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ABSTRACT

The School Psychology Multicultural Competence SEaRMCS) is a 45-item,
self-report measure designed to assess the multicutturgdetence of school
psychologists and school psychology trainees. The SPMiE3S]eveloped to address the
need for a multicultural assessment tool specific to@ghsychology. The purpose of
the present study was twofold: to determine the underlyingrfatitucture of the SPMCS
and to determine which characteristics of training progi@msindividual trainees were
related to higher self-reported scores on multiculturadmetence.

Participants in this study were 312 school psychology ajigtcand doctoral
students enrolled in NASP approved and/or APA accrediteabspsychology programs
in the United States. All students completed the SPM@Saorief demographic survey
in which they were asked about coursework in multicultanal diversity issues and
practicum experiences with culturally and linguisticailyedse populations.

The results of the factor analysis demonstratedaiiatir factor solution best fit
the data obtained from the sample of graduate studewntgovhpleted the SPMCS. The
four factor subscales were Cultural Knowledge/Skilldt@al Appreciation, Basic
Skills, and Cultural Awareness. These four subscalgspmevide a clearer and more
accurate description of multicultural competence in ggifmal psychology.

Overall, education and training (i.e., advanced standing dugta program,
multicultural/diversity coursework, practicum with autlly and linguistically diverse
clients, and internship) were associated with highdérepbrted scores of multicultural

competence. Female trainees, ethnic minority traireespilingual/multilingual



speakers also reported higher multicultural competerarerttale, Caucasian, and
monolingual trainees. These results lend tacit suppodrfantegrated-separate course
model of multicultural training with explicit coursewarkmulticultural issues,
integration of multicultural content into all coursewoand practicum experiences with

culturally and linguistically diverse clients.
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CHAPTER 1
INTRODUCTION

The demographics of the United States have been changieg®éme more
racially and ethnically diverse. By the year 2042, regmmal ethnic minorities are
expected to become the majority and by the year 2050atkegxpected to compose
54% of the United States population (US Census Bureau, 2008 chEnge in
demographics is especially noticeable in the school age populan 2008, 47% of
children under age five and 44% of all children under age 18 waead aad ethnic
minorities. Additionally, 43% of all elementary througlylmischool students were non-
white (US Census Bureau, 2009).

In contrast, the field of school psychology does rfiect the same racial and
ethnic diversity as the United States. In a survey®itkembership of the National
Association of School Psychologists (NASP), the ggsional organization which
represents school psychologists in the United Stateesa93% of the respondents
identified themselves as white (Curtis, Chesno Grigdualey, 2004). This is in stark
contrast to the racial and ethnic composition of theskchge population in the United
States. Although there have been efforts to increaseumber of racial and ethnic
minorities in school psychology through targeted gradstaigent recruitment and
retention, it is not likely that the field of schqmychology will achieve parity with the
United States population (Zhou et al., 2004).

Because of the differences in the racial-ethnic conipasof school
psychologists and the school age population, there iscagaised likelihood that ethnic

incongruence will occur. Ethnic incongruence refers tcethaic differences between



psychologists and their clients (Loe & Miranda, 2005) henNASP survey previously
mentioned, almost all of the respondents indicatedtbiegtwork with culturally and
linguistically diverse (CLD) students (Curtis, ChesnceGr& Hunley, 2004). In a study
specifically examining ethnic incongruence in school psyadwlabout one third of the
school psychologist participants in the study had caseloasisich one fourth or more
of the students were ethnic minorities (Loe & Mirar2la05). Considering the high
levels of ethnic incongruence that exist in school psipgfyo it is imperative that school
psychologists be adequately prepared to work with CLD popudation

The ability to work effectively with racial, ethniand linguistic minorities is
referred to as multicultural competence. Multicultww@ainpetence has been described as
the ability to translate knowledge of cultural differena@o effective and sensitive
school psychological services (Rogers, 2006). In order thisloat school psychologist
should be knowledgeable about individual differences andrailly different groups and
be aware of his/her own self identity and personaklsias

The factors that contribute to the growth of multiatal competence and
culturally responsive practices have been researchedsaxbnby counseling
psychologists (e.g., Arredondo et al., 1996; Ponterotto,et34; Sue, Arredondo, &
McDavis, 1992; Sue et al., 1982). Historically, these topae® mot received the same
level of attention in school psychology research tbhatfield of school psychology has
been displaying more interest in these topics as eviddncéhe increase of articles with
a focus on CLD populations or issues published in school peyphurnals (Brown,

Shriberg, & Wang, 2007; Miranda & Gutter, 2002; Rogers Wiese, 188P)he research



conducted to identify specific multicultural competencresdhool psychology (Gopaul-
McNicol, 1997; Lopez & Rogers, 2001; Rogers & Lopez, 2002).

While this is a move in the right direction for theld of school psychology, most
of the multicultural and diversity research in schaschology has focused on the
assessment of CLD students (Brown, Shriberg, & Wang, 20D@nda & Gutter, 2002;
Rogers Wiese, 1992). There is still a need for more res@ehich examines the
development of multicultural competence in school psigrfists. This will allow
training programs to be aware of the factors most conduoithe growth of this
competence and include those factors in their progranesdbr for this to occur, there
needs to be a tool to assess the multicultural ca@npetof school psychologists. Such
instruments exist for counseling psychologists (Hays, 2008tgpotto et al., 1994), but
their utility for school psychologists is limited besa they do not address multicultural
competence in all areas of school psychology serviceetgl(i.e., assessment,
intervention, consultation). There has been amgtéo develop a multicultural
competence assessment for school psychologists; howleatemstrument, the
Multicultural School Psychology Counseling Competenagl&S@VISPCCS; Rogers &
Ponterotto, 1997), is similar to the scales used in coungaiyghology in that it focuses
only on multicultural competence in counseling. The abditgchool psychologists to
conduct research examining the factors contributing toicolitiral competence is
limited because no instrument exists to assess multiabttampetence in all areas of
school psychology service delivery.

The School Psychology Multicultural Competence S(alRMCS) was developed

to address the need for a multicultural assessmentgeoifie to school psychology. The



purpose of this study is twofold: to determine the underlfastpr structure of the

School Psychology Multicultural Competence Scale amdetermine which
characteristics of training programs and individual trasreee related to higher self-
reported scores of multicultural competence. It is gated that the factor structure of
the SPMCS will reflect the three dimensional camsttof multicultural competence as
defined in the existing literature. Additionally, it is migated that trainees who have had
multiple experiential and didactic courses in multigtét issues will have higher self-

reported scores of multicultural competence.

Research Questions
1. What is the underlying factor structure of the School Rslggly Multicultural
Competence Scale (SPMCS)?
2. In what area do school psychology graduate students petheivnselves to be
most multiculturally competent based on the factéth® SPMCS?
3. Does school psychology graduate students’ perceived nitdtiglicompetence

differ based on selected participant characteristics?



CHAPTER 2
REVIEW OF LITERATURE
Due to the changing demographics of the United States iid@me
increasingly important that school psychologists betioullurally competent. Although
this is an important goal for school psychologistereghs very little research in school
psychology that discusses this issue. The little reBaarthis area has mainly focused on
the equitable assessment of culturally and linguistichitgrse (CLD) students.
However, greater attention needs to be given to defemagassessing multicultural
competence in broader terms across all areas of sphypciology.
Multicultural Research in School Psychology
The United States is becoming increasingly culturalty larguistically diverse.
This demographic change is most evident in the school agedapopwith whom
school psychologists work. Therefore, school psychaiegisould engage in research
that focuses on CLD populations so that they can iyeihié competencies needed to
work most effectively with them. However, the rasbdabase in multicultural and
diversity issues in school psychology is not as esttenas the research base in
counseling psychology. The school psychology field snapting to address this gap by
increasing the number of publications addressing these isss&so0! psychology
journals. Three studies (Brown, Shriberg, & Wang, 2007aMla & Gultter,
2002;Rogers Wiese, 1992) analyzed the content of the méyoolgasychology journals
over a 28 year period from 1975 to 2003 and found that the pegeesftanulticulturally

focused articles published increased over each time petodieed.



Rogers Wiese (1992) analyzed the content of articles pedlis three major
school psychology journalgdurnal of School Psychology, Psychology in the Schools,
andSchool Psychology Reviewpm the period of 1975 to 1990. Articles that focused on
CLD groups as the participants or discussed minority ssguthe practice of school
psychology were included in the analysis. Out of the 246€lestpublished, 9% of the
articles met the identified criteria and addressed nultitical and diversity issues in
school psychology. Over 80% of the identified articlesevempirical studies; the
majority of the empirical multicultural school psydtgy research dealt with assessment
issues and the school psychologist’s role as a psychaigaha evaluator. Very few of
the articles addressed the role of the school psycisblimgntervention, consultation, and
counseling and only 1% of the identified articles wereedl@o training.

As a follow up to the Rogers Wiese (1992) study, MirandaGartter (2002)
reviewed all of the research published in the four msgbool psychology journals.
Three of the journal@lournal of School Psychology, Psychology in the Schools, School
Psychology Reviewyere included in Rogers Wiese’s study; the fourth joureakwed
wasSchool Psychology Quarterlyhe review included articles published from 1990 to
1999. Similar to Rogers Wiese (1992), articles with a focuSldd groups as the
participants or that discussed minority issues in schagchadogy were included in the
analysis; however, articles with a focus on socioecaic status and sexual orientation
were also included in the final analysis. They found H0e6% of the articles fit the
coding criteria and were related to multicultural and ditxerssues in school
psychology. This is an increase from the 9% reportelddnyers Wiese (1992); however,

it is unclear if that increase was because of thad®r inclusion criteria or because there



were more articles published with a focus on culturallisgaiistic diversity. Similar to
previous findings, the largest subset (38%) of the publish&dearivere about
assessment issues with a focus on intellectual assassOnly 2% of the identified
articles addressed training issues.

Brown, Shriberg, and Wang (2007) again found an increase petbhentage of
articles with a focus on multiculturalism and divergtyblished in school psychology
journals. The authors conducted a content analysisedbilrnal of School Psychology,
Psychology in the Schools, School Psychology Quarterly, School Psychology, Begtie
The Journal of Applied School Psycholdigym 2000 to 2003 using the same criteria for
inclusion as Miranda and Gutter (2002). They found that ald4t of the articles
published during that time period focused on multicultural aneksity topics and
issues. This represents an increase in the percentagnbfied articles from Miranda
and Gutter (2002); however, it is unclear how much ofitlusease is due to the addition
of a fifth journal to the analysis. Out of the ideietwf articles, 22.3% had a focus on
intervention and prevention and about 20% of the artwwére focused on assessment
issues. This represents a change from the two prior stiiRbegers Wiese, 1992; Miranda
& Gutter, 2002), in that intervention/prevention constiiutee largest topic group.
However, there is still little research examining ticultural competence and training
issues in school psychology. Unlike the previous two stélegers Wiese, 1992;
Miranda & Gutter, 2002), the authors did not report thegreege of identified articles
that addressed training issues.

While the increase in the publication of multicultiedearch in school

psychology is encouraging, the focus of many of thetsdess has been the assessment of



CLD students. Although this topic did not make up the langestentage of articles in
the last analysis of published articles, they still re@néed a large percentage of the
identified articles (Brown, Shriberg, & Wang, 2007). Theiedple and fair assessment
of CLD students is an important topic, but school psymiists function as more than
psychoeducational diagnosticians (Ysseldyke et al., 200@)y fave multiple roles in
working with CLD students, families, and teachers thranggrvention, consultation,
counseling, and the provision of other services. One diebeways to evaluate the
multicultural awareness, knowledge, and skills of sclpggthologists is to define the
needed competencies and determine how these are addrebsedheir training
program. Therefore, it is important that multiculturgdearch in school psychology focus
on the training of school psychologists before thepgiinto the field. Additionally, if
the training in school psychology does not reflect thiucal and linguistic diversity that
are present in K-12 schools, school psychologists aceglat a disadvantage in
developing the skills needed to effectively work with ehesidents.

All three studies that analyzed the multicultural aneidity content of school
psychology journals provided recommendations for futurearebawithin this area of
school psychology. The focus of multicultural school psyogy research needs to be
broadened to address other topics in addition to assesantetd gain a better
understanding of the role that culture plays in the provisiathool psychology
services. Both Rogers Wiese (1992) and Miranda and Gutter (2@§f9sted that future
school psychology multicultural research focus on ifigng the features and
characteristics of culturally skilled school psychostgi To that end, there is a need to

develop multicultural competence instruments to furthandehulticultural



competencies in school psychology. Ultimately, thesasures are needed to be able to
test the relationship between performance on multi@allcompetence measures and
service delivery to CLD populations.

There has been some published research to identifycoitutial competencies in
school psychology. Based on her own personal experieacesiew of school
psychology and ethnic minority literature, and empinieakarch, Gopaul-McNicol
(1997) identified 15 multicultural competencies needed by sgsychologists when
working with CLD students. These competencies are (Bsauoltural ethical
competence, (2) awareness of the therapist’s own vahgebiases, (3) cross cultural
awareness, (4) competence in understanding interrasigdss(5) language
competencies, (6) competency in the ability to work witarpreters, (7) cross cultural
assessment competencies, (8) cross cultural counselingetemies, (9) cross cultural
issues in conflict resolution, (10) competence in spedatation prevention, (11)
competencies in bilingual education curriculum, (12) crogsi@llconsultation
competencies, (13) cross cultural research competefitdgs;ompetence in empowering
families through community based organizations, and (15) dempe in pediatric/health
psychology. These comprehensive multicultural competsracdress all of the domains
in which school psychologists practice. In addition ®sthpractice competencies,
Gopaul-McNicol (1997) also addressed cross-cultural competeimctraining. With the
practice and training competencies, it was suggested fpeicelic multicultural
curriculum in school psychology be developed with thd gbproducing culturally
competent school psychologists capable of working witldadil of any linguistic,

cultural, or ethnic background.



In addition to this research, two studies (Lopez & Reg2001; Rogers & Lopez,
2002) utilized the Delphi method to conceptualize and ideatdgs-cultural school
psychology competencies that address the full spectrwehobl psychological services.
For both studies, panelists with expertise in cross-allsahool psychology were
identified based on at least one of the five seleaidaria: author criteria, presenter
criteria, faculty criteria, practicing school psychasgriteria, and supervising school
psychologist criteria. These criteria ensured thatatkelists had an established body of
research in multicultural school psychology and/oesawears experience in working
with CLD populations in schools.

In the first study, Lopez and Rogers (2001) provided paneligisan open ended
guestionnaire in which they were asked to identify esdemmtias-cultural competencies
based on their own experiences and knowledge base. Tékstsitentified 89 essential
competencies which were grouped into 12 categories. The égeimportant categories,
as rated by the expert panelists, were Assessmentyldims, Language, Professional
Characteristics, and Report Writing. The competenciesiieehby these experts were
consistent with the competence categories identifie@dyyaul-McNicol (1997).

Unlike Lopez and Rogers (2001), the expert panelists in Ragdrkopez’s
(2002) study did not complete an open ended questionnaireadngtese panelists were
provided with a list of cross-cultural competencies idettiby the authors that were
derived through an extensive literature search about cudtssal competencies relevant
to school psychology practice. The panelists were askeate the importance of each
competence. Additionally, participants were asked to ideatifjyitional competencies

based on their own professional experiences. From tistigueaire and specific open

10



ended questions, the panelists identified 102 critical compietein14 categories
believed to be the most important to delivering effectiggvant, and sensitive services
to multiethnic, multicultural, and multilingual clientssohools. The three competence
categories rated as the most important were AssessReort Writing, and Laws and
Regulations.

The 15 multicultural competencies identified by Gopaul-MoN{1997)
influenced future research on school multicultural caempaes in that it provided broad
competency categories which the Lopez and Rogers (2001) andsRoge_opez (2002)
used to conceptualize more specific awareness, knowledyjekéircompetencies. The
Lopez and Rogers (2001) study had more of an emphasis oan@ssiitems while the
Rogers and Lopez (2002) study had more competency itemsrigausknowledge and
skills. Between these two studies, there is a compsahe listing of multicultural
competencies in school psychology which fit in the tld@main conceptual framework
of multicultural competence. The competencies derivech these two studies are also
aligned with the multicultural school psychology congpetes identified by Gopaul-
McNicol (1997). One of the primary recommendations ohlatpez and Rogers (2001)
and Rogers and Lopez (2002) was that a multicultural congeetaif-report assessment
be created based upon the competencies identified irshaties. These self-report
measures can then be used by school psychologists areb#&#o evaluate the strengths
and weakness of their own multicultural competence.itiatdlly, these assessments can
be used to evaluate the effectiveness of curriculum reatsigned to develop

multicultural competence in school psychology trainees.
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Training Models to Develop Multicultural Competence

The multicultural competencies that were defined irstif@ol psychology
literature (GoPaul-McNicol, 1997; Lopez & Rogers, 2001; Roget®gez, 2002) can
be used to inform the manner in which school psychologist$rained, so that programs
know which skills their graduates should have in order totigeain a culturally
competent manner. However, this research does not prgwidance about the best
method by which to deliver this content.

There is general consensus between the two majorspi@f@l organizations, the
American Psychological Association (APA) and theidlal Association of School
Psychologists (NASP), which accredit and approve sgheaihology training programs,
that school psychology trainees should be preparedeyditograms to provide services
to CLD individuals. In the APAGuidelines and Principles for Accreditation of Programs
in Professional Psycholog009), Domain D states that psychology training programs
need to recognize the importance of cultural and individidferdnces and diversity in
the training of psychologists. A similar statement loarfound in NASP’Standards for
the Graduate Preparation of School Psychologig&l0b). The particular standard
which addresses diversity in development and learning mag&lesu that an
understanding and respect for diversity are foundationshofad psychology service
delivery.

In addition to the APA and NASP training guidelinespenmitment to culturally
competent service delivery is in both organizations’ etlsiodes. The underlying
assumption of these ethical codes is that psychologitsonsider the demographic

characteristics which may differ from the majority &in individual (e.g., race, ethnicity,

12



country of origin, language) in order to provide appropriajelpsiogical services to
clients. If the school psychologist does not haveaghropriate training or possess the
competence to work with these clients, then he or shidweeed to obtain additional
training or supervision or make an appropriate referraA®10; NASP, 2010a). This,
again, underscores the importance of addressing multisbidtnd diversity issues in
coursework and practica of school psychology training progrincisiding this
coursework will help to ensure that programs produce profesisiwho are
multiculturally competent and prepared to work with CL2wis in an ethical manner.
By actively developing the multicultural competence dfos psychologists through
coursework and practica, school psychology training progaaenpreparing their
trainees to work with CLD students, families, and teeshe provide effective and
culturally sensitive school psychological services.

Neither APA nor NASP specify how training programswuti@ddress
multicultural and diversity issues; however, the ABAidelines on Multicultural
Education, Training, Research, Practice, and Organizational Change for Psychslogis
(2003b) provide some conceptual guidance as to what multidutuweent should be
addressed in training programs. Three of the six guideliresspecially relevant to the
training of psychologists. Guideline #1 speaks to how pdygisis need to be aware of
their own cultural values and beliefs and how these aif@gt the manner in which they
interact with individuals of a different culture. In adlwh to multicultural awareness,
Guideline #2 refers to the importance of multiculturalsigvity, responsiveness, and

understanding about CLD individuals. The third guideline istrdbectly related to the
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education and training of psychologists. This guideline sthtgghe constructs of
multiculturalism and diversity should be incorporated jpsgchological education.

While the APA guidelines (2002) are conceptual and philosophicelture,
research has been conducted to develop a more concretef\new these guidelines
should be implemented in psychology training programs. Spaighcolleagues (1995)
conducted a study to describe an operational definitiorudifaultural training through
dialogue with multicultural psychology experts using a ifed Delphi procedure. These
experts were selected based on the number of apigtdshed on multicultural
counseling in counseling psychology journals. The expetisated that multicultural
training in academic programs should include a multiculzueiculum, a diverse
student population and a diverse faculty, faculty withticwitural expertise, and specific
multicultural course content. The experts also inéddhat multicultural training should
be evident in the program’s philosophy. Additionally, acadgarograms should
embrace different definitions of multiculturalism doath students and faculty should be
open to discussing such ideas. This study suggests that thenememt of the training
program is as important to the multicultural trainindgrescurriculum. Multicultural
training not only involves the presentation of coursevaorkulture and diversity issues,
but also involves providing a space where students andyfaaritdiscuss those issues
and how they impact the practice of psychology.

Two studies (Rogers, 2006; Rogers, Hoffman, & Wade, 1998) agdnschool
psychology programs that were considered exemplarsibicoitural training to gain
additional insight as to how multicultural training cator in training programs. The

programs described were nominated by individuals with expartisulticultural school
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psychology. The nominated programs utilized a varietyaming models to address
multicultural and diversity issues in the curriculunil.the programs exposed their
trainees to CLD clients during training and almost all nexglia specific diversity issues
course. The programs used a combination of curricular moadlsling a separate
concentration model in which students take a specifiticnitural issues course while
gaining firsthand exposure to CLD clients, an interdiscgyly model where students
enroll in relevant multicultural issues courses outsiddeir school psychology
program, and an integration model in which multicultucadtent is infused in all
program coursework. The common factors in the nominategtgors were a
commitment to multicultural issues in mission statet®@nd program philosophies,
specific minority recruitment procedures, required ciasgiiral and diversity issues in
core curriculum, and faculty members with an intereshulticultural and diversity
issues.

In addition to the studies previously discussed, Keardsalleagues (2002) also
examined the characteristics of good multiculturahtrg in school psychology.
Specifically, the purpose of their study was to deterrhieeextent to which the best
multicultural training in school psychology followed ddished guidelines. School
psychologists with expertise in work with CLD childrerdamuth nominated school
psychology programs with strong multicultural trainingeTive most frequently
nominated programs and five randomly selected APA accdesitt@ool psychology
programs participated in this study. Faculty and studeracht program completed the
Training on Multicultural Issues Scale (TOMIS) for Faguwnd Students. The TOMIS

was developed based on tAaidelines for Providers of Psychological Services to
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Ethnic, Linguistic, and Culturally Diverse Populatiof&PA, 2003a) and assessed
program philosophy and procedures regarding diversity issuegration of diversity
issues in the core curriculum, and professional developarel practice issues. The
faculty and student respondents rated 22 multicultural cempies taught in their
programs and described how each particular competencgddasssed. To corroborate
the information provided by faculty and students and to wlatanore comprehensive
picture of the programs’ multicultural training, the hboadks for each program were
evaluated using the TOMIS for handbooks. Common faaergified in the nominated
programs were a commitment to multicultural issuesigsion statements or program
philosophies, specific minority recruitment procedureguired cross-cultural and
diversity courses in the core curriculum, and facalgmbers who reported interest in
multicultural and diversity issues. The comparison o generally did not address
multicultural and diversity issues in mission statetse@md primarily addressed
multicultural and diversity issues by integrating theto iexisting coursework instead of
requiring a standalone course. Although the nominated ammwere selected based on
their strong multicultural training, they still have asan which they can improve. None
of the programs adequately and consistently addressedrtipetencies measured in the
TOMIS. These nominated programs were believed to peatid strongest multicultural
training in school psychology. There are two possikfdanations for the results
obtained: the programs may not be adequately preparingrdiaees to work with CLD
populations or the TOMIS may not be the appropriate uneasgith which to assess

multicultural training in school psychology programs.
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Although the importance of multicultural training is evitlapon examination of
APA and NASP’s training guidelines and ethical codes, htbstpsychology graduate
students may not be receiving sufficient training in thémam a national survey of
NASP approved specialist and doctoral school psychology amegrRogers and
colleagues (1992) found that only about 60% of programs ofégriegst one course
dedicated to multicultural issues. As noted in previousesu@Rogers, 2006; Rogers,
Hoffman, & Wade, 1998), a dedicated multicultural cours@idime only way to prepare
school psychology trainees to work with CLD clientewéver, it is unclear how the
programs surveyed by Rogers and colleagues (1992) that did eo& mawlticultural
course addressed these issues in training, or if they addtkesedssues in training.
This suggests that there may be a subset of schoolglsggistudents who have had
limited multicultural training. Although there has not begpublished follow up study
since this survey of multicultural training in school plolgy programs, it does not
appear that much has changed since the Rogers (1992) study.9dASts nominations
for training programs with a focus on multiculturalism dilchgualism. In order to be
nominated, the programs must demonstrate a commitmeiveisity issues through the
recruitment and retention of CLD students, have a oultiral curricular emphasis, have
faculty members involved in multicultural research antteach, as well as participate in
related research and training grants. Out of 180 NASP apppoegdams, fewer than
10% were nominated as having a focus on multiculturalisdrbdmgualism. It is
important that school psychologists have the abiitwork with individuals from a wide
range of cultural backgrounds and that ability should be desdlthroughout the course

of graduate school training. While there may be school jpdygi programs that address
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these issues in training, school psychology programsnoilge giving the content the
attention that it deserves. Diversity issues and oulitiral approaches to service
delivery should receive attention in training and praciicevery level (Erhardt-Padgett,
Hatzichristou, Kitson, & Meyers, 2004). This attentioespecially important at the
training level to ensure that newly trained school pslpaists have the appropriate skills
and knowledge base needed in order to effectively provitierally competent services.
Newell and colleagues (2010) recently described a best egidg@pcoach to
multicultural training in school psychology comprising seeemponents. The
components are organized into two levels: program/faceNsl land student level. The
program level components are an integration-separatseomodel of multicultural
training, multicultural research across all domain dibsd psychology practice, and
recruitment and retention of CLD faculty and studefibe student level components
include curricular (i.e., courses and content) and prantchanges that should occur to
improve multicultural training for students. These comptsare knowledge about
different groups, translation of knowledge to school pskdical services, practical
experiences with diverse populations, and evaluatiotudeats’ multicultural
knowledge and skills.Several of the components describ&ibtvell and colleagues
(2010) were present in the school psychology programsvigra considered exemplars
of multicultural training (Kearns, Ford, & Brown, 2002; Rage2006; Rogers, Hoffman,
& Wade, 1998).Although the previous studies identified someeoéhiaracteristics of
exemplary multicultural training, the article by Neweafid colleagues (2010) was the

first to describe, in detail, how programs can and shstulicture such training.
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Even with the detailed recommendations for traininggaech needs to be
conducted regarding the effectiveness of these variousigaimdels at developing
multicultural competence in school psychology train@éere has been some research
conducted to determine the relationship between training andetrelopment of
multicultural competence, but this research has prigneeén done in counseling
psychology using assessment tools that evaluate mtutialitounseling competence.
For school psychology to conduct similar researchfiéhd needs multicultural
competence assessment instruments that are speatibdol psychology. The existing
research within counseling psychology can be used to dmtier understanding of the
theoretical construct of multicultural competence and hianay be applied to school
psychology training and practice.

Multicultural Competence in Counseling Psychology

Counseling psychologists have taken a leadership rotenttucting and
publishing research on multicultural issues in the practigesychology. That research
has led to the development of multicultural counseling eenzies (Arredondo et al.,
1996; Sue, Arredondo, & McDavis, 1992; Sue et al., 1982). The conté&ptuawork of
these competencies has been adopted by the other tviiogfedds of psychology (i.e.,
clinical psychology and school psychology) to define whaulturally competent
psychologist is and how to be culturally competent quaasive in practice.

Cross cultural counseling/therapy may be defined as angeli relationship
in which two or more of the participants differ wittspect to cultural background,
values, and lifestyles (Sue et al., 1982). In most csesounselor or psychologist will

be a member of the majority group and the client a mewftean ethnic minority group.
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In order to prepare psychologists for this interpersdwaamic, the multicultural
counseling competencies were developed. They were firstilokxsdry Sue and
colleagues (1982) and identify the beliefs/attitudes, knowlemlg skills of a culturally
skilled psychologist. In terms of beliefs/attitudes, ¢héurally skilled counseling
psychologist should be aware of and sensitive to his/herocoltural heritage, aware of
one’s own biases, and be comfortable with the difiegsrthat exist between
himself/herself and the client in terms of race arléfse The knowledge that is
important for multicultural competence is the underditag of the sociopolitical systems
operating in the United States with respect to itsimeat of ethnic minorities, specific
knowledge about particular ethnic minority groups, and the letge and understanding
of the generic characteristics of counseling and the@plurally competent counseling
psychologists possess the skills and abilities to gemaratide variety of verbal and
nonverbal responses, to send and receive nonverbal measagestely, and to exercise
institutional intervention skills on behalf of theeeit when appropriate.

Sue, Arredondo, and McDavis (1992) expanded on the multicuttowakeling
competencies (Sue et al., 1982) by developing a 3 (characgnsB (dimensions)
matrix in which to organize multicultural counseling kil total of nine competency
areas were developed which represent important critarieotinselors and
psychologists’ practice in working with racial and ethmioorities.

A clearer definition of multicultural counseling was d®ped by Arredondo and
colleagues (1996). Multicultural counseling refers to the préparand practices that
integrate multicultural and culture-specific awarenessyiedge, and skills into

counseling interactions. This paper also operationalizeddmpetencies by developing
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explanatory statements to describe how a counsefmyahologist can achieve and
demonstrate each competency. All of the explanatatgistents fit into the 3x3 matrix
developed by Sue, Arredondo, and McDavis (1992). A few selectdanatory

statements are highlighted in Table 2.1.
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Table 2.1. Selected explanatory statements of theauliitral counseling competencies

(Arredondo et al., 1996)

Characteristics

Counselor awarenessUnderstanding of the
of own assumptions,
values, and biases

worldview of the
culturally different
client

Development of
appropriate
intervention

strategies and beliefs

Dimensions

Beliefs and Able to recognize the Aware of their

Respect clients’

attitudes limits of their stereotypes and religious and spiritual

multicultural preconceived notions beliefs and values,

competency and that they may hold  including attributions

expertise toward other racial and taboos, because

and ethnic minority  these affect
groups worldview,
psychosocial
functioning, and
expressions of
distress
Knowledge Have specific Possess specific Should be aware of

knowledge about knowledge and relevant

their own racial and information about the discriminatory

cultural heritage and particular group with practices at the social

how it affects their ~ which they are and the community

definitions about working level that may be

normality and affecting the

abnormality and the psychological

counseling process welfare of the
population being
served

Skills Seek out educational,Become actively Should attend to, as

consultative, and
training experiences
to improve their
understanding and
effectiveness in
working with
culturally different
populations

involved with
minority individuals
outside the
counseling setting so
that their perspective
of minorities is more
than an academic or
helping exercise

well as work to
eliminate, biases,
prejudices, and
discriminatory
contexts in
conducting
evaluations and
providing
interventions
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The conceptual framework of multicultural counseling cammpaes has
influenced the research aimed at identifying school psgglganulticultural
competencies. In the three studies (Gopaul-McNicol, 1997;4 &deogers, 2001;
Rogers & Lopez, 2002) which identified multicultural competesan school
psychology, the definition of multicultural competenas,defined in the counseling
psychology literature, provided the starting point. Speadific multicultural competence
is defined by Lopez and Rogers (2001) as, “the ability to dematesross-cultural
knowledge and engage in behaviors or skills that refleaetnameness and sensitivity to
cross-cultural issues” (p. 274). Lopez and Rogers then ¢o say that this definition is
based on the research on multicultural counseling comgete(Arredondo et al., 1996;
Sue, Arredondo, & McDavis, 1992; Sue et al., 1982). Becauseghetes in school
psychology were so strongly influenced by the researcbunseling psychology, it
should come as no surprise that the school psycholotjicattwral competencies fit
within this conceptual framework. It was noted previously tha competencies
conceptualized in the Lopez and Rogers (2001) study had mareevhphasis on
multicultural awareness, while the competencies itledtin the Rogers and Lopez
(2002) study focused on knowledge and skills. Between thesstimi@s, school
psychology has a set of multicultural competenciesfithaithin the three-domain model
developed by Sue and colleagues (1982).

One component of the knowledge domain of multicultusahgetence is an
understanding of the generic characteristics of counsafidgherapy. Coleman (1998)
explored the relationship between general counseling congeetand multicultural

counseling competence further. The purpose of the studyowesttthe hypothesis that
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general and multicultural counseling competencies provide indepecaatributions to
perceptions of counseling competence. Participants wedeajeastudents in counseling
psychology who had multicultural training and undergraduate stside social
psychology without any multicultural training. They viewagtcounseling vignettes:
one vignette in which the psychologist was counselirggaalturally sensitive manner
and one vignette in which the psychologist was counselngtarally neutral manner.
The participants completed the Cross-Cultural Counsétwmgntory-Revised (CCCI-R)
to assess the psychologists’ cross cultural counselimpetence and the Counselor
Effectiveness Rating Scale (CERS) to assess foundimes (expertness,
trustworthiness, attractiveness, and utility) of genevahseling competence. Both
groups of participants perceived the psychologist to hesgerhulticultural and general
counseling competence in the condition that was designiee culturally neutral. The
psychologist’s attempts to be culturally neutral were peedeas representing a lower
level of cultural competence. This was especially tongHe ethnic minority participants
with no multicultural training. The results of this stuglyggest that the general and
multicultural competencies are highly correlated andahaulticultural perspective is
the framework in which effective counseling can occur.

With a clear definition of and the characteristicsoagated with multicultural
competence, assessment tools can be developed to méasaoaipetence of
psychologists.

Assessment Tools to Evaluate Multicultural Competence
As part of the research in multicultural and divergsues in the practice of

psychology, counseling psychologists have developed assddsuoisrbased on the
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multicultural counseling competencies. These tools haea bsed to conduct research
regarding the development of these competencies amdfdntiveness of psychologists
who are competent in this area.

There are six main multicultural counseling competessessments that have
been used in research: the Cross-Cultural CounselingtbtyeRevised (CCCI-R), the
Multicultural Counseling Awareness Scale-Form B: Rev{$¢GAS:B), the
Multicultural Counseling Inventory (MCI), Multicultural Aavreness-Knowledge-Skills
Survey (MAKSS), the Multicultural Counseling Awarenerd &nowledge Scale
(MCKAS), and the Multicultural Counseling Competence araining Survey (MCCTS)
(Hays, 2008; Ponterotto, Rieger, Barrett, & Sparks, 1994 pfAlkese instruments, with
the exception of the CCCI-R, are self-report meastres CCCI-R is completed by an
evaluator observing the psychologist in a cross-cultatataction with a client.
Although each of these individual assessments is basedhganulticultural counseling
competence domains of awareness, knowledge, and skillsjitfexyin which domains
they specifically address. The CCCI-R assesses cuétwiaieness and beliefs, cultural
knowledge, and flexibility in counseling skills. The MCAStBe MAKSS, the MCI, and
the MCKAS assess multicultural awareness, knowledgeskitls. But the MCI also
examines the multicultural counseling relationship. The ME@easures multicultural
awareness, knowledge, and skills as well as multicultaraiinology and racial identity
development (Hays, 2008; Ponterotto et al., 1994). Thesadodivmulticultural
competence assessment tools were primarily designeddoseling and clinical
psychologists working with adults in a clinical settingh&a psychologists work with

children and adolescents in school settings, conductiegssents and providing
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interventions in addition to counseling. These existingjioukural competence
assessments do not address all these areas and, als, anggsunderestimate the
multicultural competence of school psychologists.

In addition to the individual multicultural assessmeats, Hays (2008)
described program evaluation tools. These program evaluattmassess the
effectiveness of training programs in implementing mullical competence. The two
evaluation tools described are the Multicultural Counsdlihgcklist (MCC) and the
Multicultural Environmental Inventory (MEI). The MCC addses six themes: CLD
student and faculty representation in the training progcamiculum issues, counseling
practice and supervision, research considerations, stade@riaculty competency
evaluation, and physical environment. While the MCC isi$ed on the specific
characteristics of training programs, the MEI evaluptegrams based on individuals’
perceptions of multiculturalism within the program, and adskes diversity and
accreditation issues. The previously mentioned TOMiSafoulty and handbooks
(Training on Multicultural Issues Scale; Kearns et2002) can also be considered a
program evaluation tool. These program evaluation twmkd also be used to evaluate
school psychology programs because they focus on opeogliam characteristics that
make a program environment more conducive to the develogrhemtlticultural
competence. However, their utility is limited if thexee not corresponding tools to
measure the multicultural competence of school psygyayraduate students. The
program evaluation tools can describe if a school psgglydtaining program has an
environment that facilitates the growth of multiculturampetence. But if the

multicultural competence of the graduate students in thgrgm cannot be measured,
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then it would not be possible to ascertain a causdlae$hip between the program
environment and the development of multicultural competanteng school
psychologists.

The field of school psychology can still benefit froesearch conducted using
both individual multicultural competence assessmeris tmaed program evaluation tools.
The individual multicultural competence assessmentsinsaalinseling psychology can
provide a model for how the field of school psychology davelop their own
assessment measures based on the school psycholdgyiowbl competencies
developed in previous studies (Gopaul-McNicol, 1997; Lopez & Rp@€01; Rogers &
Lopez, 2002). Additionally, the research conducted using tihessures provides insight
about the characteristics of counseling psychology pnagjthat have been conducive to
the development of multicultural competence in counsgigyghologists. These same
characteristics may be applicable to school psychagloggrams to determine what
experiences, learning environments, and personal chartcteaie conducive to the
development of multicultural competence among schoddggists.

Multicultural Training and the Development of Multicultural Competence

Several studies have been conducted in the counselingolsgy field to explore
the role that coursework and the program environment hatteeaevelopment of
multicultural competence in trainees. The general purpbese studies is to evaluate
the effectiveness of multicultural and diversity isstoesised coursework and practicum
experiences and to inform how training programs addressidsess in the curriculum.

Several studies have indicated that the experiencalbtuoitural training has a

positive impact on the development of multicultural petence. Carlson and colleagues
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(1998) surveyed masters and doctoral level counseling studetitfeint stages of
curriculum completion about their self-reported exposoimaulticultural training and
activities, their overall confidence in being a counsedod their multicultural
competence. Participants were administered the MuliiallAwareness-Knowledge-
Skills Survey (MAKSS), a demographic questionnaire to askegsattitudes toward
studying about and working with diverse populations, and the $&tamRating Scale to
measure counselor confidence. The results from the stdityated that students who
experienced multicultural training activities perceived tbelres to have greater
multicultural awareness, knowledge, and skills thanelssdents who had not
participated in such activities. The results also suggéséédtudents who perceived
themselves to have high levels of multicultural awargnesowledge, and skills were
also more confident in their competence as counselbis particular finding is
consistent with Coleman (1998) in that there is aioglahip between perceptions of
multicultural competence and general counseling competence.

Other studies have reported similar findings. Holcomdelly (2005), in a study
with school counselors, found that taking a multicultemainseling course was
positively correlated with higher scores on the multical knowledge and multicultural
terminology scales of the Multicultural Counseling Quatence and Training Survey
(MCCTS). Multicultural awareness is also positively ircigal by taking a multicultural
counseling course as demonstrated in a study conducted NoCGasticolleagues
(2007). They found that students enrolled in a multiculitwahseling course reported
greater gains in their multicultural awareness on thédidtiitural Counseling Inventory

(MCI) than did students enrolled in a general counselingseodihe impact that a
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multicultural counseling course has on multicultural compee is not limited to self-
reported multicultural competence. Cartwright, Danietsi @hang (2008) found that
independent observers rated counseling psychology graduatetsthoigéer in observed
multicultural competence on the Multicultural Counselsgessment Survey (MCAS)
after these students completed a multicultural counsetingse. These graduatestudents,
enrolled in a program which infuses multicultural coniardll coursework, also reported
an increase in their perceived multicultural competemcehe Multicultural Awareness-
Knowledge-Skills Survey (MAKSS-CE-R).

Not surprisingly, the number of multicultural counselingrses taken is related
to the development of multicultural competence. Iruaythat was focused on school
counselors, Constantine and Yeh (2001) explored the rgaarfacademic training in
multicultural counseling in predicting self-reported nautiural competence. The school
counselor participants completed the Cross Cultural Ctingdaventory-Revised
(CCCI-R), which was modified for self-report use, ardeanographic questionnaire
which asked about participants’ counseling experiences andanwhacademic courses
previously taken related to multicultural or cross cultigsiles. They found that the
number of previous multicultural counseling courses wasfgigntly predictive of self-
reported multicultural counseling competence.

The training experiences that occur outside of didactizsework also play a role
in the development of multicultural competence. Ahisnd colleagues (1996)
conducted a survey of APA members with doctorates ifcalincounseling, or school
psychology to see their self-ratings of competengeaviding clinical or counseling

services to individuals in groups defined by ethnicity, sexuahtation, gender, physical
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or sensory challenges, and economic disadvantagesssfaliaf the groups, the number
of training cases with individuals from a particular dieegsoup was the best predictor
of self-rated competence. In a study examining the mltilical competence of mental
health counselors, Vereen and colleagues (2008) found thdaiciing counseling with
non-White clients and receiving clinical supervision edatio multicultural issues were
significant in generating higher scores on the Multical Awareness-Knowledge-Skills
Survey (MAKSS).

In addition to the aforementioned studies examinieg&hationship between
multicultural coursework and experiential training to theedtgpment of multicultural
competence, Smith and colleagues (2006) conducted a meta-abakysiimate the
typical magnitude of the effects of multicultural edimat Published and unpublished
studies from 1973-2002 were reviewed for the meta-analyslsslon criteria were that
the study had to be written in English and that it hgatéwide quantitative data on a
dependent variable as a function of multicultural edaooafihe meta-analysis examined
retrospective survey studies and outcome studies. Foettiespective survey studies,
Smith and colleagues found that someone with multiculadacation will report
moderately higher multicultural competence than aividdal who has not. For the
outcome studies, it was found that individuals reportegklancreases in multicultural
competence after receiving multicultural education. Togetheresults of the two meta-
analyses suggest that multicultural education intervesiawe associated with positive
outcomes.

Program evaluation tools have also been used to denterttigaelationship

between multicultural training and the development of icwitural competence.
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Tomlinson-Clarke (2000) performed a qualitative study to exanon@selor training
outcomes in a multicultural counseling course taughtcoumseling psychology
program. This particular counseling psychology program infasgticultural content in
all didactic and experiential courses and practicumitrgiexperiences. The participants
were doctoral and masters level counseling psychology ssidédre measures used in
this study were the Multicultural Counseling Checklist (Go assess the multicultural
climate of the counseling psychology program and a stupe#tionnaire to obtain
students’ perceptions of the class and the impact thiegvied it had on their
multicultural counseling competence. Additionally, partiofzavere interviewed four
months after the class ended to determine if the mittiral training was integrated into
perceptions of self in personal and professional developr@an the Multicultural
Counseling Checklist (MCC), the program met 16 out of 2Ricaltural competencies.
Overall, the counseling psychology students thought ligatdurse helped to broaden
their future interests in the research and practiceulticulturalism and believed the
texts and readings for the course were helpful in wtaieding multicultural issues and
developing multicultural knowledge. Students also expressedeed for additional
coursework to be offered in this area and the importanbawig a safe learning
environment to discuss these issues. On follow-up, studextesl that the multicultural
knowledge obtained through the class was useful and trabkf¢o developing
culturally sensitive interventions.

Dickson and Jepsen (2007) also found that a training prograitsal
ambience, along with multicultural instructional strag¢sgand clinical training

experiences, contributed to counseling psychology graduatenstupeedictions of their
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self-reported multicultural competence. Students who paddigher levels of
integration of multicultural issues in the curriculundan supervision, as reported on the
Multicultural Environmental Inventory-Revised (MEI-R), refeal higher levels of
multicultural knowledge and awareness on the MCI. Addilly, the researchers found
that reports of exposure to multicultural practicum wetated to higher reported levels
of multicultural relationship and awareness on the MCI.

An additional study which used a multicultural program eatadm tool was
conducted by Dickson and colleagues (2008). The purpose of thysvsisdo identify
the influences of program cultural ambience, multicultunstructional strategies, and
multicultural clinical training experiences in predictirggaitive and affective attitudes
toward racial diversity and gender equity. The participardre administered several
measures in addition to the MEI-R: the Quick Discririovalndex (QDI) to assess
attitudes regarding racial diversity and gender equity, thiiddltural Social
Desirability Scale, and a questionnaire to address tradit(e.g., lectures and reading
assignments), exposure (e.g., guest presentations byedtffaritural groups), and
participatory (e.g., class discussions, simulations, aledplays) strategies for
multicultural competency training. They found that exposangarticipatory training
strategies predicted greater levels of comfort witlrnatcial content for counseling
graduate students. This suggests that effective multicutraraing involves interactive
and process oriented instruction and systemic support. Wiiilexplicitly measuring
participants’ multicultural competence, attitudes toward&laiversity can be

considered essential to the awareness dimension dtufiwital competence.
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The research examining the relationship between miiliralitraining and
multicultural competence is not limited to psychologg anunseling. There has also
been research in education and teacher training. ChDe@dstro-Ambrosetti (2005)
explored the effect of a multicultural education counsere-service teachers’ attitudes
about the experiences, needs, and resources of CLD shajrrations. They found that
the course positively influenced the pre-service teath#titudes towards working with
diverse student populations and increased their awaremetsstanding, and
appreciation of other cultures.

In examining these studies, it is possible to identié/grogram, course, and
personal qualities that are related to the developnfentutbicultural competence. While
any exposure to coursework focused on multicultural and diyessues was related to
an increased in perceived multicultural competence, couniesan experiential or
practicum component had the greatest impact on the devetdpf multicultural
competence. In addition to coursework, these studiésairedl that the program
environment also impacted the development of multiculcoadpetence. When trainees
perceive that their particular program is attentive tdtigultural issues and provides a
safe environment in which to discuss these issues, thaypa@re likely to experience
growth in their multicultural competence.

Multicultural Competence Assessment for School Psychology

The research that has been conducted in counselingopsgglabout the
relationship between training and the development of cultitiral competence informs
how counseling psychology training programs create curribalaare conducive to the

development of multicultural competence. In order &dw®l psychologists to conduct
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similar research, there needs to be a comprehensasungewith which to address the
multicultural competence of school psychologists. €lveas a previous attempt to
develop a multicultural competence assessment tootlfmos psychologists, the
Multicultural School Psychology Counseling Competenaal&@VISPCCS; Rogers &
Ponterotto, 1997); however, the purpose of that instrumentorsssess the multicultural
counseling competence of school psychologists. Becausss ifocused on counseling, it
did not address the other broad domains of service deiweghool psychology (i.e.,
assessment, consultation, and intervention). Aswtrehis instrument, as well as the
other assessment tools used in counseling psychology, wouldit#ed utility in
determining how school psychology coursework affectsléhelopment of multicultural
competence.

As mentioned previously, school psychology training pnogravhich are NASP
approved and/or APA accredited are required to address nfiwitad and diversity issues
in the delivery of school psychology services. Beyonddghequirements, there is an
ethical obligation to ensure that school psychology ¢éesrare prepared to work with
CLD populations. Roberts and colleagues (2005) discuss thearegsly€hology to
develop a culture of competence and of assessmentinVbates continuous assessment
of competence throughout all aspects of professional p&yghand the career path of
the professional psychologist. The psychology digswgphas an ethical obligation to
ensure that psychologists are competent and to provide evidEtite competence to
stakeholders. To that end, school psychology training progimust take steps to

evaluate the extent to which coursework and practicyparénces provided to students
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develop their multicultural competence and, in turn, peegf@@m to competently work
with CLD populations.

In order to advance school psychology as a profeddiefthand ensure that
trainees and practitioners are equipped with multiculawareness, knowledge, and
skills to work effectively, there must be a way to asslessnulticultural competence of
school psychologists in all domains of service deliv€oymeet this need, the School
Psychology Multicultural Competence Scale (SPMCS developed. The items on the
SPMCS were derived from the school psychology muttical competencies identified
in the Lopez and Rogers (2001) and Rogers and Lopez (2002) sasl@sesult, the
SPMCS is a comprehensive multicultural competence assessool which addresses
all areas of school psychological service deliveryotigh a modified Delphi procedure,
school psychologists with expertise in multiculturad aiversity issues indicated the
degree to which they believed an affirmative response tatemywas reflective of an
individual’s multicultural competence. There were higlels\wof agreement for each item
among the experts which suggests that the SPMCS hasdntgnt validity.

The purpose of this study is to determine the underlyingrfattacture of the
SPMCS and to replicate previous studies which have demtatsaaelationship
between multicultural coursework and practicum and higgwels of self-reported
multicultural competence. This study also seeks to d@terthe personal and program

characteristics that are associated with higherrsplbrted multicultural competence.
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CHAPTER 3
METHODS
Participants

Participants in this study were graduate students edriollRASP approved
school psychology programs. The participants were tteckin two waves. In the first
wave of participant recruitment, the directors of 36 stpsychology graduate programs
received invitations for their students to participathergtudy. Eighteen of the 36
invited programs were self-nominated for inclusion on RASist of school psychology
programs with a focus on multiculturalism and/or bilingsrali The other 18 programs
were NASP approved, school psychology programs matchédhetself-nominated
programs based on the degrees offered in school psygharioiggeographic region in
which the program is located.

Due to the low response rate during the first wave @tiienent, participation in
the study was opened up to all school psychology graduate tstuwdgardless of
program affiliation. Invitations to participate in theidy were disseminated using a
snowball technique in which the invitation letter was pb$tethe Student Affiliates of
Division 16 listserv and recipients were encouraged twdat the invitation to other
school psychology graduate students.

The final participant pool consisted of 312 school psyahofraduate students.

Demographic characteristics of the participant pool araldd in the Table 3.1.
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Table 3.1. Demographic characteristics of the participants

(n=312

Gendern (%)

Male 42 (13.5

Femal 270 (86.5
Race/ethnicityn (%)

Asian/Asian Ameican/Pacific Islande 12 (3.8

Black/Africar-Americar 22 (71

Caucasia 248 (79.5

Hispanic 19 (6.1

Other/Multi-Racia 11 (3.5
Speak Languages Other than Engin (%)

Yes 104 (33.3

No 207 (66.3

No Respnse 1(0.3
Geographic Region of School Psychology Progm (%)

Northeast (ME, NH, VT, MA, RI, CT, PA, N 125 (40.1

Midwest (WI, Ml IL, IN, OH, MO, ND, SD, NE, KS, MNIA) 73 (23.4

South (DE, MD, DC, VA, WV, NC, SC, GA, F 40(12.8

West (ID, MT, WY, NV, UT, CO, AZ, NM, AK, WA, OR, &, 46 (14.7
HI)

No Respons 4 (1.3
School Psychology Degree Pursun (%)

MA/MS 48 (15.4

EdS/CAG! 104 (33.3

PhD/PsyD/EdI 158 (50.6

No Respons 2 (0.6
Year in School Psychology Progran (%)

1% yeal 79 (25.3

2" yeal 94 (30.1

3% yeal 71 (22.8

4" yeal 27 (8.7

5" year or beyon 41 (13.1
Currently on Internshign (%)

Yes 61 (19.6

No 246 (78.8

No Respons 5(1.6
Number of Courses Taken with a Primary Focus on Multicail
and/or Diversity Issues in Education or School Psyalo (%)

Zerc 74 (23.7

One 137 (43.9

Two 64 (20.5

Three or mor 35 (11.2

No Respons 2 (0.6

Completion of Practicum with Culturally and LinguistigaDiverse
Clients,n (%)
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Table 3.1. (continued)

Yes 226 (72.4
No 85 (27.2
No Respons 1(0.3
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The sample of graduate students can be consideredht@albbeepresentation of
school psychology graduate students as a whole. In teerewent demographic survey
of school psychology graduate students, Thomas (1998) foundppeoximately 80% of
school psychology graduate students are female and 17%igtkasfracial/ethnic
minorities. As noted in the table above, approxima@@Bs of the graduate students in
the participant pool are female and approximately 21% ideasifyacial/ethnic
minorities. Although the demographic information about sthegchology graduate
students is over 10 years old, this information, along datia suggesting that there has
been an increase in the enrollment of females anal/etbnic minority students in
school psychology training programs (Curtis et al., 2004 gestg that the graduate
student sample recruited for this study is a fair reptasen of school psychology
graduate students as a whole.

Measures

School Psychology Multicultural Competence Scale (SPMIZ®)SPMCS is a
45-item, self-report measure designed to assess theuttuital competence of school
psychologists and school psychology trainees. A coplgen$cale can be found in
Appendix E. The three domains (awareness, knowledge, di®) skihe multicultural
counseling competencies (Sue, Arredondo, & McDavis, 1992) providetbtiteptual
framework for the SPMCS and the items were derived flencross cultural school
psychology competencies identified by Lopez and Rogers (20@iLRogers and Lopez
(2002). To determine the content validity of the SPMC$e&s in multicultural school
psychology were first identified based upon their numb@resentations and

publications on multicultural school psychology, andrthestory of research in this area.
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A total of nine participants then completed a 13 questiomodeaphics questionnaire in
which they were asked to describe their training, researchclinical interests in
multicultural school psychology. Next, a modified Crelprocedure (Murry &
Hammons, 1995; Rowe, Wright, & Bolger, 1991) was used to valithat scale. That
process required participants to rate the extent to vemdkffirmative answer to each of
the scale’s items was indicative of a school psyafist’'s multicultural competence.
Participants could also provide comments and/or suggesioreyi® any of the items. In
the second round survey, participants confirmed or changedtiginal ratings for the
statements and provided additional comments. A finaloisf the SPMCS was
developed based upon the responses obtained from the quastenna

The final version of the SPMCS consists of three salbs (Awareness,
Knowledge, Skills) with each subscale composed of 15 itBiasicipants completing the
SPMCS indicate their level of agreement with eaaltestent on a Likert scale of 1
(strongly disagree) to 4 (strongly agree).

Demographic Questionnaire — Program DirectdPsogram directors were asked
to complete a 10 item questionnaire about the training pro@pecifically, program
directors were asked to provide demographic informationtabeyprogram including
the training model, degrees offered, geographic location atwlgsef the program, and
the number of students in the program. They were alssdde describe the multicultural
training experiences provided to graduate students and the nahfaeulty who have
research interests in multiculturalism and diverggues in school psychology.

Training Questionnaire — Graduate Studemtsaddition to the online version of

the SPMCS, student participants also completed a 1Gig@émmg questionnaire about
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their training on multicultural and diversity issuesaéhaol psychology and their
experiences in working with CLD populations.
Design and Procedure

In the first phase of participant recruitment, thedoeof each training program
was emailed a letter describing the study, a questionnad@léxt information about the
training program, and a request for them to forward the stisdevey to their graduate
students. Once the program director completed the demogigdstionnaire, he/she
was emailed a link to the SPMCS and the training questionimafioeward to the
students enrolled in the graduate program. Both the SPM&$ha training
guestionnaire were accessible to participants throug8uheey Gizmo website. Consent
was obtained through completion of the online forma. phrticipant did not consent to
the study, he/she did not complete the questionnairesn Axentive to increase the
number of participants in the study, those who complédtedreasures were entered into
a raffle to win one of five $20 gift cards. To presenadhonymity of the graduate
student participants, they had the option to enter &#meail address and contact
information in a separate web link if they wished taehtered into the raffle.

In order to maximize the number of participants includetienstudy, reminder
emails were sent to the training program directors. Afternitial questionnaire was
emailed to the training program directors, reminder emadle went every two weeks for
eight weeks to remind them to complete the demographic gaestie. Once the
training program agreed to forward the SPMCS and training questire to the graduate

student participants, reminder emails were sent to the grodirector to forward to their
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students every three weeks for 12 weeks. Sixty seven grastudants were recruited
during this first phase of participant recruitment.

Because this recruitment method did not yield a suffisiember of participants,
additional graduate student participants were recruited usngvaball technique.
Invitations to participate in the study were dissemin#teoligh the Student Affiliates of
Division 16 of the American Psychological Associatigtserv. Recipients of the email
were encouraged to forward the invitation to other gradwatkests. An additional 245

graduate student participants were recruited for a total op&dRipants.

42



CHAPTER 4
RESULTS

Factor Analysis of the School Psychology Multicultural Competence Scale

To address the first research question which asked atwountlerlying factor
structure of the SPMCS, a principal components angly§i#\) with an oblimin rotation
of the 45 SPMCS items was conducted on data gathered fropaB&i@pants. To
determine if the items were factorable, the Kaiser-&tgylkin measure of sampling
adequacy, a test to determine whether the partial cooredeamong variables are small,
and Bartlett’s test of sphericity, a test to examireeltypothesis that the variables are
uncorrelated, were conducted. The Kaiser-Meyer-Olkiasuee of sampling adequacy
was .903, above the recommended value of .5. Bartlest ®tsphericity was significant
(* (990) = 5781.592 < .05) indicating that the SPMCS items were corrélate

Principal components analysis was used because thayppomgose was to
identify and compute composite multicultural competenoeescfor the factors
underlying the SPMCS. The oblimin rotation was selecteduse it was anticipated that
some of the factors of the SPMCS would be correlatbdtelwere ten factors with
eigenvalues greater than one. The initial eigenvalueseshthat the first factor
explained 26% of the variance, the second and third fa6rsf the variance, and the
fourth and fifth factors 4% of the variance. Factorstsiwugh ten each explained
approximately 3% of the variance. Three, four, and fietofasolutions were examined
using oblimin rotations of the factor loading matrix. Ther factor solution, which

explained 42% of the variance, was preferred because té\éling off of eigenvalues
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on the scree plot after four factors, the insuffitieumber of primary loadings on the
other factors, and the difficulty of interpreting thighfifactor and subsequent factors.

During several steps, a total of nine items were elirathbecause they did not
contribute to a simple factor structure and failed totragainimum criteria of having a
primary factor loading of .4 or above, and no crossi@adf .3 or above.

A principal components factor analysis of the remai@iégiems using oblimin
rotation was conducted with four factors explaining 46%hefvariance. All items had
primary factor loadings over .4 with no cross-loadidg®e factor loading matrix for this

final solution is presented in Table 4.1.
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Table 4.1. Factor loadings for exploratory factor analysih direct oblim rotation of the
SPMCS items

Factor 1 Factor 2 Factor 3  Factor 4 Communalities
Cultural Cultural Basc Cultural

Knowledge Appreciation  Skills  Awareness
[ Skills

I know how to use translatc

appropriately during the 741 -.200 .504
assessment process.

| know how to adag

instruments to assess 124 .501
linguistically diverse students.
| can explain test information
culturally diverse parents.

| am skilled in terms of bein
gble to p_rowde appropriate 205 133 565
intervention services to

culturally diverse students.

| am knowledgeable ¢

evidence-based intervention

715 .565

strategies used with culturally .692 .138 512
and linguistically diverse

students.

| can make culturally releva

curriculum and classroom .658 476

management recommendations.

| can identify the strengths a

weaknesses of psychological

tests in terms of their use with

students from cultural, racial, 651 123 472
linguistic, and ethnic

backgrounds.

When working with

linguistically diverse parents

and students, | can interpret .633 -.131 .390
information obtained from

interpreters.

I have knowledge of resear

on assessing culturally and .616 .393

linguistically diverse children.

| am knowledgeable ¢

effective assessment strategies
used with culturally and
linguistically diverse clients.

| am skilled in implementin
home-school collaboration .583 .379
programs and interventions.

| know how to use alterna
assessment methods such as
dynamic assessment and
ecological assessment.

.593 .166 424

.556 -.101 .148 .348
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Table 4.1. (continued)

| understand the process
second language acquisition
and its impact on the

acquisition of academic skills.

| can effectively secur
information and resources to
better serve culturally diverse
students and families.

| can effectively assess t

mental health needs of a student
from a cultural background 470
significantly different from my

own.

| can work with culturally an
linguistically diverse children, 470
parents, and school staff.

When consulting, | know ho

culturally related factors may

affect accurate assessment of 441
the “problem” in the problem

solving process.

| respect and apprecie

socioeconomic and cultural
background of a child and

his/her family.

| am aware that members

cultural groups may have

different attitudes towards

disabilities or exceptionalities.

I know that cros-cultural

variables may affect

performance on and

interpretation of standardized
assessments.

| consider sociocultur:

variables and perspectives 179
when evaluating research.

It is important to integrat

cultural and language

background of a student into a
psychoeducational report.

| understand the need to ret

one’s cultural identity.

| believe that all schoc

psychologists should engage in
ongoing professional

development around

multiculturalism and diversity

issues.

| engage in ongoing efforts

reduce and eliminate biased .168
beliefs and behaviors.

| am accepting and respecti
of other’s cultures.

521

499

174

274

.226

.264

.750

704

597

.576

571

.550

498

412

409

46

-.161

141

101

111

-.108

.165

167

322

.406

.330

391

.384

.545

483

.387

438

.327

.378

.255

.304
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Table 4.1. (continued)

There are basic interventi

skills that are applicable to

create successful outcomes

regardless of the student’s

cultural background.

There are basic assessm

skills that are applicable to

create successful outcomes

regardless of the student’s

cultural background.

There are basic consultati

skills that are applicable to

create successful outcomes

regardless of the consultee’s

and client’s cultural

background.

I understand how my cultur

background has influenced the  -.161 .289
way | think and act.

| am aware of how cultut
impacts learning and behavior.
| can discuss how cultu
influences parenting practices.
| can accurately compare r
own cultural perspective to that
of a person from another
cultural background.

| am aware of the cultur:
differences that exist among the
faculty and staff at my school.

| have a sense of the valu
strengths, and limitations of my 317
own culture.

192

.164

199

Factor :

Factor : .36t
Factor . .13¢ A1k
Factor « .30t .29¢

.936

916

912

-.104

.052

.668

.663

.645

.570

.565

.546

.875

.832

.833

.569

.538

498

453

321

463

Note.Factor loadings >.40 are in boldface. Factor loadin@® are suppressed.
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The factor labels proposed for each factor are asafellFactor 1 — Cultural
Knowledge/Skills, Factor 2 — Cultural Appreciation, Fa@e- Basic Skills, and Factor 4
— Cultural Awareness. Internal consistency for eadh®cales was examined using
Cronbach’s alpha. The alphas were moderate to straB@4-for Cultural
Knowledge/Skills (18 items), .783 for Cultural Appreciati®nitéms), .922 for Basic
Skills (3 items), and .752 for Cultural Awareness (6 itefN®) substantial increases in
alpha for any of the scales could have been achievelinp&ing more items.

Composite scores were created for each of the fatorlg based on the mean of
the items which had their primary loadings on each fattgher scores indicated higher
levels of perceived multicultural competence in that paldr area. Although an oblimin
rotation was used, only small to moderate correlatiotvsd®n each composite score
existed -- .365 between Cultural Knowledge/Skills and Cul#ypareciation, .138
between Cultural Knowledge/Skills and Basic Skills, .368&veen Cultural
Knowledge/Skills and Cultural Awareness, .115 betweeru@lldppreciation and
Basic Skills, .294 between Cultural Appreciation and CaltAkvareness, and .052
between Basic Skills and Cultural Awareness.

Descriptive Statistics of SPMCS Subscale Scores

To address the second research question, in what aretedbschool
psychology graduate students perceive themselves to bermlbisulturally competent
based on the factors of the SPMCS, descriptive statisere calculated. Composite
scores were created for each of the four factordbasehe mean of the items which had
their primary loadings on that factor. Higher scoresscated greater perceived

competence in that particular area. Overall, particgpantticated that they perceive
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themselves to be most competent in the area of Culpraieciation and least competent
in the area of Cultural Knowledge/Skills. The skewrsass kurtosis were well within a
tolerable range for assuming a normal distribution. déweriptive statistics for the total

sample and each demographic group are presented in Table 4.2.
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Group Membership and Self-Reported Multicultural Competence

To address the third research question, which asked if lgg$yhology graduate
students’ perceived multicultural competence differedaseselected participant
variables, a series of one-way ANOVAs were computedpenimg each demographic
group (gender, race/ethnicity, bilingual/multilingual stagexggraphic region, degree
pursued, year in program, internship status, multicultuvadity courses taken,
practicum with CLD clients) across the factor subscalatained through factor analysis
(Cultural Knowledge/Skills, Cultural Appreciation, Baskills, and Cultural Awareness)
to determine whether there were significant differeeds/een the groups. Because the
Hochberg GT2 test is relatively unaffected by unequal gsmgpand unequal variance, it
was selected for the post-hoc analyses. Post-hogsaisavere computed to specifically
identify which groups differed from each other when theDAM\ was statistically
significant. Statistically significant differences wedobund on three of the four SPMCS
subscales. The effect sia¢f) was calculated and interpreted for all of the analyse
(Cohen, 1992).

Statistically significant ANOVAs were obtained faveral of the demographic
groups on the Cultural Knowledge/Skills subscale: racei@t, geographic region, year
in program, internship status, multicultural/diversity @auvork, practicum with CLD
clients, and bilingual/multilingual status. Race/ethnicity aadoderate effect on the
differences in subscale scores [F(4, 307) = 4.46, p = 1fJ32,06]. Post-hoc analyses
indicated that Hispanic students had significantly higheamszores than Asian
American and Caucasian students. Black students alsodmaficsintly higher means

than Asian American students. Geographic region had bk effezt on the Cultural
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Knowledge/Skills subscale scores [F(4, 303) = 3.63, p = 1f07,05]. Students who
attended school psychology programs in the West repogeificantly higher mean
scores than students attending programs in the Mid¥estderate to large effect was
found for year in program’s effect on mean subscaleesc[F(4, 307) = 6.89, p < .00f
= .08]. Post-hoc analyses indicated that students whe weheir second, third, or fifth
or more year in their school psychology program had fegmtly higher mean scores
than first year students. Having a school psychologyristep in process had a small
effect on subscale scores [F(1, 305) = 4.53, p = 1§/34,.02]. The number of
multicultural/diversity courses taken had a large effecsubscale scores [F(3, 306) =
14.16, p < .001y* = .14]. Students who had taken three multicultural/digec®urses
had significantly higher mean scores than those steddmd had fewer than three
courses. Practicum with CLD clients also had a laffpeton Cultural
Knoweledge/Skills subscale scores with students whadangbleted practicum with
CLD clients having higher mean scores than students whadtacompleted such a
practicum [F(1, 309) = 32.87, p < .001f,: .10]. In addition to the other demographic
factors discussed, language had a small effect on theadelssores with
bilingual/multilingual students having significantly higher measras than students who
were monolingual [F(1, 309) = 11.51, p = .Oﬁlz .04]. However, Levene’s test
indicated that the assumption of variance had been @bl&ts a result, this result should
be interpreted with caution.

On the Cultural Appreciation subscale, there wasrafgignt difference in mean
scores by race/ethnicity [F(4, 307) = 2.50, p = .6¢3; .03]. However, the post-hoc

analysis did not indicate that any one race/ethngribyip had a significantly higher mean
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than any of the other groups. Additionally, students whopteted practicum with CLD
clients had higher mean scores than students who hadmpieted such a practicum
[F(1, 309) = 10.11, p = .008? = .03]. Both of these demographic variables had a small
effect on the subscale scores.

No statistically significant ANOVAs were obtained fhe Basic Skills subscale.
There was no meaningful difference between the Baisits subscale scores for any of
the demographic groups.

There was a significant difference between groups oQthieiral Awareness
subscale for gender, race/ethnicity, bilingual/multilingualist, multicultural/diversity
coursework, and practicum with CLD clients. Female stisdebtained higher subscale
scores than male students [F(1, 310) = 6.02, p = f#15,02]. This characteristic had a
small effect on Cultural Awareness subscale scorase/@thnicity had a moderate to
large effect on the subscale scores [F(4, 307) = 6.930p1sn? = .08]. Post-hoc
analyses indicated that Caucasian students had lowersubseale scores that Black and
Hispanic students. Students who identified as bilingual/rmgtial obtained higher
subscale scores than monolingual students [F(1, 309) = 10-8001,1° = .03]. This
characteristic had a small effect on Cultural Awassrgibscale scores. The number of
multicultural/diversity courses taken had a moderateefize [F(3, 306) =5.76, p =
.001,1? = .06]. Students who had taken three or more multicultiivatsity courses
obtained higher scores than students who had taken fearethree courses. Practicum
with CLD clients had a small effect on subscale scaidsstudents who had completed
practicum with CLD clients having higher scores than stted@ho had not completed

such a practicum [F(1, 309) = 8.31, p = .0f%= .03].
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Table 4.3. One-way analysis of variance for the etbdégiender on SPMCS subscale

scores

Variable and source SS MS F(1, 310) p

Cultural Knowledge/Skills
Between .68 .68 3.79 .053 .01
Within 55.33 .18

Cultural Appreciation
Between .49 .49 4.96 .027 .02
Within 30.70 .10

Basic Skills
Between .56 .56 1.46 227 .01
Within 118.40 .38

Cultural Awareness
Between .86 .86 6.02 .015 .02
Within 44.05 .14
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Table 4.4. One-way analysis of variance for the etbécace/ethnicity on SPMCS

subscale scores

Variable and source SS MS F(4, 307) p

Cultural Knowledge/Skills
Between 3.07 g7 4.46 .002 .06
Within 52.94 A7

Cultural Appreciation
Between .98 .25 2.50 .043 .03
Within 30.21 .10

Basic Skills
Between 1.98 .49 1.30 271 .02
Within 116.98 .38

Cultural Awareness
Between 3.72 .93 6.93 .000 .08
Within 41.19 13
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Table 4.5. Mean score on SPMCS subscales as a funttiacedethnicity

Asian/Asian

American/Pacific Black/African Caucasian Hispanic Other/Multi-
e r— American Racial
Islander —_— —
SPMCS SD M SD M SD M SD M SD
Subscale
Cultural
Knowledge/Skills 2.46,, .46 2.9% 43 2.75% 2.46 3.03. .52 2.81 .24
Cultural 3.46 35 3.63 29 3.51 31 3.69 30 361 .33
Appreciation
Basic Skills 2.75 91 3.07 .70 3.14 .60 3.23 .60 3.15 .52
Cultural
Awareness 3.37 .36 3.48 .40 3.22p .36 3.58 44 336 .35

Note.Means in a row sharing subscripts are significanttecsint from each other
according to the Hochberg GT2 test.
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Table 4.6. One-way analysis of variance for the efdésecond language on SPMCS

subscale scores

Variable and source SS MS F(1, 309) p

Cultural Knowledge/Skills
Between 2.01 2.01 11.51 .001 .04
Within 53.97 .18

Cultural Appreciation
Between 13 13 1.34 .248 .00
Within 30.88 .10

Basic Skills
Between .00 .00 .00 977 .00
Within 118.19 .38

Cultural Awareness
Between 1.52 1.52 10.81 .001 .03
Within 43.32 .14
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Table 4.7. One-way analysis of variance for the efdégeographic region on SPMCS

subscale scores

Variable and source SS MS F(4, 303) p

Cultural Knowledge/Skills
Between 2.53 .63 3.63 .007 .05
Within 52.76 A7

Cultural Appreciation
Between 44 A1 1.10 .359 .01
Within 30.09 .10

Basic Skills
Between 1.64 41 1.06 375 .01
Within 116.48 .38

Cultural Awareness
Between .68 17 1.20 313 .02
Within 43.25 14
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Table 4.8. Mean SPMCS subscale scores as a functi@ogfaphic region

Northeast Midwest South South Central West
SPMCS M SD M SD M SD M SD M )
Subscale
Cultural
e st 277 40 267 .42 2.80 47 268 45 294 .40
Cultural 3.49 34 3.53 31 3.58 33 359 33 356 .29
Appreciation
Basic Skills 3.09 59 3.03 68 3.21 62 327 61 318 .62
Cultural 3.22 39 3.27 34 3.35 38 334 .43 328 .37
Awareness

Note.Means in a row sharing subscripts are significanttecsint from each other
according to the Hochberg GT2 test.
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Table 4.9. One-way analysis of variance for the etbdéclegree on SPMCS subscale

scores

Variable and source SS MS F(2, 307) p

Cultural Knowledge/Skills
Between .29 14 .79 .453 .01
Within 55.71 .18

Cultural Appreciation
Between 17 .09 .86 .425 .01
Within 30.98 .10

Basic Skills
Between .06 .03 .07 931 .00
Within 18.48 .39

Cultural Awareness
Between .22 A1 77 .464 .01
Within 44.25 .14
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Table 4.10. One-way analysis of variance for the etiégear in program on SPMCS

subscale scores

Variable and source SS MS F(4, 307) p

Cultural Knowledge/Skills
Between 4.62 1.15 6.89 .000 .08
Within 51.39 A7

Cultural Appreciation
Between 14 .78 .34 .851 .00
Within 31.05 .38

Basic Skills
Between 3.12 .78 2.07 .085 .03
Within 115.84 .38

Cultural Awareness
Between .62 .15 1.07 371 .01
Within 44.29 .14
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Table 4.11. Mean SPMCS subscale scores as a functioarifyerogram

th
1% Year 2" Year 3 Year 4" Year 5_Year or
— — B —_— Beyond
SPMCS M SD M SD M SD M ) M )
Subscale
Cultural
o wiskils 258pc 44 279 39 2.87 45 274 38 292 .33
Cultural 3.51 33 354 31 3.55 32 348 26 354 75
Appreciation
Basic Skills 3.03 66 3.18 57 3.14 51 290 65 326 .75
Cultural 3.25 38 3.26 37 3.23 40 327 39 338 .36
Awareness

Note.Means in a row sharing subscripts are significanttecsint from each other
according to the Hochberg GT2 test.
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Table 4.12. One-way analysis of variance for the efféatternship status on SPMCS

subscale scores

Variable and source SS MS F(1, 305) p

Cultural Knowledge/Skills
Between .80 .80 4.53 .034 .02
Within 53.66 .18

Cultural Appreciation
Between .07 .07 .70 .405 .00
Within 30.84 .10

Basic Skills
Between .35 .35 91 .341 .00
Within 116.35 .38

Cultural Awareness
Between .02 .02 .13 .723 .00
Within 44.01 14
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Table 4.13. One-way analysis of variance for the efiéaumber of multicultural and
diversity courses taken on SPMCS subscale scores

Variable and source SS MS F(3,306) p n?
Cultural Knowledge/Skills
Between 6.72 2.24 14.16 .000 14
Within 48.38 .16
Cultural Appreciation
Between .63 .21 2.14 .096 .02
Within 30.22 .10
Basic Skills
Between 72 .24 .62 .600 .01
Within 117.45 .38
Cultural Awareness
Between 2.39 .80 5.76 .001 .06
Within 42.27 14
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Table 4.14. Mean SPMCS subscale scores as a functiomtslenwf multicultural and
diversity courses taken

Zero One Two Three or more
SPMCS M SD M SD M SD M SD
Subscale
Cultural
Knowledge/Skills 2.56,p ¢ 41 2.7%q .40 2.83¢ .40 3.084e .36
Cultural 3.46 33 3.57 30 351 33 3.57 31
Appreciation
Basic Skills 3.18 .69 3.11 .60 3.04 .57 3.17 .62
Cultural
AWArENess 3.26, .39 3.2} .37 3.27 .35 3.5Qpc .37

Note.Means in a row sharing subscripts are significanttecsint from each other
according to the Hochberg GT2 test.
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Table 4.15. One-way analysis of variance for the effépracticum with CLD clients on
SPMCS subscale scores

Variable and source SS MS F(1,309) p n?
Cultural Knowledge/Skills
Between 5.30 5.30 32.87 .000 .10
Within 49.80 .16
Cultural Appreciation
Between .99 .99 10.11 .002 .03
Within 30.14 .10
Basic Skills
Between .68 .68 1.78 .183 .01
Within 117.51 .38
Cultural Awareness
Between 1.18 1.18 8.31 .004 .03
Within 43.67 14
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Multiple Regression

As a follow-up to the third research question, stepwiskiple regressions were
conducted to determine which demographic variables, singty@mbination, were
most related to SPMCS subscale scores. The follogengpographic variables were
entered into the regression equations: gender, non-Waitessbilingual/multilingual
status, degree pursued, internship status, multiculturaléitiyeoursework, and
practicum with CLD clients. None of the demographicalalas entered into a regression
equation for the Basic Skills subscale. The resultshie final regression equations for

the remaining subscales are displayed in Table 4.16, Tableahd Table 4.18.
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Table 4.16. Regression analysis summary for demographiblerigredicting SPMCS
Cultural Knowledge/Skills subscale score

Variable B SEB B T p
Practicum Experiences with
CLD Clients 21 .05 .22 3.88 .000
Multicultural/Diversity
Issues Courses .16 .06 .16 2.84 .005
Bilingual/Multilingual 18 05 20 375 000
Status
Gender .19 .06 15 2.95 .003
Year in School Psychology 05 02 15 267 008

Program

Note. B=.205
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Table 4.17. Regression analysis summary for demographiblerigredicting SPMCS
Cultural Appreciation subscale score

Variable B SEB B T p
Practicum Experiences
with CLD Clients .15 .04 .20 3.63 .000
Gender .13 .04 14 2.47 .014
Non-White Status A1 .04 14 2.45 .014

Note. B=.067
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Table 4.18. Regression analysis summary for demographiblerigredicting SPMCS
Cultural Awareness subscale score

Variable B SEB B t p
Non-White Status .23 .05 .25 4.50 .000
Practicum Experiences with
CLD Clients 16 .05 19 3.50 .001
Gender .19 .06 A7 3.21 .001
Bilingual/Multilingual 11 05 14 > 44 015

Status

Note. B=.147
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For the Cultural Knowledge/Skills subscale, the regrassquation that
accounted for the most variance in subscale scorkglettthe demographic variables of
practicum with CLD clients, multicultural/diversity esework, bilingual/multilingual
status, gender, and year in school psychology prograin20@) = 15.04, p <.001]. The
independent variables accounted for approximately 21% obtakvariance in the
Cultural Knowledge/Skills subscale score$ €R205).

For the Cultural Appreciation subscale, the regressipration that accounted for
the most variance in subscale scores included the daptugivariables of practicum
with CLD clients, non-White status, and gender [F(3, 298)16, p < .001]. The
independent variables accounted for approximately 7% obthkvariance in the
Cultural Appreciation subscale score$ €R067).

For the Cultural Awareness subscale, the regresgioatien that accounted for
the most variance in subscale scores included the daptagivariables of non-White
status, practicum with CLD clients, gender, and bilinguatihmgual status [F(4, 293) =
13.78, p <.001]. The independent variables accounted for apprekim&®o of the

variance in the Cultural Awareness subscale scores (R47).
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CHAPTER 5
DISCUSSION

The primary objectives of this study were to determieeutiderlying factor
structure of the School Psychology Multicultural Corepet Scale (SPMCS) and to
determine which training program and individual trainee atarstics were related to
higher self-reported scores of multicultural competeficgas hypothesized that the
SPMCS would reflect the three dimensional construct dificaltural competence as
defined in the existing literature (Arredondo et al., 1996; 8uedondo, & McDauvis,
1992; Sue et al., 1982). Based on a review of previous researels, also hypothesized
that school psychology trainees who have had mulépferiential and didactic courses
in multicultural and diversity issues would have highefisgorted scores of
multicultural competence.
Factor Analysis of the School Psychology Multicultural Competence ScaECSP

The first hypothesis suggested that the SPMCS would fexttothree subscales,
Awareness, Knowledge, and Skills, that represent tlee tthomains of multicultural
competence as defined in the literature (Arredondo et al., 3286;Arredondo, &
McDavis, 1992, Sue et al., 1982). However, the results datiter analysis
demonstrated that a four factor solution best fit the olati@ined from the sample of
graduate students who completed the SPMCS. The four fadtecales were Cultural
Knowledge/Skills, Cultural Appreciation, Basic Skillsda@ultural Awareness. The
Cultural Knowledge/Skills subscale assessed the respishé#aowledge of the skills
associated with culturally competent practice and thiglity to use those skills with

diverse groups. The items on the Cultural Appreciatiiscale assessed the
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respondents’ appreciation of other cultures and the vahgsorms associated with
those cultures. The Basic Skills subscale looked atethtonship between the
acquisition of skills and general competence in ags&ss intervention, and consultation
and culturally competent practice. The items on théuCallAwareness subscale
reflected an awareness of how culture influences wadand shapes behaviors.

Although the SPMCS did not factor into three subscalffesobtained subscales
were still related to the tripartite definition of matiltural competence. The Cultural
Appreciation and Cultural Awareness subscales wertedeta multicultural awareness.
Multicultural awareness, as defined by Arredondo and aplies (1996), is awareness of
one’s own cultural heritage and assumptions of humaaviah values, biases,
preconceived notions, personal limitations, etc. Tésston both the Cultural
Appreciation and Cultural Awareness subscales addrdsisadifinition; however, each
subscale focused on different parts of this definitidre Tultural Appreciation subscale
focused on awareness of values, biases, and preconcei@asrwhile the items on the
Cultural Awareness subscale focused on awarenesswhptons of human behavior.
The fact that the items based on this definition oticwitural awareness factored into
two subscales suggested that each subscale representsatesapaudistinct component
of multicultural awareness and that the existing dadiniof multicultural awareness may
be overly broad.

It is not surprising that knowledge and skills were grouptxdone factor.
Knowledge and skills are very closely related, in ti@h can be explicitly taught
through didactic coursework. The knowledge focused itemsrdieted if the respondent

knows of methods of culturally competent service delivenyle the skills focused items
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assessed the respondent’s ability to utilize these metAdie SPMCS is not the only
multicultural competence scale developed with separatelkdge and skills subscales
that, upon factor analysis, factored into differentescal he Multicultural Counseling
Awareness Scale-Form B: Revised (MCAS:B), Multicult@aunseling Knowledge and
Awareness Scale (MCKAS), and the Cross-Cultural Cdimgskventory-Revised
(CCCI-R) were also developed with separate multicultkkmaivledge and multicultural
skills subscales. The MCAS:B items factored int@albined knowledge/skills subscale
and the MCKAS items factored into a combined knowledge/wess subscale while the
items on the CCCI-R were factored only into multicidtuwounseling skills (Hays, 2008;
Ponterotto et al., 1994).

On the surface, the items of the Basic Skills salesdid not appear to be directly
related to the three components of multicultural coemest. However, the knowledge
domain suggests that general competence, or a clear @licit éxowledge and
understanding of the generic characteristics of counsatidgherapy, is necessary for
multicultural competence (Sue et al., 1982). In ordeafschool psychologist to provide
culturally competent service delivery, he/she needste h solid background in and
foundational knowledge of assessment, interventiot,cansultation. A school
psychologist cannot be multiculturally competent inabsence of general competence
(Coleman, 1998).

Group Membership and Self-Reported Multicultural Competence

Hypothesis 2 suggested that school psychology traineefadoultiple

experiential and didactic courses in multicultural ane ity issues would have higher

self-reported scores of multicultural competence thasdhrainees who did not
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complete such coursework. The results of the study suplthiitehypothesis. Overall,
increased education and training (i.e., year in program, @aork, practicum, and
internship) were related to higher self-reported scoresudticultural competence. An
additional programmatic factor that was associateld avitlifference in scores was the
geographic location of the school psychology training prograraddition to these
programmatic factors, personal characteristics afie¢rs also impacted scores on
multicultural competence. Female trainees, ethnic mintrainees, and
bilingual/multilingual speakers reported higher multicultwa@inpetence than male
trainees, Caucasian trainees, and monolingual trainessible explanations for these
differences are explained below.

Programmatic factors (e.g., year in program, coursevgoacticum, and
internship) appeared to have the strongest impact on ther&wnowledge subscale.
Advanced standing in the training program, taking at le@estnaulticultural or diversity
issues course, completing practicum with CLD clientsl, laeing on internship were all
related to higher scores on the Cultural Knowledge sléddtavould be expected that
increased training would lead to increased multicultural kedge and skills.
Knowledge and skills can be explicitly taught within asskroom setting. Even in the
absence of explicit multicultural and diversity coursggyonulticultural content may
have been infused in existing coursework thereby exposigess to this content and
developing their knowledge and skill base. Practicum at@alriship provide trainees
with the opportunity to apply and practice these skills usdpervision. Previous studies
have noted the impact of training, specifically multictdl and diversity coursework, on

the development of multicultural knowledge and skifid averall multicultural
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competence. This was an expected outcome and it is tmmsigth findings of previous
research. Previous studies have found that trainees anlignacs who have taken a
multicultural course rate themselves as having more cutiliral knowledge and skills
than those who have not completed such coursework (@oinst& Yeh, 2001,
Holcomb-McCoy, 2005; Sammons & Speight, 2008; Smith e2@06).

Multicultural and diversity coursework also had an imgacscores on the
Cultural Awareness subscale. There was a slightasere cultural awareness as
trainees took additional coursework; however, a signifidéference in scores was only
found with those trainees who had taken three or moiigcultural and diversity
courses. While trainees are able to increase theuralknowledge and skills by taking
only one multicultural or diversity course, additional exppego multicultural content is
needed to impact their cultural awareness and undenstpatiine relationship of culture
and behavior. Previous findings in the research have meed. Some studies have
found that taking one multicultural course significamtigreased cultural self-awareness
(Castillo et al., 2007; Cho & DeCastro-Ambrosetti, 2005)other study found that
taking one multicultural course resulted in slight, battsignificant, increases in
multicultural competence (Cartwright et al., 2008). Téwuits of the current study
suggest that while a single course can lead to the devetbeulticultural
competence in some areas, additional coursework, aldhgpportunities to practice
learned skills through practicum and internship, is mdeegve in increasing
multicultural competence.

Although didactic coursework affected multicultural competgithe experiential

learning that occurs through practicum appeared to havergstrimpact on the
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development of multicultural competence. Trainees db completed practicum with
culturally and linguistically diverse (CLD) clients rdtghemselves higher on the Cultural
Knowledge/Skills, Cultural Appreciation, and Cultural Aeaess subscales. While it is
important that school psychology trainees have coursefscusing on multicultural and
diversity issues, it is essential that they are ptevided with opportunities to practice
these skills in a supervised setting. The interactioh @itD clients can help trainees
feel more comfortable serving individuals of diverse baglgds and exposes trainees to
worldviews and perspectives other than their own. Thigldvoontribute to trainee’s
growth in cultural appreciation and awareness in additiarultural knowledge and
skills. The importance of experiential learning and pecaot with CLD clients has been
noted in previous studies (Allison et al., 1996; Carlsaal.efL998; Dickson et al., 2008;
Dickson & Jepsen, 2007). All these studies found that expdsyvarticipatory training
strategies, multicultural practicum, and contact houtl @LD clients was associated
with higher self-reported multicultural competence loe Multicultural Counseling
Inventory (MCI) and Multicultural Awareness-Knowledge-&kburvey (MAKSS). The
outcomes of the present study are consistent withofhyatevious research. This study
showed that Practicum experiences with CLD clieray plvital role in the development
of multicultural competence in school psychology eam

Aside from the education and training factors discussedhanptogrammatic
factor that had an effect on self-reported multioateompetence was the geographic
region of the training program. Trainees in programfenwest rated themselves higher
on the Cultural Knowledge/Skills subscale than trairgeeslled in programs in the

Midwest. Programs in the Midwest are more likely torbeural areas with a majority
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White population. As a result, trainees may have dichaéxposure to or opportunities to
work with CLD clients. Exposure to and training experisnagh CLD clients are
important for the development of multicultural competerAdditionally, training
programs located in urban areas may be more succassédruiting and retaining ethnic
minority trainees and providing more community based ressun working with CLD
clients (Rogers et al., 1992). As such, urban training pragoartraining programs with
a large number of ethnic minority trainees may providenair@nment that is more
conducive to discussions about multicultural and diversgyes in school psychology
(Dickson & Jepsen, 2007).

In addition to the programmatic factors discussederathere was a difference in
self-reported multicultural competence based on perstiaaacteristics such as gender,
race/ethnicity, and bilingual/multilingual status. Femadéntes had higher scores on the
Cultural Appreciation and Cultural Awareness subscakes thale trainees. This
outcome is similar to that obtained by Constantine (206@yhich women had higher
self-reported scores on the knowledge and awareness ssbgt#ie Multicultural
Counseling Knowledge and Awareness Scale (MCKAS). Wonanhave experienced
gender issues and discrimination in their own lives asid, r@sult, may have a
heightened awareness and understanding of multicultodadizersity issues (Carter,
1990; Constantine, 2000). For similar reasons, bilingual andlingual trainees may
have obtained higher scores on the Cultural Knowledgés3katl Cultural Awareness
subscales. Bilingual and multilingual trainees may haveoager sense of their own
cultural identity and may be more motivated to learruéloalturally competent practice

and pursue additional coursework and training opportunitidssratea.
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For the most part, identifying as an ethnic minority associated with higher
self-reported scores on the Cultural Knowledge/Skilldtutal Appreciation, and
Cultural Awareness subscales. However, increaseget@mce was not reported for all
ethnic minority groups. Black/African American and Hispan&nees had higher scores
than Asian/Asian American and Caucasian traineesdas previous research (Chao et
al., 2010; Smith et al., 2006) as well as the existing diefmof multicultural
competence (Sue et al., 1982), it was expected that ethmicityitrainees would report
higher levels of multicultural competence than Cauceisainees, but it was not
expected that there would be such great variability inescoetween ethnic minority
groups. Ethnic minority trainees may be more awareeof twn cultural heritage and
minority status in the United States and in the pradessf school psychology. As a
result, these trainees may be more motivated to ldwut @nd engage in culturally
competent practice so that they can better servedbeimunities. Additionally, their
cultural awareness may make them more sensitive to ase afvothers’ cultural
behaviors.

Implications

One implication of the present study is related tactimeceptualization of
multicultural competence in professional psychology.nated previously, multicultural
competence is typically described as three componengseaess, knowledge, and skills
(Sue et al., 1982). Existing multicultural competence s¢algs, MAKSS, CCCI-R,
MCAS:B, MCCTS) were developed using this model. Howevesstrof these scales,
including the SPMCS, do not retain their original subscédevareness, knowledge,

skills) after factor analysis. Ponterotto and colleagi®©94) examined the characteristics
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of several multicultural competence scales. Whiléhalse scales were based upon the
three component conceptual framework, the factor anatiicture of these scales
provided little support for the tridimensional conceptualmabf multicultural
competence. The factor structures of these measureseaS8&MCS provide additional
insight into the conceptualization of multicultural quetence. The SPMCS factored into
four subscales: Cultural Knowledge/Skills, Cultural Appreerg Basic Skills, and
Cultural Awareness. Three of the four subscales (Gullimowledge/Skills, Cultural
Appreciation, and Cultural Awareness) are very simdahe subscales of existing
multicultural counseling competence scales. The fourthcsd, Basic Skills, is not
reflected in existing measures and may represent aanaaticultural competence that
had not previously been studied. The four subscales &RMCS may provide a clearer
and more accurate description of multicultural competence

The results of the present study also provide informatimut the training of
school psychologists. While multicultural and diversstsues coursework is needed, it is
also important that trainees are provided with the oppibyttmpractice these learned
skills through practicum experiences with CLD cliefitise results of this study lend tacit
support for an integrated-separate course model of mitialitraining. In a separate
course model, there is explicit coursework in multizal issues in school psychology;
the integration model infuses multicultural content iall program coursework (Rogers,
2006; Rogers, Hoffman, & Wade, 1998). A recent study of mutitial training in
school psychology suggested that the integration-separatee model of multicultural
training should be part of a best evidence approach tocuoitdtial training in school

psychology. This would provide multiple opportunities for esyre to multicultural
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content and it should lead to increased multiculturalpmtence in trainees. The
multicultural coursework should be coupled with additia@portunities for practicum
with CLD clients along with appropriate multiculturatfesed supervision (Vereen, Hill,
& McNeal, 2008).

In addition to providing additional training to addresstraultural and diversity
issues, there should continue to be a concerted &dfoetruit CLD students into school
psychology training programs. Previous studies have nbéteékemplary multicultural
training in professional psychology goes beyond muttical coursework and practicum,
but also includes having a diverse student population iprtgram (Kearns et al., 2002;
Rogers, 2006; Rogers, Hoffman, & Wade, 1998; Speight et al., 1198%ing a variety
of cultural perspectives and experiences representeainmty programs may elevate the
level of discourse when discussing multicultural and @itaeissues in school
psychology and help to expand the worldview of traine¢ke program. This would
prepare trainees to communicate and work with CLD wigrarents, and teachers.
Limitations

There are several limitations to this study. Firsgtrélmay have been a self-
selection bias in the school psychology trainees whselko participate in the study.
Those who responded to the research request may haventerested in multicultural
and diversity issues in school psychology. Such a pattasrobserved in the first wave
of data collection. The only program directors who redpdrto the original research
request were those from programs who self-identifieaffasing exemplary multicultural
training. As such, the graduate students who chose to egpoime research request may
be more multiculturally competent than the overdilost psychology trainee population.

Second, the SPMCS is limited to assessing multiculoanapetence in working with
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CLD clients. There are other areas of diversity (egxual orientation and socio-
economic status) that the SPMCS does not address. fidsphndents were not asked if
they had any training experiences outside of their progedated to multicultural and
diversity issues. Some of the respondents may havedegraduate degrees in other
mental health fields and had multicultural and diversisyiés coursework in those
training programs. Additionally, some respondents may engagrofessional
development through conference attendance, workshopsuéside supervision that
provides them with additional education and training on oulttiral and diversity issues
in school psychology. As a result, the training expeas that they have had were not
captured by the demographic questionnaire and their impact lioutiural competence
was not assessed. Finally, the SPMCS is a self-repgasure of multicultural
competence and, as such, relies on the individual's peuoseif their own multicultural
competence, which may or may not be reflective of thetual multicultural competence.
Future Directions

The SPMCS is a new measure designed to assess niutatabmpetence in
school psychology trainees. An exploratory factotyamis was conducted to determine
the factor structure of the SPMCS subscales. Ad@anfalp, confirmatory factor analysis
should be conducted to verify the SPMCS subscales. Addityp SPMCS can be used
in concurrent validity studies with other establishedticwitural competence measures
to determine how well the SPMCS correlates with tloiker measures. Finally, the
SPMCS should be modified so that it can be used absarational tool so training

program faculty can corroborate the ratings thaées give themselves.
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Training programs are required to address multicultural aretsiiy issues so
that trainees can be prepared to effectively servatsligf all cultural backgrounds. To
determine the relationship between multicultural competand client outcomes, future
studies should be done to examine whether school psysislevho have higher ratings
of multicultural competence produce better outcomeshfeir CLD clients. The SPMCS
would be an appropriate measure to use to evaluate multadudampetence because it
is the only one focused on school psychologists and ieadés all the domains of school
psychological practice.

While this study provided information about the educationteaiding that leads
to multicultural competence, additional information igded about how the environment
of the training program affects the development of nuittical competence. The
SPMCS can be used along with a training evaluation todt, @sithe Multicultural
Counseling Checklist (MCC) or the Multicultural Environnedriventory (MEI) to
assess the effectiveness of training programs in dewglopulticultural competence in

their trainees.
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APPENDIX A: INVITATION LETTER FOR PROGRAM DIRECTORS

Dear Training Program Director,

As a part of my dissertation, we are conducting a sabdyt the relationship
between multicultural training experiences through counskwand practicum and the
perceived multicultural competence of school psychologipees. We are asking
training program directors to complete a brief survey attmitemographics of their
training programs and the type of multicultural training piedi by their programs. We
estimate that this should take no more than 10 minutesidiion to this survey, we also
ask that you forward the students in your graduate progitatteainviting them to
complete the School Psychology Multicultural CompegeBcale (SPMCS).

We will be collecting the names of each individualring program that
completes the training survey in order to match studenkstheir respective programs
and their multicultural training. However, neither you gour program will be identified
in any publication or presentation of the findings of gtigdy.

You are free to withdraw your consent to participaie may discontinue your
participation in the study at any time without consequdhgeu have any questions
about this research, you may contact Celeste Malbomaone @temple.edu. Questions
or concerns about your rights as a research participaytoe directed to the Institutional
Review Board Coordinator at (215) 707-3390. The IRB Coordinatoratsaybe reached
by email: IRB@temple.edu or regular mail: Institutionaview Board Coordinator;
Temple University Research Administration; Student Fgaclonference Center; 3340 N
Broad Street; Philadelphia, PA 19140.

Sincerely,

Celeste Malone, MS, MEd
Doctoral Student
Temple University, School Psychology Program

Catherine Fiorello, Ph.D.

Associate Professor
Temple University, School Psychology Program
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APPENDIX B: INVITATION LETTER FOR GRADUATE STUDENTS

Dear participant,

As a part of my dissertation, we are conducting a sabdyt the relationship
between multicultural training experiences and perceivetiauitural competence in
school psychology graduate students. Participation intilniy svill involve completing
the School Psychology Multicultural Competence S(alRMCS) online along with a
brief demographics questionnaire. Completion of both measin@uld take
approximately 15-20 minutes. In order to participate, you musatgraduate student in a
school psychology program.

General demographic information will be used only to des¢he sample as a
group. You do not have to answer any question you do nbttianswer. We cannot
and will not trace the identity of participants, tHere, all responses will be anonymous
and confidential.

Your participation is very important. If you choose totiggrate in this study, you will
have the option of entering your email into a ratiflevin one of five $20 gift cards. Your
email will not be linked to your survey responses.

You are free to withdraw your consent to participaie may discontinue your
participation in the study at any time without consequdhgeu have any questions
about this research, you may contact Celeste Malbomaone @temple.edu. Questions
or concerns about your rights as a research participaytoe directed to the Institutional
Review Board Coordinator at (215) 707-3390. The IRB Coordinatoratsaybe reached
by email: IRB@temple.edu or regular mail: Institutionaview Board Coordinator;
Temple University Research Administration; Student Fgaclonference Center; 3340 N
Broad Street; Philadelphia, PA 19140.

Sincerely,

Celeste Malone, MS, MEd
Doctoral Student
Temple University, School Psychology Program

Catherine Fiorello, PhD

Associate Professor
Temple University, School Psychology Program
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APPENDIX C: DEMOGRAPHIC QUESTIONNAIRE FOR PROGRAMRECTORS

~

8.

School psychology program:

. How many students are enrolled in the school psychgloggram?

How many culturally and linguistically diverse (i.e., &siPacific Islander,
African American/Black, Hispanic, Native American/Atas Native,
Multiracial) students are enrolled in the school psyatyplprogram at the pre-
internship level?
How many full time faculty members are affiliated lwihe school psychology
program?
How many of the full time faculty members identifycsturally and
linguistically diverse?
How many faculty members have research interests lincoitural and diversity
issues in school psychology?
In what geographic region is the school psychology prodpaated?

a. Northeast (ME, NH, VT, MA, RI, CT, NY, PA, NJ)

b. Midwest (WI, MI, IL, IN, OH, MO, ND, SD, NE, KS, MNIA)

c. South (DE, MD, DC, VA, WV, NC, SC, GA, FL)

d. South Central (KY, TN, MS, AL, OK, TX, AR, LA)

e. West (ID, MT, WY, NV, UT, CO, AZ, NM, AK, WA, OR, &, HI)
In what geographic setting is the school psychology prodpaated?

a. Urban

b. Suburban
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C.

Rural

9. Please indicate the training model of the school psgdgygbrogram.

a.

b.

e.

f.

Clinical science
Practitioner
Practitioner-scholar
Pragmatic
Scientist-practitioner

Other:

10.What degrees are offered by the school psychology program?

a.

b.

C.

MA/MS
EdS/CAGS

PhD/PsyD/EdD

11.Please select the statement(s) that best descebauhicultural training provided

by your school psychology program.

a.

b.

Infused multicultural content throughout the curriculum

Specific multicultural and/or diversity issues coursewor

Exposure to culturally and linguistically diverse studentsngdupracticum
and/or internship

Second language requirement

Other:
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APPENDIX D: TRAINING QUESTIONNAIRE FOR GRADUATE STDENTS

1. Please indicate your gender.
a. Male
b. Female
2. Please indicate your race/ethnicity.
a. Asian/Pacific Islander
b. Black/African-American
c. Caucasian
d. Hispanic
e. Native American/Alaska Native
f. Other/Multi-Racial
g. Decline to Respond
3. Do you speak any language other than English?
a. Yes
b. No
4. What school psychology training program are you curretiténeing?
a. Ball State University
b. Brigham Young University
c. Brooklyn College, City University of New York
d. East Carolina University
e. Gallaudet University

f. Georgia State University
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g. ldaho State University

h. lllinois State University

I. Lehigh University

] Louisiana State University

k. Millersville University of Pennsylvania
I.  New Mexico State University

m. Northeastern University

n. Northern Arizona University

0. Ohio State University

p. Pennsylvania State University

g. Queens College, City University of New York
r. Rhode Island College

S. Rutgers University

t. San Diego State University

u. Southern Connecticut State University
v. St. Johns University

w. Texas A&M University

X. Tufts University

y. University of California — Santa Barbara
z. University of Central Florida

aa. University of Colorado — Denver

bb. University of Kansas

cc. University of Massachusetts — Boston
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dd. University of Memphis

ee. University of Montana

ff. University of Nebraska — Lincoln
gg. University of Oregon

hh. University of Southern Maine

ii. University of Wisconsin — Madison
Jj- University of Wisconsin — Stout

kk. Other:

5. What degree are you currently pursuing in school psych@logy
a. MA/MS
b. EdS/CAGS
c. PhD/PsyD/EdD
6. What year are you in your school psychology program?
a. 1%year
b. 2" year
c. 3%year
d. 4" year
e. 5"year or beyond
7. Are you currently on internship?
a. Yes

b. No
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8. How many courses in which the primary focus was on oulitiral and/or
diversity issues in education or school psychology lyavetaken during your
current program?

a. 1
b. 2
c. 3 or more

9. Have you completed practicum experiences with cultueally linguistically

diverse clients?
a. Yes

b. No
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APPENDIX E: SCHOOL PSYCHOLOGY MULTICULTURAL COMPETECE

SCALE (SPMCS)

Below is a list of statements related to a varidtigsues related to multicultural issues in

school psychology. Please read each statement dpréiula scale of 1 (strongly

disagree) to 4 (strongly agree), please indicate the degweleich you agree with each

statement.
Strongly | Disagree | Agree | Strongly
Disagree Agree
There are basic assessment skills that are applicabteate 1 2 3 4
successful outcomes regardless of the student’s cultural
background.
There are basic intervention skills that are appleabkreate 1 2 3 4
successful outcomes regardless of the student’s cultural
background.
There are basic consultation skills that are applicabbeeate 1 2 3 4
successful outcomes regardless of the consultee’s andsclient
cultural backgrounds.
| am aware f the cultural differences that exist among the fac 1 2 3 4
and staff at my school.
| can recognize when my beliefs and values are integferith 1 2 3 4
providing the best services to my students
| believe that all school psychologists should ge in ongoing 1 2 3 4
professional development around multiculturalism and siityer
issues.
I can discuss how culture influences parenting prac 1 2 3 4
I am aware of how culture impacts learning and behi 1 2 3 4
| understand how my culturbackground has influenced the we 1 2 3 4
think and act.
| am comfortable with racial differences that may eketweer 1 2 3 4
me and others.
| have a sense of the values, strengths, and limmgatbmy owr 1 2 3 4
culture.
| can accurately compe my own cultural perspective to that ¢ 1 2 3 4
person from another culture.
| am accepting and respecting of other’s cult 1 2 3 4
| can identify when my own biases negatively influenge 1 2 3 4
services to my students.
| understand the neeo retain one’s cultural identi 1 2 3 4
| am knowledgeable of effective assessment strategeeswith 1 2 3 4
culturally and linguistically diverse students.
I know how to adapt instruments to assess linguisticalerse 1 2 3 4
students.
I know that cros-cultural variables may affect performance on 1 2 3 4
interpretation of standardized assessments.
I know how to use alternate assessment methods suchasid 1 2 3 4
assessment and ecological assessment.
I have knowledge of research assessing culturally ar 1 2 3 4
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linguistically diverse childre

It is important to integrate cultural and language backgrouac 2 3
student into a psychoeducational report.

I am knowledgeable of evider-based intervention strategies u. 2 3
culturally and linguistically diverse students.

| understand the process of second language acquisitiots: 2 3
impact on the acquisition of academic skills.

| am knowledgeable of the nt effective consultation strategi 2 3
used with culturally and linguistically diverse consultees.

When consulting, | know how culturally related factors/ratiect 2 3
accurate assessment of the “problem” in the probléwmgp

process.

| understand my role as a school psychologist in mgacind n 2 3
my school district.

| am aware that members of cultural groups may haver efift 2 3
attitudes towards disabilities or exceptionalities.

| consider sociocultural variables and perspectives \ 2 3
evaluating research.

I know how lanwuage influences a child’s academic performe 2 3
I have an understanding of cultural differences of tioeigs tha 2 3
reside in my geographic region.

| know how to use translators appropriately during thessssen 2 3
process.

| car identify the strengths and weaknesses of psychologists 2 3
in terms of their use with students from difference calfugacial,

linguistic, and ethnic backgrounds.

| can explain test information culturally diverse past 2 3
I can makeculturally relevant curriculum and classror 2 3
management recommendations.

| am skilled in terms of being able to provide appropi 2 3
intervention services to culturally diverse students.

| am skilled in implementing hor-school collaboraon program: 2 3
and interventions.

| can recognize prejudice and prevalent obstacles thaaffext 2 3
consultation.

| am skilled in understanding nonverbal communica 2 3
I can work with culturally and linguistically diverse chrig 2 3
parents, and school staff.

| can effectively assess the mental health needsstfdent from 2 3
cultural background significantly different from my own.

| can effectively secure information and resourcdsetter serw 2 3
culturally diverse students and families.

| can consult with institutions to work towards elrating biases 2 3
prejudice, and discriminatory practices.

When working with linguistically diverse parents and studér 2 3
can interpret information obtained through translators.

| respect and appreciate the socioeconomic and du 2 3
background of a child and his/her family.

| engage in ongoing efforts to reduce and eliminate biaskéefd 2 3

and behaviors.
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