation Data 

	
	Overall
	Minoritized School Psychologists
(n = 11)
	White School Psychologists
(n = 33)

	
	N
	%
	N
	%
	N
	%

	Total Referrals
Student Gender
	4097
	100%
	810
	100%
	3287
	100%

	   Male
	2601
	63.5%
	517
	63.8%
	2084
	63.4%

	   Female
	1496
	36.5%
	293
	36.2%
	1203
	36.6%

	Race/Ethnicity
	
	
	
	
	
	

	   American Indian/Alaskan Native
	7
	0.2%
	4
	0.5%
	3
	0.1%

	   Asian
	131
	3.2%
	15
	1.9%
	116
	3.5%

	   Black
	1354
	33.0%
	340
	42.0%
	1014
	30.8%

	   Hawaiian/Pacific Islander
	1
	0.0%
	0
	0.0%
	1
	0.0%

	   Hispanic
	876
	21.4%
	270
	33.3%
	606
	18.4%

	   Multiracial
	172
	4.2%
	31
	3.8%
	141
	4.3%

	   White
	1556
	38.0%
	150
	18.5%
	1406
	42.8%

	Referral Type
	
	
	
	
	
	

	   Addendum
	143
	3.5%
	34
	4.2%
	109
	3.3%

	   Addendum-Bilingual
	27
	0.7%
	27
	3.3%
	0
	0.0%

	   Addendum-Initial
	31
	0.8%
	5
	0.6%
	26
	0.8%

	   Addendum-Reevaluation
	32
	0.8%
	10
	1.2%
	22
	0.7%

	   Gifted
	4
	0.1%
	3
	0.4%
	1
	0.0%

	   Initial-504
	10
	0.2%
	3
	0.4%
	7
	0.2%

	   Initial-Direct Parent Referral (DPR)
	1069
	26.1%
	172
	21.2%
	897
	27.3%

	   Initial-Immediate Consideration
	21
	0.5%
	8
	1.0%
	13
	0.4%

	   Initial-Response to Intervention (RTI)
	1323
	32.3%
	216
	26.7%
	1107
	33.7%

	   Reevaluation
	1238
	30.2%
	300
	37.0%
	938
	28.5%

	   Reevaluation Speech
	199
	4.9%
	32
	4.0%
	167
	5.1%

	Initial Evaluations (Total)
	2454
	59.9%
	404
	49.9%
	2050
	62.4%

	Classifications 
	4466
	-- 
	886
	--
	3580
	--

	   Autism
	621
	13.9%
	105
	11.9%
	516
	14.4%

	   Emotional Behavior Disorder
	287
	6.4%
	56
	6.3%
	231
	6.5%

	   Mild Intellectual Disability
	122
	2.7%
	39
	4.4%
	83
	2.3%

	   Moderate Intellectual Disability
	54
	1.2%
	20
	2.3%
	34
	0.9%

	   Other Health Impairment
	776
	17.4%
	159
	17.9%
	617
	17.2%

	   Profound Intellectual Disability
	11
	0.2%
	1
	0.1%
	10
	0.3%

	   Significant Developmental Delay
	277
	6.2%
	55
	6.2%
	222
	6.2%

	   Severe Intellectual Disability
	25
	0.6%
	6
	0.7%
	19
	0.5%

	   Specific Learning Disability
	1241
	27.8%
	220
	24.8%
	1021
	28.5%

	   Traumatic Brain Injury
	5
	0.1%
	0
	0.0%
	5
	0.1%

	   None/Other
	1047
	23.4%
	225
	25.4%
	822
	23.0%

	Students Recommended Eligible
	3070
	74.9%
	592
	73.1%
	2478
	75.4%



The majority of the students referred during this timeframe were male (63.5%) and racially/ethnically minoritized (62%). Of the students referred, 59.9% were referred for initial evaluations for consideration of special education and following completion of psychoeducational evaluations, school psychologists recommended eligibility for 74.9% of the referred students. Some students were recommended for potential eligibility in more than one category, resulting in more recommendations (N = 4466) for categorical eligibility than actual students in the sample. During this time period, students were most commonly recommended eligible under the Specific Learning Disability classification (27.8%), which is not surprising given that national data indicate students with specific learning disabilities represented the largest percentage of those served under IDEA in 2019-20 (33%; Irwin et al., 2021).
Questionnaire and Participants  
Participants in this study included 44 school psychologists from the participating school district. The participants completed a brief questionnaire about their demographic information using an online survey platform (Qualtrics). The questionnaire included items about the psychologists’ race/ethnicity, gender, age, highest degree level, and years of experience. Consistent with demographic trends in the field of school psychology, the majority of school psychologists in the participating district identified as White (75.0%) and female (90.9%). Further, most (70.5%) school psychologists in this district held a specialist-level degree or equivalent. In this study, 29.5% of the participants reported over 20 years of experience as school psychologists, which is higher the mean years of experience (13.3 years) for the sample in the most recent NASP survey (Goforth et al., 2021). Although nearly a third of participants in this study had worked as school psychologists for over 20 years, 27.3% of study participants had only worked in this particular school district for 1 to 4 years. Additional demographic information for the study participants are included in Table 2.8. 
Participant questionnaire data was matched with extant data provided by the school district using departmental identifiers. Only the evaluation cases assigned to the school psychologists that participated in the study were included in the analyses. All other cases and eligibility decisions were removed from the data set.
	Table 2.8.
Demographic Characteristics of Participating School Psychologists (N = 44)

	
	N
	%

	Gender[footnoteRef:7] [7:  The knowledge around gender identity is evolving. Additional gender identity classifications were inadvertently omitted from our survey. ] 

	
	

	   Male
	4
	9.1%

	   Female
	40
	90.9%

	Race/Ethnicity
	
	

	   Black
	8
	18.2%

	   Hispanic
	3
	6.8%

	   White
	33
	75.0%

	Age
	
	

	   21-30
	3
	6.8%

	   31-40
	15
	34.1%

	   41-50
	12
	27.3%

	   50+
	14
	31.8%

	Highest Level of Education
	
	

	   Ed.S. or equivalent
	31
	70.5%

	   Doctorate
	13
	29.5%

	Experience as School Psychologist
	
	

	   0-5 Years 
	8
	18.2%

	   6-10 Years
	6
	13.6%

	   11-15 Years
	8
	18.2%

	   15-20 Years
	9
	20.5%

	   >20 Years
	13
	29.5%

	Experience in District
	
	

	   1-4 Years 
	12
	27.3%

	   5-10 Years
	8
	18.2%

	   11-15 Years
	8
	18.2%

	   15-20 Years
	6
	13.6%

	   >20 Years
	10
	22.7%



Data Analysis 
For each research question, a 2x2 contingency table, cross-tabulation, chi-square analysis of independence was utilized to analyze the data. This method offers a way to statically analyze the relationship between categorical variables based on observations. A chi-square analysis is a non-parametric statistic for testing hypotheses when variables are nominal and can provide information about the significance of observed proportional differences between target groups (McHugh, 2013). The chi-square statistic has six core assumptions: (a) the data in cells are frequencies or counts, (b) the variables are mutually exclusive, (c) each subject only contributes data to one cell, (d) study groups must be independent, (e) there are two variables measured as categories, and (f) the expected value of each cell should be five or more in at least 80% of the cells, and no cell should have an expected values of less than one (McHugh, 2013). 
The chi-square statistic was used to compare the observed frequencies of referrals, eligibility recommendations, and IDEA classification recommendations for White and racial/ethnic minoritized students with those that would be expected if there was no association between the students’ race and the race of the assigned school psychologist. This method indicates significance of any differences observed and offers information about the potential influence of REM/REI on the referral and eligibility process. Due to the limited number of some minoritized populations in the extant data sample and school psychologist participants in this study, racially/ethnically minoritized populations were categorized as a single category (minoritized) instead of individual racial/ethnic groups for the purpose of analysis. Among the school psychologists in the participating school district, only 11 of the 44 (25%) identified as racially/ethnically minoritized. Within this small group, three identified as Hispanic and eight identified as Black. While it is noted that in aggregating minoritized populations into one larger group limits the interpretations that can be made in terms of REM/REI, doing so for the purposes of this study helped protect the identifiability of the psychologists within these small groups. Likewise, it served to limit the identifiability of individuals in racially and ethnically minoritized groups that represent a small percentage of students within the sample as well as those whose classification recommendations fall within groups with smaller sample sizes. Statistically, this aggregation also provided cell sizes that were more stable. Data analysis was conducted using both SPSS 28.0 and R. Within R, the ‘gmodels’ package was used to conduct the crosstable analyses.
To answer each of the research questions, subsets of the entire data set were used. Within the dataset, there were three main types of referrals: initial, re-evaluations, and addendums. Re-evaluations were for students that were identified as eligible for special education support at the time that the referral was made. The purpose of the re-evaluations was to determine if the student continued to be eligible for special education and students were referred for re-evaluations by their special education teams. Addendum evaluations were typically conducted for students that had existing evaluations, often conducted by a private provider, and the school-based team required additional information to determine special education eligibility according to state department of education guidelines. Addendum evaluations could be conducted for students who were currently eligible for special education services as well as for students who were being referred for initial eligibility consideration. Additionally, addendum referrals could be requested by parents or school-based teams.  
Initial referrals were made for students who were not identified eligible for special education services at the time the referral was made, and these referrals could come from several sources including direct parent referrals, 504 Plan teams, immediate consideration, and the RTI process. Initial referrals made via direct parent requests, 504 Plan teams, and immediate consideration often bypass RTI procedures put into place to reduce overidentification of students in special education. School psychologists are generally participants on pre-referral, or RTI, teams (Knotek, 2003), and the assumption was that the assigned school psychologist was involved in initial referrals received through RTI. Thus, while school psychologists were responsible for conducting the evaluations for all students referred, their role in the referral process for initial referrals besides those from RTI was not clear. For this reason, related to Research Question 1, only initial referrals received through the RTI process were utilized. Initial evaluations identified as Addendum-Initial, Initial-504, Initial-Direct Parent Referral, and Initial-Immediate Consideration were omitted from this analysis (for details see Table 2.7). 
For Research Questions 2 and 3, cases were included in the respective dataset when the category (e.g., eligible, autism, emotional behavior disorder [EBD], specific learning disability [SLD], mild intellectual disability [MID], and significant intellectual disability [SID]) under study was present. It is important to note that SID is a conglomeration of other forms of intellectual disability beside MID, including moderate, severe, and profound intellectual disabilities. In recent research, autism, EBD, SLD, and MID have all been identified as judgmental classification categories (Donovan & Cross, 2002; O’Connor & DeLuca Fernandez, 2006; Sullivan et al., 2019). For the purposes of this study, SID represented a nonjudgmental category for which school psychologists have direct involvement in assessment and identification. In addition, SID provided a “control” comparison for the other classification categories included in this investigation.
Results
	Chi-square analyses were used to examine the association between the race/ethnicity of school psychologists and the race/ethnicity of students related to initial referrals for evaluation, eligibility recommendations of school psychologists, and classification recommendations for eligibility. For each chi-square test, the expected count was greater than five, thus, the assumption of sufficient cell frequency was met. Moreover, the effect size, phi (), is reported for any statistically significant results. The  correlation coefficient is the most commonly calculated effect size statistic for 2x2 table statistics, including the chi-square test (McHugh, 2018), and it offers a mechanism to understand the strength of the identified relationship between two or more variables (Rea & Parker, 2014). Effect sizes ( ) will be interpreted according to the interpretation framework offered by Rea and Parker (2014; See Table 2.9). For each chi-square analysis that revealed a significant association between school psychologist and student race/ethnicity, follow up analyses were conducted to examine differences in the associated findings (e.g., referrals, eligibility, classification recommendation) across minoritized and white school psychologists’ caseloads.
	Table 2.9.
Interpretation of Calculated Phi Values

	Measure
	Interpretation

	.00 and under .10
	Negligible Association

	.10 and under .20
	Weak Association

	.20 and under .40
	Moderate Association

	.40 and under .60
	Relatively Strong Association

	.60 and under .80
	Strong Association

	.80 and 1.00
	Very Strong Association



Referrals 
Research Question 1 sought to examine the association between school psychologist and student race/ethnicity in initial referrals for evaluation. Of the 4097 referrals in the dataset, 1323 were initial referral made through the RTI process. As shown in Table 2.10, 16.3% of the of the initial-RTI cases were referred to minoritized school psychologists and 83.7% were referred to White school psychologists. As well, 909 (68.7%) of these referrals were made for minoritized students. The racial/ethnic demographic breakdown of students referred to White school psychologists (64.6% minoritized) for initial evaluations through RTI closely mirrors that of district (63% minoritized; see Table 2.6). However, approximately 90% of the initial-RTI referrals to minoritized school psychologist were for minoritized students. A chi-square analysis of independence revealed a significant relationship between school psychologist race/ethnicity and student race/ethnicity related to initial RTI referrals, 2 (1, N=1323) = 53.49, p=<.001. The effect size (  = .201) suggested a moderate association (Rea & Parker, 2014).
	Table 2.10.
Initial Referral Frequencies by School Psychologist and Student Race 

	
	Minoritized Student
	White Student
	Total

	
	N
	%
	N
	%
	N
	%

	Minoritized SP
	194
	21.3
	22
	5.3
	216
	16.3

	White SP
	715
	78.7
	392
	94.7
	1107
	83.7

	Total
	909
	100.0
	414
	100.0
	1323
	100.0

	Note. 2 (1, N=1323) = 53.49, p=<.001. SP = school psychologists



Follow up analyses were conducted to explore differences between initial-RTI referrals and other referral types within school psychologists’ caseloads. These analyses revealed significant differences in the frequency with which minoritized and White students are referred for initial-RTI evaluations and other referral types across both minoritized and white school psychologists. Findings are presented in Table 2.11.


	Table 2.11.
Initial Referral Frequencies Compared to Other Referral Types by SP Caseload 

	Minoritized SP
	
	Minoritized Student
	White Student
	Total

	
	
	N
	%
	N
	%
	N
	%

	
	Initial- RTI Referrals
	194
	29.4
	22
	14.7
	216
	26.7

	
	
	
	
	
	
	
	

	
	Other Referrals
	466
	70.6
	128
	85.3
	594
	73.3

	
	
	
	
	
	
	
	

	
	Total
	660
	100.0
	150
	100.0
	810
	100.0

	White SP
	
	Minoritized Student
	White Student
	Total

	
	
	N
	%
	N
	%
	N
	%

	
	Initial- RTI Referrals
	715
	38.0
	392
	27.9
	1107
	33.7

	
	Other Referrals
	1166
	62.0
	1014
	72.1
	2180
	66.3

	
	Total
	1881
	100.0
	1406
	100.0
	3287
	100.0

	Note. Minoritized SP = 2 (1, N=810) = 13.56, p=<.001; White SP = 2 (1, N=3287) = 36.97, p=<.001. SP = school psychologists



Eligibility 
	Research Question 2 inquired about the relationship between the race/ethnicity of school psychologists and that of students in school psychologists’ recommendations for eligibility. Based upon the results of the chi-square analysis, 2 (1, N=3070) = 133.95, p=<.001, the null hypothesis was rejected, indicating that there exists an association between psychologist race/ethnicity and student race/ethnicity in eligibility recommendations. The effect size suggests that the correlation was moderate (  = .209). 3070 (74.9%) of the referrals in the participant school district resulted in eligibility recommendations from the assigned school psychologist. Most students recommended for eligibility consideration were minoritized (60.7%, n=1864). Across both White and minoritized school psychologists, minoritized students represented the majority of recommendations for eligibility consideration—55.7% (n=1381) and 81.6% (n=483) respectively. Similar to initial referrals, the demographics of students referred for eligibility consideration by White school psychologists is closer to that of the overall district. Table 2.12 provides a summary of the findings.
	Table 2.12.
Frequency of Eligibility Recommendations by School Psychologist and Student Race

	
	Minoritized Student
	White Student
	Total

	
	N
	%
	N
	%
	N
	%

	Minoritized SP
	483
	25.9
	109
	9.0
	592
	19.3

	White SP
	1381
	74.1
	1097
	91.0
	2478
	80.7

	Total
	1864
	100.0
	1206
	100.0
	3070
	100.0

	Note. 2 (1, N=3070) = 133.95, p=<.001. SP = school psychologists



Follow up analyses were conducted to explore differences between students recommended for eligibility and those not recommended for eligibility consideration within school psychologists’ caseloads. No significant differences were evident among students recommended and those not recommended for eligibility consideration within minoritized school psychologists’ caseloads. Minoritized and White students were recommended for eligibility consideration at comparable rates. Conversely, significant differences were found between these groups within White school psychologists’ caseloads, 2 (1, N=3287) = 9.19, p=.002. While minoritized students on White school psychologists’ caseloads were recommended eligible at similar rates to both minoritized and White students on minoritized school psychologists’ caseloads, White students on White school psychologists’ caseloads were recommended for eligibility consideration at a slightly higher rate. See Table 2.13 for a summary of these analyses.


	Table 2.13.
Eligibility Versus No Eligibility Recommendation Frequencies by SP Caseload 

	Minoritized SP
	
	Minoritized Student
	White Student
	Total

	
	
	N
	%
	N
	%
	N
	%

	
	Eligible
	483
	73.2
	109
	72.7
	592
	73.1

	
	Not Eligible
	177
	26.8
	41
	27.3
	218
	26.9

	
	Total
	660
	100.0
	150
	100.0
	810
	100.0

	White SP
	
	Minoritized Student
	White Student
	Total

	
	
	N
	%
	N
	%
	N
	%

	
	Eligible
	1381
	73.4
	1097
	78.0
	2478
	75.4

	
	Not Eligible
	500
	26.6
	309
	22.0
	809
	24.6

	
	Total
	1881
	100.0
	1406
	100.0
	3287
	100.0

	Note. Minoritized SP = 2 (1, N=810) = 0.16, p=.898; White SP = 2 (1, N=3287) = 9.19, p=.002. SP = school psychologists



Categorical Eligibility Recommendations 
For Research Question 3, the association between school psychologist and student race/ethnicity in school psychologists’ categorical eligibility recommendations was investigated. Chi-square analyses were conducted to investigate this association among school psychologists’ recommendations for “judgmental” classification categories (i.e., autism, EBD, MID, SLD) in addition to a “nonjudgmental” category, SID. Across the 4097 students referred for an evaluation between January 2018 and June 2020 in the participating school district, school psychologists made 4466 recommendations for categorical eligibility. Approximately 50.9% (n=2271) of these recommendations were for consideration of eligibility in a “judgmental” classification category.
Autism. As shown in Table 2.6, school psychologists recommended categorical eligibility in the area of autism for 15.2% (n=621) of the students referred for consideration of special education in the participating school district. The majority of students recommended for autism eligibility were minoritized (66.2%, n=411), which is consistent with the minoritized student population within the district. Chi-square analysis of the frequencies of autism eligibility recommendations indicated that there is a significant relationship between psychologist race/ethnicity and student race/ethnicity 2 (1, N=621) = 13.96, p=<.001, resulting in a weak effect size,   = .150 (See Table 2.14). 
	Table 2.14.
Autism Eligibility Recommendation by School Psychologist and Student Race

	
	Minoritized Student
	White Student
	Total

	
	N
	%
	N
	%
	N
	%

	Minoritized SP
	86
	20.9
	19
	9.0
	105
	16.9

	White SP
	325
	79.1
	191
	91.0
	516
	83.1

	Total
	411
	100.0
	210
	100.0
	621
	100.0

	Note. 2 (1, N=621) = 13.96, p=<.001. SP = school psychologists



For minoritized school psychologists, follow up analyses found that minoritized and White students on their caseloads were recommended for autism eligibility comparably. No significant differences were revealed between minoritized and White students recommended for autism eligibility and other eligibility recommendations. A chi-square analysis did identify significant differences between these groups within White school psychologists’ caseloads, 2 (1, N=3287) = 8.29, p=.004. Among those students evaluated by White school psychologists, 17.3% of minoritized students were recommended for autism eligibility consideration while only 13.6% of White students were recommended for autism eligibility. Table 2.15 provides a summary of these analyses.


	Table 2.15.
Autism Eligibility Recommendation Frequencies Compared to Other Eligibility Recommendations by SP Caseload 

	Minoritized SP
	
	Minoritized Student
	White Student
	Total

	
	
	N
	%
	N
	%
	N
	%

	
	Autism 
	86
	13.0
	19
	12.7
	105
	13.0

	
	Other Recommendation
	574
	87.0
	131
	87.3
	705
	87.0

	
	Total
	660
	100.0
	150
	100.0
	810
	100.0

	White SP
	
	Minoritized Student
	White Student
	Total

	
	
	N
	%
	N
	%
	N
	%

	
	Autism
	325
	17.3
	191
	13.6
	516
	15.7

	
	Other Recommendation
	1556
	82.7
	1215
	86.4
	2771
	84.3

	
	Total
	1881
	100.0
	1406
	100.0
	3287
	100.0

	Note. Minoritized SP = 2 (1, N=810) = 0.14, p=.905; White SP = 2 (1, N=3287) = 8.29, p=.004. SP = school psychologists



Specific Learning Disability. SLD was the most common categorical classification under which students were recommended for eligibility (See Table 2.6). Of the students in the dataset, 30.3% (n=1241) were recommended for SLD classification. Minoritized students represented 59.5% (n=738) of those recommended for SLD eligibility and White students represented 40.5% (n=503). While the split between minoritized (54.1%, n=552) and White (45.9%, n=469) students recommended for eligibility in this area was nearly equal for White school psychologists, minoritized students represented a large majority of students recommended for this categorical classification by minoritized school psychologists (84.5%, n=186). For SLD eligibility recommendations, the chi-square analysis revealed a significant association between school psychologists and student race/ethnicity 2 (1, N=1241) = 69.77, p=<.001. There was a moderate relationship between these variable (  = .237), and this represents the largest effect size among the classification areas investigated in this study. Table 2.16 summarizes these findings.
	Table 2.16.
SLD Eligibility Recommendation by School Psychologist and Student Race

	
	Minoritized Student
	White Student
	Total

	
	N
	%
	N
	%
	N
	%

	Minoritized SP
	186
	25.2
	34
	6.8
	220
	17.7

	White SP
	552
	74.8
	469
	93.2
	1021
	82.3

	Total
	738
	100.0
	503
	100.0
	1241
	100.0

	Note. 2 (1, N=1241) = 69.77, p=<.001. SLD = specific learning disability. SP = school psychologists



Follow up analyses examined differences between school psychologists’ recommendations from SLD eligibility consideration and other eligibility recommendations for minoritized and White students on their caseloads. No significant differences were evident between minoritized and White students recommended for SLD eligibility and other eligibility recommendations among minoritized school psychologists, 2 (1, N=810) = 1.88, p=.170. Across their caseloads, minoritized school psychologists make SLD recommendations equally for minoritized and White students. For White school psychologists, significant differences were revealed between these groups, 2 (1, N=3287) = 6.045, p=.014. Table 2.17 summarizes findings.


	Table 2.17.
SLD Eligibility Recommendation Frequencies Compared to Other Eligibility Recommendations by SP Caseload 

	Minoritized SP
	
	Minoritized Student
	White Student
	Total

	
	
	N
	%
	N
	%
	N
	%

	
	SLD
	186
	28.2
	34
	22.7
	220
	27.2

	
	Other Recommendation
	474
	71.8
	116
	77.3
	590
	72.8

	
	Total
	660
	100.0
	150
	100.0
	810
	100.0

	White SP
	
	Minoritized Student
	White Student
	Total

	
	
	N
	%
	N
	%
	N
	%

	
	SLD
	552
	29.3
	469
	33.4
	1021
	31.1

	
	Other Recommendation
	1329
	70.7
	937
	66.6
	2266
	68.9

	
	Total
	1881
	100.0
	1406
	100.0
	3287
	100.0

	Note. Minoritized SP = 2 (1, N=810) = 1.88, p=.170; White SP = 2 (1, N=3287) = 6.045, p=.014. SLD = specific learning disability. SP = school psychologists



Emotional Behavioral Disorder. A significant, though weak, association between the race of school psychologists and that of students was observed for those cases recommended for eligibility under the classification of EBD 2 (1, N=287) = 5.53, p=.019;   = .139 (See Table 2.18). While minoritized students represent 63% of the overall student population within the district, they represented 57.5% (n=165) of the students referred for consideration of EBD eligibility. White students represented 42.5% (n=122). 
	Table 2.18.
EBD Eligibility Recommendation by School Psychologist and Student Race

	
	Minoritized Student
	White Student
	Total

	
	N
	%
	N
	%
	N
	%

	Minoritized SP
	40
	24.2
	16
	13.1
	56
	19.5

	White SP
	125
	75.8
	106
	86.9
	231
	80.5

	Total
	165
	100.0
	122
	100.0
	287
	100.0

	Note. 2 (1, N=287) = 5.53, p=.019. EBD = emotional behavior disorder. SP = school psychologists



	Follow up analyses were conducted to examine differences in school psychologists’ recommendations for EBD eligibility consideration among minoritized and White students and other eligibility recommendations. As shown in Table 2.19, no significant differences in EBD and other eligibility recommendations for minoritized and White students were evident for White school psychologists, 2 (1, N=3287) = .984, p=.321, suggesting equality in EBD recommendations across the caseload. However, for minoritized school psychologists, the chi-square analysis found significant differences in EBD and other eligibility recommendations for minoritized and White students, 2 (1, N=810) = 4.03, p=.045.
	Table 2.19.
EBD Eligibility Recommendation Frequencies Compared to Other Eligibility Recommendations by SP Caseload 

	Minoritized SP
	
	Minoritized Student
	White Student
	Total

	
	
	N
	%
	N
	%
	N
	%

	
	EBD
	40
	6.1
	16
	10.7
	56
	6.9

	
	Other Recommendation
	620
	93.9
	134
	89.3
	754
	93.1

	
	Total
	660
	100.0
	150
	100.0
	810
	100.0

	White SP
	
	Minoritized Student
	White Student
	Total

	
	
	N
	%
	N
	%
	N
	%

	
	EBD
	125
	6.6
	106
	7.5
	231
	7.0

	
	Other Recommendation
	1756
	93.4
	1300
	92.5
	3056
	93.0

	
	Total
	1881
	100.0
	1406
	100.0
	3287
	100.0

	Note. Minoritized SP = 2 (1, N=810) = 4.03, p=.045; White SP = 2 (1, N=3287) = .984, p=.321. EBD = emotional behavior disorder. SP = school psychologists



Mild Intellectual Disability. Of the 4097 students referred for psychological evaluations in the participant district, school psychologists recommended MID eligibility for 122 (3.0%) of the students. A chi-square statistic showed that there was not a significant association between student and school psychologist race/ethnicity in MID eligibility recommendations, 2 (1, N=122) = 3.686, p=.055 (See Table 2.20). However, despite this, as with other classification recommendations, it was noted that across both minoritized and White school psychologists, minoritized students represented the vast majority of students recommended eligibility under the MID classification (79.5%, n=97). 
	Table 2.20.
MID Eligibility Recommendation by School Psychologist and Student Race

	
	Minoritized Student
	White Student
	Total

	
	N
	%
	N
	%
	N
	%

	Minoritized SP
	35
	36.1
	4
	16.0
	39
	32.0

	White SP
	62
	63.9
	21
	84.0
	83
	68.0

	Total
	97
	100.0
	25
	100.0
	122
	100.0

	Note. 2 (1, N=122) = 3.686, p=.055. MID = mild intellectual disability. SP = school psychologists



Significant Intellectual Disability. Similar to the findings related to MID, there was not a significant relationship between school psychologist race/ethnicity and that of students in SID eligibility recommendations 2 (1, N=85) = 3.491, p=.062. There were 85 (2.1%) students within the dataset who were referred for categorical classification of an intellectual disability other than a mild intellectual disability, including moderate intellectual disability, severe intellectual disability, and profound intellectual disability. As with the other eligibility categories examined, minoritized students were most frequently recommended for SID eligibility consideration (75.3%, n=64). See Table 2.21 for a summary of these findings.
	Table 2.21.
SID Eligibility Recommendation by School Psychologist and Student Race

	
	Minoritized Student
	White Student
	Total

	
	N
	%
	N
	%
	N
	%

	Minoritized SP
	23
	35.9
	3
	14.3
	26
	30.6

	White SP
	41
	64.1
	18
	85.7
	59
	69.4

	Total
	64
	100.0
	21
	100.0
	85
	100.0

	Note. 2 (1, N=85) = 3.491, p=.062. SID = significant intellectual disability. SP = school psychologists



Discussion
	The purpose of this multi-study was two-fold. First, we sought to explore how racial/ethnic demographic trends of school personnel (specifically teachers, principals, and school psychologists) compared to that of K-12 public school students. Data were compiled from NCES and NASP to identify and compare the demographic trends across these groups. The secondary purpose was to investigate the relationship between school psychologist and student REM/REI in initial referrals for evaluations and school psychologists’ eligibility recommendations following evaluations. Existing referral and evaluation data from a participating district were matched with demographic survey data gathered from the districts’ school psychologists and analyzed using chi-square analysis of independence to investigate the association between school psychologist and student race/ethnicity on referral and eligibility recommendations.
Racial/Ethnic Changes in Student and Educator Workforce
Findings of this study show that the racial/ethnic diversity of the nation’s students, principals, teachers, and school psychologists has increased over the past four decades. While the percentage of students, teachers, and principal populations from minoritized groups have grown between 40% to 60% in this time frame, the minoritized school psychologist population has nearly tripled. As noted in previous studies (e.g., Albert Shanker Institute, 2015), this finding suggests that efforts to diversify education professions have been at least minimally successful. However, despite this, the student population in public schools is becoming more racially/ethnically diverse at a rate that outpaces that of principals, teachers, and school psychologists. This is consistent with previous comparisons of student and educator demographics, which indicate that workforce diversity is not keeping pace with that of the students being served in public schools (Albert Shanker Institute, 2015; Boser, 2011; Grissom & Jones, 2020; Grissom et al., 2015; Putman et al., 2016). 
Although there has been growth in the percentage of minoritized professionals within public school settings, the persistent gap between the rates at which K-12 student and educator populations are diversifying is troubling. Potential “leaks” in the educator pipeline, including access, retention, and recruitment, have been described as a major contributor for this phenomenon (as well as a potential target for systemic reforms). People from minoritized backgrounds are historically less likely to attend and complete college which is a prerequisite for all education professions (Albert Shanker Institute, 2015; Grissom & Jones, 2020; Putman et al., 2016). This lack of access to college may be directly related to the academic experiences of racially/ethnically minoritized individuals within K-12 settings. Boser (2011) posits that lower rates of academic achievement and attainment in addition to increased high school dropout rates among these individuals limit access to postsecondary education. These factors may be directly tied with the lack REM between minoritized students and educators. Among those who attend postsecondary schools, other factors such as standardized tests, certification exams, and lack of financial aid may serve as barriers to access to education professions (Grissom & Jones, 2020; Proctor & Truscott, 2013; Putman et al., 2016; Zhou et al., 2004). Outreach and recruitment efforts should continue to center around eliminating barriers to access. This includes working to attract diverse candidates to education professions, programs using flexible and inclusive admission processes, offering financial support to trainees, and highlighting their commitment to diversity and multicultural competence (Grissom & Jones, 2020; NASP, 2016).
After overcoming the barriers to access to education professions, racially/ethnically minoritized individuals are too-often faced with additional challenges that contribute to higher rates of attrition from these fields. In an analysis of the school psychologist workforce pipeline, Morrison et al. (2022) found that school psychology programs are effective at preparing and retaining future school psychologists who enter graduate programs; however, more support is needed for preparing and retaining minoritized school psychologists-in-training. Minoritized educators, including school psychologists, are more likely to work in urban settings which often are perceived as less desirable/more challenging assignments due to lack financial resources which impacts the availability of materials, services, class sizes, and the overall quality of school facilities (Grissom & Jones, 2020; Putman et al., 2016; Truscott & Truscott, 2005). Further, education professionals may experience racial/ethnic isolation or racial microaggressions, particularly when there is a lack of REM between educators, students, families, and colleagues, which may contribute to retention difficulties among education professionals (Proctor & Truscott, 2012; Truscott et al., 2014). Retention efforts should incorporate building a culture of multicultural sensitivity/cultural humility, incorporating diversity in all aspects of pre- and in-service training (including supervised field experiences), and supporting awareness and prevention of racial microaggressions (NASP, 2016). Addressing the poor working conditions in many public schools, including improving facilities, increasing resources, reducing high caseloads, and improving salaries may reduce turnover among educators (Graves et al., 2014; Grissom & Jones, 2020).
Influence of REM/REI on Referrals and School Psychologists’ Recommendations
NASP has demonstrated a commitment to increase the number of cultural and linguistically diverse school psychologists in the field (NASP, 2016). To this end, school psychology programs have taken efforts to recruit and retain minoritized candidates by eliminating barriers to program access (e.g., offering financial aid and incentives), offering diversity related courses, as well as providing diversity-related field experiences (Rogers & Molina, 2006; Washington et al., 2020). While the findings of Part 1 are suggestive that these efforts have worked to improve diversity in the field nearly three times over, the impact of this diversification has not been studied (Blake et al., 2016). Although REM/REI have been well studied in education and counseling (Cabral & Smith, 2011; Redding, 2019), there is limited research in the field of school psychology investigating REM/REI between school psychologists and clients (Blake et al., 2016; see Chapter 1). There have been studies that have examined the impact of student race on school psychologists’ decision-making (e.g., Golson et al., 2021; Huebner & Cummings, 1985; Sadeh, 2016; Sullivan et al., 2019); however, this study, to our knowledge, is the first to jointly explore the influence of school psychologist and client race/ethnicity on school psychologists’ eligibility-related practices. This investigation found a significant association between school psychologist race/ethnicity and student race/ethnicity for initial referrals, eligibility recommendations, and categorical eligibility recommendations for “judgmental” eligibility categories (autism, SLD, EBD). However, for intellectual disabilities, school psychologist and student race were not associated. These findings serve to help school psychology begin to explore the tangible impact of diversification efforts, particularly related to REM/REI, in the field.
Disproportionality
Across each of the analyses conducted as part of this project, we found that minoritized students were most often referred and evaluated, independent of the race of their assigned school psychologist. This is similar to the findings of previous studies (e.g., Hosp & Reschly, 2003), which found that Black and Hispanic students are referred to special education at higher rates than their White peers. However, when compared with the overall student population in the district, with the exception of mild and significant intellectual disability recommendations, the percentage of minoritized students referred and found eligible is roughly similar to their proportions in the total population. Overall, students in this district do not appear to be disproportionally referred for special education consideration nor recommended for eligibility consideration. However, while a relationship between school psychologist and student race/ethnicity was not identified in eligibility recommendations for intellectual disabilities, more minoritized students were recommended for categorical eligibility in the intellectual disability areas, which is consistent with previous findings that minoritized students, especially Black, Indigenous, Hispanic, and bilingual children, are more likely to be classified with an intellectual disability when compared to their White counterparts (Donovan & Cross, 2002; Womack et al., 2021). 
	Table 2.22.

Minoritized Populations in District, Referrals, and Eligibility Recommendations

	
	Overall Population
	Overall Referrals
	Initial-RTI
	Eligible
	Autism
	EBD
	SLD
	MID
	SID

	Minoritized
	63.0%
	62.0%
	68.7%
	60.7%
	66.2%
	57.5%
	59.5%
	79.5%
	75.3%



We also found that minoritized students represented 81.5% of minoritized school psychologists’ overall referrals, as well at 81-90% of their initial RTI referrals and eligibility recommendations across all categories, which is significantly higher than estimates of the overall minoritized student population. Although this may appear to be disproportional representation, previous research suggests that racially/ethnically minoritized school psychologists work in settings with higher percentages of minoritized students (Graves et al., 2014). This may account for the differences we observed. Further, it may indicate that efforts to diversify the field are resulting in REM between minoritized school psychologists and students, given that diverse school psychologists are serving in settings where large proportions of diverse students attend school. 
Initial Referrals
Results from this study showed that among initial referrals from RTI, there was an association between school psychologist and student race/ethnicity. Within this sample, a greater proportion of minoritized students were referred for initial evaluations than white students across both minoritized and White school psychologists’ caseloads. However, previous studies (e.g., Knotek, 2003) suggested the RTI referral pipeline is susceptible to influence beyond that of the assigned school psychologist. Generally, RTI/MTSS processes are intended to reduce inappropriate referrals and identification of students to special education through objective team conceptualization of student need (Knotek, 2003; Kramarczuk Voulgarides et al., 2017; Proctor et al., 2012). Before referrals are made to special education, the team, including school psychologists, is expected to propose and monitor interventions within the general education setting. However, Knotek (2003) posits that the objectivity of the team can become compromised by the social and professional relationships among team members. Teacher biases may be responsible for teacher referrals to RTI/MTSS teams, as teachers make referrals when student behavior or achievement falls outside of their culturally bound view of “acceptable” (Donovan & Cross, 2002; Hosp & Reschly, 2003; Knotek, 2003). Given their relationship with teachers, RTI/MTSS team members, instead of being objective, shift to validating or confirming the teacher’s presenting concerns (Knotek, 2003). Thus, our present study’s findings may have been influenced by more than the race of the assigned school psychologist. 
	Although the role of school psychologists on initial RTI referrals is not clear in the present study, RTI/MTSS meetings may be a critical place for advocacy by school psychologists. Minoritized school psychologists have described opportunities to use advocacy to counter racial biases within their practice (Truscott et al., 2014). Similarly, Grissom and Jones (2020) assert that diverse educators may use advocacy to counter discriminatory practices within schools. In RTI/MTSS meetings, this advocacy may take the form of course correction, bringing the team’s focus back to objective problem-solving and drawing attention to all available data, rather than subjectively confirming the subjective biases of the teacher. Additional information, such as total number of students on RTI as well as the racial/ethnic demographics of the school (e.g., referring teacher, RTI team members) can assist in furthering investigations about how school psychologist race/ethnicity influences RTI teams and subsequent referrals for evaluation.
Eligibility Recommendations
Research indicates that initial referral is the most important predictor for special education placement (Hosp & Reschly, 2003; Hosp & Reschly, 2004). Our findings are consistent with this assertion. Nearly three-fourths (74.9%) of the students referred for evaluations were subsequently recommended for eligibility consideration, and this was consistent across the caseloads of both minoritized and White school psychologists. While no differences were noted among minoritized and White students recommended for eligibility consideration by minoritized school psychologists, there were differences noted among minoritized and White students on White school psychologists’ caseloads. The aforementioned confirmation bias may be at work here; conversely, eligibility recommendations may primarily reflect the personal biases of the school psychologist. Confirmation bias can reinforce the beliefs of the referring teacher or eligibility team, but it can also reflect or reinforce the implicit or explicit biases held by the school psychologist. 
	Related to categorical eligibility recommendations, the results of this study revealed a relationship between school psychologist and student race/ethnicity for autism, specific learning disability, and emotional behavior disorder eligibility recommendations. This finding is consistent with, and extends, recent research that suggests that student race/ethnicity impacts eligibility decisions (Golson et al., 2021; Sullivan et al., 2019). Across minoritized school psychologists’ caseloads, recommendations for autism and SLD were equally recommended for minoritized and White students. However, for EBD, significant differences were indicated between minoritized and White students. The inverse of these were true for the caseloads of White school psychologists. This suggests that REM/REI may influence eligibility recommendations among school psychologists, particularly for “judgmental” eligibility classifications that are (at least theoretically) more susceptible to implicit and explicit biases. 
Although the exact nature of eligibility recommendation differences cannot be pinpointed in these analyses, these findings may also support recent research that shows that people exhibit implicit biases favoring their own race (Obeid et al., 2021). Obeid et al. (2021) found that when coupled with stigmas related to particular disabilities, participants were more likely to associate REM children with more “favorable” disabilities (e.g., autism) and REI children with less “desirable” disabilities (e.g., conduct disorder). This suggests that in addition to the potential impact of REM/REI between school psychologists and students, stigmas associated with different disability categories may also influence school psychologists’ recommendations.
	Ambiguity and Clinical Judgement. Aston et al. (2022) offers that there are many vulnerable decision points in the assessment process where school psychologists rely on their clinical judgement to guide their practices. It is during these vulnerable decision points, where there is more uncertainty and ambiguity, that implicit bias can impact decision making (Aston et al., 2022). A significant source of ambiguity is in IDEA criteria for special education eligibility, specifically for autism, SLD and EBD classifications (Sadeh & Sullivan, 2017; Sullivan et al., 2019). Ambiguous eligibility criteria render eligibility determinations to clinical judgement and reduce the reliability in the identification of disabilities (Sadeh & Sullivan, 2017; Sullivan et al., 2019). This ambiguity creates a vulnerable decision point where the school psychologist’s decision-making is susceptible to influence by factors such as implicit and explicit biases. Our findings support this hypothesis. Related studies (e.g., Maki et al., 2016) have found that even with strict eligibility criteria, school psychologists do not reliably make eligibility decisions by strictly adhering to given criteria. Similarly, Golson et al. (2021) found that, despite an ethical responsibility to utilize culturally responsive assessment, school psychologists attend to problem behaviors with minimal consideration to cultural and linguistic factors in autism eligibility decisions. These studies offered that school psychologists may be reliant on other, more subjective knowledge (e.g., implicit assumptions related to student race/ethnicity) when making eligibility decisions, resulting in variability of their decision-making (Golson et al., 2021; Maki et al., 2016).
Psychoeducational evaluations are also vulnerable decision points. School psychologists use clinical judgement in the selection of test batteries in addition to during test administration to score items student responses that are vague and unclear (Aston et al., 2022). Cognitive measures have historically been found to be culturally biased towards minoritized groups, as “these tests are a reflection of cultural, social, and linguistic knowledge that is bound within whiteness” (Womack et al., 2021, p. 146). The content, structure, format, and language of standardized assessments has been argued to be biased toward those whose culture and norms align with the White middle class (Donovan & Cross, 2002). Assessments viewed as the “gold standard” in the field (e.g., Weschler assessment tools, the Autism Diagnostic Observation Schedule [ADOS]) have been shown to operate differently for minoritized and White children (Graves et al., 2021; Harrison et al., 2017). As such, the diagnostic utility of assessment tools with minoritized students comes into question as assessment practices and tools may not differentiate between minoritized students with the same specificity as White students (Graves & Ye, 2017). Given this, it is faulty to assume that a students’ scores on assessments provide a fully unbiased measure of that child’s ability (Sabnis & Proctor, 2021) without consideration of other data, which may or may not support these scores. 
One-size fits all models of assessment should not be applied with racially/ethnically diverse populations of students (Graves & Ye, 2017). While clinical judgement may operate as an entry point for implicit bias to influence school psychologists’ decision-making, culturally responsive clinical judgement is needed for working with minoritized student populations. For example, Aston et al. (2022) found that school psychologists use culturally responsive clinical judgement in adherence or departure from standardization practices, building rapport with students and families before administering instruments, and understanding the whole-child and how cultural differences can impact the assessment. In some cases, REI between school psychologists and students may render this process challenging as well as introduce several opportunities for implicit biases to impact eligibility recommendations and decisions.
Limitations
	The present investigation serves as a critical contribution to the literature base regarding the influence of REM/REI between school psychologist and students on referral, eligibility, and classification recommendations. However, it is not without limitations. First, there are limitations with the generalizability of the results of this study beyond the participating school district. Although the school district in this study serves a diverse population of students and employs a diverse group of educators, including school psychologists, it may not be representative of all school districts throughout the country. We are confident that our findings represent the data included as part of this investigation; however, replication of this study across other school districts will serve to further validate these findings. The chi-square analysis is an appropriate methodology to examine the impact of REM/REI between school psychologists and student, and would serve as a useful tool for future studies in this area.
	Limitations also existed within the sample of participants and cases included in this study. While all school psychologists in the participating school district were offered the opportunity to participate in the present study, not all chose to do so. Given this, the cases examined in this study do not reflect all the students evaluated in the district, as only the cases of participating school psychologists were included. Perhaps the inclusion of these additional cases may have impacted the present findings. Additionally, the small number of minoritized school psychologists and students in some population subgroups within the sample also served as a limitation. Due to this, racially/ethnically minoritized school psychologists and students were consolidated to meet the minimum cell assumption (5 expected observations in each cell, McHugh, 2013) needed for conducting a chi-square analysis. Consolidating these groups together limited our ability to fully examine the influence of REM/REI among specific racial/ethnic groups other than White. Despite this limitation, the authors believe that the findings of this study begin to elucidate the influence of REM/REI on school psychology service delivery and associated outcomes. Future research should utilize larger, more diverse samples to extend these findings.
	Chi-square analyses are a particularly useful technique for analyzing the relationship between two categorical variables, which is the purpose of the present study. However, a chi-square test is limited in its ability to identify more than a statistical discrepancy between observed values and expected values (Franke et al., 2012). As such, while the findings suggest that there is an association between school psychologist and student race/ethnicity in initial referrals from RTI as well as school psychologists’ eligibility recommendations, the precise nature of that relationship could not be identified. Additionally, this analysis does not account for other factors (e.g., teacher race, school demographic breakdown, family SES) that previous studies have identified to be contributing to special education referrals and eligibility. Further, cell size is critical, as previously mentioned, and chi-square analyses are very sensitive to differences as the cell size increases (Gordon, 2018).  Future studies may benefit from using statistical methodologies that can provide more specified insight into this relationship as well as control/account for other contextual factors. Moreover, use of other research methodologies (e.g., qualitative, mixed methods) may be beneficial to future research in this area.
Finally, the availability of demographic data for school psychologists was also a limitation of this study. While the NASP membership surveys are thought to be reflective of the school psychology workforce (Goforth et al., 2021), previous research has suggested that these surveys underestimate the true racially/ethnic diversity of school psychologists (Graves et al., 2014; Lewis, et al., 2008). More comprehensive data collection efforts and investigations of demographics of school psychologists should seek to capture a more accurate picture of the characteristics of the profession beyond those affiliated with NASP. 
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APPENDIX

Study Measures

Online Survey Questions

1. Please enter your CCSD Psychologist Number.

2. What is your gender?
a. Female
b. Male
c. Non-Binary

3. What is you race/ethnicity?
a. Black
b. Hispanic
c. Asian
d. Biracial
e. White
f. Other

4. What is your age?
a. 21-30
b. 31-40
c. 41-50
d. 50+

5. How long have you been a school psychologist?
a. 0-5 years
b. 6-10 years
c. 11-15 years
d. 15-20 years
e. >20 years

6. How long have you worked as a school psychologist in this district?
a. 1-4 years
b. 5-10 years
c. 11-15 years
d. 16-20 years
e. >20 years

7. What is your highest level of education?
a. Ed.S. or equivalent
b. Doctorate
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