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ABSTRACT 

Leaders of the social justice research movement in school psychology argue that 

since the inception the profession, school psychology has had social justice as a key agenda 

item. A closer look at the representation of diverse backgrounds in researchers and 

practitioners and observations of the impact the profession has had on the education of 

marginalized groups, one could argue that school psychology has contributed to the 

oppression of said groups. In recent efforts, social justice has been made a focus (i.e. social 

justice task forces within National Association of School Psychologists (NASP), efforts of 

individual school districts and graduate training programs to recruit more trainees and 

practitioners  of color, etc.). However, there is still more to be done when training future 

and current school psychologist who practice, those who train graduate students, and those 

who do research.  

The goal of this study is to inquire if the multi-cultural competence and social 

justice intervention, the Temple Social Justice Project, impacts self-perception of 

professional performance with social justice matters including multicultural competence 

using quantitative research methods. Evidence from the current study indicates that more 

frequent experiences working with culturally and linguistically diverse communities is a 

significant predictor of higher self-report ratings of social justice orientation. While self-

reflection and learning social justice principles may have helped TSJP intervention 

participants to conceptualize their roles in schools as allies, increased time spent in 

practicum experiences working with culturally and linguistically diverse communities 

appears to be effective at predicting higher multicultural competence and social justice 

orientations as measured by self-report ratings. Findings align with intergroup contact 
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theory which states that intergroup contact reduces prejudice (Pettigrew et. al., 2011). 

While coursework and professional development/training opportunities are essential for 

the purposes of prioritizing social justice and multicultural competence and providing 

individuals with safe spaces to process their social experiences and come to terms with 

inequality, the data suggests that efforts to diversify our spaces is one of our strongest tools 

in improving multicultural competence and social justice. 
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CHAPTER 1 INTRODUCTION 

The United States’ history of oppression and inequality has been long and 

pervasive. From the genocide of indigenous American peoples, enslavement of African 

peoples, and persecution of immigrants fleeing war or poverty, to segregation, housing 

and hiring discrimination, violent policing of marginalized peoples, and immigration 

bans—people of color have experienced much marginalization. Unfortunately, lingering 

effects of that historical oppression can still be found in US government, public 

institutions, and culture. As a microcosm of US society, US public schools also have a 

history of oppressing people of color (Vaughn, 2015). Historically, US public schools 

have excluded groups of students, and unfortunately, continue to disenfranchise students 

of color (Heitzeg, 2016; Morris, 2016; Tatum, 2007).  

History of Inequality and Oppression in Public Schools 

The National Museum of American History compiled reliable resources for public 

consumption on the history of the United States. The museum website boasts a wealth of 

knowledge on the experiences of African Americans and documents their plight with 

earning an education. Outside of the south, Black Americans received little formal 

education within the public-school system that existed before the Civil war. At this time, 

many Black Americans in the south were enslaved and forbidden from learning to read. 

Laws prohibited citizens from educating enslaved Americans. After the Civil war and the 

signing of the Emancipation Proclamation which granted freedom to all enslaved 

Americans, organizations were formed to assist in the transition from enslavement to 

citizenship. Though legislatures passed “Black codes” that were intended to limit 

freedom and largely upheld conditions of slavery for Black Americans, from 1865-1869, 



 2 

the Freedmen’s Bureau and White Republicans led efforts to establish schools in the 

south. The efforts to educate black citizens saw much success. Enrollment rose to 50,000 

students with more than 1000 schools for freedmen and 90,000 black citizens enrolled. 

Attendance rates were between 79-82% (Vaughn, 2014).   Unfortunately, after 4 years, 

due to a veto by President Andrew Johnson, funding to the Freedmen’s Bureau was cut 

and the organization ceased to provide educational services in 1872. Without the bureau, 

and due to violence against schools and teachers for Black Americans, schools collapsed. 

In the 1890s, Black citizens were disenfranchised and banned from certain public spaces 

due to Jim Crow laws. Schools and services for Black citizens were underfunded by 

southern legislation (Smithsonian National Museum of American History, Behring 

Center, 2004). 

The Law and Its Role in Equitable Schools 

US history and court cases throughout the years have shaped the US’s approach to 

educating young people. Plessy vs Ferguson was a hallmark case that ushered in the Jim 

Crow era and put segregation into practice. The courts declared that if schools were 

separate, they must be kept equal. However, black schools were still underfunded. The 

inequality lead to more supreme court cases. The most notable and successful court case 

was Brown vs Board of education of Topeka (1954) where a unanimous jury decided that 

“separate educational facilities are inherently unequal,” since segregated schools showed 

gross inferiority of the schools' physical plant, curriculum, or staff. Recently, even more 

efforts to integrate schools have been made though some have proven unsuccessful. In 

case Parents Involved in Community Schools v. Seattle (2007), highly selective high 

schools were able to use a tie breaker system that allowed ethnicity as the 2nd most 
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important tie breaking factor. The high schools did this in efforts to maintain ethnic 

diversity. In case San Antonio Independent School District v. Rodriguez (1972), families 

residing in poor districts challenged the system of supplementing school budgets with 

property tax money, since their districts lacked the large tax base that other districts had 

access to. The supreme court decided that “the Equal Protection Clause does not require 

absolute equality or precisely equal advantages." The case was denied.  

Current State of Educational Equity 

Segregation 

Now, some 75+ years post-Jim Crow and 50 years post- Brown vs Board of 

Education decision, we find that our urban schools are still segregated by both race and 

class, and schools that serve children of color are underfunded. Due to historical and 

economic factors, most families living in impoverished, urban environments identify as 

racial minorities; more specifically, in American's largest urban areas, urban families are 

African American and Latinx (Cornbleth, 2008; Delpit, 2006; Harvard School of Public 

Health, 2007; U.S. Census Bureau, 2010). For example, in the city of Philadelphia, some 

neighborhood schools report numbers of upwards to 98% of students being of Black 

descent and 100% of students qualifying for free and reduced lunch (meaning students’ 

families live below the poverty line) (School District of Philadelphia, 2018). As many as 

45% of American children live in low-income families (NCCP, 2014) and many of those 

children live with emotional and/or learning disabilities (Mason, 2018). As a direct result 

of segregation, schools serving marginalized children are under resourced and serve the 

neediest populations.  
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Spending 

In the most recent report on public school expenditure published by the US 

Department of Education (2018), it is reported that Pennsylvania spent $ 25,109,991 on 

public education during the 2015 fiscal year. The source breakdown is about 7% of the 

budget coming from the federal government, 37% from the state budget, and 56% from 

local sources (neighborhood property and wage taxes in addition to “boutique” taxes such 

as liquor tax, etc.). The overall budget is used for employee wages/salaries, employee 

benefits, instruction, student support services, administration, food services, student 

transportation, etc. In lower income neighborhoods, the local government has smaller 

budgets to provide the aforementioned resources for its schools. “Schools situated in low-

income neighborhoods—communities with low property tax revenues to finance 

education are historically underfunded and understaffed and have the highest dropout 

rates reported nationally” (Balfanz & Legters, 2004; Orfield, 2009; Madaus, Dukes, 

Carter, & Hughes, 2013). These are also the schools where districts tend to allocate the 

lowest state and local funds to pay teachers’ salaries (U.S. Department of Education, 

2011). This puts some schools within the same city and even state at a disadvantage; 

when compared to schools located in wealthy neighborhoods, schools located in poor 

neighborhoods have smaller budgets and many times, serve the neediest populations.  

Effects of Education Inequity 

Amongst other factors, inequitable schools have contributed to unequal academic 

achievement between students. On average, students who identify as Black or African 

American and students that identify as Latinx students perform worse than their White 

counterparts on nearly every indicator used to decide academic success (Jeynes, 2015).  



 5 

Though there is evidence that the achievement gap is narrowing (NCES, 2017), the cycle 

of oppression and poverty will continue if efforts to end inequitable education do not 

endure.  

Call for Social Justice 

Social justice is defined as the attempt at justice in terms of the distribution of 

wealth, opportunities and privileges within society. The National Association of Social 

Workers (2017) define social justice as the view that “everyone deserves equal economic, 

political and social rights and opportunities.” As social justice relates to students and 

schools, the Center for Economic and Social Justice (2018) states that when justly 

organized, institutions (including schools) provide us with access to what is good for the 

person, both individually and in our associations with others. The CESJ also implores us 

to continually design and perfect our institutions as tools for personal and social 

development. In School psychology, researchers have led the charge in defining social 

justice through a school psychology lens. Researchers and practitioners alike have 

endorsed the need for school psychologists to advocate for equity and protect the rights of 

all individuals while acknowledging institutional and systemic difficulties that lead to 

oppression (Shriberg, 2008). 

Social Justice in School Psychology 

With roots in applied psychology, school psychology shares the history of using 

cognitive assessments to determine individuals’ intelligence for various purposes. For 

example, psychologist Robert Yerkes developed the group administered Army Alpha and 

Army Beta tests- cognitive assessments used to measure the intelligence of potential 

army draftees. Both assessments had critical flaws, but namely, the Army Alpha and Beta 
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tests perpetuated racist ideals including that draftees with limited formal schooling- who 

were often African American citizens, immigrants, etc.- were less capable of performing 

the tasks of higher ranking army officials or even, were not fit for military service at all 

(Spring, 1972). Effectively, the Army Alpha and Beta tests became tools for eugenics and 

white supremacy.  

With its evolution, school psychology as a profession has grown roots in social 

justice and is actively creating a reputation of advocating for equitable education for all 

children (Shriberg, Bonner, Sarr, Walker, Hyland, and Chester, 2008). Over the years, the 

governing bodies of the professions, both the American Psychological Association APA 

and the National Association of School psychologists (NASP), have set elements of 

social justice as a priority for professionals; the most noted is multi-cultural diversity 

competence. APA has provided psychologists and psychologists in training with 

standards that stress the need for the acquisition of multi-cultural diversity competence 

which is defined as, “awareness, sensitivity, and skills in working professionally with 

diverse individuals, groups, and communities who represent various cultural and personal 

backgrounds and characteristics defined broadly and consistent with APA policy,” (APA 

2011). NASP also outlines that school psychologists should be trained to provide “direct 

and indirect services for [those]… with diverse characteristics, cultures, and 

backgrounds,” (NASP, 2010 A & B). In addition to these standards, there has been a rise 

in scholarly pursuits of cultural diversity, culturally responsive practice and multi-cultural 

competence (Rogers & Lopez, 2002, Arredondo & Perez, 2003). However, there is still a 

need for more training and research in the domain of social justice as researchers have 

called the field of school psychology a “slumbering giant” (Gutkin and Song, 2013) that 
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has just begun realizing its role in promoting social justice (Johnson, Bahr, & Navarroh, 

2017).  

Theoretical Basis for the Study 

Some researchers who study the instruction of students of color posit that the 

achievement gap exists because educators have failed at demonstrating cultural 

competence (Bernak et al, 2005). Other researchers claim that our US schools send 

messaging to students that learning and education is “white” or “feminine” (Ogbu, 1992, 

1993). With identity issues and cultural competence hypothesized as major contributors 

to the achievement gap, these elements can be addressed in the training of school 

professionals. Trainings can focus on making schools culturally sensitive and inclusive 

spaces- two smaller elements of social justice efforts. 

In addition to cultural competence, it is also necessary to strengthen trainees’ self- 

efficacy. Self-efficacy is defined as one’s perceived ability to achieve a level of 

performance. An individual’s self-efficacy establishes whether they initiate a task, the 

effort they will put forth and how long they will put forth said effort. It has been 

theorized that self-efficacy also influences goal setting and persistence in reaching said 

goals in spite of difficulty (Bandura, 1977). The process of becoming a culturally 

competent social justice advocate is one that will come with obstacles and will force 

individuals to wrestle with their own biases and oppressive behaviors. Based on 

Bandura’s self-efficacy theory, trainees who are more self-efficacious in the endeavor are 

more likely to continue growing and persevere during hardship.  

Using research based practices to train students, the researcher proposes to build 

multicultural competence and a social justice orientation by implementing an anti-
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oppression and liberatory (or critical) consciousness training. Anti-oppression pedagogy 

teaches individuals how to critically analyze the structure of oppression and how to 

develop deep self-awareness of one’s self within that structure. Liberatory consciousness 

enables one to live within oppressive systems and institutions with awareness and 

intentionality. The training will allow trainees to 1) explore their own racial and ethnic 

identities through development models in order to investigate how their own identity will 

influence their work in schools; 2) teach inclusivity skills and allow trainees to rehearse 

in a safe environment in order to strengthen their inclusive practices in schools; and 3) 

explore options of ally-ship, coalition building, and anti-racist advocacy within the 

school/district context. In order to build self-efficacy during the training, trainees with be 

given opportunities to experience success when practicing, observe their peers succeed 

when practicing, receive feedback from the training facilitator, and do so within a 

positive and safe environment. 

Problem Statement 

Leaders of the social justice research movement in school psychology argue that 

since the inception of the profession, school psychology has had social justice as a key 

agenda item. However, when taking a close look at the representation of diversity in 

researchers and practitioners and observing the impact the profession has had on the 

education of marginalized groups, one could argue that school psychology has 

contributed to the oppression of marginalized groups. It has only been that in recent 

efforts, social justice has been made a focus (i.e. social justice task forces within NASP, 

efforts of individual school districts and graduate training programs to recruit more 

trainees of color). There is still more to be done when training future and current school 
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psychologists who practice, those who train graduate students, and those who do 

research. The goal of this study is to inquire if the multi-cultural competence and social 

justice intervention, the Temple Social Justice Project, impacts self-perception of 

professional performance with social justice matters including multicultural diversity 

competence and supports school psychology trainees in becoming social justice 

advocates. It is hypothesized that the intervention will positively impact self-report 

ratings for multi-cultural competence and attitudes about social justice, and participants 

in the intervention will gain more self-awareness, understand power dynamics, learn to 

maintain safe spaces for equal dialogue, learn to become allies for marginalized groups, 

and learn to advocate for the rights of all children.  

Research Questions 

1. Do participants in the Temple Social Justice Project show significant and positive 

growth in multicultural competence as measured by the School Psychology 

Multicultural Competence Scale and social justice attitudes as measured by the 

Social Justice Scale after participating in the intervention?  

2. Do the self-report ratings on the School Psychology Multicultural Competence 

Scale and Social Justice Scale differ between participants who did and did not 

complete the TSJP intervention?  

3. What factors such as gender, race/ethnicity, and years of experience working in 

diverse environments influence participants self-report ratings on the School 

Psychology Multicultural Competence Scale and Social Justice Scale?  
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CHAPTER 2 LITERATURE REVIEW 
 

As oppression and inequality remain viable in US public schools, researchers and 

activists, alike, seek methods to address their effects. Effects include the achievement 

gap, the school-to-prison and school-to-poverty pipeline, the overrepresentation of 

children of color in special education, the use of harmful disciplinary practices on 

children of color, the insufficient provision of resources to children attending under 

resourced schools, etc. Experts believe that 1) developing multi-cultural competence and 

2) developing orientations for social justice could continue civil rights efforts to achieve 

and maintain equity in schools. Rodolfa et al. (2013) defines cultural competence as a 

“personal understanding about social contexts to work effectively with diverse 

individuals, families, groups, communities, organizations, and research participants,”.  

Social justice is conceptualized as an overarching framework centered around (a) 

ensuring that all individuals are treated with respect and dignity and (b) protecting the 

rights and opportunities for all (Shriberg et al., 2008). Within the mental health 

professions, counseling psychology and counselors have lead efforts to define, identify, 

and implement strategies for multicultural competence and social justice. School 

psychology and school psychologists have gleaned relevant skills from counseling 

psychology, and in the past two decades, the field has made strides to conceptualize 

multicultural competence and social justice as it relates to the practice of school 

psychology and school psychology research.  School psychologists have a unique role in 

schools and in research that gives us access to families, administrators, teachers and 

students, and that access also puts the profession in a position of influence. It is important 

that this influence is used responsibly and for the good of all children. In effort to provide 
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a learning experience for school psychologists and trainees that teaches professionals 

how to use their influence to join efforts to achieve educational equity, the researchers 

integrated research supported training methods for developing multicultural competence 

and orientations and strategies in social justice in order to curate an intervention for both 

practicing school psychologists and school psychology trainees. The following literature 

provides rationale and evidence that the intervention could be an effective means of 

developing social justice and multicultural competence in professionals.  

Multiculturalism Vs Social Justice 

 A review of both multicultural competence literature and social justice literature 

reveals many commonalities. Researchers assert that multiculturalism and social justice 

are two sides of the same coin. Both perspectives recognize the importance of diversity 

and recognize the negative impact of oppression on student outcomes. The perspectives 

also call school psychologists to develop advocacy ability to address systemic barriers to 

equal access to educational resources. In order to distinguish the differences between the 

two perspectives, one must understand the goals of each. Multicultural competence is 

necessary to integrate sociopolitical factors when conceptualizing cases and when 

understanding learners’ needs. Social justice requires school psychologists to not only 

understand learners more fully and serve their needs with culturally responsive methods, 

but social justice requires active questioning and challenging of the status quo with the 

goal of widespread systemic change.  
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Figure 1. Flowchart for equity. Roles of multicultural competence and social justice in 

educational equity 

Multicultural Competencies in Counseling Psychology 

As the leading experts on multiculturalism research in psychology, researchers in  

counseling psychology have outlined a conceptual framework for multicultural 

competencies that has been adopted by both school and clinical psychology. The 

framework defines multicultural competence and provides guidelines on how to be 

culturally competent. In effort to prepare psychologists for cross-cultural counseling and 

therapy (e.g. counseling relationships between individuals with different cultural 

background, values and/or lifestyles), Sue et al. (1982) developed the multicultural 

counseling competencies. In this position statement, the researchers acknowledge the 

failure of counseling and clinical psychology to address the mental health needs of people 

from oppressed groups. The researchers presented general guidelines to facilitate the 

development of concrete competencies for working with a diverse clientele base. The 

guidelines were organized into 3 categories: beliefs/attitudes, knowledge, and skills. This 
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individuals reach at 
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 13 

position statement served as a call of action and preceded a movement in the field of 

counseling psychology to produce more literature on multicultural competence and 

integrate the proposed competencies into psychology training programs. A follow-up 

study by Sue, Arredondo, and McDavis (1992) expanded the original multicultural 

counseling competencies and developed a matrix to organize multicultural counseling 

skills. In total, nine competency areas (3 characteristics x 3 dimensions) conceptualized 

and represent standards for psychologists working with oppressed groups.  

In the revisions of the multicultural competencies (Arredondo et al., 1996) 

researchers explained the original competencies and brought psychology closer to 

adopting multiculturalism as a core value by using language to operationalize the 

demonstration of each competency. For example, under the multicultural competence 

category attitudes/beliefs, “culturally skilled counselors believe that cultural self-

awareness and sensitivity to one's own cultural heritage is essential” was accompanied by 

explanatory statements (i.e. “Can identify the specific cultural group(s) from which 

counselor derives fundamental cultural heritage and the significant beliefs and attitudes 

held by those cultures that are assimilated into their own attitudes and beliefs”). In 

addition, the researchers provided a clear definition of multicultural counseling. 

Multicultural counseling refers to the preparation and practices that integrate 

multicultural and culture-specific awareness, knowledge, and skills into counseling 

interactions. This conceptual framework and definition influenced researchers to 

distinguish school psychology multicultural competencies.   
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Multicultural Competencies in School Psychology 

 In the last 20 years, there has been some published research identifying multicultural 

competencies in school psychology. Gopaul-McNicol (1997) suggested 15 major 

multicultural competencies that school psychologists need when working with children. 

The competencies were gathered from practitioners in the field, published data, literature 

reviews and personal observations.  The competencies include (1) cross cultural ethical 

competence, (2) awareness of the therapist’s own values and biases, (3) cross cultural 

awareness, (4) competence in understanding interracial issues, (5) language 

competencies, (6) competency in the ability to work with interpreters, (7) cross cultural 

assessment competencies, (8) cross cultural counseling competencies, (9) cross cultural 

issues in conflict resolution, (10) competence in special education prevention, (11) 

competencies in bilingual education curriculum, (12) cross cultural consultation 

competencies, (13) cross cultural research competencies, (14) competence in empowering 

families through community based organizations, and (15) competence in pediatric/health 

psychology. In addition to the competencies, Gopaul-McNicol also suggests the 

development of curriculum in school psychology specific to multiculturalism that helps 

to produce culturally competent school psychologists capable of serving children of any 

background.  

In 2001, Lopez and Rogers conducted a Delphi study to identify cross-cultural 

competencies for school psychologists. 11 experts in cross-cultural competence agreed 

upon 89 essential competencies cover a range of knowledge and skills necessary when 

working with students from oppressed groups. The researchers defined multicultural 

competence as “the ability to demonstrate cross-cultural knowledge and engage in 
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behaviors or skills that reflect an awareness and sensitivity to cross-cultural issues,” (p. 

274). This study both defined multicultural competence and extended the results of the 

Rogers and Lopez (2002) study that also utilized the Delphi method to comprehensively 

identify critical cross-cultural competencies for school psychologists. The experts pooled 

for the study presented a wide range of school psychology professionals (e.g. 

practitioners, faculty, administrators, etc.) and most of the experts were members of 

racial/ethnic minority groups. The experts identified 102 competencies that relate to the 

full spectrum of school psychological services (assessment, intervention, consultation, 

counseling, report writing, and research). The competencies conceptualized in this study 

emphasized multicultural awareness. Across both studies, the researchers provided school 

psychology with multicultural competencies that fit within the 3 domains 

(attitudes/beliefs, knowledge and skills) developed by Sue and colleagues (1982).  

In the past two decades, Gopaul-McNicol, Rogers and Lopez have led the charge in 

identifying and conceptualizing multicultural competence for the field of school 

psychology. The 15 major multicultural competencies (Gopaul-McNicol, 1997) and 

nearly 200 essential competencies  (Rogers and Lopez, 2002 & Lopez and Rogers, 2001) 

provide comprehensive lists of attitudes/beliefs, skills and knowledge necessary when 

working with diverse populations. Additionally, these competencies provide a basis for 

training school psychologists in cultural competence and further research on assessing 

cultural competence. With the clarification and growth of multicultural competence in 

research and in practice, efforts to serve oppressed peoples has evolved to an even larger 

framework of service delivery: social justice.  
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Social Justice in School Psychology 

The first step in adopting social justice as a framework in school psychology was 

defining social justice as a profession. In the last decade, two empirical studies gathered 

data to construct a definition from school psychology’s perspective. Shriberg et al (2008) 

conducted a Delphi study of 44 cultural diversity experts in school psychology. The 

researchers sought the experts’ knowledge to define social justice from a school 

psychology perspective, identify social justice priorities, identify social justice advocacy 

strategies, and identify opportunities and barriers to social justice in school psychology. 

Experts agreed on the need for school psychologists to act as advocates of equity and to 

support access to resources and opportunities for all. Additionally, the findings of the 

study highlighted the lack of diversity in the profession of school psychology as a barrier 

to social justice.  

Problematically, the study utilized exclusionary practices to define social justice 

which goes against a major tenet of social justice: equity of voices. The experts sought 

the voices of perceived experts based on publications and convention presentations on 

cultural diversity. This method of collecting data excludes individuals who do not 

conduct research or present at national professional conventions. Researchers represent a 

highly privileged group of professionals in the field school psychology. Additionally, a 

review of the participant demographics of Shriberg’s (2008) study reveals that the 

majority of respondents were white and represent another group of privileged 

professionals. To make the data collection more equitable and aligned with the tenets of 

social justice, a more diverse panel of diversity experts were pooled together that did not 

use involvement in research and degree level as exclusionary factors.  
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 Shriberg et al. (2011) addresses this limitation in another study by randomly 

surveying 1000 NASP members regarding their thoughts on social justice. The study 

included the perceptions of school psychology graduate students and professionals 

(n=214). The respondents rated the provided components on a scale of 1-7 that could (1) 

indicate unimportance to the definition to (7) indicate critical to the definition. The 

respondents indicated that possible components of the definition of social justice could be 

1) “ensuring the protection of educational rights and opportunities for all students,” 2) 

“promoting nondiscriminatory practice,” 3) “advocating for individuals or groups of 

students who may not be able to advocate for themselves”, 4) “being culturally 

responsive in service delivery”, 5) “preventing the over identification of minority groups 

for special education”, 6) “working to eliminate the achievement gap”, and 7) 

“connecting students and families to community resources” (Shriberg et al., 2011). This 

method expands the original definition experts agreed upon, but does not provide a 

concise and operationalized definition for school psychologist to orient themselves to. In 

School psychology and social justice: Conceptual foundations and tools for practice 

(2012), editors Shriberg et al. adopt a social justice definition from education and 

psychological consultation to apply social justice principles to educational practice.  

 Sander et al. (2011) conducted a qualitative study with participants in the juvenile 

justice system (i.e. children, their mothers and professionals) and produced the following 

operational definition, “social justice is an advocacy-related construct that includes three 

specific but not always distinct, ecological system qualities that promote educational 

success and psychological well-being: access to necessary and appropriate resources, 

experiences of being treated with respect, and fairness.” The authors of School 
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psychology and social justice (2012) utilized the aforementioned definitions as the 

framework of the book. The definition advised the authors and provided a basis for the 

overarching ideas of social justice in school psychology. The book editors agree that in 

school psychology social justice requires 1) social justice as an aspirational goal of 

practice, 2) professionals must be willing to actively work toward that goal, 3) 

understanding that social justice is a goal and also a process, 4) harsh societal practices 

that perpetuate oppression must be brought to light and school psychologists must 

understand how the profession perpetuates those harmful practices, 5) utilization of a 

social justice lens that advises school psychologists that a learner cannot reach their full 

capacity if they are living within an inherently oppressive situation, 6) continued learning 

of one’s own values, beliefs, biases, strengths and areas of growth, and 7) having the 

courage to be an ally to oppressed peoples where one has privilege. The leaders of social 

justice scholarship in the field of school psychology lend these overarching ideas about 

social justice and contribute social justice strategies specific to our roles as practitioners 

and researchers. Many of these strategies have been adapted from counseling psychology 

and the body of work researchers have accorded to social justice scholarship.  

 One major contribution counseling psychology researchers have added to the 

social justice literature are specific competencies in social justice. Constantine, Hage, 

Kindaichi, and Bryant (2007) defined nine social justice competencies specifically for 

trainees in counseling graduate programs. The competencies include 1) becoming 

knowledgeable of the many ways oppression and inequality are present in multiple layers 

of an individual’s ecosystem, 2) reflecting on issues of privilege, oppression, power, and 

diversity, 3) continuing to understand how one’s own power and privilege can be reenact 
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experiences of injustice while interacting with clients/community members/research 

participants, 4) challenging therapeutic practices and interventions that appear 

exploitative or inappropriate, 5) learning about indigenous models of health and healing 

and work collaboratively with such health professionals to integrate holistic and 

culturally relevant healing practices, 6) participating in ongoing learning about 

international social injustices, 7) learning preventative and remedial mental health 

interventions that accommodate the needs of marginalized groups, 8) working 

collaboratively with community organizations to “promote trust, minimize perceived 

power differences, and provided culturally relevant services to identified groups,” and 9) 

developing advocacy skills to encourage social change with institutions and communities. 

In addition, Goodman and colleagues (2004) outlined six principles of social-justice-

oriented service delivery that were apparent in the leading sources of multicultural 

competency skills and competencies in counseling psychology.  Specifically, they include 

(a) ongoing self-examination, (b) sharing power, (c) giving voice; (d) facilitating 

consciousness raising, (e) building on strengths, and (f) leaving clients the tools to work 

toward social justice change.  Florez et al. (2014) summarize cultural competencies for 

social justice along with activities to facilitate development. The competencies include 

self-awareness, valuing others, knowledge of social inequality, and skills to work with 

diversity and build equity.  The activities include practices related to journaling, 

relationship building and maintenance across races/ethnicities/genders, readings focused 

on inequality and justice as related to certain populations, gaining knowledge about 

marginalized groups through alternative sources (i.e. art and social media), etc.  

Counseling psychology has lead efforts in both multicultural competence and social 
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justice, and school psychology has cultivated its own specific strategies in social justice 

that align with counseling psychology’s social justice competencies. However, there is a 

need for a comprehensive list of social justice competencies in school psychology.  

School psychology largely views social justice as a lens and goal and has yet to 

agree upon specific competencies for practice. Aside from school psychology’s definition 

of social justice, social justice training efforts, and social justice strategies, there is a clear 

gap in the literature regarding social justice competencies for school psychology. This 

lack of concrete skills may be contributing to the difficulty programs have preparing 

school psychologist to be effective social justice agents of change. For the purposes of 

this study, to contribute to the professional literature on social justice, and to continue the 

progression of school psychology’s implementation of socially just practices, the 

researchers of the current study propose social justice competencies for school 

psychology: 

1. Commitment to continuously explore one’s own attitudes and beliefs about 

diversity, privilege and power and how those personal factors effect 

interactions with students, school professionals, families, and communities as 

well as how they impact service delivery.  

2. Increase critical consciousness and work with marginalized students to 

decrease the likelihood of perpetuating systemic forms of cultural oppression 

(Oades-Sese, Kitzie, and Rubic, 2013) 

3. Educate school personnel about their own attitudes and behaviors related to 

diversity and deficit-oriented perceptions of marginalized students (Oades-

Sese, Kitzie, and Rubic, 2013)  
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4. Create a diversity-friendly school climate by having profound respect for all 

individuals regardless of race, culture, ability and language  

5. Assist in developing committees, parent educational workshops, and family 

outreach programs that promote interracial and cultural friendships and 

strengthen school involvement and reduce isolation of minority groups 

(Winfield, 1994 & Oades-Sese, Kitzie, and Rubic, 2013) 

6. Perform socially just assessments that a) are strength based, b) occur on a 

continuum of school-wide and class-wide policies that impact the student, and 

c) are non-discriminatory (Ortiz 2002/2008 & Newell and Coffee, 2013) 

7. Review schoolwide/districtwide data to make decisions and modify school 

and district level discipline polices that are discriminatory (Noltemeyer and 

Fenning, 2013) 

8. Support equity in special education that encapsulates prevention, consultation, 

assessment, advocacy, leadership and systems change (Sullivan, 2013) 

9. Expand your knowledge base to support socially just classroom management 

by providing teachers with research based behaviors, systems, and 

interventions for sound classroom management in order to prevent harsh and 

unfair punitive action (Miranda and Eschenbrenner, 2013) 

10. Engage cultural knowledge, competence, and sensitivity when providing 

school based mental health services (Radliff and Cooper, 2013)  

11. Collaborate effectively with families, schools, and community organizations 

by building trust, sensitivity, and equality (Jones, 2013 & Clarke, Sheridan, 

and Woods, 2010) 
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12. Identify barriers, challenge internalized and institutional oppression, and 

advocate for equitable access to education at the three levels of service 

delivery: universal, targeted group, and individual levels (Briggs, 2013; 

Durham, 2013) 

Though this list is not exhaustive and depending on one’s setting, additional 

competencies can be identified, it is a start at conceptualizing all of the professional 

responsibilities of school psychologist and how to approach those responsibilities in a 

manner that affords students equitable access to educational resources, respect and 

fairness.  These competencies organize well into the three-dimension framework of cross-

cultural competence. Table 2 illustrates how the competencies can be organized and 

offers a graphic organizer for professionals to conceptualize their own practice from a 

social justice perspective.  
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Table 1 
Conceptualizing social justice competencies for school psychologists 

Object Beliefs/Attitudes Knowledge Skills 

Self 

• Commit to explore your 
attitudes and beliefs 
about diversity, 
privilege and power and 
how those personal 
factors affect 
interactions with 
students, school 
professionals, families, 
and communities as well 
as how they impact 
service delivery 

• Build critical 
consciousness to 
recognize oppressive 
practices and systems 

• Gain cultural 
knowledge, 
competence, and 
sensitivity  

• Expand your 
knowledge base to 
support socially just 
classroom management 
by providing teachers 
with research based 
behaviors, systems, and 
interventions 

• Advocate for respect 
and equality for one’s 
self (equal/fair 
compensation, respect 
from peers and leaders, 
etc.) 

• Perform socially just 
assessments 
 
 

Interpersonal 

• Understand attitudes 
and behaviors of 
students toward you and 
other school 
professionals 

• Teach students to 
recognize oppression 
and advocate for their 
needs 

• Create space in 
professional 
relationships with 
students for respect and 
fairness 

School 

• Understand the attitudes 
and behaviors of school 
personnel towards 
marginalized students 
and staff 

• Educate school 
personnel about their 
own attitudes and 
behaviors related to 
diversity and deficit-
oriented perceptions of 
marginalized students 

• Review schoolwide 
data about discipline 
practices, special 
education enrollment, 
and student 
achievement to develop 
strategies to improve 
equity 

• Create a school climate 
that values diversity   

• Consult with teachers 
about classroom 
management and 
collaborate to 
implement research 
based interventions and 
problem-solving 
behaviors to eliminate 
punitive behavior 
management strategies 

 

Families and 
Communities 

• Provide the space and 
encourage families and 
communities to voice 
concerns about the 
school  

• Integrate stakeholder 
voices into school 
decision making 

• Teach families and 
communities about 
their educational rights 

• Learn about community 
organizations that serve 
families and schools by 
providing educational 
resources 

• Collaborate effectively 
with families, schools, 
and community 
organizations by 
building trust, 
sensitivity, and equality 

• Assist in developing 
committees, parent 
educational workshops, 
and family outreach 
programs  

School District 

• Look for equity in 
processes for hiring 
leaders who are 
committed to social 
justice 

• Seek written policy 
designed to enhance 
equity and fairness 

• Review districtwide 
data to make decisions 
and modify school and 
district level discipline 
polices that are 
discriminatory 

• Review district budget 
details and how 
resources are 
designated to schools 

• Attend school board 
meetings and share data 
on student achievement 
and access to 
educational resources 
in your school(s)  

• Offer to lead district 
wide professional 
development 
opportunities on 
achieving equity in 
schools 
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Training Models to Develop Multicultural Competence 

As the US school population is shifting to a more culturally and linguistically 

diverse student body, school psychologists are now expected to provide effective services 

to individuals from cultures they may not be familiar with. Additionally, multi-cultural 

competence has been emphasized by the two major professional organizations that 

represent school psychology. The American Psychological Association (APA) and the 

National Association of School Psychologists (NASP) accredit and approve school 

psychology training programs and require that training programs prepare future school 

psychologists to provide effective services to individuals from diverse backgrounds. In 

the Standards of Accreditation in Health Service Psychology (APA, 2015), the document 

states that accredited programs and programs seeking accreditation must “recognize the 

importance of cultural and individual differences and diversity in the training of 

psychologists… compelling pedagogical interests require that each program prepare 

graduates to navigate cultural and individual differences in research and practice, 

including those that may produce value conflicts or other tensions arising from the 

intersection of different areas of diversity,”.  Similarly, in NASP’s Standards for the 

Graduate Preparation of School Psychologists (2010b), NASP includes cultural 

competence as a part of the organization’s mission. Throughout the standards, it is 

repeatedly stated that school psychology trainees should have knowledge on how 

biological, cultural, social, and situational influences impact service delivery.  However, 

these documents do not provide specific examples of how to train students in cultural 

competence.  
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School psychology programs and researchers have conceptualized and developed 

multicultural programs based on the standards set by NASP and APA. Experts advise that 

in order to facilitate multicultural training in academic programs, there should be the 

following components: evidence of multicultural training in the program mission and 

philosophy, a multicultural curriculum, a diverse student population and faculty, faculty 

with multicultural expertise, and specific course content in multiculturalism. Experts 

recognize that the environment of the multicultural training is just as important as the 

content and suggest that programs remain encouraging of multiple definitions of 

multiculturalism and discussion amongst students and faculty about diversity ideas 

(Speight et al., 1995). 

Multiculturalism and program characteristics have been examined in research. 

Experts in racial and ethnic minority issues in school psychology research nominated 17 

exemplar programs in multicultural training. Rogers (2006) used semi-structured 

interviews with students and faculty and reviewed prospective student application 

materials to gather information about the program’s multicultural content. Most programs 

indicated the integration model as the primary model for multicultural training, but also 

reported using a combination of models. 94% of programs required a specific course on 

diversity (i.e. separate course model). Regardless of the training model used, 100% of the 

programs participating in the study exposed students to a diverse clientele during 

internship and practicum experiences (Rogers, 2006). 

In an effort to specify more guidelines for multicultural training and identify the 

best evidence-based approaches, Newell et al. (2010) named 4 models of training: a) 

separate course model in which programs offer or require students to enroll in a course in 
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multicultural competency development, b) area of concentration model which combines 

multiple courses in multiculturalism with application clinical experiences, c) 

interdisciplinary model involves courses with multicultural emphasis offered in other 

academic programs (e.g. social work or counseling psychology), and d) integration model 

in which multicultural content is integrated across all course curriculum. In addition, the 

researchers found that for the faculty and program, there are three evidence-supported 

components: integration-separate course model, multicultural research, and recruitment 

and retention of faculty and students from diverse backgrounds. Student-level best 

evidence components include: knowledge about different groups, translation of that 

knowledge to service provision, practical experiences with diverse populations (e.g. 

supervised practicum and internship experiences with different groups), and evaluation of 

students’ multicultural knowledge and skills. The best-evidence approach was developed 

as a set of guidelines to empower educators to intentionally build programs that facilitate 

true multiculturalism.  

Developing School Psychology Programs with a Social Justice Orientation 

In addition to multicultural competencies being emphasized in school psychology 

training programs, NASP and the Counseling Psychology Model Training Program 

(MTG) provide graduate program guidelines that specifically discuss the importance of 

acquiring knowledge and skills related to promoting social justice. Throughout the NASP 

Standards for the Graduate Preparation of School Psychologists (2010b), the document 

calls for school psychology trainees to learn how to “promote effective services, 

advocacy, and social justice for all children, families, and schools,” (pg. 4). Additionally, 

NASP acknowledged that respect for diversity and social justice are both the foundations 
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of all aspects of school psychology service delivery. NASP also names social justice 

advocacy as a skill school psychologist should be trained to demonstrate. In the most 

recently published standards of the accreditation for health service psychology (2015) 

and the Guidelines on multicultural education, training, research, practice, and 

organizational change for psychologists (2003), while multiculturalism is endorsed, 

social justice is not mentioned. However, the leaders of multiculturalism and social 

justice in counseling psychology, have named social justice as the field’s third core value 

and a major component of model training programs in psychology (Scheel et al., 2018). 

Advocating for social justice is typically included in training materials (i.e. Counseling 

Psychology Model Training Values Addressing Diversity) and a common component for 

counseling psychology practicum experiences. Similarly, school psychology literature 

supports the integration of social justice into training programs.  

In the past decade, researchers have investigated methods for incorporating social 

justice principles into the training of future school psychologists. The periodical 

“Trainer’s Forum” provides resources for faculty in both specialist and doctoral training 

programs. Trainer’s Forum shared school psychology’s initial two ideas on infusing 

social justice into school psychology training. Radliff et al. (2009) found five essential 

factors that comprised a social justice focus in a school psychology program. The five 

factors included (a) a mission statement centered on social justice advocacy, (b) a diverse 

student body, (c) curriculum and program requirements that address social justice 

competencies, (d) community partnerships centered on rectifying injustice, and (e) 

student and faculty involvement in community affairs and projects. Additionally, Li et al. 

(2009) identified three important aspects of teaching for social justice. Researchers found 
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that a) including social justice themes into course content, b) conducting social justice-

focused research and including students, and 3) students and faculty collaborating to 

align their individual core values with seeking to improve educational access for all in 

applied settings were key components of programs with strong social justice training 

capabilities. What’s more, Briggs et al. (2009) studied school psychology trainees’ 

perspectives on factors that furthered their capability of being social justice agents of 

change. Findings from the focus group of school psychology graduate students revealed 

service learning as the vehicle that furthered their capacity in social justice. These studies 

have identified a basis for training programs to facilitate programmatic changes in effort 

to train school psychologist who are prepared to serve the evolving agenda of school 

psychology to not only provide culturally responsive psychological services but to also 

advocate for equitable service delivery throughout the continuum of the individual, to 

school, to districts and systems levels. 

Researchers have done more to understand school psychology graduate trainees’ 

comprehension of social justice, its application to school psychology, and effective 

components of their social justice training. Utilizing semi-structured focus group 

interviews, Moy and colleagues (2014) identified four institutional variables that students 

believed contributed to their education as agents of social justice. The graduate students 

named themes of faculty commitment to social justice, an explicit social justice mission, 

strong community partner networks, and strong school (K-12) networks as contributors to 

their understanding of social justice issues. Field based training was identified as the most 

influential factor to social justice training. Moy et al. (2014) also present a descriptive 

model of school psychology training for social justice that illustrates the hypothesized 
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flow of the influence social justice training has on educational and social outcomes 

specifically of promoting fairness and equity in school psychology practice. Table 3 

presents the information from the model. Miranda et al (2014) also surveyed graduate 

students and identified two major components of a social justice oriented school 

psychology training program. The components are either foundational components or 

dynamic components. Foundational components include the mission statement, program 

philosophy, and designated program specializations of a program. Dynamic components 

include community-based partnerships, coursework, practica, and other program 

requirements. These dynamic components are most vulnerable to change. Together, 

foundational and dynamic components of school psychology training facilitate the 

development of students’ competence in engaging in social justice work. Additionally, 

the researchers found that integrating a social justice framework into training program 

elements can enhance students’ cultural competence. The themes of 1) commitment to 

lifelong pursuit of cultural competence, 2) an ecological perspective, and 3) self-

awareness and general awareness about cultural diversity all contributed to enhanced 

sense of cultural competence.  
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Figure 2. Social justice flowchart for training school psychologist. (Moy et al., 2014) 

School psychology graduate students and new practitioners have helped the field 

to identify social justice training methods, and they have also provided critique of 

graduate programs attempts at social justice training. Jenkins and colleagues (2017) 

utilized semi structured interviews to glean new practitioners’ perspective on defining 

social justice, examples from practice, and evaluation of graduate program preparation in 

social justice. The majority of participants shared that 1) their view of social justice 

became more concrete one they graduated and began their careers, and 2) “many of their 

colleagues did not have the same social justice-infused training or mindset,”. They 

suggested that programs provide opportunities for trainees to complete practicum and 
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internship in racially, ethnically, and socioeconomically diverse settings and 

opportunities to address the difficulties associated with social justice advocacy.  

Measuring Multicultural Competence and Social Justice Attitudes 

Considerable research across multiple fields has explored the relationship 

between training and the development of multicultural competence and social justice 

orientations. Researchers have developed assessment tools to measure that development 

in multicultural competence and social justice attitudes. The field of school psychology 

could benefit from assessing practitioners and trainees’ competence in both areas in order 

to determine the effectiveness of training models. Tools in multicultural competence have 

been developed to measure individual outcomes as well as evaluate programs. The social 

justice measures available in the literature focus mostly on the individual. 

The major multicultural counseling competence assessments that have been used 

in psychology research include the Cross-Cultural Counseling Inventory-Revised (CCCI-

R), the Multicultural Counseling Awareness Scale-Form B: Revised (MCAS:B), the 

Multicultural Counseling Inventory (MCI), Multicultural Awareness-Knowledge-Skills, 

Survey (MAKSS), the Multicultural Counseling Awareness and Knowledge Scale 

(MCKAS), School Psychology Multicultural Competence Scale (SPMCS; Malone, 

2015), and the Multicultural Counseling Competence and Training Survey (MCCTS) 

(Hays, 2008; Ponterotto, Rieger, Barrett, & Sparks, 1994). The major social justice scales 

are The Social Justice Advocacy Scale (SJAS; Van Soest, 1996), The Activism 

Orientation Scale (AOS; Corning and Myers, 2002), Social Issues Advocacy Scale 

(SIAS; Nilsson et al., 2011), Social Issues Questionnaire (SIQ,), and the Social Justice 

Scale (SJS; Torres – Harding, 2012). All of these instruments, with the exception of the 
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CCCI-R, are self-report measures on which participants provide self-perceived ratings of 

their own behavior and attitudes. An evaluator completes the CCCI-R while observing 

the psychologist in a cross-cultural interaction with a client.  

For the current study, two measures were selected; The SPMCS to measure 

multicultural competence and the SJS to measure social justice attitudes. In respects to 

multiculturalism and social justice, the researcher intentionally selected a measure 

developed by another female researcher of color; additionally, the SPMCS is the only 

self-report measure of multicultural competence includes items that addresses all areas of 

school psychological service delivery including counseling, assessment, consultation, and 

intervention. Malone et al (2014) derived the SPMCS from the multicultural 

competencies outlined in the Lopez and Rogers (2001) and Rogers and Lopez (2002) 

studies. The SJS is a self-report measure of 1) attitudes towards social justice action, 2) 

perceived social norms about social justice action, and 3) perceived behavioral control of 

social justice action. Ajzen’s (1991) theory of planned behavior suggests that social 

justice performance of can be predicted by one’s attitudes. Major components of the 

definition of social justice were integrated into the items on the rating scale. This 

included empowerment of people from disadvantaged groups, efforts to minimize power 

differentials, working collaboratively with others, acknowledging oppression, believing 

in the importance that people should work to make society fairer, and helping others gain 

access to resources (Torres-Harding et al., 2011).  
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The Temple Social Justice Project 

The Temple Social Justice Project is an anti-oppression and liberatory (or critical) 

consciousness training that focuses on providing an introduction to social justice 

principles specifically for individuals in school psychology graduate training programs 

and individuals serving as school psychologists. The intervention is designed to promote 

self-awareness, critical consciousness, multicultural competence, and ally/advocate 

competence, and the content follows 1) the three dimensions of multicultural competence 

matrix (Sue et al. 1992) by incorporating teachings about attitudes/beliefs, knowledge, 

and skills and 2) an ecological model by demonstrating how social justice practices can 

be applied at each ecological layer (i.e. individual, interpersonal, organizational, 

community, policy, and historical context). The curriculum is comprised of two 120 

minute sessions, 4 reflective journal entries, and social justice readings. The first session 

focuses on self-awareness and challenges participants to reflect on their own identities, 

personal power, privilege, biases, values, beliefs, etc. In addition, participants begin to 

learn inclusivity skills and share a safe space to rehearse these skills. In the second 

session, participants will explore options of ally-ship, coalition building, and anti-racist 

advocacy at each ecological layer. For each journal entry, participants are asked to 

engage in self-reflection on a specific topic and respond in writing with journal entry with 

a length of their choosing. The journal entries and literature are intended to provide 

participants with a continuous space to learn and reflect on specific instances in which 

they came in contact with justice/oppression. This allows participants to integrate what 

they have learned to their conceptualization of their own social justice practice. Though 
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the intervention is intended for those in the field of school psychology, the material can 

be adapted to suit the needs of professionals seeking more knowledge on social justice. 

As school psychology continues to develop its capacity to train professionals who 

are multi-culturally competent and agents of social justice, the onus is on school 

psychology researchers to study the effectiveness of programmatic efforts. The field 

understands the importance and value of prevention. When professionals and 

professionals in training are able to recognize injustices, they may be less inclined to 

intentionally or unintentionally perpetrate them in schools. Additionally, school 

psychologists who have been effectively trained are more prepared to advocate for 

culturally responsive practices that are consistent with more equitable treatment of 

students, parents, and other school stakeholders. The danger of ineffective multicultural 

and social justice training lies in training professionals who are prone to unknowingly 

participating in practices that perpetuate oppression and inequality in schools. With the 

goal of preventing the inadvertent continuation of unjust practices in schools by school 

psychologists, models of multicultural competence training and social justice training for 

school psychologists must not only be pursued (Moy et al., 2014) but also, evaluated. 

Though there has been research conducted to determine the effectiveness of 

multicultural competence training in developing multicultural competence in the field of 

counseling psychology,  with a majority of the research using measures of multicultural 

counseling competence. Additionally, the research conducted to investigate the 

effectiveness of social justice training models has been qualitative. There is a need to 1) 

assess multicultural competence with instruments that are specific to school psychology 

and 2) conduct quantitative research on the effectiveness of training models for both 
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multicultural competence and social justice aptitudes. The Temple Social Justice Project 

is a step toward enhancing multicultural and social justice training that is feasible when 

complete systemic change is unlikely. 
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CHAPTER 3 METHODS 
 

Participants 

Graduate students currently enrolled in a school psychology program took part in 

the cultural competence and social justice training as a part of a practicum course. The 

participants were recruited during the 2018-2019 school year from a school psychology 

training program at a large, research I university situated in a large metropolitan city. All 

participants who agreed to participate in the training provided consent to participate in 

the study and completed pre/post measures of their multicultural competence and social 

justice attitudes. In addition, school psychologists and trainees who did not participate in 

the training were recruited through fliers sent though listservs, social media, and referrals 

to complete measures of their multicultural competence and social justice attitudes. All 

participants who completed the survey and provided their email address were entered into 

a raffle to win 1 of 4 $50 gift cards.  

Measures 

Demographics and Training Questionnaire – Graduate Students and School 

Psychologists. Participants completed a 10-item demographics and training questionnaire 

and provided information about their sex, their race/ethnicity, their training on 

multicultural and diversity issues in school psychology, their training on social justice 

issues in schools, and their experiences working with CLD populations. 

School Psychology Multicultural Competence Scale (SPMCS). The SPMCS is a 

28-item, self-report measure designed to assess the multicultural competence of school 

psychologists and school psychology trainees. The SPMCS consists of four subscales 

including the Cultural Awareness (5 items), the Knowledge/ Skills (10 items), the 
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Cultural Appreciation (6 items), and the Basic Skills (7 items). Participants completing 

the SPMCS indicated their level of agreement with each statement on a Likert scale of 

1(strongly disagree) to 4 (strongly agree). Total scores can range from 28 to 112. Higher 

scores indicate higher levels of perceived multicultural competence in each particular 

area. Composite scores can also be created for each of the four factors. Sample items 

include “I can recognize when my beliefs and values are interfering with providing the 

best services to my students” and “I am aware of how culture impacts learning and 

behavior”.  Items on the SPMCS were developed using the cross-cultural school 

psychology competencies (Lopez and Rogers, 2001 & Rogers and Lopez, 2002). The 

original three domains (awareness, knowledge, and skills) were conceptualized from Sue, 

Arrnedondo, & McDavis’s (1992) multicultural competencies. Malone et al. (2012) later 

found evidence supporting a four-factor structure.  Content validity for the SPMCS was 

confirmed by experts in multicultural school psychology and a modified Delphi 

procedure in which participants rated whether affirmative answers to each item on the 

SPMCS demonstrated school psychologists’ multicultural competence. Participants also 

provided comments and/or suggested revisions in two rounds of surveys. Participants 

confirmed or changed their original ratings of each item and provided any further 

comments.  Malone et al. (2012) confirmed convergent and divergent validity with the 

four- factor structure. 

Social Justice Scale (SJS). The SJS is a 21-item, self-report measure designed to 

operationalize and measure social justice using a social cognitive model and 

“hypothesizes how attitudes translate into behaviors,” (Fietzer and Ponterotto, 2015). The 

SJS consists of four subscales including the Attitudes Towards Social Justice (9 items), 
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the Perceived Behavioral Control subscale (14 items), the Subjective Norms subscale (6 

items), and the Behavioral Intentions subscale (4 items). Participants completing the SJS 

indicate their level of agreement with each statement on a Likert scale of 1 (disagree 

strongly) to 7 (agree strongly). Total scores can range from 24 to 168. Higher scores 

indicate development of critical consciousness (Pitner and Sakamoto, 2005) and indicate 

a smaller likelihood of denying of racial prejudice, negative attitudes towards feminist 

changes in society, and a smaller likelihood of subscribing to a global belief-in-a-just-

world. Internal consistency coefficients of the SJS subscales fell in the excellent range 

(Ponterotto & Ruckdeschel, 2007). Observed alphas were Attitudes a = .95; Subjective 

norms a = .82, Perceived behavioral control a = .84, and Intentions a = .88, indicating 

strong internal consistency across the four factors (Torres-Harding, Siers, & Olson, 

2011). Evidence for the criterion validity of the SJS was assessed using a logistic 

regression and revealed that the Behavioral Intentions subscale predicted engagement in 

social justice behaviors as reported by participants (Torres-Harding et al., 2012). 

Convergent and divergent validity were also assessed, and each SJS subscale was 

positively correlated with the motivation to engage in public service and negatively 

correlated with neo-sexism, symbolic racism, and one’s global belief-in-a-just-world.  

Procedure and Design 

A permission letter was sent to the practicum director of the Temple University 

school psychology program asking to conduct a multicultural competence and social 

justice training. The director agreed to the training. Participants who participated in the 

TSJP were asked to complete 2 in-person training sessions, complete readings on issues 

in diversity and social justice, complete 4 journal entries reflecting on their experiences 
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with diversity and social justice, and complete the School Psychology Multicultural 

Competence Scale and the Social Justice Scale twice (before the intervention and once 

the intervention has been completed). Additionally, an emailing list of all current and 

former students was obtained from the Temple University school psychology program. A 

survey containing an informed consent form, the demographic and training questionnaire, 

SPMCS, and SJS were emailed to individuals on the list. It took approximately 10 

minutes for participants to complete the survey. Participants were given the option to 

include their email address if they wished to be entered into a raffle to win 1 of 4 $50 gift 

cards.  

Analytic Plan 

1. Do participants in the Temple Social Justice Project show significant and positive 

growth in multicultural competence as measured by the School Psychology 

Multicultural Competence Scale and social justice orientation as measured by the 

Social Justice Scale after participating in the intervention?  

The researchers expects scores on the SPMCP and the SJS will increase 

significantly after participation in the intervention. The analysis will compare pre 

and post intervention survey scores using a paired t-test with p< .05 as critical 

value. 

2. Do the self-report ratings on the School Psychology Multicultural Competence 

Scale and Social Justice Scale differ between participants who did and did not 

complete the TSJP intervention?  

The researcher expects that intervention participants’ ratings on the SPMCP and 

SJS will be significantly higher than that the control group when confounding 
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variables or covariates have been controlled for.  The analysis will compare mean 

scores for the intervention group and control group using independent samples t-

tests with p< .05 as critical value.  

3. What factors such as race/ethnicity and years of experience working in diverse 

environments predict higher participant self-report ratings on the School 

Psychology Multicultural Competence Scale and Social Justice Scale?  

The researcher expects that prior training in social justice/multiculturalism, 

minority group membership and more years of experience working in diverse 

environments will yield higher ratings of multicultural competence and social 

justice attitudes.  The researcher will use multiple regression to adjust for training 

experience in social justice/multiculturalism and years of experience working in 

diverse environments.  

 SAS 9.4 will be used for all computations. 
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CHAPTER 4 RESULTS 

Total Scores on the SPMCS and the SJS 

The  data  collected  from  pre-intervention  and  post-intervention  were  

tabulated  in  order  to  investigate  the  effectiveness  of  the Temple Social Justice 

Project in increasing participant self-report ratings on a measure of cultural competence 

and a measure of social justice orientation.  Table  4  depicts  intervention participants’ 

overall  score  on both  The School Psychology Multicultural Competence Scale 

(SPMCS) and the Social Justice Scale (SJS) taken before and after participation in the 

intervention. Nearly 30 graduate students participated in the TSJP. About 25% (n=8) of 

the intervention group completed the SPMCS and SJS both before and after the 

intervention. Of the 8 participants, 3 were doctoral level students in school psychology 

and 5 were specialist level students in school psychology. It was hypothesized that total 

scores on the SPMCP and the SJS would increase significantly after participation in the 

intervention. However, score totals appeared to fluctuate, but, no clear pattern was 

observed. In Table 4, it is noted that while some participants’ scores increased after the 

intervention, while others’ scores decreased.  
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Table 2 
Totals of pre-intervention and post-intervention self-report scores 

 Pre Intervention Scores Post Intervention Scores 

Participant SPMCS SJS 
 

SPMCS 
 

SJS 

1 96.00 143.00 90.00 
 

138.00 

2 83.00 126.00 58.00 143.00 

3 60.00 133.00 100.00 132.00 

4 72.00 117.00 66.00 124.00 

5 74.00 133.00 82.00 126.00 

6 76.00 139.00 68.00 132.00 

7 89.00 137.00 83.00 123.00 

8 75.00 140.00 78.00 133.00 

 

Mean Score Differences 

Table 5 shows the paired samples statistics of the self-report rating totals pre-

intervention and post-intervention on the SPMCS, SJS, and the subsequent sub-scales for 

each scale.  The mean of SPMCS scores appears to remain consistent even after the 

intervention. Specifically, participants’ ratings of their own cultural knowledge and skill 

working with culturally and linguistically diverse populations increased, while their 

ratings of their cultural appreciation and cultural awareness decreased. Additionally, the 

standard deviation of their overall SPMCS score increased. This increase in the standard 

deviation indicates an increase in the variance of scores. In other words, participants’ 

ratings of their own cultural competence were further away from the mean score after the 
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intervention. Conversely, the mean and standard deviation of participants’ SJS scores 

appear to decrease after the intervention. This indicates that overall participants’ ratings 

of their own beliefs about social justice decreased. In addition, there was less variance in 

participant scores after the intervention, and their overall scores fell closer to the mean. 

Specifically, while mean scores of participants’ social justice attitudes increased slightly, 

their perceived control of social justice issues, their perception of social justice being the 

“norm” and their intentions to be conduits of social justice slightly decreased. 

 

Table 3 
Paired samples statistics of scales and subscales 

Scale/Subscale Pre- intervention Post-intervention 

 Mean Standard 
Deviation 

Mean Standard 
Deviation 

SPMCS Overall 78.12 11.08 78.12 13.7 

Skill 24.75 4.43 25.13 4.43 

Knowledge 14 5.45 15.38 4.37 

Appreciation 22.13 2.10 21.75 3.99 

Awareness 17.25 2.82 15.88 2.59 

SJS Overall 133.5 8.49 131.38 6.93 

Attitudes 61.13 3.36 62 1.07 

Control  29.25 2.92 28.75 5.06 

Norms 17.38 2.56 15.25 2.92 

Intentions 25.75 2.25 25.38 2.45 
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Scale and Subscale Correlations 

Table 6 shows that participants’ ratings of their cultural appreciation pre and post-

intervention are significantly  and positively  correlated.  This  means that  if  the  

participants rated their cultural appreciation highly,  they  can also be expected to rate 

their cultural appreciation highly after the intervention. However,  participant ratings  pre  

and  post intervention for  all other subscales and both their overall SPMCS and SJS 

scores  are  not  significantly correlated  with  each  other.  Overall,  it  can  be  concluded  

that  the  participant ratings pre and post intervention are not significantly correlated with 

each other. 

 

Table 4 
Paired samples correlations between pre-intervention and post-intervention scores 

Scale Correlation 
Significance 

SPMCS Overall -.140 .740 

Cultural Skill -.203 .630 

Cultural Knowledge .156 .713 

Cultural Appreciation .788 .02 

Cultural Awareness .142 .737 

SJS Overall .205 .626 

Social Justice Attitudes -.318 .442 

Social Justice Control  .450 .263 

Social Justice Norms .043 .919 

Social Justice Intentions .486 .222 
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A paired samples t-test was conducted to compare self-report ratings on the 

SPMCS pre-intervention and post-intervention. There was not a significant difference in 

the scores pre-intervention (M= 78.13, SD= 11.08) and post intervention (M= 78.13, 

SD=13.7); t(7)=.000, p=1.000). These results suggest that the TSJP did not have an effect 

on self-report ratings on the SPMCS. Specifically, the results suggest that the intervention 

did not produce a change in self report ratings of their cultural competence.  

A paired samples t-test was conducted to compare self-report ratings on the SJS 

pre-intervention and post intervention. There was not a significant difference in the 

scores pre-intervention (M= 133.5, SD=8.49) and post intervention (M=131.38, 

SD=6.93; t(7)=.614, p=.559). These results suggest that the TSJP did not have an effect 

on self-report ratings on the SJS. Specifically, the results suggest that the intervention did 

not produce a significant change in self report ratings of their social justice orientations.  

Additionally, an analysis of pre and post intervention ratings on subsequent 

subscales of each scale was conducted. There was not a significant difference in the 

subscale scores pre-intervention and post intervention. These results suggest that the 

TSJP did not have a significant effect on self-report ratings on the subscales of each 

measure. Mean scores, paired differences, and significance of all scales and subscales are 

reported in Table 5.  
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Table 5 
Results of paired samples t-test 

Paired Sample 
(Pre-post) Paired Differences 

 
Sig. (2-tailed) 

 Mean Std. Deviation 
 
 

SPMCS Overall .00 18.78 1.00 

Skill -.375 8.7 .906 

Knowledge -1.38 6.43 .559 

Appreciate .38 2.67 .703 

Awareness 1.38 3.54 .309 

SJS Overall 2.13 9.79 .559 

Attitudes -.88 3.83 .539 

Control  .5 4.57 .766 

Norms 2.13 3.8 .157 

Intentions .38 2.38 .670 

 

Intervention Group and Control Group Comparisons 

The  data  collected  from  post-intervention  were  tabulated  in  order  to  

investigate if intervention participants ratings on the SPMCS and SJS differed from self-

report ratings of the control group which did not participate in the Temple Social Justice 

Project intervention. It was hypothesized that intervention participants’ ratings on the 

SPMCP and SJS would be significantly higher than that the control group when 

confounding variables or covariates have been controlled for. Table 6 depicts  

intervention participants’ and control group members’ mean scores on SPMCS, SJS, and 

their subsequent subscales.  Overall, the control group tended to rate their cultural 
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competencies and social justice orientation higher than the intervention participants. The 

control group was comprised of 15 participants who identified as female. Of the 15 

participants, 2 were PhD candidates, 2 held doctorates in school psychology, 4 held 

Master’s degrees in school psychology, and 7 held education specialist level degrees in 

school psychology.  

 

Table 6 
Group means 

Scale/Subscale Mean 

 Pre-intervention 
self-report ratings 

Post- intervention 
self-report ratings 

Control group 
self-report  

ratings 
 

SPMCS Overall 78.13 78.12 89.20 

Cultural Skill 24.75 25.13 29.67 

Cultural Knowledge 14 15.38 17.80 

Cultural Appreciation 22.13 21.75 23.13 

Cultural Awareness 17.25 15.88 18.60 

SJS Overall 133.5 131.38 135.80 

Social Justice Attitudes 61.13 62 62.07 

Social Justice Control  29.25 28.75 31.00 

Social Justice Norms 17.38 15.25 15.80 

Social Justice Intentions 25.75 25.38 26.93 

 

In order to evaluate if there was a statistically significant difference between self-

report ratings from the intervention group and the control group, an independent samples 
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t-test was conducted. First, two assumptions were checked; 1) the distribution of all 3 

groups’ self-report ratings, and  2) pre-intervention ratings from the TSJP participants did 

not significantly differ from the ratings of the control group. In order to test the normality 

of the data, a Shapiro-Wilk test was run on all scale and subscale totals.  Table 7 depicts 

the likelihood that the distribution of the data is skewed.  

 

Table 7 
Test of normality 

Scale/Subscale Shapiro-Wilk 

 Statistic df Sig. 
 

SPMCS Overall .988 37 .965 

Skill .979 37 .716 

Knowledge .982 37 .797 

Appreciation .651 37 .000 

Awareness .870 37 .001 

SJS Overall .942 37 .057 

Attitudes .625 37 .000 

Control  .837 37 .000 

Norms .953 37 .135 

Intentions .795 37 .000 

 

All variables that p> .05 met the assumption of normality and an independent 

samples t-test was conducted to compare the means of each scale and subscale. However, 

p< .05 for Cultural Appreciation (p=.000), Cultural Awareness (p=.001), Social Justice 
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Attitudes (p=.000), Social Justice Control (p=.000), and Social Justice Intentions 

(p=.000). Hence, the assumption of normality was not met for the sample on that 

variable, so a non-parametric test was conducted to compare the means of the 

independent groups on the aforementioned subscales.  

Table 8 and 9 includes the results of the independent samples t-test. As illustrated 

in Table 8, the control group (M=89.2) ratings on the SPMCS were significantly higher 

than the pre-intervention group’s ratings (M=78.13) (t = -2.35, p = .035).  Additionally, 

the control group’s ratings of their Cultural Skill (M=29.67) were significantly higher 

than the pre-intervention group’s ratings (M=24.75) (t=-2.50, p=.025). In Table 9, post-

intervention ratings and control group ratings comparisons are included. With the 

exception of ratings on the SPMCS, there were no significant differences between post-

intervention ratings and control group ratings on the Cultural Skills subscale, Cultural 

Knowledge subscale, SJS, or Social Justice Norms subscale.  

 
Table 8 
Comparing pre-intervention ratings to control group ratings 

Pre-Intervention Group Vs Control Group 
Variable 

  
Pre-intervention 

(n=8) 
Control 
(n=15) 

t-value prob 

SPMCS  M 
SD 

78.13 
(11.08) 

89.2 
(10.09) 

-2.35 .035* 

Skill M 
SD 

24.75 
(4.43) 

29.67 
(4.59) 

-2.50 .025* 

Knowledge M 
SD 

14 
(5.45) 

17.80 
(5.38) 

-1.60 .131 

SJS  M 
SD 

133.50 
(8.49) 

135.80 
(7.58) 

-.642 .532 

Norms M 
SD 

17.38 
(2.56) 

15.80 
(3.41) 

1.248 .228 

*statistically significant 



 50 

Table 9 
Comparing post-intervention ratings to control group ratings 

 
Post-Intervention Group Vs Control Group 

Variable 
 

 Post-intervention 
(n=14) 

Control 
(n=15) 

t-value prob 

SPMCS  M 
SD 

79.93 
(12.62) 

89.2 
(10.09) 

-2.176 .039* 

Skill M 
SD 

26.14 
(6.36) 

29.67 
(4.59) 

-1.720 .102 
 

Knowledge M 
SD 

15.93 
(3.56) 

17.80 
(5.38) 

-1.101 .281 

SJS M 
SD 

132.08 
(9.47) 

135.80 
(7.58) 

-1.136 .268 

Norms M 
SD 

16.14 
(3.08) 

15.80 
(3.41) 

.284 .778 

*statistically significant 

A Mann-Whitney U test was conducted to compare the means of the Pre-

Intervention Group Vs Control Group and the Post-Intervention Group Vs Control Group 

for the variables with skewed distribution. The results are presented in Table 10 and 11. 

From this data, it can be concluded that control group ratings were not significantly 

different than pre-intervention ratings on any variable. However, control group ratings of 

their Cultural Awareness were significantly higher than the post-intervention group 

ratings (U=37.50, p=.002).  
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Table 10 
Comparing pre-intervention ratings to control group ratings 

 
Variable Mann-Whitney U prob 

Cultural Appreciation 42.00 .265 

Cultural Awareness 45.00 .357 

Social Justice Attitudes 58.00 .925 

Social Justice Control 42.00 .265 

Social Justice Intention 39.00 .190 

 
 
Table 11 
Comparing post-intervention ratings to control group ratings 

 
Variable Mann-Whitney U prob 

Cultural Appreciation 82.00 .331 

Cultural Awareness 37.50 *.002 

Social Justice Attitudes 87.50 .451 

Social Justice Control 78.50 .387 

Social Justice Intention 63.00 .070 

*statistically significant 

Predictor Variables for Higher Self-Report Ratings on the SPMCS and SJS 

Coursework in Multicultural Competence and Social Justice 

 Simple linear regression was carried out to investigate the relationship between 

number of courses in multicultural competence/ social justice and self-report ratings on 

the SPMCS and SJS. It was hypothesized that prior training in social 

justice/multiculturalism would yield higher ratings of multicultural competence and 

social justice attitudes. The scatterplot showed that there was a positive linear 

relationship between number of multicultural/social justice courses and self-report ratings 

on the SPMCS. However, the Pearson’s correlation coefficient was only .332. Simple 



 52 

linear regression did not show a significant relationship between multicultural course 

work and ratings on the SPMCS (p=.105). The slope coefficient for multicultural course 

work was 5.629,  and the adjusted R2 value was .072 which was not a statistically 

significant (p=.105). The scatterplot of standardized predicted values verses standardized 

residuals, showed that the data met the assumptions of homogeneity of variance and 

linearity and the residuals were approximately normally distributed. Additionally, the 

scatterplot showed that there was a positive linear relationship between number of 

multicultural/ social justice courses and self-report ratings on the SJS. However, the 

Pearson’s correlation coefficient was only .132. Simple linear regression did not show a 

significant relationship between multicultural course work and ratings on the SJS 

(p=.539).  

Frequency of Experiences Working with CLD Communities 

Simple linear regression was carried out to investigate the relationship between 

frequency of days working with culturally and linguistically diverse individuals and self-

report ratings on the SPMCS and SJS. It was hypothesized  that more experience working 

in diverse environments would yield higher ratings of multicultural competence and 

social justice attitudes. The scatterplot showed that there was a positive linear 

relationship between time spent working with CLD communities and self-report ratings 

on the SPMCS. However, the Pearson’s correlation coefficient was only .350. Simple 

linear regression did not show a significant relationship between contact with CLD 

communities and ratings on the SPMCS (p=.062). The slope coefficient for time spent 

with CLD communities was 6.547, and the adjusted R2 value was .090 which was not  

statistically significant (p=.062).  
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Next, the scatterplot showed that there was a strong positive linear relationship 

between time spent working with CLD communities and self-report ratings on the SJS 

which was confirmed with a Pearson’s correlation coefficient of .377. Simple linear 

regression showed a significant relationship between time spent working with CLD 

communities and ratings on the SJS (p=.048). This means that there is evidence to 

conclude that time spent working with CLD communities is a significant predictor of higher 

self-report ratings of social justice orientation in the current sample. The slope coefficient 

for multicultural course work was 4.902, so ratings on the SJS increased by 4.902 as 

contact with CLD communities went from yearly, to monthly, to weekly, to daily. The 

adjusted R2 value was .109 so 10.9% of the variation in ratings on the SJS can be 

explained by the model containing only time spent working with CLD communities. The 

scatterplot of standardized predicted values verses standardized residuals, showed that the 

data met the assumptions of homogeneity of variance and linearity and the residuals were 

approximately normally distributed. 

Minority Group Membership 

Last, a simple linear regression was carried out to investigate the relationship 

between minority group status and self-report ratings on the SPMCS and SJS. It was 

hypothesized that minority group members (i.e. people of color and women) would 

indicate higher ratings on the SPMCS and SJS.  The scatterplot showed that there was not 

a linear relationship between gender (male participants= 0 and female participants= 1) 

and self-report ratings on the SPMCS or the SJS. The Pearson’s correlation coefficients 

were only .212 (SPMCS) and .118 (SJS). The simple linear regression did not show a 

significant relationship between gender and ratings on the SPMCS (p=.271) or the SJS 
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(p=.550). The slope coefficients for gender were 6.675 (SPMCS) and -2.591 (SJS),  and 

the adjusted R2 values were .009, p=.271 (SPMCS) and -.024, p=.550 (SJS). Though not 

statistically significant, the data suggests that female participants rated their cultural 

competence higher than male participants and their social justice orientation lower than 

male participants.  

Next, the scatterplot showed that there was not a linear relationship between 

identifying as an ethnic minority and self-report ratings on the SPMCS and on the SJS 

which was confirmed with Pearson’s correlation coefficients of .125 (SPMCS) and .016 

(SJS). Simple linear regression did not show a significant relationship between 

identifying as an ethnic minority and ratings on the SPMCS (p= .518) or on the  SJS 

(p=.937). The slope coefficients for ethnic minorities were -3.071 (SPMCS) and -.267 

(SJS),  and the adjusted R2 values were -.021, p=.518 (SPMCS) and -.038, p=.937 (SJS). 

Though not statistically significant, the data suggests that participants who identified as 

ethnic minorities rated both their cultural competence and their social justice orientation 

lower than participants who identified as white.  
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CHAPTER 5 DISCUSSION 

The purpose of this dissertation study is to expand available training opportunities 

that seek to develop multicultural competence and a social justice orientation in the field 

of school psychology. Specifically, this study seeks to access multicultural competence 

with instruments created to measure cultural competence in school psychology, provide 

quantitative and anecdotal data on the effectiveness of the Temple Social Justice Project 

at developing multicultural competence and a social justice orientation, and investigate 

various factors (i.e. coursework in multicultural competence, identity, experience 

working with CLD individuals, etc.) that lead to higher self-report ratings of multicultural 

competence and social justice orientation. This chapter includes a discussion of major 

findings as related to self-report ratings on the SPMCS and SJS for the intervention group 

(TSJP participants) before and after the intervention, differences between the intervention 

group and control group self-report ratings, and predictors of higher self-report ratings. 

Also included is a discussion of connections of this study, participant anecdotes and 

theories on developing multicultural competence and a social justice orientation. The 

chapter concludes with a discussion of the limitations of the study, areas for future 

research, and a brief summary.  

This chapter contains discussion and future research possibilities to help answer 

the following research questions: 

(R1): Do participants in the Temple Social Justice Project show significant and positive 

growth in multicultural competence as measured by the School Psychology Multicultural 

Competence Scale and social justice orientation as measured by the Social Justice Scale 

after participating in the intervention?  
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(R2): Do the self-report ratings on the School Psychology Multicultural Competence 

Scale and Social Justice Scale differ between participants who did and did not complete 

the TSJP intervention? 

(R3): What factors such as race/ethnicity and years of experience working in diverse 

environments predict higher participant self-report ratings on the School Psychology 

Multicultural Competence Scale and Social Justice Scale?  

 Participants in the intervention group completed the SPMCS and the SJS before 

and after completing the TSJP.  While all post-intervention total scores differed from pre-

intervention total scores, there was no clear pattern in the changes. Closer examination of 

the mean scores of each scale and subsequent subscales revealed that participants’ overall 

scores on the SPMCS remained consistent after the TSJP. However, participant scores on 

the four subscales of the SPMCS appeared to change. The Cultural Awareness and 

Cultural Appreciation scores slightly decreased while the Cultural Skill and Cultural 

Knowledge scores slightly increased. Mean total scores on the SJS decreased slightly, 

and the four subscales of the SJS also changed. Participants’ mean scores on the Social 

Justice Attitude subscale increased slightly while participants’ mean scores on the Social 

Justice Control, Norms, and Intentions subscales decreased slightly. When compared, 

participant ratings on the SPMCS, SJS, and their corresponding subscales post-

intervention did not differ significantly from their ratings pre-intervention. The results 

suggest that the TSJP did not have a large or significant effect on TSJP participant self-

report ratings. 

 TSJP participant self-report ratings on the SPMCS, SJS, and corresponding sub 

scales were compared to the ratings of a control group- participants that did not 
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participate in the intervention. Overall, the control group ratings on the both the SPMCS, 

SJS, and their subscales were higher than the intervention participants. However, the 

differences between control group’s ratings on both the SPMCS and the Cultural 

Awareness sub scale and the intervention group’s ratings was the only difference found 

to be statistically significant. Since post-intervention scores did not significantly differ 

from pre-intervention scores, other factors may explain the difference between 

intervention group scores and control group scores. 

 Three proposed predictor variables were investigated to understand if they could 

explain the variance between participant ratings on the SPMCS and the SJS. The 

investigated predictor variables included (a) number of classes in multicultural 

competence and social justice, (b) minority group membership, and (c) time spent 

working with culturally and linguistically diverse communities. The only statistically 

significant predictor of higher ratings on the SJS was more frequent contact with CLD 

communities. All other variables did not have significant predictive value for higher 

ratings on the SPMCS and the SJS. 

Interpretation of the Findings 

Methods of Developing Cultural Competence and Social Justice Orientation 

Programmatic 

School psychology researchers have identified essential factors that comprised a 

social justice focus in a school psychology program. Factors included (a) a mission 

statement centered on social justice advocacy, (b) a diverse student body, (c) curriculum 

and program requirements that address social justice competencies, (d) community 

partnerships centered on rectifying injustice, and (e) student and faculty involvement in 
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community affairs and projects (Radliffe et al., 2009). Though the TSJP is not a 

permanent programmatic element, it includes two of the essential factors. The TSJP 

included participants in the Temple University school psychology program from various 

cultural backgrounds and integrated doctoral level and specialist level students in their 

1st-4th year of the program (i.e. diverse student body). Additionally, though the training 

not a program requirement, the TSJP took place during two sessions of the Temple 

University school psychology program practicum course. One of the objectives of this 

course is for students to reflect on experiences in their practica which in most cases are in 

schools that serve children from disadvantaged backgrounds (i.e. curriculum that address 

social justice competencies). Though the data collected in the current study could not 

support that the TSJP caused a significant increase in participants’ perception of their 

own multicultural competence and social justice orientation as measured by the SPMCS 

and the SJS, the intervention contained elements that researchers have deemed essential 

to multicultural competence and social justice development.  

Coursework 

The TSJP was facilitated during sessions of a required course for Temple 

University school psychology graduate students. Researchers have identified three 

important aspects of teaching for social justice as the following a) integrating social 

justice themes into course content, b) conducting social justice-focused research and 

including students, and c) students and faculty collaborating to align their individual core 

values with seeking to improve educational access for all in applied settings. With the 

exception of a research focus, the TSJP included social justice themes and allowed 

students to collaborate with each other and a faculty member (during the first session) to 
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reflect on their own core values through group activities, journal entries, and critical, 

introspective conversation. The objectives of the TSJP were to promote self-awareness 

and challenges participants to reflect on their own identities, personal power, privilege, 

biases, values, beliefs, etc. In addition, participants began to learn inclusivity skills and 

shared a safe space to rehearse these skills. In the second session, participants explored 

options of ally-ship, coalition building, and anti-racist advocacy at each ecological layer.  

Experiential 

Research supports service learning as a vehicle that furthers graduate students in 

their capacity in social justice. As a part of their programmatic requirements, participants 

in the TSJP had completed or were currently completing a service learning opportunity 

known as a practicum in the Philadelphia public school district in schools with large 

populations of students from marginalized populations (i.e. Black and Brown ethnic 

backgrounds, impoverished neighborhoods, etc.).  The TSJP promoted the agenda of not 

only providing culturally responsive psychological services but also advocating for 

equitable service delivery throughout the continuum of the individual, to school, to 

districts and systems levels. Participants were encouraged to reflect on themselves, their 

practicum experiences, and advocacy opportunities that will likely come in the future. 

Not only did participants in the TSJP have service learning experience, but the TSJP 

provided the opportunity for participants to think critically about their own cultural 

competence and social justice orientation within the school setting. 

Long-Term Vs Short-Term Intervention 

 In comparison to other forms of competence building (i.e. course work, 

professional development, workshops, etc.), the TSJP could be considered a long term 
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intervention. The TSJP began in November and all participants completed the 

intervention in April. The final workshop was facilitated in February, and participants 

were encouraged to continue their self-exploration through journal entries. The final 

journal entries were submitted in April. The current study found that more time working 

with CLD communities was a significant predictor of higher ratings on the SPMCS and 

SJS. While self-reflection and learning social justice principles may help TSJP 

participants to conceptualize their roles in schools as allies, increased time spent in 

practicum experiences working with CLD communities appears to be effective at 

increasing multicultural competence and social justice orientations as measured by self-

report ratings. Additionally, researchers recommend measuring the effects of practicum 

experiences during the semester as well as longitudinally (Goldberg and Coufal, 2009). 

The TSJP provided participants the opportunity to reflect on their competencies within 

each semester as they related to their experiences in schools with both quantitative and 

qualitative measures. Data gathered longitudinally and within semester could inform 

program organizers and faculty members to make decisions that further support student 

competency development.  

Influences on Adult Learning 

 One constructivist approach to learning is Knowles’s theory of andragogy (2011). 

The theory posits that adults must reference their own experiences to create new 

understandings. Knowles identified characteristics that influence adult learners’ approach 

to learning that corroborate the unclear pattern in TSJP participants’ self-reports of their 

multicultural competence and social justice orientation development after the 

intervention. The content of the TSJP may have been novel or redundant to participants 
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depending on their contact with the topics including identity, privilege, oppression and 

equity. Additionally, how participants responded to the content as adult learners is highly 

dependent on several aspects that are out of the facilitators’ guise of control.  

 Firstly, adult learners need to perceive the content of the intervention as relevant 

to real world problems before they invest in learning. Additionally, adult learners 

appreciate learning content that can be applied to solve a problem or complete a task. 

Hence, willingness to learn is highly dependent on participant willingness to accept that 

inequality as a problem and a reality for CLD communities and certain competencies 

should be developed in order to serve them. If TSJP participants did not view inequality 

as a real world issue or did not see their role in schools as an advocate for social justice, 

their receptiveness to the content may have been limited.  

Next, most adult learners are developing self-direction or autonomy in their 

learning. The state of self-direction can be developed and nurtured. However, interaction 

with other learners or even the content covered can foster or hinder self-direction. 

Additionally, adult motivation is primarily intrinsic though external motivators can be 

effective. Especially since the topics of privilege and oppression can be emotionally 

charged, the TSJP content and even participant responses to content may have impacted 

other participants’ sense of responsibility in social change. Also, if participants did not 

have intrinsic motivation to learn the content of the TJSP, there was no strong external 

motivator to encourage engagement. 

 Thirdly, adults have life and work experiences that can inspire learning or 

obstruct it. Some TSJP participants may have felt inspired by the content of the 

intervention either if it aligned or did not aligned with their own personal experiences. 
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However, other participants may have found the topics to be too far-fetched and too 

incongruent with their own experience in society.  

 Lastly, adults learn when they are ready or have a need to learn. Hence, learning 

would be more likely if adults self-selected content that they believe they must 

understand. The TSJP was facilitated during a required session of the Temple school 

psychology program practicum supervision course. Though participation in the study was 

optional, students were asked to participate the content as a requirement of the course. 

Participants were unable to select what content they engaged with. However, they could 

self-select how actively engaged in the material they were.   

 Many factors influence adult learning. While some factors can be mitigated by 

expertise in the facilitation of adult learning (i.e. providing strong external motivators for 

content comprehension, allowing participants to choose if they would like to engage in 

the TSJP), participant willingness to learn is highly dependent on the participants’ 

readiness to learn, their experiences, and the relevance of the content to their experiences. 

The variation of the aforementioned factors and the variation in overall buy-in to the 

TSJP content may at least partially explain the unclear pattern in the self-report ratings of 

the participants’ social justice orientation and multicultural competence.  

Self-Report Ratings of Competence as Unreliable 

 Another explanation for the unclear pattern of TSJP participant responses on the 

SPMCS and SJS may be due to four common rater effects including consistency motif 

(respondents attempt to maintain consistency in their responses), implicit theories 

(respondents’ ideas about the relationship between traits, behaviors and outcomes), social 

desirability (respondents efforts to conform to social norms rather than express true 
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internal feelings) and mood state (respondents propensity to have a positive or negative 

world view. The influence of the aforementioned effects lend to bias in self-report ratings 

and lead the researcher to critique the ratings as valid indicators of learning or an 

effective intervention.  

In addition to rater effects, additional effects including lack of self-awareness, and 

wishing to appear moral are likely, since social justice and multicultural competence 

approximate morality. Social injustices have become synonymous with political stances 

which are incredibly polarizing. This polarization could have influenced participant 

ratings on either scale but is most likely to influence the SJS. Additionally, the TSJP 

sought to develop self-awareness which is necessary to accurately complete self-report 

rating scales.  

Dunning-Kruger Effect in Novices 

A third explanation for participants’ inconsistent self-ratings on the SPMCS and 

SJS could be the Dunning-Kruger effect. Dunning and Kruger (1999) hypothesized that 

“incompetent individuals… will dramatically overestimate their ability and performance 

relative to objective criteria” and “will be less able… to gain insight into their true level 

of performance” when compared to their more competent peers. This cognitive bias 

limits novices’ ability to reasonably estimate their own knowledge and competence 

relative to objective criteria like the SPMCS and SJS. Participants of the TSJP were no 

monolith and represented many professional backgrounds (e.g. school psychologists 

seeking an advanced degree, recent college graduates, former teachers, individuals with 

careers outside of education, etc.). Therefore, the knowledge and experience they carry 

may place them lower or higher on objective measures of cultural competence and social 
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justice competence. According to the Dunning-Kruger effect, those with less competence 

likely rated themselves highly on the SPMCS and SJS pre-intervention, and after being 

exposed to the TSJP content, gave themselves lower ratings post-intervention survey. 

This improvement in metacognitive skill through the TSJP may have helped participants 

to realize how much they did not know and may explain the decrease in total scores post-

intervention. 

Ecological Carriers to Multicultural Competence and Social Justice Orientation 

Development 

 The development of multicultural competencies and a social justice orientation 

presents with several ecological barriers. Barriers include those at the chronosystem 

(changes over time) and macrosystem level (attitude and ideologies of the dominant 

culture) (Bronfenbrenner, 1979). The United States was built on capitalistic, patriarchal, 

racist, homophobic, and ableist values, and our history inextricably taints the present 

culture of our society. Within that, the exosystem and every layer within it perpetuates 

those ideals making social equality a lofty destination. The TSJP asked participants to 

reflect on the systems that create barriers for their own multicultural competence and 

allyship. They shared examples that exist within most systemic levels; specifically the 

mesosystem, microsystem, and individual level. 

 TSJP participants acknowledged that the indirect environment, as it relates to 

themselves and the communities they serve, does not support the development of 

multicultural comprehension and allyship. A participant shared that they fear the “lack of 

administrative support”. As members of a communities with designated leadership (both 

at the national and school level) that can make systemic decisions that affect everyone 
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under their authority, there are some people who are fearful their leadership will not 

support the goals of multicultural competence and social justice. Another participant 

noted the “separate nature of social services under capitalism”. The participant 

acknowledges that the manner in which the United States functions under capitalism, 

social services is not a priority. One could argue, that public education falls under the 

scope of social services; for school psychologists seeking to ensure Fair and Adequate 

Public Education for all students, lack of support at the state and federal can be 

discouraging.  

 Additionally, participants recognized elements of the mesosystem that hinder their 

development and practice of multicultural competence and allyship. Major themes that 

arise in their comments were the fear of causing more harm, prioritizing their own voice 

over the oppressed, using offensive or oppressive language, engaging in confrontation or 

conflict, feelings of shame and isolation, and fetishizing certain groups. These concerns 

are barriers that exist interpersonally. Participants reflected on the social impacts their 

advocacy would have and the emotional consequence it would have on themselves and 

others. Again, the data highlights the emotional implications multicultural competence 

and allyship have. 

 Lastly, participants recognized elements of the microsystem that they personally 

wrestle with when presented with opportunities to develop and practice their allyship. 

Examples included having trouble navigating their own privilege, fearing that they do not 

know enough about cultural issues, dreading making mistakes, and lacking the 

confidence or leadership skills to advocate for equity. Of all the participant responses, the 

large majority of the barriers existed in the microsystem. It cannot be stressed enough 
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that the developing multicultural competence and a social justice orientation is an 

incredibly personal process that requires honesty and vulnerability.  

The TSJP concedes the importance of exploring larger systemic barriers to 

equality and culturally appropriate service provision when in multicultural and social 

justice instruction. However, the intervention aimed to share how the systems in society 

impact us individually and allow participants to grapple with themselves.  Quantifying 

this highly personal journey to multi-cultural competence and a social justice orientation 

will continue to be difficult and, as a result, will make measuring the effectiveness of 

interventions difficult.  

Implications 

 The experiment provides a new insight into the relationship between training 

opportunities and the development of multicultural competence and a social justice 

orientation in school psychology graduate students. The findings suggest that an 

intervention that is comprised of two class sessions/workshops and four journal entries 

may not constitute an effective means of increasing multicultural competence or a social 

justice orientation. Instead, it may be more beneficial to provide graduate students the 

opportunity to serve CLD communities and to provide a constructive and safe space to 

reflect on their experiences and personal reactions to multicultural and social justice 

issues in any course. 

 These results build on the existing evidence of implementing specific strategies 

(i.e. coursework, diverse student body, service learning/practicum experiences, etc.) in 

order to create research-based programmatic changes to develop a social justice 

orientation in school psychology. More specifically, encouraging students to interact with 
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students and faculty from different backgrounds than their own inside and outside of the 

classroom setting could help build self-awareness and awareness of other cultures and 

values. Additionally, working in schools that primarily serve children from oppressed 

backgrounds helps to expose students to inequalities that exist in the public school 

system. However, it is important to use structured class time and other spaces designated 

by the training program to reflect on experiences in disadvantaged settings in order to 

avoid perpetuating harmful beliefs (e.g. the parents are not involved, the children do not 

care about their education, etc.).  

 The findings, based on self-report ratings, do not fit with the theory that more 

course work in multicultural issues and social justice predicts more multicultural 

competent or social justice oriented practitioners or researchers. Limiting the 

development of multicultural competence and social justice to a course and/or a few 

sessions of a course may not be sufficient. In addition to coursework, there must be 

experiential aspects of multicultural competence and social justice training. Experiential 

aspects may include practicum experiences in CLD communities, recruitment and 

retention of diverse students and faculty to create a diverse program, research agendas 

that focus on multicultural and social justice issues, and including all program 

participants (including faculty) to engage in reflection about multicultural and social 

justice issues.  The outcomes of this study should be taken into account when considering 

methods for training graduate students and school psychologists in multicultural 

competence and social justice.  
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Limitations and Recommendations for Research 

 The findings of this study are subject to limitations. First, the methodological 

choices were constrained by the researcher’s access to intervention participants and 

control group participants. Therefore, the sample was not randomly selected, and the 

researcher relied on a convenience sample for the TSJP group. Second, the 

generalizability of the results is limited by a relatively small (total number of study 

participants n=32 and total number of TSJP participants n=8) and homogenous sample. 

The majority of the participants self-identified as White/Caucasian or as female.  

 The reliability of this data is impacted by the sole use of self-report ratings on two 

Likert-scale measures. Also, no pre-intervention data was collected for the control group. 

Additionally, the social justice scale used to measure social justice orientation was not 

created specifically to measure the variable as it relates to the practice of school 

psychology. For this sample, the evidence did not support that the scores on the SJS 

correlated with scores on the SPMCS. 

 Future studies should take into account the need to conduct social justice research 

with practicing school psychologists who work in schools and for universities. 

Additionally, a rating scale that measures social justice orientation in school psychology 

should be developed and validated for use in future studies. Also, a longitudinal study 

should be conducted (e.g. social justice data collected each semester until students 

graduate), and data should be collected more frequently. This could help to detect if the 

development of a social justice orientation occurs at different rates for different 

participants (e.g. social justice data collected after each week in the program). While the 

current study was completed to contribute to the body of quantitative research on social 
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justice in school psychology, qualitative research would be valuable in providing 

understanding of school psychologists and trainees’ experiences with social justice 

matters. Lastly, future research should seek to validate rating scales by investigating the 

actual performance of school psychologists and trainees in practice using observations 

and objective measures (i.e. school psychology social justice competency rubric).  

 These limitations aside, the findings contribute to school psychology’s 

exploration of social justice and its implications for our practice and role in educational 

equity. The data provides insight to the characteristics of programs that are essential to 

developing a social justice orientation. Also, the data sheds light on practices that may 

not be as beneficial to multicultural and social justice competency building in school 

psychology graduate students.  

Conclusion 

This research aimed to identify if the multicultural competence and social justice 

intervention, the Temple Social Justice Project, impacts self-perception of professional 

performance with social justice matters including multicultural diversity competence and 

if it supports school psychology trainees in becoming social justice advocates. 

Additionally, the study sought to identify characteristics (personal and experiential) that 

could explain the development of multicultural competence and a social justice 

orientation. Based on quantitative analysis of self-report ratings on the School 

Psychology Multicultural Competence Scale and the Social Justice Scale, it cannot be 

concluded that self-perceptions of multicultural competence and social justice were 

positively impacted by the TSJP. The results indicate that more time spent serving 
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Culturally and Linguistically Diverse communities predicts higher self-report ratings on 

the SJS.  

Most importantly, this study addresses a gap in the literature related to developing 

social justice competencies in school psychology through a professional 

development/workshop approach many school psychology programs and school districts 

utilize. The data suggests that while the interventions may be necessary, program 

directors should prioritize providing trainees with opportunities to serve CLD 

communities. Additionally, the researcher believes it is critical to provide structured time 

and space to trainees and professionals to reflect on their experiences with multicultural 

and social justice issues.  

The professional development/workshop approach was utilized in the TSJP, since 

it is a feasible and likely approach that program directors will implement when 

programmatic change (i.e. multicultural/social justice course requirements, practicum 

partnerships in diverse environments, diverse faculty, etc.) is unlikely to happen quickly.   

The researcher expected to find modest but positive growth in participant self-report 

ratings on the SPMCS and SJS. However, there was no clear pattern in the difference in 

before and after scores. This poses the question of whether  professional 

development/workshops are a worthy use of time to develop competency in 

multiculturalism and social justice. Additionally, further research is needed to determine 

appropriate methods of measuring social justice competencies specifically for the 

profession of school psychology.   

In conclusion, the development of multicultural and social justice competencies is 

both intellectual and emotional work, because there are many implications about human 
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morality and worth in how we discuss privilege and oppression. Facilitators of social 

justice competency building opportunities should be cognizant of the importance of key 

factors in creating space for participants to grow including building a trusting relationship 

between the participants and between the facilitator and the participants, recognizing and 

honoring emotional reactions with gentle criticalness, and acknowledging the varied rate 

of development in participants. While there is still more to be done when training future 

and current school psychologists who practice, those who train graduate students, and 

those who do research, we must come to terms that educational equity will not come 

about by participating in homogenous workshops, by reading books, by attending 

seminars, etc. It will require integrating experiences in a diverse world, building 

relationships with people from diverse backgrounds, and reflecting on the pedagogy of 

equity. 
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