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— ABSTRACT —

African American English (AAE) is an American dialect spoken by many African Americans and
people of other racial/ethnic groups. In the current study, AAE-related literature was reviewed, and
AAE speech sound patterns were compiled, including examples and regional information regard-
ing the dialect. A convenient chart was created upon the review and compilation of AAE speech
sound patterns from previous scholarly works. Further, a thorough literature search was completed
on Google Scholar and EBSCO databases and recent articles and seminal works were prioritized.
Then, a current and more comprehensive chart of AAE speech sound patterns was developed and
organized by phoneme for SLPs to use clinically when accessing AAE speakers. Also, AAE speech
sound patterns were described using non-deficit terminology as outlined by Hamilton et al. (2018).
Several previous scholarly works outlined AAE speech sound patterns; however, there was a need
for a current compilation of data across the literature and the need for the inclusion of positive
terminology in reporting AAE speech sound features. While this manuscript might not provide a
fully comprehensive list of AAE speech sound features, it provides a more comprehensive, clinically
feasible chart for SLPs to efficiently use when assessing AAE speakers suspected of having a speech

sound disorder.

Keywords: African American English, AAE, speech sound disorder, regionality, assessment, cultural compe-
tence




Volume 17, Issue 1 | Journal of the National Black Association for Speech Language and Hearing (JNBASLH)

Background

African American English (AAE) is the most current
terminology used to refer to what was formally termed
Ebonics, Black English, African American Vernacular
English, and Negro dialect, to name a few. The study
of Black English developed during the Black Power
Movement, which sought to combat a White suprem-
acy society (Taylor, 1972). Speech sound features are
one common area of focus of AAE research. Various
researchers provided AAE speech sound feature data
and emphasized its legitimacy as a systematic dialect
or language (Pollock, 1998; Stockman, 1996; Thomas,
2007).

Speech Sound Features of African Ameri-
can English

AAE is an American dialect that many African
Americans speak or have developed familiarity with
due to cultural influences (Taylor, 1972). However,
not all African Americans speak AAE. Also, AAE is
not exclusive to African Americans because various
ethnic and racial groups speak this systematic dia-
lect (Bland-Stewart, 2005; Fasold et al., 1987; Latim-
er-Hearn, 2020; Rickford & Rickford, 2000; Taylor,
1972). Like Mainstream American English (MAE) or
“Standard” American English (SAE), AAE has dis-
tinct patterns across five language areas: phonolo-
gy, morphology, syntax, semantics, and pragmatics
(Bland-Stewart, 2005; Hamilton et al., 2018; Rickford
& Rickford, 2000). AAE rules differ from MAE rules
in each language area (Stockman, 1996; Thomas,
2007); however, this manuscript focused on phonolo-
gy (i.e., vowels, consonants, blends, and phonological
processes). An example of a phonological difference
of AAE is that AAE speakers might not release or
produce sounds in the final position of words (Pollock
et al., 1998; Stockman, 1996; Thomas, 2007). Tables
1-14 in the appendix include a more comprehensive
compilation of AAE speech sound patterns. Charts in
Pollock et al.’s (1998) and Stockman’s (1996) studies
influenced the format of the tables.

Eliminating Deficit Terminology When De-
scribing AAE Speech

Regrettably, AAE is stigmatized because African
Americans are stigmatized (Taylor, 1972). An inferior
tone has been associated with AAE since the slavery
era and persists in America (Champion et al., 2012;
Gibson & Terrell Shockley, 2018; Hamilton, 2020;
Horton et al., 2018; Jackson, 1997; Ladson Billings,
2000; Latimer-Hearn, 2020; Lee, 2005; Meyers et al.,
1979; Payne, 2005; Pullum, 1999; Taylor, 1972; Todd,
1997). Scholars often discuss AAE using terms con-
taining a negative connotation by using words such as
deletion, omission, and reduction to describe its pat-

terns (Hamilton, 2020; Hamilton et al., 2018). They
have described AAE regarding how its patterns com-
pare to MAE rather than describing it as a stand-alone
dialect (Bland-Stewart, 2005; Hamilton, 2020; Hamil-
ton et al., 2018). Even professionals who advocate for
AAE habitually describe AAE using derogatory terms
in teaching and research by describing what it “lacks.”
It is difficult to fully conceptualize AAE as a system-
atic and valid language when professionals discuss it
in the same manner that they discuss impairments.
Terms such as omission and deletion describe a dis-
order and could misrepresent AAE as a deficit that
warrants intervention (Hamilton, 2020; Hamilton et
al., 2018).

Hamilton et al. (2018) gave examples of how one
might describe an apple as red, shiny, and crunchy
but would not describe an orange as lacking a red tint,
shine, and crunchiness. Similarly, AAE should not be
discussed in comparison to MAE (e.g., deleting /d/ in
the final position or substituting /f/ for /6 in the medial
and final position). Hamilton et al. (2018) provided ex-
amples of appropriate ways to describe AAE. For ex-
ample, instead of using terms such as “deletion” or “re-
duction,” one could say, “MAE speakers produce /-ing/
whereas AAE speakers might produce /-in/.” Since
researchers have used deficit terminology throughout
their work and discussions for several decades, it will
take time for researchers and professionals (e.g., cli-
nicians and professors) to shift toward AAE-individ-
ualized descriptions. Nevertheless, SLP professionals
can collaboratively work toward reducing the negative
manner in which AAE is discussed.

AAE Regionality

AAE is a regional dialect meaning its patterns
may vary between geographical areas (Pollock et al.,
1998; Thomas, 2007Wolfram & Kohn, 2015). For ex-
ample, there may be differences in AAE patterns in
the southeast quadrant of the District of Columbia
(DC) compared to AAE patterns in New Orleans,
Louisiana. One example of regional variation is vow-
el duration among southern AAE speakers. In the
southern region, AAE vowels may be produced sig-
nificantly longer (Holt et al., 2015). Also, diphthongs
in southern AAE may include the production of one
vowel instead of the gliding of two vowels (Dorrill,
1983, Labov, 1991; Labov, 1994; Kamhi, 1996; Thom-
as, 2007).

Another example is how AAE speakers in DC may
produce /v/ for /6/ in the medial position of words,
whereas AAE speakers in Louisiana might produce
/d/ for /6/ in the medial position of words. Further,
there may be differences in AAE in rural areas com-
pared to AAE in urban areas. Dialectal differences
may also occur within the same state (Wolfram &
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Kohn, 2015). Regionality is a pivotal factor to consid-
er when assessing speech sounds. There may be dia-
lectal articulatory features that one should consider
in a particular geographical area that may not have
to be heavily considered in another area. Regionality
information was included when creating Tables 1-14
(see Appendix).

In the current study, the researchers compiled
AAE speech sound information across previous
works while using positive terminology and reduc-
ing negative terminology such as deletion, omission,
and reduction. Another aim was to conveniently out-
line the content for SLP clinicians to use in practice.
Thomas (2007) provided a summary of many AAE
speech sound features. However, the information
was in paragraph form, which may take a substan-
tial amount of time to review and interpret. The cur-
rent study incorporated a more convenient format of
AAE speech sound features, as seen in charts from
Stockman (1996) and Pollock et al. (1998).

Method

An extensive literature search was conducted on
Google Scholar and EBSCO databases to obtain
data regarding AAE speech sound features. These
databases were utilized to ensure the inclusion of
scholarly, peer-reviewed works. To locate relevant
articles, the researchers used keywords such as Af-
rican American English, AAVE, African American
English Vernacular, Black English, Ebonics, speech
sounds, phonology, phonetics, speech, articulation,
regionality, dialect, difference, and talk in a variety
of arrangements. The goal of using the stated key-
words was to obtain articles focusing on outlining
and describing AAE speech sound patterns. Articles
that appeared in the literature search that provided
information regarding AAE speech sound patterns
were used and reported in the current study’s com-
pilation of data.

Previously, Pollock et al. (1998), Stockman (1996),
and Thomas (2007) provided extensive information
regarding AAE speech sound patterns. These three
works and their citations were the primary sources
of the current study’s reporting. Additionally, more
recent sources such as Shipley & McAfee (2019) were
utilized. The formatting and organization of AAE
features in the current study were adapted from Pol-
lock et al. (1998) and Stockman (1996). Pollock et al.
(1998) provided AAE features in a convenient chart
organized by description, internal constraints, exam-
ples, scope/direction, geographical information, ex-
amples, and references. Similarly, the current study
organized AAE features by description/patterns, ex-
amples, population/geographical information, and
additional information. However, rather than in-
cluding references in the chart, the current study

provided a separate refeernce list. Also, rather than
features being organized by phonological patterns
using terminology such as reduction and deletion,
the current study organized AAE patterns by sound
type (e.g., diphthong, vowel, consonant, and conso-
nant cluster).

Implications/Application of the Study

SLPs can immediately begin using the chart of
AAE features found in the appendix. Suppose one
is not entirely familiar with AAE speech sound pat-
terns. The chart can provide further context regard-
ing sound productions characteristic of AAE speech
sound differences that are likely not indicative of
a disorder for AAE speakers. The chart can be one
component of SLPs’ dynamic assessment process in
addition to independent learning about the dialect
through engagement with AAE speakers and further
research. SLPs are required to differentiate dialectal
variations from disordered errors to facilitate accu-
rate assessment reporting and reduce clinical mis-
diagnosis. When using the chart, clinicians should
note that it may not comprehensively cover all AAE
features. Also, all features in the chart might not
apply to all AAE speakers. It is fitting to consider
individual and regional information and differences
when making diagnostic decisions. Finally, clinicians
should consider that there is not a universal consen-
sus on all AAE speech sound features. Clinicians
should research individual AAE features further
when deemed necessary.

Conclusion

A more comprehensive chart of AAE speech sound
patterns organized by sound using non-deficit ter-
minology can be an efficient clinical tool for SLPs
to use clinically. The chart might also help reduce
the negative terminology SLPs use to discuss AAE
in report writing and clinical discussion. Also, termi-
nology that beginner and advanced SLPs could eas-
ily understand was utilized. Various tables are pro-
vided in the appendix presenting systematic speech
sound patterns of AAE. Expectantly, SLPs will use
these tables when evaluating the speech production
of AAE speakers to differentiate actual speech sound
disorders from mere speech differences.
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APPENDIX

Allophonic Variations Complied Using Non-Deficit Terminology

Table 1
Diphthong Features
Sound Systematic AAE Pat- Systematic Ex- Population and/or Additional Information
terns amples Geographical Region
ar Y +  pic > /pa/ fnfo a/ and /a:/ report- second element of
e Ja/ e ride © /ra:d/ ed in the Appa- diphthong might not be
o Jaj/ o time=> /taxm/ lachians, Ozarks, present. only in open syl-
e extended duration Piney Wood, and lables, before nasals, or
Wire Grassbelt, voiced obstruents (e.g.,
Gulf States, TN, “prize” and “pry”) rather
and northern and than before a voiceless
southern AAE consonant (ex. “price”)

e less common in /a/ common before /a/
higher SES and /1/

*  might have ex- /a/ and /a:/ less likely
tended duration in with the word “night”
southern states /a/ and /a:/ tend to be

strongest before /I/ and
It/ (e.g., “fire and “file)
/a/ and /a:/ decreasing in
non-southern urban areas
/a/ and /a:/might occur
before voiceless conso-
nant in Detroit
av/ e a/ «  cowboy>/ * /a/recorded in a/ common m multi-
*  nucleus of diph- kabor/ Memphis syllabic words before
thong might not be » flour> /flae/ | * only one diph- obstruents.
produced at the front | «  our=> /ar/ thong element /a/ common before /a/
o Jxol reported in Mem- and /1/
o Jxu/ phis
e /a"o/ e Jao/,/xev/, /a0,
e /a"u/ /a’vl/, [av/, [au/ re-
Jou/ ported in VA and
o Jou/ the low country of
e /a/in our SC and GA.
* extended duration *  extended duration
in southern states
o1/ e /o e oil 2> /al/ * extended duration Common in open sylla-
+  Joe/ +  toybox—> in southern states bles multisyllabic words
* second element of /tobaks/ before voiced obstruents
the diphthong cen- *  boy~ /boo/ /a/ common before /a-/
tralized o oil 2 /ol/ and /1/
o o/
»  extended duration
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Table 1 continued

APPENDIX

e1/ e:/ e tail> . e:/ reported in MD, VA,
/€i/ Jtel/ NC, southern LA, and
laxed (e.g., /¢/) be- the south
fore tautosyllabic /1
00 0. *  roach—>// * reported in MD, VA, o Jxo/ less likely
not present roitf/ NC, and southern LA e brining front is rare
/e&eo/ *  bringing to front report-
brought to the front ed in Ohio
o1/ * /o1/ observed in older
speakers in GA, SC, and
LA
20 2
a/
eo/ o/ e bear 2> /ba/ | © /o/ reported in Memphis.
Jea/ o there> / *  /ed/ reported in north
/ev/ deo/ and central Texas and
affected when inter- | «  bear=> / Memphis, TN
vocalic bev/
followed by /o/ e chair>
vowels preceding /tfeao/
/r/ centralized,
rhotacized, or not
produced
10~ ey e here> /ho/ | ¢ /o/reported in Mem-
19/ e deer> /dio/ phis.
affected when inter-
vocalic
followed by /o/
vowels preceding
/r/ centralized,
rhotacized, or not
produced
ao/ /a/ e car> /ka/
affected when inter-
vocalic
followed by /a
2o/ 0u e story>/
affected when inter- stoui/
vocalic
followed by /a
or. 00 e court>
/o/ kout
«  court>
kot/

Note. This may not be an exhaustive list. Consider individual differences that may occur.
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APPENDIX
Table 2
Vowel Features
Sound | Descriptions Systematic Exam- | Population and/or Additional
ples Geographical Region | Information
Info
I3/ e produced as non-thotic |e bird = /bsd/ |e mighthave
vowel following a vowel | e hurry=> /hai/ extended dura-
produced toward the e hurry=> /heai/ tion in southern
front states
o /3/
e affected when intervo-
calic
e extended duration
/o] e produced as non-rhotic zipper—> /z1a/ |® /¢/ addition re-
vowel following a front- stir> /stea-/ ported in Mem-
ed vowel phis
o /o
e affected when intervo-
calic
e addition of /&/ to
stressed syllabic /r/
I/ o /o/ e Dbutter > / e reported in e [Especially
o Jei/ butta/ southern, urban, common
o Ja/ e can’t> /kein/ and rural areas. before
o Je/ e aunt >/ant/ e /a/reported in voiceless
o Je/ e ham-> /hem/ the gulf states fricatives
e produced with long off- | e wagon—> /wen/|® /a/ more com-
glide toward /1/ e glass> /gla's/ mon in Virginia
e extended duration e /ei/ especially in
the South
e raising of vowel
reported in NC
e extended dura-
tion in southern
states
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Je/ e /1/ before a nasal e pen > /pm/ /i/ reported the
o /i/ e again—> /ogm/ gulf states
e extended duration /1/ reported to
occur virtually
“everywhere”
raising of vowel
reported in NC
extended dura-
tion in southern
states
n e produced between sibi- |e sister 2 / /r/ and /a/ re- v/
lants sister/ ported in Mem- especially
o Ju/ e sister >/ phis. before
o /1/ susto/ /v/ reported in liquids and
rhotacized following e whip =2 /wop/ Gulf states velars
postvocalic or syllabic | e still = /strl/ extended dura-
N/ e pig> /prg/ tion in southern
e extended duration e milk—> /mak/ states
e pickle> /pal/
Jo/ e /o/ in unstressed sylla- | e hollow=> / extended dura-
bles hollow/ tion in southern
e extended duration states
/i/ e /1/ rarely e happy—>/ /1/ might occur
e laxed before tautosyllab- happ/ among older
ic/l/ e wheel> /wil/ speakers
e extended duration /1/ rarely
extended dura-
tion in southern
states
/a/ o /p/ e /start/ might o reported
o /v/ be produced in southwest
o /of as /sto:?t/ or / Louisiana
e extended duration stox?t/ extended dura-
e wasp—> /wos/ tion in southern
states
/a/ o /x/ /ee/ reported in
e extended duration Gulf States
extended dura-
tion in southern
states
Jol o /u/ extended dura-

extended duration

tion in southern
states
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/ H/ ®
e brought to the front
e extended duration °

h/ o reported in Gulf

states

brining front is

rare in AAE

e /u/ reported min-
imally in Gulf
states

e extended dura-
tion in southern

states

/e/ ° extended dura-
tion in southern
states

Note. This may not be an exhaustive list. Consider individual differences that may occur.

might have extended o
duration

Table 3

Semivowel Features

Sound | Descriptions Systematic Examples | Population and/ Additional
or Geographical Information
Region Info
fj/ e not produced after non- e  computer—> / e rhotacization of | ¢ usually fol-
coronal consonants as k"am'p"ura/ /j/ may be lim- lowed by
in the word “new” music = /miuz- ited to South- M/ vowel
e not present after other ik/ ern U.S. e usually
consonants beautiful 2/ e “pasture” re- precedes a
e /r/ for /j/ after a conso- burfl/ ported in Gulf consonant
nant cute = /krut/ states
e not present in the word pasture—> /paesto/
“pasture”

Note. This may not be an exhaustive list. Consider individual differences that may occur.

Table 4

Consonant Features (Sonorants)

Sound | Descriptions Systematic Ex- Population and/or Additional Informa-
amples Geographical Region | tion
Info
/m/ e not produced in final
position
n/ e not produced in final
position
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y/

not produced in final
position

/n/ in unstressed final
syllables

preceding vowel
nasalized and /n/ not
produced

sing=>/s1/

Nasalization re-
ported in Boston

n

not produced in final
position

/a/ in final

mid to high back
rounded vowel or
semivowel in the range
of /o/ or /w/ in final
not produced after
rounded vowel in final
not produced when
following a vowel

and preceding a labial
sound as in “twelve,”
“help,” and “-self”
compounds

might be /v/

pull 2> /p"u:/
feel >/fio:/
bell =2 /bev/
ball=> /baw/
belt-> /bext/
bottle—> /
boro/

ball-> /bo/
bowl—> /bouv/
help = /hep/
rudolph - /
rudof/
milk—> /
miouk/

not produced
when preceding a
labial -reported in
the south

/v/ reported in
Boston

usually either
high back
rounded /v/,
high back
unrounded /w/,
mid back un-
rounded /¥/, or
sometimes /o/
assimilate
sound might
be influenced
and shaped by
preceding vowel
when follow-
ing a mid-back
vowel
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1/

not produced when
preceding word that
begins with vowel

not produced if part of
a consonant cluster of
unstressed syllables as
in “throw,” “through,”
“brother,” and “forget.”
/r/ in a syllable coda

is produced as /o/ in
unstressed and stressed
syllables

“linking /r/” in final
position preceding
word that begins with
vowel (e.g., “four
eggs”) might be pro-
duced when

word intervocalic /1/
not produced

o/

four 2 /foo/
or /fo:/

four =2 /fo:
egz/

carry=> /
kPhaei/
florida—> /
flaaxa/
bird—> /bud/

in the “deep
south” (i.e., from
South Carolina

to Louisiana) and
up the Mississip-
pi valley, /t/ in
stressed syllables
may be produced
as /o1/ as in the
words “work” and
“third”

/o/ reported in and
out of the south-
high prevalence
in New York City
and Hillsborough,
North Carolina.
Low prevalence
in Columbus, OH
and Davenport, IA
not present at all
in Boston and
NYC dialects

/v/ reported in
Boston

/a/ most
common in
unstressed
syllables and
in final and
preconsonantal
postvocalic
positions

Note. This may not be an exhaustive list. Consider individual differences that may occur.

Table 5

Consonant Features (Obstruents)

Sound(s) | Descriptions Systematic Ex- | Population and/or Additio-nal
amples Geographical Region | Information
Info
/b/ e not produced in final position [e cab=> /cap/
e not released followed by glot-
talization in final position
e /p/in final position
Ip/ e not produced in final position |e Pajamas > |e voicing of /p/:
e voicing of initial singleton /p/ /bagemoaz/ Memphis, TN
in initial unstressed syllables |e Potato = /
baterro/
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/d/ e not produced in final position |e bad = / e absence and
¢ not voiced followed by glot- bae:t?/ voicelessness
talization in final position e Dbed—> /bet/ reported in De-
e /t/ in final position troit and more
common as SES
decreased; more
common among
adolescents than
adults
1/ e not produced in final position
e ¢lottal stop before a syllabic
nasal
/g/ e not produced in final position |e pig—> /pik/
e not voiced followed by glot-
talization in final position
e /k/in final position
/k/ e not produced in final position
I/ e not produced in final position |e seven = /
e /b/ when preceding a nasal sebm/
e /b/ in the medial position
/z/ e not produced in final position [e scissors=> /
e /s/ in final position s1zars/
/s/ e not present in final position e posts >/
when the word precedes a pousez/
quantitative marker as in “two | e desks =/
shoe” desoz/
e lengthened in plurals e wasn't> /
e glottal stop before a syllabic wadnt/
nasal e wasn't> /
e /d/ before a syllabic nasal wA?n/
/3/ e not produced in final position
e might be /d3/ in final position

Note. This may not be an exhaustive list. Consider individual differences that may occur.

Table 6

Interdental Fricative Features

Sound

Descriptions

Examples

Population and/or
Geographical Region
Info

Additional
Information
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10/ e /d/ininitial position [e thy—> /daj/ e reported in Detroit
e /d/in medial position |e other = /ade/ and New York
e /v/in medial position |e bathe>/beiv/ City
e /d/ in final position o like that = /laik:2?/ |® Reported in the
e /v/in final position gulf states
o / d/ e might be less
e sound might be influ- common among
enced and shaped by people of higher
preceding sound SES, women,
speakers with fre-
quent contact w/
White people
16/ e /t/ininitial position [e thigh - /taigh/ e /0/-> /s/: Mem- o [0/ /sl
e /f/ in medial position |e bath—> /baf/ phis, TN and When in
e /f/ in final position e Dbathtub—> /baftab/ middle and south the final
o /tO/ e tenth - /tent/ Atlantic states position
e notproducedin final |e nothing 2 /natn/ e Reported in the of a sylla-
o /_t/ e bathroom - /bes- gulf states ble within
e occasional occurrence rum/ e reported in Detroit a word
of /s/ e Dbirthday—>/ba-sdei/ and New York before
e /t/inthe medialand |e thumb—>/dam/ City another
final positions when e might be less consonant
following a nasal common among
e /d/ in initial position people of higher
SES, women,
speakers with fre-
quent contact w/
White people

Note. This may not be an exhaustive list. Consider individual differences that may occur.

Table 7

Final Consonant Features

Descriptions Systematic Exam- | Population and/ Additional Information
ples or Geographical
Region Info

e Most likely not produced if e when voiced obstru-
a nasal sound or oral stop ents are deleted, length
of preceding vowel is
maintained

e may be lexically deter-
mined
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Most likely not produced if
before a word starting with
a consonant, especially an
obstruent or pause rather
than a vowel

right food = /
raj fu:/

best buy >
/bes ba:/

Most likely not produced if
it contains a vowel that can
be lengthened or nasalized
(more than usual) to main-
tain semantic clarity

bad—> /bx/
bean = /bi:/
man = /m&/

Most likely not produced
if part of monomorphemic
consonant cluster

sent = /sin/

Voiceless consonant might
occur instead of voice con-
sonant

bad-> /be:t/
nose—~> /nou:s/

e may be unique |e

e /d/ phoneme

among South-
ern dialects

reported in .
Detroit

voiceless sound (e.g.,
/t/) more common
before pauses than con-
sonants

no sound more com-
mon before constants
than pauses

Note. This may not be an exhaustive list. Consider individual differences that may occur.

Table 8

Other Consonant Variations

Additional Informa-
tion

Descriptions Examples Population and/or Geo-

graphical Region Info

convenient 2 /
khonv 'iont/

ran there =2 /
ren nes/
talking about
- t/a: ba:/ or/
ta: ma:/

Note. This may not be an exhaustive list. Consider individual differences that may occur.

e nasals in nonfinal contexts |e
not produced

e sound might be influenced |e
and shaped by preceding
sound o

Table 9

2-Element Cluster Features (Obstruent + Sonorant,; Sonorant + Obstruent; Obstruent + Obstruent)

Sound(s) Systematic Examples | Population Additional Information
and/or Geo-
graphical

Region Info

Descriptions

20
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/6r/ /0/ in initial e throw=> /fov/ e most often with
unstressed /0r/ or in
unstressed syllables

/fr/ /s/ in initial e shred—> /sred/

/f1/ in initial e shrimp = /[zimp/
/sw/ in inital e shrimp = /[wimp/

Ipr/ /p/ in initial e professor > /

cluster pofesa/

/lm/ /m/ in final e film - /fim/

/In/ /n/ in final e kiln = /kin/

/p/ /p/ in final e help = /hep/

/d/ /d/ in final e held-> /hed/

/t/ /t/ in final o lilt > /Int/

/k/ /k/ in final o elk 2> /ek/

/1t /f/ in final o clf> /ef/

v/ /v/ in final solve = /sav/

not produced in solve = /sa/
final position

110/ /f/ in final health = /hef/

/t/ in final health—>/het/

/ls/ /s/ in final o false =2 /fas/

Ntf/ /t[/ in final e mulch 2 /matf/

/1d3/ /d3/ in final e Dbulge >/badze/

/mp/ /m/ in final e trump = /tram/

/mf/ /mp/ in final e triumph > /tra-

jmp/

/nt/ /n/ in final e bent = /bmn/ Whole cluster more likely
to be produced than other
clusters

“n’t” /n/ e can’t> /kein/

not produced
/nd/ /n/ in final e land - /len/

e might not be pro-
duced

/nz/ /ns/ in final e lens = /lens/
/nb/ /nf/ in final e tenth 2 /tnf/

/nt/ in final e tenth = /tint/
/nk/ /y/ in final e sink = /sin/ Whole cluster more likely

not produced

to be produced than other
clusters

21
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/ks/ e /k/in final e six 2> /sik/
e /s/whencluster [e accepts—> /asep/
preceding vowel
initial suffix
/sp/ e /s/in final e wasp 2 /was/
e /ps/in final e gasp > /graps/
/st/ e /s/in final e west 2> /wes/
/sk/ e might be /s/ in o ask >/as/ e reported in (e /sk/=> /ks/ may be
final e ask > /xks/ gulf states lexically determined
e might be /ks in e primarily occurs in
final the world “ask”
/pt/ e /p/in final o kept 2> /kep/
/kt/ e /t/in final e act > /at/
e /k/in final e act >/xk/
It/ e /f/ in final o left > /lef/
/de/ e /t/in final o width 2> /wit/
e /f/in final e width 2 /wif/

Note. This may not be an exhaustive list. Consider individual differences that may occur.

Table 10

3-Element Cluster (Obstruent + Obstruent + Sonorant; Sonorant + Obstruent + Obstruent)

Sound(s) | Descriptions Systematic Examples Population and/ Additional Infor-
or Geographical mation
Region Info
/str/ e /skr/ initial e strike = /skraik/ African Americans
street = /skrit/ born in the South
straw = /stro
/mpt/ e /nf/ in final e tempt = /temp/
/nk6/ e /nf/in final e strength-> /skrent/
/pks/ e /ns/in final e larynx = /lens/
/kst/ e /ks/ in final e next 2> /neks/
/ks®/ e /st/in final e sixth 2> /sist/
e /ks/ in final e sixth > /siks/

Note. This may not be an exhaustive list. Consider individual differences that may occur.
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Table 11

Other Consonant Cluster Information

Descriptions Example(s) Population Additional Information
and/or Geo-
graphical
Region Info
o ask >/xks/
o /ps/ 2> /sp/ e wasp 2/waps/
Cluster simplification less likely [e closed = /
when: kloz+d/
less likely when both consonants | e  More frequent
are stops than when first member for irregular past
is a sibilant tense forms
o less likely when the first member
is a sibilant than when itis an /l/ | Ex. “kept”
o less likely when the first member
is an /I/ than when it is a nasal
o less likely when a stop forms a
morpheme than when it does not
e Cluster simplification more e ‘“past” vs. “lamp” | reported in More likely when
likely Rural and urban e  single morpheme
arcas compared to dou-
o when both members of the clus- ble
ter have the same voicing than e when unstressed
when they do not have the same compared to
voicing stressed
e in unstressed syllables than e when following
stressed syllables consonant com-
pared to vowel
when an alveolar plo-
sive compared to other
consonants
e in clusters with a stop + /s/ or /z/, | e that’s = /d&s/
the stop might not be produced
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e postvocalic consonant in medial |e fifteen = /fitin/
consonant sequence in bisyllabic
words not produced if the cluster
does not function like an initial

cluster (e.g., /sk/)
e might occur when preceding a e pasta house 2> any social level
word starting with a vowel “pas’ a house”

e items in a cluster may move with [e escape—> /1'skerp/ | Detroit
or without reduplication
Note. This may not be an exhaustive list. Consider individual differences that may occur.

Table 12

Suprasegmental Features

Descriptions Examples | Population and/or Geo- | Additional Information
graphical Region Info
e Stress placed on first |e police |e reported in Gulf e Might be lexically determined
syllable of some e Detroit states

Note. This may not be an exhaustive list. Consider individual differences that may occur.

Table 13

Unstressed Syllable Features

Descriptions Examples Population and/or Additional Infor-
Geographical Region | mation
Info
Initial unstressed syllables are not always |e away e possibly more e unstressed
present in AAE when e goaway common in older syllables are
speakers more likely
syllable isa single vowel Other examples of | o reported in rural not produced
word before ends in a vowel unstressed sylla- and urban areas when the
target word belongs to a closed bles: target word
grammatical class (e.g., conjunction, | ® away belongs to a
preposition) that is usually un- ® before closed gram-
stressed in natural speech e admit matical class
* about compared
* until to an open
* pretend grammatical
e believe =2/ class.
bli:v/
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Initial unstressed syllables are most likely |e become = e reportedin MS |e not producing
present when “come”’ CV combo is
e expect > becoming less
e the syllable has a cv shape that “spect” common than
cannot be clustered with the initial V alone.
consonant of the second syllable
e entire weak syllable (including con- e More likely
sonants and vowels) deleted initial in syllable for
position vowel only
compared to
CV syllables
e unstressed syllables in the medial e government |e possibly more
position not produced - /gavment/ common in older
speakers

e reported in rural
and urban areas

e reduplicated syllables not produced |e Mississippi
- /misipi/

e probably—> /
prabli/

Note. This may not be an exhaustive list. Consider individual differences that may occur.

Table 14

Plural, Past Tense, and -ing Features

Descriptions Examples Population | Additional
and/or Geo- | Information
graphical

Region Info

e stop sounds in consOonant clusters of
plural words may not be produced

posts = /p"ousez/
desks = /desoz/

e past tense “ed” might be pronounced as |e two faced=> /tu festid/
/1d/ in the following words: skin, bone, |e liked = /latkid/
face, like e missed—> /mis/

e past tense “ed” might be pronounced as e passed—> /pas/
/s/ when final sound is /st/

e Words ending -ing might be /m/ e  Working—> /w3arkm/

Note. This may not be an exhaustive list. Consider individual differences that may occur.
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— ABSTRACT —

Parents finding out they have a child diagnosed with autism spectrum disorder (ASD) are
often frustrated and feel isolated when looking for family support to help them cope. They
may come to speech-language pathologists (SLPs) and audiologists for evaluations and ther-
apy, but these professionals often focus their discussions with the parents on the evaluation
findings and issues with therapy related to the children. What these professionals miss is
discussing where the parents can find support in their communities to be more successful
dealing with their children while finding others with whom they can share frustrations and
concerns. These interactions cannot only help parents with their children, but also bridge

the gap with professionals and the children’s caregivers.

This article discusses the lack of support for Black parents who have a child with ASD
and the emotional feelings, concerns, and frustrations these parents identify dealing with
their child. This will also include misconceptions that are faced by these parents and the
negative interactions these parents have with the schools, with medical professionals, and
others. The purpose of the article is for SLPs and Audiologists to engage with families and
provide appropriate discussions regarding where the families can obtain adequate commu-

nity support and services.

Key Words: autism spectrum disorder, Black parents, audiologists, speech-language pa-

thologists
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Speech-language pathologists (SLPs) and audi-
ologists who deal with children who are diagnosed
with autism spectrum disorder (ASD) often engage
in evaluating issues with these children as well as
providing therapy for these children. They may ask
questions of the parents typically focusing on issues
related specifically to the child. What these profes-
sionals may miss is engaging parents in discussions
regarding where these families may find support
when they have questions.

What is Available for Parents of Children
ASD

In reviewing what is published regarding involve-
ment of SLPs with parents of children diagnosed with
ASD, the review indicated that the overwhelming
material on the internet where parents may search
focuses on what these professionals can provide re-
garding therapy for their child. The material also
discusses how the SLP can work with the parent to
help them learn how to support the speech, language,
and communication therapy at home that is provided
to the child by the SLP. For example, the Autism
Speaks website (https://www.autismspeaks.org/sci-
ence-blog/speech-language-pathologists-and-autism-
learn-how-we-can-help) discusses “Speech-language
pathologists and autism: Learn how we can help fo-
cusing on the therapy and communication training
for these children with ASD as well as early interven-
tion and early diagnosis of the children’s communica-
tion problems.” However, there is nothing regarding
where the parents can find community support for
any issues or concerns that are affecting the parents
and the family as a whole. In an article published in
Focus on Autism and Other Developmental Disabil-
ities (Beverly & Matthews, 2021) the authors focus
their research solely on what SLPs and parents of
children with ASD feel about how prepared the SLPs
working with the children with ASD are regarding
dealing successfully providing speech, language, and
communication therapy for these children. There
was nothing in their research that discussed the
SLP’s interactions with parents regarding support
the parents wanted and needed to deal better with
their child with ASD as well as support for the par-
ent’s feelings and concerns.

Our national professional association, the Ameri-
can Speech-Language-Hearing Association (ASHA;
n.d.) has an online publication regarding Autism
(Autism Spectrum Disorder) and the role of the SLP
working with such clients. In reviewing this publica-
tion, it was noted that the factors discussed are only:
information about the definition of Autism (ASD),
“Signs and Symptoms” the SLP may see in a child
indicating the child may have ASD, the “Causes of

ASD”, what parents and other professionals may
need to know regarding “Seeing a Professional” and
what the SLP may need to know about other pro-
fessionals who work with children with ASD, along
with “Other Resources”. In the section on “Seeing a
Professional”, it was identified that the publication
focuses on evaluation/assessments for people with
ASD as well as treatments that the SLP may pro-
vide for people with ASD. In the section on “Other
Resources”, ASHA identifies other places people can
check out about information regarding ASD. These
places include Autism Navigator, Autism Self-Advo-
cacy Network, Autism Society of America, Autism
Speaks, Autism Today, Centers for Disease Control
and Prevention, Autism Information Center, and the
National Institute of Mental Health Autism Infor-
mation. Reviewing each of these links in the ASHA
publication, the following was identified regarding
resources for parents in general versus resources for
parents who are Black.

Review of Autism Navigator has a specific “link”
for parents called “Family Resources”. One of these
links is to a “Virtual Community for Families” which
focuses on children one to eight years old. This link
indicates that the community discussion focuses on
information about speech, language, communication,
and behavioral issues in children which may indicate
ASD, or which may be found in a child identified with
ASD. However, the link does not discuss concerns
parents may have and frustrations parents may feel
and the fact that they can share such issues on this
virtual link. While the above link is for parents of
children one to eight years of age, there is also a link
specifically for parents of children 24 months old and
younger. However, this link focuses on the speech,
language, and communication factors as well as be-
havioral issues that may indicate that these young
children may have ASD. Thus, there is nothing spe-
cifically for parents regarding their personal con-
cerns and where they may find support and help for
these issues.

The Autism “Self-Advocacy” link is more for specif-
ics regarding how older children and adolescents and
adults can advocate for their needs and issues since
they have ASD. It does not focus on families and
their specific needs nor on any advocacy they may
need.

The Autism Society of America (ASA) provides in-
formation regarding local groups that focus on fami-
lies having children with ASD as well as people with
ASD who may be ready for self-learning and advo-
cacy as older adolescents and adults. There may be
some support through this Society for families, but
they would need to contact their local ASA group to
find out.
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One concern the authors have identified is the fol-
lowing. One of the authors has a child with ASD and
the child’s parents went to an ASA meeting. At the
meeting there were many families present, but of the
nearly 50 families having children with ASD, only
two were Black. Thus, would this group of largely
White families be able to appropriately reflect on con-
cerns the Black parents have because the group was
predominantly White families?

As for the Autism Speaks organization, some of
their focus was discussed earlier. However, going
to their website what was noticed was that there is
a specific link for Parents where they can find some
resources. Viewing the resources noted on that link
they were mostly regarding information about the
person with ASD and that person’s specific issues
and not issues that parents may have.

The Autism Today link is specifically for parents
providing examples of books, videos, and articles
about ASD and people, especially children with ASD.
There appears to be little focus on where parents of
children with ASD can find support for the parents’
needs, concerns, emotional frustrations, etc. This led
the first author to conduct a comprehensive research
study identifying what resources parents have chil-
dren with ASD find in their communities when the
families are Black.

Method

Participants

The researcher developed specific questions and
asked them of the parents. These questions involved
what resources the parents identified to provide
them help when questions or needs arose regarding
their child with ASD. Additionally, questions were
asked regarding health issues identified by the par-
ents and where they discovered resources to assist
them with these problems, and what the parents
learned regarding access to community resources
and programs.

Consent forms and interview questions were pro-
vided to each participant prior to the interviews by
email or by mailing them a printed copy. Interviews
were conducted either in person or by phone. The
researcher did not change her interviewing style be-
tween the in person and by phone interviews.

The semi-structured questions were designed for
managing the interviews being subdivided into four
focus areas, with a set of questions on each of these
areas. The four areas were: 1). personal experiences,
2). social support/relationships, 3). community/emo-
tional support, and 4). what needs to be done. Few
follow up questions were asked due to the personal

and uncomfortable nature of some of the questions
and out of respect to the participants’ time and need
to spend limited time away from being with their
child who has ASD.

For the participants who agreed to meet with the
researcher, accommodations were provided by sched-
uling interviews after church services were complet-
ed, due to this being a familiar and similar setting
for both the participants and the researcher. The
researcher also was sensitive to the limited time
available for participants due to parenting respon-
sibilities of a child with ASD. Participants who were
interviewed by phone specifically cited attending to
the needs of their child as a reason to request an in-
terview that was not conducted in person.

The researcher employed a semi-structured, one-
on-one interview methodology to gather rich detail
and insight into the daily experiences of families who
have children diagnosed with ASD. The researcher
focused on asking questions from each of the four
categories, but also probed the parent to expand an-
swers provided to better understand their experienc-
es raising a child with ASD.

Phenomenology is the study of experiences from
the first-person point of view or centering on that
person’s experiences while investigating how they
communicate with others. Phenomenology describes
the common factors identified with several individu-
als based on their experiences related to a concept or
phenomenon. Phenomenological methodologies rely
on descriptions of experiences lived to develop an
understanding of the meaning of human interactions
in everyday life (Schwandt, 2001). By using a phe-
nomenological approach for this research, common or
shared experiences of a phenomenon for several indi-
viduals can be understood (Creswell & Miller, 2000).
This method develops a deeper understanding about
the features of the phenomenon (Moustakas, 1994)
and provides numerous examples of phenomena that
have been identified.

The present research examined the experiences of
parents of Black children with ASD employing self-re-
ported data through in-depth interviews. There are
three methods used in this study (Elliott, 2005; Pin-
negar & Daynes, 2007). First, the sociocultural focus
is on cultural considerations which influence the in-
dividual parent’s experiences. Second, a focus on rich
descriptions of the participants’ stories about signif-
icant issues and their children, are provided. Third,
the literary approach is used to complement both the
sociocultural focus and the focus on rich description
in order to describe experiences adequately (Denzin
& Lincoln, 2011).

Procedures
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The researcher met socially and privately with
participating parents and took notes. The in-depth
questions developed by the researcher (i.e., the first
author) were presented to get concrete information
regarding whether Black parents received or found
support for their concerns about their child diag-
nosed with ASD, and input regarding from whom
this information was obtained and what, specifically,
was told to them. Additionally, general discussions
were held to expand on what the parents said and
clarify issues that they presented.

The researcher took notes and, later, reviewed the
notes focusing on themes that were identified as com-
mon among the 12 participating families. The study
employed one-on-one interviews to obtain informa-
tion and perceptions of Black families of children
with ASD. The one-on-one interviews provided the
opportunity to better understand the experiences of
raising a child with ASD in a Black family and how
emotional, social, and caregiving support can affect
that experience.

Data collection in phenomenological studies often
consists of in-depth interviews with participants, al-
though sometimes data is collected as part of a focus
group (Polkinghorne, 1989). Using in-depth inter-
views establishes a cohesive partnership between the
researcher and the participants. Denzin and Lincoln
(2011) suggest conducting qualitative research which
leads to empowering individuals to share their sto-
ries and have their voices heard. Qualitative research
also functions to minimize the power differential in
relationships that often exist between a researcher
and the participants in a study.

Phenomenology is the study of what the individual
experiences and how the experience is received and
explained both internally and personally when pre-
sented to others (Moustakas, 1994). Phenomenology
was used to describe the experiences of these Black
parents of children with ASD. A phenomenological
study attempts to set aside biases and preconceived
assumptions of human experiences, feelings, and
responses to a particular situation. Phenomenologi-
cal research refers to researching how an individu-
al perceives the meaning of an event, as opposed to
how the event exists beyond the perception of peo-
ple through a descriptive passage that discusses the
essence of the experience for individuals. Moustak-
as (1994) argues that the experiences of individuals
and how they have both subjective experiences of the
phenomenon and objective experiences of something
in common with other people are important. This re-
search form endeavors to understand what a group
of people felt during a phenomenon. Perceptions,
perspectives, and understanding are all going to be
analyzed and then used to create an understanding

of what it is like to experience autism within a Black
family.Within interdisciplinary fields of study, phe-
nomenology attempts to bring pure, untainted data
from those who have experienced the phenomena.
Deeply rooted in philosophy, this form of research
certainly has its benefits, including a unique perspec-
tive to the experience, an intimate understanding of
how the family’s experiences are different, but at the
same time, the similar, and rich data explaining dai-
ly, lived experiences (Maxwell, 2013).

The fundamental goal of the approach is to ar-
rive at a description of the nature of the particular
phenomenon that is rich in detail (Creswell, 2013).
In-depth interviews with Black parents who have
first-hand knowledge of autism as they are raising
their children with ASD provide a rich description of
this lived experience. The interviews answer broad
questions (Moustakas, 1994) related to what is expe-
rienced in terms of the phenomenon and what con-
texts or situations typically influence the experiences
of the phenomenon being studied (Creswell, 2013).
Through this process the researcher asks the study
participants to explain their daily, life experiences
and arrive at a shared understanding of the phenom-
enon.

Results

The interview data from Black parents raising chil-
dren with ASD provides voice to their daily experi-
ences of the challenges and difficulties of parenting a
child with special needs. Many different themes, es-
pecially Major/Primary Themes (see Table 1), arose
from the interview data, using the parents’ explana-
tions of how they met the challenges and difficulties
of raising a child with ASD and how they seek sup-
port or encouragement in dealing with the frustra-
tions of parenting, additional stress of rearing a child
with ASD, and what support they wish was provid-
ed for them from the medical community, including
SLPs and Audiologists, within their family and from
“friends groups” at their places of religious worship.

Results from the input provided by these Black par-
ents of children diagnosed with ASD revealed high
stress levels with these parents negatively affected
by significant disparities when seeking and receiving
healthcare. Black families with children with ASD
cite the significance of religion, community, and fam-
ily involvement as important providers of emotional
support. They rely on many people for emotional and
spiritual support, including their families, church
members, and friends.

One significant factor identified was how these
Black parents have come to accept or be stigmatize
having a child with ASD. Parents and caregivers of
children with ASD feel they need continued social
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and spiritual support and information about autism
The support and information they seek can be pro-
vided by family and friends, faith communities, and
healthcare providers, including SLPs and audiolo-
gists.

Specifically, the themes or categories of data iden-
tified from the interviews included inequalities in the
diagnosis and treatment of Black children with ASD
and disparities across all services provided to the
children which was a constant theme.

The Health Belief Model (HBM) helps explain the
frustrations of Black parents who seek medical treat-
ment and services for their children with ASD. HBM
identifies perceptions of those studied being import-
ant predictors of whether the person will seek treat-
ment and how motivated these people are to change
their behaviors. For the present study, the percep-
tions of severity and susceptibility and the concerns
about barriers to receiving treatment were identified
as very important. Black parents of children with
ASD face many barriers when trying to get their chil-
dren diagnosed with ASD, and after strong advocacy
to obtain appropriate assessments, they must contin-
ue to forcefully request services and treatments for
their children. HBM also identifies perceived bene-
fits of behavior change as impacting whether chang-
es are made. Parents of Black children with ASD are
typically very motivated to pursue medical and other
interventions for their children as they believe there
are benefits from such interventions. Medical pro-
fessionals, including Speech-Language Pathologists
and Audiologists, need to understand the gravity of
health disparities Black families face when seeking
medical care and treatments, especially for ASD-re-
lated issues, and help remove these barriers which
prevent access to beneficial services.

Parents interviewed for this study also mentioned
many times their frustrations with the process of
getting their child properly diagnosed with ASD
and their desire that medical professionals would
be more proactive in observing changes in their chil-
dren which would indicate a possible ASD diagnosis.
Following the diagnosis, Black parents in this study
recommend and request that medical professionals
including SLPs and audiologists proactively provide
information about autism and how to access services
for their children, especially since the ASD diagnosis
itself is life changing and usually prompts feelings of
helplessness and uncertainty for parents.

The theory of intersectionality also helps explain
this disparity in receiving diagnosis for ASD and
treatment for young Black children. This study
provides the phenomenological daily experiences of
mothers who are raising a child with ASD. As in-
tersectionality reveals intersections of oppression,

health disparities can be better understood. Inter-
sectionality shows that women seeking healthcare
services for their Black children with ASD can ex-
perience health disparities because of their many
layers of identity, including race, gender, age, socio-
economic status, etc. Concerns raised by women with
medical professionals are more likely to be dismissed
without appropriate testing or treatment. There is a
longstanding history of healthcare segregation based
on race. When a Black mother of a child with ASD ad-
vocates for her child with medical professionals, in-
cluding SLP and Audiologists, her concerns are likely
ignored. Black fathers of children with ASD are also
likely to have their concerns dismissed or minimized
by such professionals. Although men are not typical-
ly burdened by their gender, they, too, can experi-
ence multiple intersections of oppression. Regardless
of profession or socioeconomic status, Black men also
face discrimination from medical professionals and
are less likely to have their concerns addressed, test-
ed, or treated than their middle-class White peers.

The parents of Black children with ASD inter-
viewed for this study constantly mention communi-
ty support as being an important need for them to
adequately reduce their own stresses and provide a
loving home for their children. Community support
in this study can be defined as any support outside
of the family unit. Extended family, friends, commu-
nity groups, and church groups are all entities from
which support is desired by parents of Black children
with ASD.

Lack of resources is a continual concern for these
parents. Geographically, resources may not be read-
ily available for Black children with ASD. Addition-
ally, parents of children with autism may not even
be informed by medical professionals or government
agencies that resources are or should be available for
their children. Healthcare practitioners may neglect
to tell Black parents of children with autism about
resources or where to seek them because they be-
lieve the parent will not be motivated to seek this
assistance. Thus, medical and health professionals,
including SLP and Audiologists, may be a barrier
as identified in the HBM to better healthcare due to
their beliefs about their patients or their patients’
caregivers. Because Blacks are often stigmatized by
medical professionals and experience health dispar-
ities because of these stigmatizations, their health-
care is substandard.

Many of the Black parents of children with autism
interviewed for this study believe media messages
about autism are typically positive, but not necessar-
ily realistic. Because people with ASD are depicted.
Parents of children with ASD would prefer that per-
sons with autism are depicted in the media as having
ahilities and skills across the autism spectrum.
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Table 1

Major/Primary Themes Identified from the Interviews with Black Parents of Children with ASD

Theme

Description

Sample Quotes (when appropriate)

High Levels of Stress

Parents felt that there were many
challenges and difficulties raising a
child with ASD that caused parental
stress.

Lack of Resources

Parents felt they did not have appro-
priate support to help them over-
come the challenges and difficulties.
(This includes services by SLPs and
Audiologists.)

“Practitioners should have informa-
tion to share with families, schools
should have a person available

to reach out to families, provide
seminars and information packets,
institutions should provide fair and
adequate resources and funding to
all families.”

Access to Healthcare and
Limited Services

Stress was made worse because

of problems obtaining appropriate
healthcare and services their child
with ASD needed.

Problems Obtaining Informa-
tion Regarding Their Chil-
dren with ASD.

“Many of us are not in environments
where information is easily acces-
sible and, as a result, some of our
children get diagnosed much later
and get services or help later than
other ethnic groups.”

Being Stigmatized Having a
Child with ASD

Many Parents felt that people and
the media view ASD in very negative
ways which stigmatized them, their
families and, especially, their child.

Significant Healthcare Dis-
parities for Black Families

There are many barriers that Black
Families may face when seeking ap-
propriate services for their children,
especially a child with ASD, includ-
ing SLP and Audiology services.

Obtaining Appropriate Di-
agnosis for Their Child with
ASD

Often the child with ASD was diag-
nosed with some other emotional or
behavioral disorder which was later
found to be inappropriate. (This is
very important for SLPs and Audiol-
ogists to consider.)

Obtaining Appropriate Treat-
ment for Their Child with
ASD

Schools often provided inappropriate
IEPs for their children, or a lack of
appropriate services and Parents
often did not know where to go for
appropriate services. (This is very
important for SLPs and Audiolo-
gists.)

Media Messages about Au-
tism

Autism is often viewed negatively in
the media.

“The message that I receive from
media is that autism is a cookie
cutter disability, and it is not. I am
constantly amazed at the things that
my child and my students achieve
and develop as they grow.”
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Unfortunately, media still provides very negative de-
pictions of ASD as well, portraying children as well
as adults as awkward and unpredictable which fur-
ther stigmatizes and makes others hesitant to inter-
act with children with ASD.

Lack of awareness of autism in the United States
is an ongoing problem for Black parents raising chil-
dren with ASD. Because autism is still viewed as dif-
ferent or exotic, and those beliefs are furthered by
negative media images, autism and children with
ASD are negatively stigmatized. Parents interviewed
for this study prefer that people approach them per-
sonally and ask questions about autism so they can
help others become aware of autism and how children
are affected by the spectrum both with their abilities
and limitations. The need to bring more awareness to
ASD is also believed to be important, so that society
as a whole must make an effort to build awareness of
autism and not just rely upon persons with ASD or
their caregiving parents to inform others about au-
tism and how it impacts their Black families.

Conclusion

As a Black parent of a child with ASD, there are
many challenges in daily life. One of the large chal-
lenges is communicating with one’s child with ASD
who may have varying abilities to understand verbal
and nonverbal communication and may be severely
limited in communicating to others both verbally and
nonverbally. Caregiving for someone who has diffi-
culty communicating is a challenge and adds stress
to parents of Black children with ASD. This stress
of communicating can be reduced somewhat as par-
ents identify how to best communicate with their
child with ASD and how the child’s abilities can be
utilized to communicate effectively. The stress of all
those identified in interviews involved in the present
study is addressed solely by those who have experi-
ence working with persons with ASD, such as med-
ical professionals, educators, and SLP and Audiol-
ogists. Additionally, parents of children with ASD
who are willing to help and mentor other parents of
children with ASD can be an important part of sup-
porting and helping these other parents, especially
Black parents.

The responsibilities of caring for a child with ASD
are great and can be alleviated somewhat by the nur-
turing social support of others. Limited social sup-
port was mentioned many times by the Black parents
of children with ASD interviewed for this study. So-
cial support can be provided by friends, family mem-
bers, and members of church groups, etc. Listening
to the parent of a child with ASD, being willing to
listen to venting about frustrations and stresses of

raising such a child and providing opportunities to
do something other than caregiving are all welcome
ways for professionals, such as SLP and Audiologists
to provide social support to parents of Black children
with ASD. Table 2 outlines some of the support par-
ents identified they found, which SLPs and Audiol-
ogists can share with Black families having a child
with ASD.

Raising a child is a stressful experience. However,
raising a child with ASD is additionally stressful due
to special needs that children with autism have. The
Black parents of children with autism interviewed
for this study also talked about the heavy stresses
the entire family faces when raising a child with
ASD. In this phenomenological study of daily lived
experiences of Black parents of children with autism,
it 1s important to highlight the many stresses experi-
enced when caregiving for such a child.

Receiving the information that a child has been di-
agnosed with ASD is almost a universally devastat-
ing experience for the Black parents as identified by
the parents interviewed for the present study. The
initial finding was negative experiences and feel-
ings of hopelessness and helplessness which were
common among these parents. However, some of the
parents were able to quickly reframe their frustra-
tion and grief into recognizing that parenting a Black
child with ASD is a blessing to them and their fami-
lies. Because of the religious and spiritual beliefs of
the parents interviewed, some of them are able to
realize the blessings of learning from their children
with ASD and appreciating the perspective that a
child with ASD provides the Black parents and their
families.

Black women have traditionally taken the primary
caregiving role for children and housekeeping tasks
within Black households. Mothering a child with
ASD becomes an all-consuming task for many of the
women interviewed for this study based on the expe-
riences of the Black families with a child with ASD
interviewed. Although each parent has many identi-
ties, the mothers in this study say that their experi-
ences parenting a child with ASD shaped their iden-
tity as a mother to the child with ASD first and all
other identities, including spouse, employee, friend,
or even parent to other children became secondary.
While focusing on a child with ASD is important and
providing excellent care to the child is necessary,
parents can find relief from their parenting stresses
by taking breaks from the caregiving by focusing on
their other identities andtionships they have that are
defined by their other identities.

Raising a child with ASD can make many parents
feel socially isolated. The feelings of isolation are
felt personally as a parent of a child with autism
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Table 2

Where Black Parents of Children with ASD Found Support

Religious Community Many parents found minimal support
from church members including Pastors
and other families whether these fami-
lies did or did not have a child with ASD.
SLPs and Audiologists may find it helpful
to present to church members on autism
awareness.

Withing the Family Support was often found by members of
the family such as the spouse or other chil-
dren who would help the parent deal with
their child with ASD.

Friends Parents of children with ASD found turn-
ing to close friends was helpful to share
the parents’ concerns as well as express
their problems which reduced stress many
times. SLPs and Audiologists may find it
helpful to present to communities on au-
tism awareness.

ASD Organizations There are a number of special ASD orga-
nizations which have websites (many cited
in this article) and community meetings.
However, as reported, these organiza-
tions may not have many Black families
involved so SLPs and Audiologists should
check out these organizations to see which,
if any in the family’s community, have
other Black families involved.

Providing Appropriate Information Many concerns the Black families raised
were a lack of appropriate information
regarding ASD including treatments and
daily needs. SLPs and Audiologists should
discuss with all families having a child
with ASD appropriate and comprehensive
information that the families can under-
stand. This is especially important for
Black families having a child with ASD.
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may not have friends or family members they can rely
on to assist physically with the child or even listen to
their frustrations. A parent of a child with ASD who
feels isolated can also further isolate the entire fam-
ily from vital relationships and interactions. Fears
of how a child with ASD will behave or react to new
people or new situations and settings sometimes
makes it difficult to interact with the family and oth-
er people. However, parents raising children with
ASD crave opportunities to not feel so isolated and
appreciate the efforts of others to include them and
their children with ASD in activities and programs.

Access to programs and resources benefiting chil-
dren with ASD is an important need for Black par-
ents of children with ASD. Knowledge of which pro-
grams and resources exist is the first thing that needs
to be provided to such parents. This information can
be provided by the Speech-Language Pathologist and
Audiologist. Unfortunately, the access to informa-
tion about programs and resources for children with
ASD is unevenly provided. If information about such
programs is provided, access to those programs and
resources 1s usually not easily attained and Black
parents of children with ASD must repeatedly advo-
cate to receive benefits for their children.

Parents of Black children with autism also report-
ed that they believe society needs to provide educa-
tion about autism to everyone. This education could
be in the form of classes or programming, or even
through the media. These parents know that their
children and families are stigmatized due to their
child having ASD, and they realize the stigmatiza-
tion will only be reduced when all are educated about
autism and the special needs and abilities of children
who have ASD. The responsibility of providing edu-
cation about autism should be assumed by everyone,
including Speech-Language Pathologists and Audiol-
ogists, especially since there are more diagnoses of
autism each year.

Results from the present study indicate that sourc-
es of support for Black parents of children with ASD
can be provided by many different people. Family,
friends, church members, members of organizations
for families involved with ASD are all important
sources for reducing parental stress when raising
a child with autism. Speech-Language Pathologists
and Audiologists working with these children also
need to provide support through listening and con-
sultation with these parents to help them with their
concerns and guide them to places where they can
get what they need.

The Black parents with children with ASD inter-
viewed for this study hope for greater acceptance of
ASD and their children in society. They believe chil-
dren need to be taught from a young age to accept

everyone, regardless of their limitations or abilities,
and provide a welcoming experience for all children.
Too often children with ASD and their families still
face discrimination in all realms of life because au-
tism is not readily understood nor accepted. By edu-
cating and encouraging everyone to embrace and ac-
cept children with ASD, raising a child with autism
will be an easier experience for Black parents, all
their children, and their entire families. Speech-Lan-
guage Pathologists and Audiologists can be a signifi-
cant supporting part to make these experiences more
positive for these families.
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— ABSTRACT —

Multicultural competence (MC) is essential for unbiased, successful delivery of academ-
ic curriculums and clinical practices in the field of communication sciences and disorders
(CSD). To achieve a greater degree of MC, it must be implemented at all organizational
levels in higher education (e.g., university, department). However, there is limited research
documenting the specific frameworks of MC relating to the organizational infrastructure
in higher education within the CSD field. The authors will synthesize empirical findings,
summarize frameworks, and highlight resources that support organizational cultural com-
petence at three different levels: university, department/program, and the individual. Addi-
tionally, the authors propose a model, Assess, Plan, Take action (APT) that can be used by

CSD faculty to implement MC at all organizational levels within higher education.

Keywords: multicultural competence, organizational cultural competence, cultural humil-

ity, cultural competence in higher education
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Embedding multicultural competence (MC) into
the communication sciences and disorders (CSD)
program is necessary to ensure instructors, students,
and clinicians are culturally responsive when work-
ing with diverse populations. However, to achieve a
culturally competent environment and prepare indi-
viduals in the CSD profession for a pluralistic society,
MC must be addressed at the macro- and micro-lev-
els of an organization within a university setting.
Top-down (e.g., organizational cultural competence)
and bottom-up (e.g., student and staff cultural com-
petency) implementations of cultural competence are
needed to facilitate an organizational practice of cul-
tural humility and foster an environment in which
individuals value and advocate for cultural diversity
in various settings (i.e., work, academic and clinical).
To foster MC, CSD faculty and staff must be familiar
with cultural competency at all organizational levels.

To provide further clarity, it is necessary to differ-
entiate the following terms: MC (i.e., cultural com-
petency) and cultural humility. The terms MC and
cultural competency can be used interchangeably
and the authors purposefully chose to use the term
MC to highlight the importance of the multicultural
aspect. MC is not easily defined because of its mul-
tidimensionality (Sue, 2001), and how the term is
defined can be considered limiting in scope (i.e., as
a skill set to be studied and mastered versus ongo-
ing learning (Ginsberg, 2018; Juarez et al., 2006).
However, the American Speech-Language Hearing
Association (ASHA) defines the term cultural compe-
tency as “...a dynamic and complex process requiring
ongoing self-assessment and continuous expansion of
one’s cultural knowledge (ASHA, n.d., para. 3). Fur-
ther, ASHA clarifies that

Culture as a concept may represent a wide
range of variables including but not limited
to age, disability, ethnicity, gender identity
(encompasses gender expression), natioal
origin (encompasses related aspects e.g., an
cestry, culture, language, dialect, citizen
ship, and immigration status), race, religion,
sex, sexual orientation, and veteran status.
Linguistic diversity can accompany cultural
diversity. (ASHA, 2017, para. 3).

MC requires that the individual is culturally aware
and acknowledges cultural differences between one-
self and others and that individuals identify with a
variety of cultural identifies that may be visible (e.g.,
religious clothing and ethnicity) and invisible (e.g.,
sexual orientation and citizenship; Ortega & Faller,
2011; Sue, 2001). Comparably, cultural humility is
the dynamic and continuous analysis of self-reflection
to explore one’s belief systems and biases, question
power imbalances within working relationships and

institutions, and develop an attitude that promotes
learning from others (Bradshaw & Randolph, 2021;
Danso, 2018). The latter characteristic requires an
individual to consider culture from others’ perspec-
tives and to acknowledge aspects of a culture they
may be unfamiliar to them (Isaacson, 2014).

To cultivate an environment that supports MC
and cultural humility, an organization should align
goals and objectives (e.g., mission statements) that
promote multicultural learning and interactions in
people, policies, curricula, and activities (Kersiené &
Savaneviciené, 2005). The organization must define
a set of values and principles that support the behav-
ior, attitudes, and structures across cultures (Center
for Substance Abuse, 2014). The organization’s valu-
ing of diversity can be demonstrated by conducting
assessments, effectively managing cultural differ-
ences, and adapting to the cultural needs of the com-
munity in which it exists. The dynamic relationship
between the organization and its constituents (i.e.,
students, faculty, clients) allows for the creation and
maintenance of MC at each organizational level. All
constituents (e.g., faculty, staff, and clinicians) pro-
vide significant contributions to cultural diversity
that must also include their ability to develop cul-
tural awareness in knowledge and skills that relate
to MC and cultural humility. To be the most effec-
tive, the support and resources of higher organiza-
tional levels (e.g., university, university) are needed.
Figure 1 depicts the possible flow of MC within an
organizational unit. It is proposed that addressing
MC and cultural humility at each of these levels will
allow for the cultivation of continuous multicultural
learning in education and practice.

Figure 1
Depiction of the Flow of Multicultural Competence in an
Organization
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In pursuing cultural competence, organizations can
look to Sue’s (2001) multidimensional model of cul-
tural competence (MDCC) for guidance. The MDCC
model is presented in the context of a 3 x 4 x 5 cuboid
design, which represents the multiple dimensions
of MC and interactions. The primary dimensions of
MC represented include race- and culture-specific
attributes (e.g., African American, Asian American),
foci (e.g., societal, organizational), and components
of cultural competence (e.g., awareness, knowledge).
Organizations can use this model as a guide for as-
sessing multicultural competence by examining each
area within the MDCC, creating a plan, and imple-
menting the plan.

In addition to exploring the dimensions of the
MDCC, organizations can integrate the four com-
ponents of MC designated by Martin and Vaughn
(2007). These components include awareness, atti-
tudes, skills, and knowledge, which work together
to create a synergistic effect (North Carolina State
University, 2022, https:/diversity.ncsu.edu/cultur-
al-competence-toolkit/).. All levels of the organization
should work to continuously improve the four com-
ponents of MC (see Figure 2) especially individuals
because they make up a large proportion of the MC
that exists within an organization. It is important to
highlight that these components may look slightly
different at each level (e.g., awareness at the depart-
mental level may include policies but self-awareness
at the individual level).

Awareness consists of self-examination of one’s
culture and the culture of others. This includes ac-
knowledging biases and stereotypes that exist about
other cultures that may stifle learning and profes-
sional and personal development. Attitude encom-
passes the ability to be receptive to learning about
and accepting the differences in one’s culture and
others’ cultures. A positive attitude toward various
cultures coupled with knowledge may facilitate con-
structive cross-cultural experiences. Knowledge re-
quires gaining information about other cultures to
decrease the degree of variance between beliefs and
attitudes and actions. Research has shown individ-
uals’ increased cultural knowledge may not be con-
gruent with their actual behaviors (Devine, 1989).
It is vital to teach individuals how to recognize that
personal behaviors towards groups (e.g., inappro-
priate labels/descriptions, offensive body language,
and biased assumptions) can be connected to one’s
belief systems; only by cultivating a practice of trans-
formative learning, that values diversity, can one’s
thoughts and behaviors be more synchronous with
MC. Skills is a necessary added dimension that may
sometimes be subsumed into the other dimensions
(Alizadeh & Chavan, 2016; Sue, 2001). Skills require
the individual to possess and practice a subset of

skills when engaging in cross-cultural encounters.
Figure 2

Four Components of Multicultural Competence
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Engaging in MC at all levels of an organization is
most likely to thwart the notorious ~isms (e.g., rac-
ism, sexism, ageism, colorism) and other discrimina-
tory behaviors that create barriers to learning, thriv-
ing in a work environment, and providing culturally
appropriate clinical services. Possible benefits of an
organization that continually implements MC and
cultural humility practices include a decrease in dis-
proportionality in disciplines and increased knowl-
edge of engaging with diverse clientele, colleagues,
and students. Additionally, there may be an increase
in diverse perspectives, personal development, and
knowledge of world views.

It has been suggested that multicultural experi-
ence can contribute to increased creative thinking via
“... recruitment of ideas from unfamiliar cultures for
creative idea expansion and spontaneous retrieval of
unconventional knowledge from memory” (Leung et
al., 2008, p.7). Creativity is a needed skill in the field
of CSD as clinicians may frequently encounter cas-
es that challenge the implementation of traditional
assessment and treatment procedures when provid-
ing MC services. At higher organizational levels, the
administration may need to be creative when inte-
grating, acknowledging, and respecting the cultural
and linguistic views of faculty and staff during the
planning of events and/or creation of policies and
procedures.

Conceivably, modeling MC at the micro- and mac-
ro-levels will instill in CSD students and profession-
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als the knowledge and skills necessary to implement
or initiate culturally responsive practices at their
current and future organizations (e.g., skilled nurs-
ing facilities, schools) or within organization depart-
ments. The following discussion will focus on the uni-
versity, departmental, and individual levels in CSD
as participation for all levels is required for effective,
ubiquitous outcomes. The CSD profession as an orga-
nization will not be discussed in depth but requires
a comprehensive analysis of policies, procedures, and
staff to determine the essentials for the continuous
improvement of MC. Accordingly, all organizational
levels can design their procedures to fit the proposed
APT model; that is each level should Assess, Plan,
and Take action as it relates to implementing MC
and embedding cultural humility.

It should be noted that implementing the APT mod-
el is an ongoing, cyclical process, which should inte-
grate accountability at each level. Assessing requires
analyzing current practices at each organizational
level as it relates to MC and cultural humility. After
the assessment process, planning should be imple-
mented and consists of using assessment data to es-
tablish measurable goals. These goals should include
the what, who, when, and how. This will help to facil-
itate more efficient goal achievement. Additionally,
at the assessment level of each organizational level,
a Strength, Weakness, Opportunity, Threat (SWOT)
analysis or the Stop, Start, Continue, Change (SSCC)
method (Hoon et al., 2015) can be conducted to gath-
er information about the current state and imple-
mentation of MC and cultural humility. Taking ac-
tion is an indispensable aspect of the APT model and
requires the implementation of goals established as
well as assessment of goal outcomes. The following
discussion will outline specific targets that should be
considered for the APT model at three organization-
al levels; university, department/program, and indi-
viduals in CSD. It should be noted that each orga-
nizational level consists of sublevels (e.g., staff and
faculty, clinic), which should also employ the APT
model especially as it relates to individual MC and
cultural humility. A continuous example of the im-
plementation of the APT model will be given for each
level. Additionally, distinct examples of assessing,
planning, and taking action for each level will be giv-
en.

University level

Promotion of MC on university campuses can result
in positive, lasting impressions. Research suggests
that increased interracial interactions facilitate lead-
ership ability, cultural knowledge (dependent upon
campus diversity; Antonio, 2001), and academic de-
velopment (Astin, 1993a, 1993b as cited in Antonio,
2001). In turn, students are better prepared to enter

a globalized workforce.

Assess

Policies, Procedures, Committees, and Constitu-
ents. Policies, procedures, administration, and ser-
vice delivery that systematically involve clients and
the community (Center for Substance Abuse, 2014)
influence the climate of the campus and the imple-
mentation of MC. Therefore, these factors should
be assessed for hegemony. In other words, consider
whether the aforementioned factors have been evalu-
ated or modified using a multicultural lens. One pro-
cedure that may be examined includes the orienta-
tion of campus personnel and students to a culturally
inclusive environment. Policies at primarily White
institutions (PWIs) that have not been altered may
reflect content that primarily serves and provides ad-
vantages to the majority population (Hurtado et al.,
1998). The effects of these policies may filter to the
departmental level and should be examined at that
level as well.

Examining committees that oversee and/or create
policies and procedures related to MC and cultur-
al humility for the university is vital. Committees
should be created to examine the cultural climate of
the university. For example, does the library have
books on reserve with authors that reflect cultural
diversity? Is the diversity present in university con-
stituents reflected in university decor and marketing
materials? Additionally, individuals serving on com-
mittees should assess their MC and cultural humil-
ity.

Budget. The budget and other monetary assets
should also be examined to parcel resources for mul-
ticultural programs and other initiatives. Imple-
menting multicultural awareness programs in higher
education settings will require additional resources
including finances, volunteerism from campus con-
stituents (e.g., CSD faculty), and physical space for
multicultural programs. The impact of these pro-
grams as well as other collaborative opportunities
may lead to increased cultural interactions (Cheng
& Zhao, 2007). Nevertheless, it is a consensus that
solely diversifying the faculty or student population
alone does not lead to MC (Hurtado et al., 1998) and
strategic programs and other policies should be used
to encourage interaction among students from di-
verse backgrounds (Cheng & Zhao, 2007).

Programs and Activities. Multicultural pro-
grams should be assessed for efficiency if they exist.
If not, opportunities to establish programs should
be evaluated. Such programs may help to quell bi-
ases and microaggressions in addition to reducing
hostile environments for students, faculty, and staff
from multicultural backgrounds (Grapin & Pereiras,
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2019). College and departmental level degree pro-
grams can also be evaluated to determine how and
to what extent MC and cultural humility are imple-
mented. Programs and activities aimed to increase
MC can impact structural diversity and retention
and recruitment of culturally and linguistically di-
verse (CLD) faculty and students (see below).

Recruitment and Retention. Recruitment and
retention at the college and departmental levels
should also be examined. Recruitment of minority
students and faculty has been a longstanding issue
in higher education (e.g., Larke, 1987; Pruitt & Isaac,
1985; Toretsky, 2018; Writer, 2019) especially in the
CSD field (Nuruz et al., 1992 as cited in Saenz, 1998).
The number of minority members of ASHA has only
risen 1% in the past 24 years (ASHA, 2021). Recruit-
ment and retention efforts should be analyzed to de-
termine the level of structural diversity and strat-
egies to recruit and retain students from diverse
backgrounds (Soria et al., 2015). Increased structur-
al diversity may allow students to gain knowledge
and experience diversity at all organizational levels
via formal and informal interactions (Gurin et al.,
2002). Retention efforts should include examining
available civic engagement activities that may also
contribute to the development of MC and cultural
humility. Recruitment of minority faculty should
also be examined. There is ample evidence to support
racial and ethnic student-teacher matching (e.g.,
Cherng & Halpin, 2016; Egalite et al., 2015; Grissom
et al., 2017). Additionally, retention of minority or
CLD students and faculty should be analyzed as re-
tention will continually support growing structural
diversity at a university. There is data that suggests
the recruitment of CLD faculty serves to promote
program recruitment and academic achievement of
CLD students (Boser, 2014; Cherng & Halpin, 2016;
Grissom et al., 2017). Students who identify with
similar ethnicities/race as the faculty members (i.e.,
race-congruent matching) demonstrate higher rates
in academic success (Dee, 2004; Egalite et al., 2015),
increase in positive teacher expectations (Fox, 2016)
and lower rates of academic misconduct (e.g., deten-
tions and suspensions; Holt & Gershenson, 2015).

Plan

Policies, Procedures, Committees, and Con-
stituents. Following the assessment process, a
plan and measurable goals should be created to re-
flect the findings that address policies, procedures,
and constituents. The plan should consider Rhoads
and Black’s (1995) proposed seven principles that
can serve as a foundation to help higher education
settings to decrease instances of bias incidents for
CLD students. The principles include the following:
“(a) creating organizational systems, (b) building

empowering social/cultural settings, (c) developing
communities based on commitments to democracy
and ethic of care, (d) setting conditions to support
decision-making inclusive of diverse faculty, staff,
and students, (e) respecting cultural differences,
(f) treating students as equals in developing just and
caring academic communities that influence society,
and (g) embracing conflict in striving for transfor-
mative academic communities (pp. 418-419).” Em-
bedding these principles into the plan is likely to in-
crease MC in higher education settings. For example,
each principle has potential effects on the scholar-
ship of teaching and learning and student achieve-
ment throughout university matriculation.

Considerable thought should be put into planning
for committees that would contribute to increased
MC at the university level. For example, establish-
ing a goal related to the creation of a diversity, eq-
uity, and inclusion (DEI) committee at each organi-
zational level within the university/university would
be favorable. More importantly, DEI committees at
each organizational level should coincide to increase
effectiveness. Members should have adequate train-
ing and knowledge of MC.

Committee members should assume levels of indi-
vidual and community accountability to ensure goals
related to MC are met. Community accountability is
efficient in team settings in which all members are
working toward achieving similar goals (Knowledge-
workx, 2018). Effectively implementing community
accountability may result in a nurturing environ-
ment in which individuals feel safe to ask for help
and/or address sensitive issues.

Budget. Budget planning occurs at all organi-
zational levels and is necessary to help facilitate
programs and other initiatives to support MC and
cultural humility growth on university campuses.
Budget committees at each level should include a
plan to parcel funds for activities, procedures, and
programs among others that are related to increasing
MC and cultural humility. The budget plan should be
developed prior to the beginning of the fiscal year to
ensure consideration prior to the implementation of
initiatives. Denial of funding can be circumnavigat-
ed by applying for outside funding such as grants,
scholarships, or private donors. During the planning
process, linking budget needs with the university’s
strategic plan may increase the likelihood of funding.
Another aspect to ponder is hiring minority-owned
businesses to provide materials, services, or train-
ings as needed. It may be that these businesses are
able to provide services and products that are more
relatable to students from diverse backgrounds.

Programs and Activities. Programs should be
planned thoroughly to ensure successful imple-
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mentation. Including representation of all relevant
constituents (e.g. program directors, students, ad-
ministrators) is vital to the planning process. Some
considerations should include creating measurable
goals that address MC and cultural humility. Specif-
ic timelines and accountability measures should be
included in the plan. Planning programs and activ-
ities may be costly; therefore, individuals planning
should consult the budget and work closely with the
budget committee to ensure funding is available to
maintain or create programs and activities.

Recruitment and Retention. Individuals respon-
sible for recruitment and retention should evaluate
assessment outcomes to help develop a plan and
goals to increase the diversity of administration, fac-
ulty, staff, and students. It is especially important
for CSD faculty to be included in this process given
the minimal number of minorities in the CSD field.
The plan should include input from individuals at
all organizational levels including the community.
For example, minority alumni and current students
could take part in the planning and implementation
processes. Additionally, recruitment and retention
activities should be planned in coordination with the
Office of Multicultural Affairs or related divisions.

Take Action

Policies, Procedures, Committees, and Con-
stituents. Implementing the plan can occur in mul-
tiple instances. MC of higher education personnel
can be targeted by utilizing human resources man-
agement functions such as selection, training, de-
velopment, appraisal, and motivation. Developing
empathic awareness skills may be effective for per-
sonnel training at all organizational levels. Recent
findings revealed this type of intervention decreased
the use of implicit biases by White teachers toward
Black students (Whittard & Emerson, 2019). Addi-
tionally, the inclusion of a multicultural course as a
part of the orientation process for faculty, students,
and staff may result in reduced implicit racial biases
(Castillo et al., 2007; Keim et al., 2001).

In order to ensure a sincere commitment to the pro-
cess of MC, accountability measures may be neces-
sary. Accountability processes may facilitate the im-
plementation and teaching of MC within courses and
program curricula (Quaye & Harper, 2007). These
processes may include the implementation of person-
nel evaluations that assess MC practices or rubrics
that assess the effectiveness of the integration of
MC at the university level. When transitioning from
MC to cultural humility, one must assume personal
accountability when challenging university policies
that may impact marginalized groups (Fisher-Borne
et al., 2015).

For example, modifying admission policies may re-
sult in increased diversity and improve recruitment.
Several studies have suggested that the requirement
of standard scores only as an admission prerequisite
may be biased against CLD students (e.g., Scott &
Shaw, 1985). Standardized scores such as the SAT
or ACT are better predictors of the achievements of
White students rather than CLD students (Silverman
et al., 1976) and present a cultural bias when exclu-
sively used as an admission requirement (Woollen,
2008). This bias with standardized assessments ex-
tends into various cultural veins that can also include
interpretation bias against multicultural students
who are bilingual, but may not consider English their
native language (Padilla & Borsato, 2008). Further,
standardized exams are largely based on a dominant
social culture (e.g. reading Mark Twain in American
literature) which can be problematic for students
that maintain a diverse cultural identity and prac-
tice of beliefs (e.g., students of immigrants) and have
chosen not to fully acculturate with the mainstream
American culture (i.e., acculturation bias; Portes &
Zady, 2001; Kim & Zabelina, 2015). Admission pro-
cedures at the department/program level should also
be adapted to facilitate the increase of CLD individu-
als in the field (Frierson, 1991; Guinier, 1997). There
is also evidence that including a measurement of
creativity may reduce bias in university admissions
(Kaufman, 2010).

Budget. The budget should be executed according
to the budget plan. Justifications for budget items
requested should be created and provided to the ap-
propriate budget committee. This may increase the
chance of the funding being provided for the initia-
tives proposed. Once budget expenditures have been
completed, data should be collected from initiatives
implemented to provide support for future budget
requests. Data may also provide useful information
about the impact of initiatives implemented on MC
and cultural humility.

Programs and Activities. Higher education set-
tings should provide opportunities and programs for
white and non-white students to interact (Cheng &
Zhao, 2007). These opportunities may consist of cul-
tural organizations, student government, and volun-
teer/community service groups. Increased interac-
tions between students may result in richer learning
experiences and increased cognitive and affective de-
velopment. However, university programs should be
cautious in forcing interactions as that may prove to
inhibit successful cross-cultural interactions among
students. In a recent study, the implementation of a
virtual multicultural intervention program resulted
in increased multiculturalism of university students
(Black & Li, 2020). Furthermore, the intervention
proved to be timesaving and inexpensive. Peer men-
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torships for faculty and students can prove prom-
ising and have a positive impact on retention (e.g.,
Good et al., 2000; Williams et al., 2020; Zambrana et
al., 2015).

Recruitment and Retention. The programs and
activities discussed above can impact recruitment
and retention of CLD faculty and students. Student
initiatives that may have a positive impact include
summer enrichment programs, curriculum change
and enhanced program offerings (Snyder et al.,
2015), and financial support (e.g., scholarships and
grants; Proctor & Romano, 2016). Other initiatives
include developing and implementing cultural and
social recruitment, orientation, and welcoming activ-
ities, providing additional support for financial aid
and funding, increasing minority faculty, and offer-
ing culturally related events and activities through-
out the school year.

For faculty, procedures should be put in place to
provide support such as peer mentorship, social ac-
tivities, and Administrators should address concerns
from minority faculty as it relates to promotion,
tenure, and other teaching duties (Whittaker et al.,
2012)

Equipped with the above knowledge, CSD faculty
participating in university-level committees and con-
tributing to the creation of related procedures and
policies can be more effective in integrating MC and
cultural humility from a top-down level to the CSD
department.

Departmental Level

This section reflects CSD department or program
structures. The APT model can be modified to fit ei-
ther structure; the departmental structure will be
used in the current discussion. Clinical experiences
are vital to CSD departments. The governance struc-
ture of the clinic may be embedded with or be sepa-
rate from the department’s structure. For example,
some CSD have a university-based clinic; whereas
other departments may solely use off-campus clini-
cal sites to provide clinical curriculum. Consequent-
ly, the APT model for the clinic can be implemented
independently or in tandem with the department’s
APT model. It is important to note processes occur-
ring at the departmental and individual levels may
appear somewhat indistinguishable. This is because
the constituents (e.g., department chair) at the indi-
vidual level are responsible for and implements the
processes discussed in the APT model. For example,

The disproportionality of racial groups within the
CSD profession is not reflective of the clinical pop-
ulation (ethnic groups) being served (See Gregory,
2020). This may also present challenges in achiev-
ing MC, which requires an individual to spend time

with a person from another culture or to become sub-
merged in another’s culture (Crigger et al., 2006).
The levels of organization within culture as it applies
to the health system (Kirmayer, 2012) can be applied
to the CSD department. These levels include systems
(i.e., ASHA and state-licensing boards), training and
composition (i.e., academics), and models of care (i.e.,
clinic). Although not a focus of the current review,
ASHA has a direct influence on the MC that occurs
at the departmental level. This influence is realized
in certification and accreditation standards. Devel-
oping culturally competent programs at the depart-
ment level should also occur in both a top-down and
bottom-up fashion. Departmental administration
should set aside funding, create a diversity and in-
clusion committee, and facilitate a positive, encour-
aging climate for MC to exist.

Assess

Procedures and Policies. Assessment at the de-
partmental level should include evaluation of con-
stituents, organizational structure, and procedures.
Procedures should be put in place to ensure that ad-
ministration, faculty, staff, and students are aware
of their levels of cultural competence, which can take
the form of completing MC surveys or checklists and
self-reflections can be implemented. Surveys such as
the Implicit Association Test (IAT) can also be ad-
ministered to increase awareness of constituents’
biases against other cultural groups (Adams et al.,
2014; Greenwald et al., 1998). Additionally, ASHA
has made a series of surveys (e.g., Service Delivery,
Personal Reflection) available that can be used to as-
sess MC. The Policies and Procedures survey can be
amended as needed by departments to assess cultur-
al awareness (ASHA, 2010). Is important to note how
other organizational levels (e.g., university, ASHA)
policies and practices may facilitate or impede multi-
cultural development (Sue, 2001); this analysis could
reveal changes that need to be made and highlight
the need for intervention at the departmental and
individual levels.

An analysis of the departmental budget, similar to
the university organizational level, may need to be
completed to determine whether funds are available
to support current and new initiatives.

Curriculum. An evaluation of course content and
curricula may need to occur as it relates to the con-
ceptual and theoretical framework. There are many
conceptual and theoretical frameworks that guide
practices within the psychology and CSD fields (Sue,
2001). Therefore, the following question should be
considered: How do theories embedded from a pre-
dominately European perspective impact teaching
and subsequently clinical practices? This is espe-
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cially important in CSD, a predominately white field
that lacks diversity in students and professionals.

Assessing how MC and cultural humility are ad-
dressed across and within (i.e., infused or separate
courses) courses in the curriculum is warranted. In-
fusion or separate courses alone may not be efficient
(Randolph and Bradshaw, 2018). When assessing
courses, observing the occurrences of microaggres-
sions and implicit biases should ensue. Microagres-
sions can prevent student success and affect matric-
ulation in a program (Murray, 2020). It is also useful
to assess the faculty’s knowledge of teaching and im-
plementing principles of MC and cultural humility to
support faculty’s learning needs and provide support
(2016).

Student Organizations. The need for multicul-
tural related student organizations within the de-
partment should be assessed. For the creation of
student organizations, students could be surveyed to
determine the level of MC and cultural humility en-
gagement needed to excel and feel a sense of belong-
ing. The current policies, procedures, and by-laws of
current organizations should be assessed for inclu-
sion of MC and DEI principles.

Plan

Procedures and Policies. Following a compre-
hensive assessment of current practices at the de-
partmental/program level, strategic planning should
ensue to address areas of weaknesses that initiate or
modify plans for nonexistent or current policies and
procedures. One example could include the data from
a strengths, weaknesses, opportunities, and threats
(SWOT) analysis to fortify strategic planning. All
plans created should coincide with university-level
plans including MC, if they exist, and with the poli-
cies of our governing organization, ASHA.

Curriculum. A plan should be created to deter-
mine how to expand multiculturalism and DEI in the
current curriculum. Curriculum planning should en-
sure that MC and cultural humility are addressed for
the broad nine topics (e.g., speech sound disorders,
fluency) required to be incorporated in the CSD cur-
riculum. For example, dialect should be addressed in
speech sound disorders and transgender vocal train-
ing should be addressed in voice. A plan to invite
guest speakers from various multicultural groups
can be established to achieve the best outcome.

Student Organizations. The student organi-
zation for CSD, the National Student Speech-Lan-
guage Hearing Association (NSSLHA), can provide
increased opportunities for cross-cultural interac-
tions between faculty and students and may facili-
tate student success. Local NSSLHA chapters can be
organized to serve as allies and as a support system

for CLD students. A subcommittee within NSSLHA
chapters can be created to support the training and
implementation of MC for students. Alternatively,
new organizations can be created to support CLD
students, which may help to create a more inclusive
atmosphere. Community outreach activities could
also provide opportunities for NSSLHA members to
interact with individuals from diverse backgrounds;
members should receive training in MC prior to en-
gagement.

Take Action

Procedures and Policies. If weaknesses are
found as a result of the SWOT analysis or SSCC
method, they should be addressed in the strategic
plan (e.g., measurable goals). This includes embed-
ding a DEI statement in the department’s and clin-
ic’s mission statements. When possible, weaknesses
can be alleviated using the identified strengths and
opportunities from the SWOT analysis. For example,
if the strength is a course in which there are min-
imal instances of biases and microaggressions as
well as ideal implementation of multicultural edu-
cation, it could be used as a platform to begin peer
mentorships within the course. Additionally, the
course could serve as an ideal example for other fac-
ulty to observe. Although it is essential to address
weaknesses, attention should be given to identified
strengths as well including maintaining and continu-
ing to build upon them. Adding the above actions as
standard procedural teaching or including them in
departmental policies would help to ensure these ac-
tions are implemented in perpetuity.

Though not a direct relation to teaching and learn-
ing, a budget should be created with a plan on how
to spend funds effectively to support the implemen-
tation of MC in the CSD department. For example,
training faculty staff and hiring faculty with exper-
tise in MC may be costly. Additionally, funds will be
required for the recruitment and retention of stu-
dents and faculty from diverse backgrounds. These
processes may require advertisements, travel, and
other budget-depleting processes.

Curriculum. It can be argued that CSD, like psy-
chology, is a culture-bound field of study (See Sue
2001); similar theories serve as a foundation for both
fields. Integrating theories from other cultures may
prove more culturally relevant when implementing
clinical services. Although the professional level is
not specifically discussed in the current article, it
deserves a thorough review of historical and philo-
sophical artifacts and procedures to assess cultural
boundaries since professional level practices filter
down to the departmental level.

It is vital that MC is taught as a part of the curric-

47



Volume 17, Issue 1 | Journal of the National Black Association for Speech Language and Hearing (JNBASLH)

ulum, but it is just as important to address instances
of explicit and implicit biases that may occur with
student-to-student and teacher-to-student interac-
tions in the classroom setting (Boysen et al., 2009).
Procedures effective for addressing biases include
utilizing culturally responsive teaching practices,
measuring the effectiveness of responses, and shar-
ing learning experiences with other professors (See
Bradshaw & Randolph, 2021). Increasing aware-
ness of biases (teachers and students) and providing
scaffolding to address these interactions may deter
CSD students from engaging in biases with clients,
especially during the MC process. Integrating an-
ti-oppressive practices (AOP) into the curriculum is
another strategy that can be utilized (See Young et
al., 2021 for more descriptive details). AOP can also
be taught and embedded into clinical practices such
as the family interview procedures that is vital to the
evaluation process.

CSD study abroad programs provide strategic op-
portunities that can support culturally responsive
teaching, as well as to supplement scholarship of
teaching and learning (SoTL) activities. Participat-
ing in service-learning study abroad programs has
been proven to increase CSD students’ s cultural
awareness (de Diego-Lazaro et al., 2020; Kitsantas
& Meyers, 2001; Stanford & Gay, 2017), competence,
and self-efficacy (de Diego-Léazaro et al., 2020). Sass
(2013) created a survey that can be used to measure
gains in students’ multicultural competence be-
fore and after completing a study abroad program.
Although study abroad programs are beneficial,
cross-cultural interactions can occur in one’s commu-
nity via service-learning activities (Goldberg, 2007).
These interactions can be as beneficial as study
abroad programs in increasing multicultural com-
petence. A recent article outlined the benefits of a
community program, Project Tapestry, which allows
students to interact with clients from diverse back-
grounds (Quach & Tsai, 2017). Some benefits may in-
clude increased MC and the ability to provide cultur-
ally and linguistically appropriate clinical services.

Student organizations. The department should
support the development of new student organiza-
tions. This support may be presented in the form
of funding to provide training in MC and cultural
humility to the leadership teams and advisors of
student organizations. Advisors should ensure stu-
dent organization leaders and members address the
principles of DEI in the organization’s by-laws, pro-
cedures, and policies. This inclusion can range from
planning activities for holidays that represent all
student cultures to planning community outreach for
ethnic and/or underrepresented populations.

Clinic

The clinical aspect of the CSD department/pro-
gram is essential as it presents an opportunity for
graduate students to provide services for community
members which may be similar to the clinical popula-
tion they will serve as future clinicians. Clinical ser-
vices, as they relate to MC, can be subsumed into the
procedures implemented by the department; howev-
er, care should be taken to consider the intricacies
of providing clinical services and should include the
community to provide feedback. For example, en-
gaging in a local lesbian, gay, bisexual, transgender,
questioning, intersex, and asexual (LGBTQIA) com-
munity may help graduate students understand the
perspectives of clients requesting transgender voice
and communication services (Goldberg, 2019).

Assess. Assessment of MC and cultural humility at
the clinic level should include how the former is inte-
grated into the various aspects of the clinic (e.g., envi-
ronment, clients, supervisors). Additionally, cultural
responsiveness of the treatment environment should
be assessed to determine diverse structures ranging
from graduate clinician MC and cultural humility to
strategies used to serve diverse populations. MC in
the triadic relationship between the supervisor, su-
pervisee, and client should be assessed. Are MC and
cultural humility practices being implemented con-
sistently and with fidelity? All constituents in this
relationship should be queried about their level of
comfort and engagement with MC and cultural hu-
mility. The clientele demographic should be assessed
to determine whether marginalized groups are being
provided with clinical services and whether market-
ing strategies address and reach these groups.

Plan. Creating a plan would allow marginalized
groups that normally would not visit the clinic to re-
ceive needed services. However, multiple aspects of
providing the service would be need to be considered
during the planning stages such as finances, liabil-
ities, and avenues that can be used to provide ser-
vices. MC and cultural humility goals for the clinic
can be embedded in the department’s strategic plan.

A plan should be created to allow graduate clini-
cians to experience practicing with a diverse popula-
tion as required by ASHA for certification and CAA
for accreditation. Additionally, planning should be
considered for supervisors and graduate clinicians
after completing surveys related to MC.

Take Action. Opportunities should be provided
to engage in multicultural counseling in all clinical
services and these services should be reflective of the
culture within the community being served (Brad-
shaw & Randolph, 2016). Moreover, a culturally
responsive treatment environment should be estab-
lished. Categories of tasks to consider when creat-
ing culturally responsive environments include the
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following: (1) organizational values, (2) governance
tasks (e.g., choosing a culturally diverse and com-
petent advisory board, (3) planning tasks (e.g., stra-
tegic collaborations), (4) evaluation and monitoring
(e.g. examine practices used to provide MC services,
(5) language services tasks, (6) workforce and staff
development, and (7) organizational infrastructure
(e.g., create outreach strategies to reach underserved
populations). See Center for Substance Abuse for a
full review (Linkins et al. 2002).

Clinic personnel should be a reflection of the diver-
sity present in the surrounding communities. Care
should be taken to learn about the cultures in the
community as faculty, staff, and students strive to
increase their cultural humility. For example, eth-
nic matching can be implemented to train students
and supervisors in specific cultural knowledge and
may result in increased communication and trust be-
tween the provider and client (Kirmayer, 2012).

Marketing strategies should be created to target
individuals in the community from marginalized
groups. Moreover, developing approaches to provide
services to these individuals is essential. This could
include teletherapy or mobile service delivery.

To facilitate a diversity-friendly environment,
changes in the structural representativeness, in-
creased access to clinical services, and culturally rel-
evant services are warranted. This may translate to
including individuals from diverse backgrounds in
photographs used in décor, marketing materials, or
on the clinic’s website. This may occur in the con-
text of mobile services or telehealth (Fairweather et
al., 2017). Finally, providing culturally relevant ser-
vices are necessary to ensure the highest quality of
care and create an inviting environment for clients.
Choosing culturally relevant materials when provid-
ing service is one example (Hammond, 2019). Ensur-
ing that pictures depicted in materials used coincide
with the client’s cultural background may increase
the quality of services provided and create a diversi-
ty-friendly atmosphere for the client.

Individual Level

As constituents continually develop cultural com-
petence, so do the organizations in which they exist.
Individuals may willingly acknowledge biases pres-
ent at other organizational levels; however, they may
not acknowledge personal biases, which may prevent
personal growth and increased MC (Sue, 2001). Be-
coming culturally competent requires an individual
to acknowledge biases, be honest, and be receptive
to the hopes, fears, and concerns of all groups with-
in a society (Gregory, 2020). Students, faculty, and
staff may benefit from the effective implementation
of MC in CSD. For example, students are more like-

ly to complete their program, form lasting relation-
ships, and be better prepared to provide services in a
pluralistic society. Faculty from diverse backgrounds
are more likely to be retained.

Assess

There is an abundance of literature that supports
faculty teaching and creating inclusive environ-
ments for students and teacher biases (Fuse & Ber-
gen, 2018; Ginsberg & Mayfield-Clarke, 2021; Lee &
Carrasquillo, 2006). However, few studies address
students’ cultural sensitivity and cultural biases to-
ward professors (e.g., Basow et al., 2013; Lee & Jan-
da, 2006). These biases should be analyzed as they
could impact faculty-student relationships, faculty
effectiveness, and student achievement in a course.
Faculty-student relationships are essential as they
create the climate in which teaching and learning
take place. An environment lacking in cultural inclu-
sivity may inhibit teaching and learning processes.
A recent study found that Black students may be
less likely to agree with their professors that they
have low effort (Kozlowski, 2015). On the other hand,
teachers are likely to have a biased, positive attitude
toward White and Asian students in comparison to
Black and Hispanic students. Self-evaluation should
be a part of the assessment process. Humans are not
impartial beings.

At the departmental and individual levels, assess
opportunities for individuals to interact with people
from a variety of cultural backgrounds; this will in-
volve administrative processes set up by the depart-
ment and participation from individuals by assess-
ing and reporting their interactions. The assessment
should include evaluation of peer mentorship oppor-
tunities and effectiveness for faculty and students.
For example, do faculty and students interact with
others from different cultural backgrounds? If so,
what is the nature of the interaction or relationship
that these individuals have? Individuals should que-
ry their contribution to the successful implementa-
tion of MC and cultural humility as it serves as foun-
dation of all organizational levels.

Finally, assess avenues that CSD constituents can
use to share experiences, report grievances, and pro-
vide comments about positive cultural encounters.
CSD constituents should analyze their MC and cul-
tural humility. This is a vital process in ensuring MC
and cultural humility pervades all organizational
levels. These procedures can help to increase person-
al accountability in progressing toward MC. Interna-
tional or CLD students may not feel accepted as they
may feel ignored and experience cultural intoleranc-
es such as verbal insults and confrontations (Lee &
Rice, 2007). Addressing these issues may be present-
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ed as an advantage during the recruitment and re-
tention of underrepresented individuals in CSD.

Plan

Strategic planning on how to embed cultural aware-
ness and knowledge for individuals within the CSD
department is essential. As such every individual in
the department should have the opportunity to con-
tribute to the plan. Plans to address issues that may
occur within the department such as implicit and ex-
plicit biases, microaggressions, and lack of infusion
of cultural content in courses will create a culturally
responsive environment for individuals.

Take Action

Peer mentorship, which facilitates the growth
of faculty and students, may result in positive out-
comes (Kosoko-Lasaki et al., 2006). However, formal
training should be provided to the mentor to increase
success (Zambrana et al., 2015). Peer mentorship for
CLD faculty may contribute to the increased recruit-
ment and retention of CLD faculty (Lewellen-Wil-
liams et al., 2006). It should be noted that ASHA of-
fers mentorship to CSD students through the S.T.E.P.
program, which claims to facilitate the recruitment
and retention of underrepresented students. The Na-
tional Black Association for Speech-Language Hear-
ing (NBASLH) also offers a mentorship program to
Black students and faculty. There are also other mul-
ticultural constituency groups (MCCGs) associated
with ASHA that support various cultural groups that
may offer mentorship as well and include the His-
panic, Asian Indian, Asian Pacific, Haitian, L’GASP—
GLBTQ, Hispanic, and Native American caucuses.
Although these MCCGs offer a wealth of resources
and support, mentorship at the departmental level
may prove beneficial as well.

Establish informal and formal procedures for stu-
dents, staff, and faculty to report cultural misap-
propriations or biases if they do not currently exist.
Students may be more apt to use informal rather
than formal procedures to report grievances. Bias
response teams can be formed to receive grievances;
however, more research is needed to improve the ef-
fectiveness of such teams (LePeau et al., 2018; Miller
et al., 2018). Bias response teams are responsible for
providing support for individuals filing reports and
engaging involved individuals in educational conver-
sations. Additionally, teaching individuals how to ef-
fectively respond to implicit biases and microaggres-
sions may empower them (Sue, 2020). Bias response
teams can be included at any of the organizational
levels.

Specific training of students, faculty, and staff as it
reflects personal MC and multicultural competence

as it relates to CSD is essential. If training occurs
as a part of a multicultural course, the professor will
need expertise in the area of MC. Transformative
learning, which is the “... action of closely inspect-
ing one’s beliefs, values, and assumptions in order to
gain understanding and developing new knowledge”
can be integrated into training methods to increase
the effectiveness of learning (cited in Bezard & Shaw,
2007, p.37). In a recent study, the use of transforma-
tive learning was found to increase cultural compe-
tence in instructors and resulted in a positive effect
on students (Bezard & Shaw, 2017). Faculty can in-
clude goals related to MC and cultural humility in
scholarship, teaching, and/or service sections of their
annual faculty reports.

Conclusion

In conclusion, each of the organizational levels
works to value diversity, conduct self-assessment,
manage the dynamics of difference, acquire and in-
stitutionalize cultural knowledge, and adapt to di-
versity and the cultural contexts of the communities
they serve as facilitated by the implementation of
the APT model. Each of the above values and prin-
ciples should be incorporated into policy making,
administration, practice, service delivery, teaching,
and student engagement (National Council for Cul-
tural Competence, 2009) as historical perspectives
may reveal culturally bound processes and policies.
MC practices at all organizational levels are essen-
tial for teaching, learning, and implementing MC
during clinical practices in CSD. Utilizing the APT
model may allow CSD faculty to effect change at all
organizational levels within the university. Although
not discussed in this article, implementing MC at the
college level is essential as well. Many of the same
processes and procedures (e.g., forming a diversity,
equity, and inclusion committee) discussed above can
be integrated into the APT model and applied.

Cultural diversity is not a novel construct, but re-
search in cultural diversity as it relates to our field is
relatively still in its infancy, particularly as it relates
to the university and organizational aspects of CSD
in higher education. It is imperative that all CSD
faculty (i.e., clinicians, educators, researchers, and
administrators) and students are held accountable
to practicing MC and promoting cultural humility in
the many facets of the CSD field. This will help to
ensure the top-down and bottom-up implementation
of MC is effective in all units within the universi-
ty including the CSD department. CSD faculty are
strongly encouraged to examine the APT model and
examples given in the current paper, modify the ex-
amples to fit their university as needed, and facil-
itate implementation at all organizational levels in
higher education.
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— ABSTRACT —

Purpose: The field of speech language pathology is one of the least diverse professions in
the United States. There have been attempts to address the diversity and inclusion gaps,
but numbers are still drastically low. One assumption is that historically underrepresent-
ed students are unaware of the field as they begin their educational journeys. The present
study examines whether undergraduate students at a Hispanic Serving Institution (HSI) are

aware and knowledgeable about the field of communication sciences and disorders (CSD).

Method: Undergraduate students were surveyed to explore their awareness, knowledge
and interest in speech language pathology (SLP). Sixty-seven students completed the sur-

vey online, including 55 freshman students of diverse backgrounds.

Results: Preliminary findings suggest that only 31% of students surveyed were aware of
the field of CSD. Of the freshmen students, only 16% students reported hearing speech-lan-
guage pathology.

Conclusion: This preliminary study supports the hypothesis that many historically un-
derrepresented students lack awareness of the SLP career option as they enter college. The
study provides insight into areas to target for increasing diversity of the field. The implica-

tions for outreach, mentorship, recruitment and retention are discussed.

Keywords: awareness, recruitment, retention, outreach, diversity, students
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The profession of speech-language pathology has
been highly rated as one of the “Best Health Care
Jobs” by the U.S. News & World Report (2020) over
the last several years. Even with this high ranking,
the knowledge of the field and services provided by
speech language pathologists (SLPs) are often un-
known to the general public. There is limited liter-
ature on the knowledge and awareness of the field
of SLP by the general public in the United States.
Recent polls found that public knowledge and aware-
ness of SLP and audiology services is limited. Specif-
ically, people are unsure where to go to seek care for
speech and language difficulties (ASHA, 2022), with
25% of people reporting no confidence in where to go
for support. Interestingly, for those respondents who
experienced services from audiologists or speech-lan-
guage pathologists, over 75% reported a high level
of satisfaction with the care they received (ASHA,
2022). More often, allied professionals are assumed
to have more insight on SLP and audiology services,
but the literature is still weak. Recent work, exam-
ining public awareness and knowledge found similar
trends internationally in New Zealand (Paily, 2020)
and Malaysia (Tang & Chu, 2021) where awareness
is minimal among the general public.

While the profession has been ranked positively,
further complicating the lack of general awareness is
that the profession has also been ranked as one of the
top five least diverse in the United States (Thomp-
son, 2013). The intersection of issues contributes to
the multilayered challenge of increasing representa-
tion within the field. As of December 2020, 188,143
SLPs were certified in the United States. Of those
certified SLPs, 91.6% were reported to be white, and
8.5% represent an underrepresented racial minori-
ty group (ASHA, 2021). When looking at the break-
down of SLP backgrounds more closely, ASHA re-
ports 6.1% of SLPs identify as Hispanic/Latino, 3.6%
as Black/African American, 3.1% as Asian, 1.4% as
multiracial, .3% as American Indian and 0.2% as
Native Hawaiian or other Pacific Islander (ASHA,
2021). Similar demographic trends are often seen in
university Communication Sciences and Disorders
(CSD) programs as well (CAPCSD & ASHA, 2021).
If we are collectively working to train clinicians to
serve diverse clients in their communities, these sta-
tistics leave us questioning why the numbers of SLPs
and students from diverse backgrounds are still so
low? Are there specific systemic barriers impacting
students? Is it lack of awareness and education about
the career path? Is it both?

Systemic Educational Barriers

A college degree is often touted as the great equal-
izer, wherein those who obtain a bachelor’s degree
have significant social and economic mobility. Re-

search illustrates this to be a somewhat faulty narra-
tive, however, as institutions of higher learning often
perpetuate racist practices, since higher education is
inherently unequal in its makeup (Ching, 2013). As
institutions of higher education were originally built
to educate white men with financial means (Wilder,
2013), the systemic structures students navigate to-
day are largely unchanged and center on these pop-
ulations. Those who do not align with majority de-
mographics continue to face barriers and challenges
navigating the higher education landscape resulting
in historically underserved and underrepresented
students often facing additional barriers in higher
education settings (Ellis & Kendall, 2021; Wong et
al., 2021). For example, low-SES status often impacts
a disproportionately higher number of underrepre-
sented students, requiring many to work to support
themselves and their families. Further, working stu-
dents are more likely to make financial decisions that
might negatively impact their academic experiences,
with the decisions creating more barriers to success
and delays in graduation (Soria, Weiner & Lu, 2014).

Research has demonstrated the challenges and
barriers facing Black students and other students
of color on campuses throughout the United States.
Even as institutions have become significantly more
diverse in recent decades (Carnevale & Strohl, 2013),
students of color are navigating systems not original-
ly intended for them. This results in students nav-
igating “chilly or hostile campus climates” (Gusa,
2010, p. 466), a sense of isolation and alienation (Hur-
tado, Cuellar & Guillermo-Wann, 2011) and faculty
expectations based on an unequal system (Chavez &
Longerbeam, 2016).

Classroom environments and interactions with fac-
ulty greatly influences a student’s academic success.
Campus racial climate, including within the class-
room, impacts feelings of belonging, with students of
color being more academically successful when they
experience less racial tension within the academic
environment (Hurtado et al., 1999). Race ultimate-
ly shapes institutional culture, directly contributing
to the experiences of students of color in navigating
these spaces (Allen, 1992; Harper & Quaye, 2015;
Milem, Chang & Antonio, 2005; Museus & Quaye,
2009; Patton, 2016). Willis and colleagues (2019)
found Black female students enrolled at a Hispanic
Serving Institution (HSI) felt a sense of being “only
and othered” within the classroom, boxed in and si-
lenced, and a need and desire to find campus support.
Students expressed challenges in the lack of repre-
sentation among peers and faculty and its impact on
not feeling validated as a student of the institution.

Positive classroom environments directly contrib-
ute to the academic success of a student. Hurtado et
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al. (2011) describes how students “feeling empowered
by faculty to learn is directly related to the academ-
ic validation they report in the classroom” (p. 67),
which critically impacts other academic outcomes.
Should a student not feel appropriately validated nor
have a positive classroom experience, their GPA may
be impacted. Reviewing faculty’s use of constructive
criticism and its impact on the academic success of
students of color, Cole (2008) found academic per-
formance (overall GPA) of students of color is more
likely to increase when they are “challenged, have
safe student-faculty interactions, and experience
a sense of belonging to the academic community in
which they participate” (p. 599). Students sought
faculty who simultaneously challenged, yet support-
ed them through their learning. Faculty must foster
classroom environments that are inclusive, welcom-
ing, and supportive in order to ensure success of all
students.

Systemic Barriers Impacting Students of
Color in CSD Programs

As the field of communication sciences and disor-
ders (CSD) continues to expand, there are addition-
al important factors to consider when analyzing the
lack of diversity in the field. Some of the challeng-
es that students face could be attributed to the fact
that attending college and graduate school is often
competitive, costly and time consuming. For exam-
ple, nationwide there are a total of 290 institutions
offering a master’s degree in the field of speech-lan-
guage pathology (ASHA, 2020). In the academic year
of 2020-2021, 58,093 graduate applications were
received for SLP Master’s programs but only 38.7%
were offered admission, with mean GPAs of admitted
students ranging from 3.11-3.98 (ASHA, 2021). Ac-
cording to the 2021 CSD Education Survey, of those
students offered admission, 21,241 students enrolled
in a graduate program, with 25.9% of the first-year
students identifying as an ethnic/racial minority and
4% identifying as male (CAPCSD & ASHA, 2021).
According to the CSD Education Trends report, the
percentage of historically underrepresented students
enrolled in speech-language pathology master’s pro-
grams have mostly trended upward in the last 10
years from 13.6% in 2010-2011 to 25.2% in the 2020-
2021 academic year (CAPCSD & ASHA, 2021).

While the numbers seem to be increasing, it is
important to remain mindful of the challenges with
the limited number of acceptances overall, combined
with the lower proportions of students from histor-
ically underrepresented backgrounds in programs.
There 1s still a significant need to recruit, support,
and retain historically underserved and underrepre-
sented students. Without this action, our profession
will continue to remain in need of change to reflect

the communities we service.

The lack of information about backgrounds of who
is applying to the graduate programs complicates
this issue. With limited access to data on admission
applications, it can only be assumed that underrep-
resented students are applying to programs, but the
information on the rates of applications is unclear.
Additionally, a barrier to many is that the applica-
tion, transcript and testing fees are costly and may
impact students’ ability to apply to multiple pro-
grams, and for many, over multiple years.

Another issue that has been raised is the lack of
support from others, including peers and faculty,
during both undergraduate and graduate years. In
one survey of African American SLPs, many reflect-
ed that they had felt isolated amongst peers in their
courses and experienced microaggressions during
their education, contributing to a lack of belonging
and challenges being successful in the classroom
(Ginsberg, 2018). In contrast, some participants of
the study shared that they received full support from
faculty members from various ethnic backgrounds
throughout their program (Ginsberg, 2018).

Students and professionals of color often face mi-
croaggressions and other racism as they navigate the
field. A recent study found that over 64% of students
who participated in the study experienced micro-
aggressions in their academic programs (Abdelaziz
et al., 2021). During the ASHA listening sessions
of 2020, many SLPs of color shared their personal
experiences in navigating the systems that are in
place, as well as the lack of representation in the ac-
ademic programs and in the workplace. Some SLPs
even shared their experiences of being discouraged
by certain faculty during their academic programs.
The lack of representation, discouragement and mi-
croaggressions impact those seeking advancement in
the field. These experiences are contributing to some
of the bottlenecks students are already facing in ac-
ademic settings.

Research suggests that there needs to be more pub-
lic education about the CSD field in general, to in-
crease awareness to students (Byrne, 2010), and the
community at large. Byrne’s study found that stu-
dents in Australia were choosing other major and ca-
reer options due to limited knowledge of CSD, feeling
the field was “too specific” or hearing “negative com-
ments about SLP” (Byrne, 2010, p 347). Other work
has identified limited knowledge of SLP by the gen-
eral community (ASHA, 2022) but there is little to no
research on knowledge of SLP as a career option in
undergraduate students in the United States. This is
a critical area of need to address some of the assump-
tions in our field related to student awareness.
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In addition to needing to increase awareness in
general, we know there is a lack of representation
in the field, which can contribute to students feel-
ing unwelcome and unwanted. Limited outreach,
recruitment, retention, graduation rates, and men-
torship can contribute additional hurdles for histor-
ically underrepresented students. One hypothesis is
that students, especially underrepresented students
of color, are learning about and becoming interested
in the field of CSD later in their academic careers.
For example, Dwivedi (2018) reports that students
reported speech-language pathology was not their
first career choice and they only stumbled across the
field of SLP when they changed majors. Educational
research surveys suggest that within the first 3 years
of college, approximately 30 percent of undergradu-
ates changed their major at least once (NCES, 2017).

Current Study

Lack of awareness of the CSD field until later in
one’s academic journey might contribute to and po-
tentially impact student GPAs, competitiveness in
applying to graduate school and ultimately entering
the field as clinicians. Therefore, we wanted to ex-
amine some of these assumptions by first surveying
undergraduate students at a large public university.
Specifically, we surveyed students at a Minority and
Hispanic Serving Institution (HSI) to explore their
awareness and knowledge of the field of CSD. The
student body is predominately students who identify
as an underrepresented minority.

The following research questions were examined:

+  Are diverse students aware and knowledgeable
about the field of Communication Sciences and
Disorders (CSD) as they enter the university
setting?

* Do diverse students indicate an interest to
learn more about the field of Communication
Sciences and Disorders (CSD)?

METHOD

Procedure

A Dbrief 18-question survey was developed and
asked general demographic, major information as
well as knowledge and interest of the field of Com-
munication Sciences and Disorders (CSD). The IRB
approved survey was distributed online (via Qual-
trics) in 2018-2019 to several introductory courses
at the university including the required Introduction
to Higher Education course offered by the College of
Health and Human Services (HHS). At the time of
data collection, the College of HHS had over 1,500
freshman students, with the majority majoring in

nursing, criminal justice, kinesiology and child/fami-
ly studies, with the fewest students majoring in CSD.
Instructors of various courses were emailed and
asked to share the survey link with their students
and encourage them to participatel. Some instruc-
tors offered extra credit for participating in the sur-
vey. See Appendix 1 for a list of survey questions.=
64); Category 4: age groups - 18-24 years (n = 33),
25-34 years (n = 38), 35+ years (n = 32). Finally, 11
participants belonged to the field of speech-language
pathology and audiology. The survey was approved
by the IRB of Texas State University.

Participants

A total of 67 students (53 female, 13 male, 1 pre-
ferred not to report) completed the survey online. Six-
ty-five students reported being between 18-25 years
old, one was between 26-35 years old and one was
over 36 years of age. Fifty-five students were at the
freshmen level, three at sophomore, seven at junior
and two at senior level. The majority of students were
nursing and criminal justice majors. Ten students
were majoring in communication disorders (See Ta-
ble 1 for overall major distribution). Over 90% of the
students indicated having Hispanic/Latinx origins.
Students self-identified the following backgrounds:
64% other, 21% white, 4.5% Asian, 4.5% Native Ha-
wailan/Pacific Islander, 4.5% American Indian/Alas-
kan Native, 1.5% Black/African-American.

Table 1

Distribution of Undergraduate Majors

Major N %
Child Development 7 10.4%
Commum]c)aitsl(());ldz;:slences and 10 14.9%
Criminal Justice 14 20.9%
Food Science/Nutrition 1 1.5%
Kinesiology 1 1.5%
Nursing 14 20.9%
Other 5 7.5%
Psychology 1 1.5%
Public Health 2 3.0%
Social Work 4 6.0%
Undecided/Undeclared 8 11.9%
Total 67 100%
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RESULTS
Approach to Analysis

The preliminary analysis focused on the results
of two specific questions from the survey to exam-
ine student awareness and interest in the field. We
primarily used descriptive statistics to examine an-
swers to the questions of interest. We also examined
the responses and trends of students who identified
as CSD majors.

The first question analyzed was “Have you heard of
the field of Speech Language Pathology?”. Over 57%
of the students responded with “No”, 12% responded
with “not sure” and 31% answered “Yes” (see Figure
1). Sixty-one percent of those respondents answering
yes, self-identified as having Hispanic/Latinx back-
grounds. Of the 55 students who were freshmen, only
16% (n= 9) students reported hearing of the field of
SLP. When those nine freshman responded to the
question regarding where they learned about the
field one student wrote they “had a friend interest-
ed in the field and also heard about it from a former
professor”, three students described their knowledge
of the field with, “I've learned that Speech language
pathologists work to help children and adults with
disorders such as social communication, stuttering,
language disorders, and swallowing disorders” and
the remaining five did not respond to the question.for

Figure 1

Response to survey question about awareness of SLP

a non-biased answer.

The second question examined the student’s inter-
est in the field. Of the responses, 35% (n = 23) were
undecided, 30% (n= 20) were interested in learning
more about the field, 30% (n = 20) were not interest-
ed, and 5% (n= 3) stated they were already knowl-
edgeable about the field (see Table 2). Of the 20
students interested in learning more, 13 students
responded they were interested in learning about
both speech language pathology and audiology and
7 students were interested in learning more about
speech language pathology. Of the 55 students who
identified as Freshmen, 12 students reported inter-
est in learning more about the field and another 22
were undecided, 18 were not interested, one did not

respond and two students reported already knowing
about the field.

We next examined responses of only those students
who were declared in the Communication Disorders
major. Of the ten students declared as Communica-
tion Disorders majors at the time of the survey, all
ten identified as female, eight students identified as
Hispanic/Latinx and “other”, one identified as His-
panic and white, and one non-Hispanic and white.
When responding to the question about where they
heard about the field of speech language pathology,
one student reported learning about it from a class,
another indicated, “I first learned about the field
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Table 2

Student interest in learning more about CSD

Interest in learning more about CSD N %
Yes 20 30%
Had previous knowledge 3 5%
No 20 30%
Undecided 23 35%

when I was exploring my options on careers that al-
low you to work with children, other than teaching”.
Three students reported learning about the field
from a family member or friend who had worked with
children. Only one student reported having previous
experience being enrolled in speech therapy. The re-
maining four did not respond to the question.

DISCUSSION

Over the last few years there has been a rise in
speech language pathologists calling for social justice
and anti-racism efforts to be a focus of the profession
in order to increase representation. While ASHA and
many of the constituency groups addressed some of
the concerns of the field with the updated initiatives
(ASHA 2020a, 2020b, 2020c), the continued need to
focus on increasing the diversity of ASHA members
from historically underrepresented racial and ethnic
backgrounds, as well as bilingual service providers,
and men, is still clearly evident. With this renewed
focus on increasing representation and diversity, the
profession also needs to look at the systems in place
to develop better pathways for students entering the
field.

While our study is limited in number of partic-
ipants and the pilot survey is limited in scope, the
results do shed some light on the lack of awareness
of the field for students entering a large comprehen-
sive university in the United States. The results con-
firm that many students are unfamiliar with the field
early in their academic career and are consistent in
awareness trends documented in the general public
(ASHA, 2022). This important new information can
help SLPs, CSD departments and other profession-
al organizations (i.e., National Black Association for
Speech-Language and Hearing (NBASLH), Nation-
al Student Speech Language Hearing Association
(NSSLHA) chapters, state organizations, and ASHA,
etc.) with specific areas to consider when addressing
the needs to increase diversity, increase awareness
and general education about SLP.

The lack of awareness of SLP is important to rec-
ognize as it potentially impacts students’ ability to
make informed decisions about which academic

courses to take and other long term goals (e.g., pur-
suing a graduate degree) that need to be identified
on their path to the profession. For students who lat-
er decide to pursue CSD, the delay in declaring the
major may potentially impact academic planning,
overall GPA and ultimately the student’s ability to
be competitive for graduate programs. The implica-
tions of this work for outreach, recruitment, mentor-
ship and retention efforts are significant. Coupling
the lack of awareness of many students along with
the systemic educational barriers already in place for
many, it is clear that we need to consider ways to bet-
ter recruit and support students of color to address
the issues in the field and increase representation in
the workforce.

What can be done to increase awareness
and interest in underrepresented students?

The challenge is multilayered and needs a com-
prehensive approach. Every level of the profession
should be prioritizing efforts to bring awareness of
speech language pathology to the general public and
students to address the intersections of the inclusion
gaps. At the individual clinician level, the profession-
al level, as well as the level of educational systems
of universities and departments, each needs to be
willing and able to make significant commitments to
address the issues to increase diversity within the
field, which in part means to increase awareness to
students and the public. Too often, these issues have
been disregarded or set aside, keeping the numbers
of historically underrepresented SLPs staggering
low.

Organizations and Programs

Accountability and leadership from professional
organizations and institutions to address diversity
issues as well as to actively recruit and support stu-
dents and new clinicians is critical. Without change
within the larger organizations, the same practices
will continue. For over 50 years ASHA’s Office of
Multicultural Affairs has been addressing cultural
and linguistic diversity issues related to profession-
als and people with communication disorders and
differences. There are also seven longstanding mul-
ticultural constituency groups recognized by ASHA.
These are related independent professional organiza-
tions that prioritize various efforts like recruitment
of professionals, serving diverse communities and
promoting cultural humility and competence of cli-
nicians.

The Asian Pacific Islander Caucus, Hispanic Cau-
cus, the Native American Caucus, and NBASLH,
among others have various initiatives and priorities
related to recruitment of new professionals (Burnette
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et al., 2021). For example, NBASLH has a variety of
programs for students including a mentorship pro-
gram, yearly scholarships, praxis review course, and
a career center that offers free resume reviews for
students and professionals in the field with numer-
ous job postings (NBASLH, n.d.). Other programs
like ASHA’s Minority Student Leadership Program
(MSLP) provide positive and uplifting environments
for students facing similar experiences in their aca-
demic programs. Students who participate in MSLP
gain mentorship from ASHA leaders and examine
the many multicultural implications within the field.
Additionally, the ASHA Student to Empowered Pro-
fessional Mentoring Program (S.T.E.P.) intends to
create a sense of community that supports and em-
powers CSD students from underrepresented racial/
ethnic populations and pairs approximately 500
students with mentors for one-on-one mentorship.
Another mentorship program is ASHA’s Mentoring
Academic-Research Careers (MARC) program which
supports those on the academic research pathway.
Although these are great opportunities of support for
students seeking peer and one-to-one mentoring, one
weakness of these programs is that they serve stu-
dents (often self-motivated) who are already aware of
and fairly active in the field. We need to think about
other ways to encourage students to enroll in these or
different programs and facilitate mentorships when
students who are just beginning their academic jour-
neys.

University Programs

University programs can implement ways to ad-
dress the intersection of the lack of awareness and
lack of diversity in the field. Graduate program re-
cruitment practices need to be reviewed. The recent
“recruit, equip, access and progress” or REAP model
is one framework to consider (Mohapatra & Mohan,
2021). The model is influenced by related health pro-
fessions and outlines areas to focus on such as re-
cruitment and access (Mohapatra & Mohan, 2021).
Some CSD departments and faculty have been push-
ing for the use of more holistic graduate application
review processes (Storkel, 2018; Wong et al., 2021)
as another step toward addressing barriers for stu-
dents. Other programs have removed the GRE as
a requirement altogether, while others have even
waived application fees for students of certain back-
grounds (Striving for Justice, Equity, and Anti-Rac-
ism, UMN SLHS, 2020).

Additionally, admissions practices need to be
re-evaluated. Part of this review should be some effort
to examine patterns and reflect on which students
are applying to programs. While student self-identi-
fication as a member of an underrepresented group
is not part of admissions criteria, this information

can provide programs with details to inform targeted
outreach, as well as equity and inclusion gaps. Some
programs can access this data, depending on the ap-
plication system, but the information is not available
across all programs.

Programs may need to take extra steps to review
the applicant’s information to see if there are dispari-
ties in proportions of applicants from historically un-
derserved and underrepresented backgrounds. For
example, one program from a Minority serving in-
stitution reviewed demographic information trends
of applications at the end of application cycles and
found in the 2018-2019 application cycle, over 58%
of applicants identified as being a ethnic/racial mi-
nority on their application, and this increased in the
most recent 2021-2022 cycle, with over 70% of appli-
cants identifying as such. This increase could be due
to the general increase in overall applications from
approximately 300 to over 400 applications in just a
few years. The rate increase was seen primarily in
student applicants who identified as Hispanic, Black
and American Indian. Applicants of diverse back-
grounds may also be prioritizing applying to certain
programs that are known to be supportive of cultural
and linguistic diversity, provide a community of sup-
port and potentially other preferred characteristics
(i.e. location, funding, etc.) that are unknown. Given
this, information of the demographic backgrounds of
applicants may vary from program to program. Do-
ing this work can directly inform equity gaps that
should be addressed.

In addition to graduate admission practices, de-
partments need to reconsider outreach, engage-
ment and retention needs within their departments
by reaching out to freshmen and transfer students.
University programs can implement outreach to lo-
cal middle, high schools, and community colleges to
bring awareness of the major option to younger stu-
dents as well as to recruit students of color into the
profession. Engaging with students early on by en-
couraging them to job shadow, offering scholarships
and guidance are some ways to support students who
are selecting their career choice. Many departments
have NSSLHA or Student Academy of Audiology
(SAA) chapters that can be involved in these endeav-
ors by connecting with local schools, participating
in career days and volunteering with students. Pro-
grams can be developed to invite local middle and/
or high school students to campus (i.e., tour depart-
ments, sit in on lectures, attend a NSSLHA meet-
ing), to visit clinics and observe therapy sessions,
join a lab meeting, participate in a research activity
and meet with current students, SLPs and faculty to
learn more and for opportunities for Q&A sessions.

Retention needs to be prioritized as well. Applying
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for various funding opportunities for training pro-
grams that prioritize student support can provide op-
portunities and community for students early on in
their programs. Affinity groups (Alicea, & Johnson,
2021) and other peer mentoring programs can help
with student engagement and retention activities,
which has been reported to increase GPA and pro-
vide support for students of color (Simon-Cereijido,
Flint & Cohick, 2016). Some university departments
have also started their own alumni mentorship pro-
grams; however, it is unknown whether much of the
focus is on general mentorship or specific representa-
tion-related mentorship. Another avenue to consid-
er is how students are being advised. Whether the
department has a specific advisor for the major or
if the university has a general advisement center,
those student support professionals need to be aware
of the major/career options in CSD to best inform
students of options and support academic planning.
Partnerships between department programs and lo-
cal community colleges and high schools should be
supported to make sure students are informed and
educated about the career option. As well, depart-
ments that are intentionally looking to increase di-
versity and representation of their student bodies
should consider current trends of communication for
prospective students. This may include social media
posts on popular platforms, sharing information on
student organization websites and other peer com-
munication methods.

Outreach efforts should be increased and can in-
clude speaking to young school age students, high
school students, participating in career day, or shar-
ing with community members about the field in gen-
eral, services offered and career options more specif-
ically. In addition to university programs conducting
outreach, clinicians could be doing outreach in the
communities that they serve as well. Most of the
work mentioned here will take time, commitment and
funding to sustain. However, if CSD departments,
universities and the profession are truly interested
in addressing the needs to increase diversity, there
should be an investment at each level where these
educational outreach and recruitment activities are
prioritized, fully funded and supported.

Conclusion

Due to various barriers as well as lack of aware-
ness and education about the career path, the num-
ber of SLPs and students from diverse backgrounds
is still staggeringly low. It is clear students need
information about major choices and career options
earlier along their educational path, as too often
students discover their interest in and the option
for CSD late in their academic journeys. We need
to create and implement successful channels of out-

reach and support for students to thrive once they
are interested in a career in SLP or audiology. As
noted earlier, mentorship programs are one way to
support students, and many have been successful at
doing so (Mahendra & Kashinath, 2021). However,
the need is incredibly great and each year programs
are only able to accept small numbers of students.
Additionally, we know many students face financial
needs and limitations, further impacting academic
decisions (i.e. the number of programs to apply to).
Funding career pathway programs at the undergrad-
uate level for students within the field of CSD should
also be considered. Funding may include application
fee waivers, support for travel to local and national
professional conferences and additional funds to sup-
port tuition at both the undergraduate and graduate
levels.

Exploration of the relation of personal experienc-
es, knowledge and interest of the field might be in-
teresting to examine in students and the public at
large. Future work should continue to explore these
issues, but more importantly this work should be
used to justify funding support for outreach, recruit-
ment, mentorship and retention efforts to increase
awareness and interest in CSD. It is important that
the efforts and changes are collective and that the
labor does not fall solely on SLPs and faculty of color.
Many of us continue to mentor, advise and push for
change, but we need others in CSD, we need allies, we
need commitment and support from colleagues, pro-
grams, institutions and organizations. The collective
field of CSD must go against the status quo of what
has been done for decades and make the necessary
changes to see the possibilities of how the field can
be. As the events over the last few years have revived
the momentum to make change in the field, we need
to go beyond performative acts to real actionable ef-
forts and changes. It is imperative educators within
Speech Language Pathology intentionally think and
critique the work in who we are educating, how we
are educating, and the larger impact both have on
the profession (see Ellis & Kendall, 2021). Without
review, we are only perpetuating inequities.
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— ABSTRACT —

The purpose of this study was to explore the different types of home language experience
and its impact on the development of complex syntax in Latinx preschoolers. Seventy-three
parents and their preschoolers were the participants in this study. The parents were in-
terviewed to determine whether they used monolingual (Spanish or English) or bilingual
(Spanish and English) input with their preschoolers. The children produced narratives in

their preferred language and were coded according to their usage of complex syntax.

The participants were classified into three groups: monolingual input/monolingual output
(Spanish or English), bilingual input/bilingual output, and bilingual input/monolingual out-
put. A weighted score for the narrative complex syntax was computed by first calculating
the percentage of complex utterances compared to total utterances, then using the percent-
age of grammatically correct utterances as the weighting factor. The results indicated that
for this group of Latinx children, home language experience, whether they were exposed to
monolingual or bilingual input and/or output, had no observable influence on the develop-

ment of complex syntax.

Keywords: bilingual narratives, Latinx preschoolers, home language, Spanish-speaking,

language input
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Infroduction

Standardized norm-referenced language tests do
not capture the entire repertoire of a preschoolers’
language skills. While the linguistic skills of pre-
school age children have been studied with the use of
spontaneous language samples and play-based lan-
guage samples, these may not capture a preschool-
er’s ability to use more complex syntax. Researchers
suggest that narratives can provide more specific in-
formation about the complex syntax of preschoolers
and school-age children in comparison to conversa-
tional samples (e.g., Wagner, Nettelbladt, Sahlén, &
Nilholm, 2000). The use of narrative analyses with
preschoolers provides us with much more data to
evaluate the use of complex syntax. With the emer-
gence of three-word utterances (Arndt & Schuele,
2013, Diessel & Tomasello, 2001; Huttenlocher et al.,
2002; Vasilyeva et al., 2008), a child is already start-
ing to use more complex linguistic structures.

Previous research has revealed that preschoolers
are capable of comprehending narratives (e.g., folk-
tales, fables, etc.) and engaging in oral storytelling
prior to entering the first grade. As children transi-
tion from preschool to school-age, they begin to de-
velop implicit knowledge of narrative structures that
highlight their ability to construct inferred meaning
beyond what is stated in the text (Pinto et al., 2009).
This means that when preschoolers are exposed to
narrative-based literature and other forms of high-
er-level language, they learn some components of
complex syntax (i.e., relative clauses, coordinating
and subordinating conjunctions clauses, etc.).

Complex Syntax

Early complex syntax appears around age three
(de Ruiter, Theakston, Brandt, & Lieven, 2018). As
children learn and practice their use of early com-
plex syntax, grammatical errors are to be expected.
Arndt & Schuele (2013) proposed a way to analyze
the complex syntax of preschool and early school age
children in English, which captures early occurrenc-
es of complex syntax, even in three-word utterances.
There is not a Spanish version of the Arndt & Schuele
(2013) system for analyzing early complex syntax of
preschool age children.

Complex Syntax in Monolingual Speakers

Chen and Shirai (2015) found that in some mono-
lingual speaking Mandarin Chinese children, the
acquisition of relative clauses materializes when
language-specific creations of relative clauses are
formed. Children formulate complex relative clauses
from simpler constructions and are sensitive to dis-
tributional patterns in their input from early ages.
So, what about the type of language input that par-

ents use and its impact on the development of com-
plex syntax?

It is well known that in order for children to ac-
quire a language or languages they must be exposed
to those languages. It is the input of those languages
that allows for the acquisition of language (Hutten-
locher et al., 2002). But, how do we account for the in-
dividual differences found in children’s acquisition of
complex syntax? In one of their studies, Huttenloch-
er et al. (2002) found significant individual differenc-
es in the data of 4-year-olds usage of complex syn-
tax. When studying the predictors of the children’s
use of different causal sentences, they found that it
was correlated to the proportion of those sentences
used in parental input. In a study by Vasilyeva, et al.
(2008), it was suggested that the parents of children
in a higher socioeconomic status played a significant
role in their child’s production of complex sentenc-
es including the diversity of their child’s utterances.
This may be due to the educational level of the par-
ents and their use of more complex language with
their children.

However, Silvey et al. (2021) found that in order for
a child’s complex syntax to continue evolving parents
needed to increase the complexity of their input over
time. According to their results, these timing effects
predicted syntactic development. They suggested
that these findings might not be replicated with chil-
dren learning other languages due to morphosyntac-
tic differences in various languages. Findings from
another study (Justice et al., 2012) suggested that
while children may copy the complexity of teacher
talk, children also evoke linguistic structures from
their teachers. This suggests that children’s output
also influences teacher and parental input. Report-
edly, sentence complexity is bidirectional in nature.

Complex Syntax in Bilingual Speakers

Implicit learning of complex language structures
has been found to be a greater indicator of the acqui-
sition of linguistic complexity for bilingual children.
Previous research has shown that the relative com-
plexity of language and the amount of exposure they
receive in their earlier years of development often de-
termines the rate at which they acquire more complex
morphosyntactic skills (Gathercole 2002a, 2002b,
2002c). The findings of one study by Gutierrez-Clel-
len & Krieter (2003) suggested that the quantity of
Spanish input by parents to their children correlat-
ed with their child’s grammatical output. However,
the same could not be said for the amount of English
spoken to their children. For the heritage language
of bilingual Syrian Arabic-English speakers, the in-
put of the heritage language was more important
for the development of complex syntax. Additional-
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ly, maintaining the input in the heritage language
is important for continued language development in
the heritage language (Soto-Corominas et al., 2022).
Therefore, asking parents to change the language
they use to communicate with their children is a mis-
take.

Five- to seven-year-old bilingual children with de-
velopmental language disorders have more difficulty
with complex syntax than typically developing five-
to seven-year-old bilingual children (Paradis et al.,
2022). As the use of complex syntax appears to be
useful for diagnostic purposes, it is important to un-
derstand how complex syntax develops in bilingual
children from an early age. The purpose of this study
was to explore the different types of language input
(monolingual versus bilingual) and their influenc-
es on the development of complex syntax in Latinx
preschoolers. The research question is the following:
Does the type of home language experience influence
the complex syntax spoken by Latinx preschoolers?

Method

Participants

The participants consisted of 73 preschool children
attending a central Texas school. These children
were part of a larger study (Resendiz et al., 2016).
Inclusionary criteria included: passing a hearing
screening administered by the school nurse and typ-
ical language development. Children were identified
as having typical language development based on
parent report and teacher report. The children were
classified into one of three groups, depending on their
combination of language input based on parent re-
port of language input and output while at home and
teacher report of language input and output while at
school. The three groups were: (a) monolingual input/
monolingual output (English or Spanish), (b) bilin-
gual input/bilingual output, and (c) bilingual input/
monolingual output (English OR Spanish). Refer to
Table 1 for participant demographic information.

Procedures

Language input and output were determined by in-
formation provided by the parents when interviewed
via phone using the Family Interview Questionnaire
of the Bilingual English-Spanish Assessment (BESA;
Pena et al., 2018). The Family Interview Question-
naire was selected because Pratt, Adams, Peiia,
and Bedore (2022) suggested that teacher and par-
ent reports can provide extensive information about
a child’s language use and abilities. However, they
suggested that the questionnaires administered to
parents and teachers should include the following:

“(a) questions that ask about a single con
struct (e.g., vocabulary OR sentence length

OR intelligibility), (b) questions that pro
vide clear examples of the language behav
iors, and (c) questions that allow for nu
anced responses, not a simple yes or no (pg.
88).”

Parents provided detailed hourly information
about the language input provided to the partici-
pants in the home during a typical day. Parents were
also asked to provide information as to their child’s
vocabulary, speech production, sentence production,
grammatical production and comprehension in both
English and Spanish. For example, parents were
asked to use the following scale when asked ques-
tions regarding participant vocabulary proficiency in
English and Spanish: 1) does not speak in the indi-
cated language, 2) speaks a few words, 3) a limited
rage of words, 3) Some words, 4) speaks many words,
and 5) extensive vocabulary. Refer to Table 2 for the
means and scoring schemes of these categories for
each of the three groups.

The participants in the three groups were then
asked to produce narratives (in their language of
choice) using the “One Frog Too Many” wordless pic-
ture book (Mayer, 1975). Forty-four of the children
in the bilingual group chose to produce Spanish nar-
ratives while 29 produced English narratives. The
narratives were transcribed into C-units as well as
complex syntactic structures using an adapted ver-
sion of Arndt and Schuele (2013). The narrative tran-
scriptions were then analyzed using the Systematic
Analyses of Language Transcripts guidelines (SALT;
Miller & Iglesias, 2012). Refer to Table 3 for Mean
Length of Utterance Word (MLUw), Mean Length of
Utterance Morphemes (MLUm), Number of Different
Words (NDW), Number of Total Words (NTW), and
Type Token Ration (T'TR) for the three groups.

Additional SALT analyses obtained consisted of
the average percentage of complex utterances, total
number of utterances, average subordination index,
and average percent of grammatically correct utter-
ances produced by each of the three groups (see Table
4).

Coding of Complex Syntax Narrative Samples.
Grammatical and ungrammatical utterances that
consisted of more than one main verb were coded for
complex syntax. Utterances that contained a com-
plex syntax token were identified with the [cs] code.
Each utterance exhibiting complex syntax was coded
as to the type of complex syntax. Arndt and Schuele’s
(2013) complex syntax classification coding scheme
was adapted and used. However, the complex syntax
scheme was modified to code for Spanish utterances
based on the SALT Spanish Coding System (Miller &
Iglesias, 2012) due to the differentiation between the
languages. For instance, reduced infinitive complex
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Table 1

Participant Demographics of the Three Groups

Groups Monolingual Input Bilingual Input Bilingual Input
s Monolingual Output Bilingual Output Monolingual Output
Characteristics Group 1 Group 2 Group 3
n=14 n=44 n=15
M=38 M =22 M=6
Gender F=6 F=22 F=9
Age Ranges 55 to 65 months 54 to 73 months 54 to 65 months
Mean Age 59.79 months 60.23 months 60.27 months
Maternal Education
=<7 1=0 1=12 1=3
2=9t 2=2 2=8 2=1
3=10"or H.S. 3=2 3=2 3=3
4 =H.S. Grad 4=6 4=15 4=5
5 = Partial College 5=4 5=4 5=2
6 = College Grad 6=0 6=3 6=1
7 = Graduate School 7=0 7=0 7=0
Paternal Education
Not Known =0 Not Known =3 Not Known =1
l=<7% 1=0 1=8 1=4
2=9h 2=2 2=11 2=3
3=10"or H.S. 3=1 3=3 3=1
4 =H. S. Grad 4=17 4=13 4=2
5 = Partial College 5=2 5=4 5=3
6 = College Grad 6=2 6=2 6=0
7 = Graduate School 7=0 7=0 7=1

types such as gonna, wanna, and gotta were omitted
from the Spanish complex syntax coding scheme due
to the reduced use of infinitives in Spanish. Dialectal
differences regarding bidirectional influence of one
language on another were coded as a grammatical
utterance in an effort to reduce linguistic bias.

The Spanish utterances were not limited to just
one complex syntax coding adapted from the English
coding suggested by Arndt and Schuele (2013), but
could be assigned several categories. Utterances that
contained more than one type of complex syntax usu-
ally consisted of a coordinate or subordinate clause.
For instance, “detiene a la rana y la van a sacar”
contains a coordinate clause “y” and marked infini-
tive clause “a sacar”. The infinitive clause types were
coded when a non-finite verb followed the obligatory
non-finite complement “a” which is equivalent to the
usage of “to”.

Coding Challenges. Challenges in coding occurred
when utterances contained a Spanish verb without a
translation equivalent in English. The Spanish verb
“estar” translates to “to be” and is not considered
to be an English verb. For example, the utterance

“ellos estan bien asustados” includes “estar” which
is a present tense indicative mood verb that is not
present in English. Therefore, it was coded as other.
Full propositional clause types were coded for when
“que” was utilized as a headed complementizer. For
instance, “Piensa que hay un rana ahi” is an example
of an utterance coded as a full propositional clause. It
was challenging to determine whether this utterance
should be coded as a full propositional clause since
the “que” in this utterance could not be deleted from
the sentence. However, when the utterance is trans-
lated into English, the “que” would be equivalent to
“that” which is a complementizer.

Reliability. All of the narratives were transcribed
by two graduate students knowledgeable about the
Systematic Analysis of Language Transcripts (SALT:
Miller & Iglesias, 2012). Twenty percent of the nar-
ratives were then randomly selected to determine in-
ter-rater reliability. One researcher transcribed and
coded all of the narrative utterances. Inter-rater reli-
ability between the researcher and the two graduate
students was 86%.

68



Volume 17, Issue 1 | Journal of the National Black Association for Speech Language and Hearing (JNBASLH)

Table 2

Means in English and Spanish of Vocabulary Proficiency, Speech Proficiency, Sentence Production Proficiency-
Grammatical Proficiency and Comprehension Proficiency of the Three Groups

Vocabulary Profi- 0 = does not speak in English/Spanish ~ English/Spanish ~ English/Spanish

ciency the indicated language
(the use of home 1 = speaks a few words 3.71/1.82 3.32/3.70 3.80/3.07
and academic 2 = a limited range of
vocabulary) words
3 = some words
4 = many words
5 = extensive vocabu-
lary
Speech Proficien- 0 = does not speak in
cy the indicated language 3.85/2.64 4.04/4.30 4.63/3.86
1 = Never
(level of intelli- 2 = rarely
gibility in both 3 = sometimes
languages) 4 = very often
5 =always
Sentence Produc- 0 = does not speak in
tion Proficiency  the indicated language 3.85/1.73 3.71/3.40 3.30/2.67
1 =1 to 2 words
(usual utterance 2 =2 to 3 words
length in both 3 =3 to 4 words
languages) 4 =4to 5 words
5 =15 or more words
Grammatical 0 = does not speak in
Proficiency the indicated language 3.77/2.27 3.59/3.60 3.50/2.79
1 = never
(grammaticality =~ 2 =rarely
of the utterance) = 3 = sometimes
4 = very often
5 =always
Comprehension 0 = does not understand
Proficiency in the indicated lan- 4.15/2.27 3.96/3.98 3.75/3.60
guage
(comprehension 1 =never
of each language 2 =rarely
by the child) 3 = sometimes
4 = very often
5 = always
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Table 3
Average MLUw, MLUm, NDW, NTW, and TTR Produced by Each of the 3 Groups

Monolingual In-
put Monolingual
5.13 5.72 58 132 0.46

Output
Group 1

..n=14
Bilingual Input
Bilingual Output

Group 2 5.76 5.96 48 112 0.45

..n=44
Bilingual Input
Monolingual
Output
Group 3

4.75 5.05 40 88 0.48

n=15
Table 4

Average Percentage of Complex Utterances, Total Number of Utterances, Average Subordination Index and
Average Percent of Grammatically Correct Utterances Produced by Each of the 3 Groups.

Monolingual

Input Monolingual
Output

Group 1

0.1445 23.29 .006 0.6777

n=14
Bilingual Input
Bilingual Output

Group 2 0.1442 21.14 007 0.7137

n=44
Bilingual Input
Monolingual
Output

Group 3

0.1201 19.20 .006 0.6329

n=15

lingual output, and (c) bilingual input/monolingual
output. Next, a weighted score for the narrative

Results :
complex syntax was computed by first calculating
Children were classified into one of three groups,  the percentage of complex utterances compared to
depending on their combination of language input  {otal utterances, then using the percentage of gram-
and output. The three groups were: (a) monolin- matically correct utterances as the weighting factor.
gual input/monolingual output (without distinction  Weighted scores were utilized because the use of lin-
between English or Spanish), (b) bilingual input/bi- ear regression is difficult to justify when analyzing
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Table 5

Frequency Distributions and Descriptive Statistics of
the Weighted Score for Complex Syntax

Group N Mean Std. Dev.
Monolingual Input/

Monolingual Output 14 0.10 0.12
Bilingual Input/

Bilingual Output 441011 0-11
Bilingual Input/ 15 0.10 0.10

Monolingual Output

non-parametric data (such as counts). Therefore,
using weighted scores satisfies the requirements for
linear regression (Nikoloulopoulos, Joe, & Chagan-
try, N. R., 2011; Wang & Elston, 2007). Table 5 below
shows the resulting distribution, as well as means
and standard deviations for each group.

The relative size of the means and standard devi-
ations (these data produced equal means and stan-
dard deviations in two of three groups, and a stan-
dard deviation that exceeded the mean in one group)
indicates a very high degree of variability among the
children in their development and use of complex
syntax. We examined the dataset for outliers, and
recomputed all analyses after deleting the outliers.
However, the results did not change in any signifi-
cant respect. As a result, we chose to retain the data
for all 73 children in order to provide a richer descrip-
tion of our participants.

A linear regression of weighted complex syntax
using group membership as the predictor produced
non-significant results F(1, 71) = 0.016, p = 0.89, and
R2 = 0.00. These results indicate for this group of
children, language environment, whether they were
exposed to monolingual or bilingual input and/or out-
put, had no observable influence on the development
of complex syntax.

Discussion

The purpose of this study was to explore the dif-
ferent types of parental language input (monolingual
versus bilingual) and their influences on the develop-
ment of complex syntax in narrative task output by
Latinx preschoolers. While there were no significant
findings, it is important to note that it is not whether
preschoolers are exposed to monolingual (English or
Spanish) versus bilingual input, it is just language

input that is important for the use of complex syntax
by preschoolers.

The findings of one study by Gutierrez-Clellen &
Krieter, (2003) suggested that the quantity of Span-
ish input by parents to their children correlated with
their child’s grammatical output. However, the same
could not be said for the amount of English spoken
to their children. However, they did find that the
amount of Spanish input correlated with grammat-
ical performance. It is important to note that we did
not examine the amount of Spanish, English, or Bi-
lingual input because we were interested in whether
the type of input correlated with output.

Implications

As suggested by Silvey et al. (2021) in order for a
child’s complex syntax to continue evolving, parents
need to increase the complexity of their input over
time. These timing effects may play a role; howev-
er, the purpose of this study was not to determine if
timing effects made a difference. Justice et al. (2012)
found that the input and the output are bidirectional
and influence one another. This information in ad-
dition to our findings is extremely important in case
bilingual or monolingual Spanish-speaking parents
are ever told to speak just English in the home. Since
input and output are bidirectional, then it is import-
ant that parents continue speaking to their children
in the language or languages that they are proficient
in so that they can provide more complex input to
their child which in turn will influence more complex
output by their children.

It was noted that the participants in this study
demonstrated a wide range of variability in their us-
age of complex syntax. This wide variability is simi-
lar to the findings by Huttenlocher et al. (2002) where
they found significant individual differences in the
use of complex syntax by 4-year-old English-speak-
ers. So, 1t is not surprising that our results in terms
of variability of monolingual- (English or Spanish)
and bilingual-speaking children’s use of complex nar-
ratives concurs with their findings.

It is important to note that the results and implica-
tions should not be generalized to all preschool chil-
dren until further studies confirm the results of this
study.

Limitations of the Study

There were some limitations to this study. First,
parental self-reports regarding exposure to certain
language input for every single hour for every day,
may be difficult to ascertain via self-report especially
if the information is collected via a phone interview.
Secondly, there may have been significant variabili-
ty in the amount of bilingual proficiency because our

71



Volume 17, Issue 1 | Journal of the National Black Association for Speech Language and Hearing (JNBASLH)

criteria for bilingualism included children who spoke
“one or more hours” of both languages at home. For
example, a child who has been exposed to another
language for only one hour, compared to a child who
has over 50 hours of exposure to a second language,
may likely be more proficient in the second language
learned.

Also, differences in socioeconomic status and the
home literacy environment, which was not accounted
for, may have also played a factor in the variation
among the use of complex syntax exhibited by the
preschoolers when producing narratives. We must
also recognize that there are differences within the
English and Spanish languages. Not all Spanish
words or utterances can be translated to English,
which can be problematic, particularly when coding
the transcription of the narratives produced by the
preschool children. Lastly, the authors did not ask
the parents if they had ever been told by a health
care provider to speak just English in the home. In
the future, this is something that should be asked of
parents.

Future Research

Participants in the current study were all typical-
ly developing; however, complex syntax is an area of
difficulty for bilingual children with language disor-
ders (Paradis et al., 2022). Parents of children who
are bilingual and have language disorders are at
greater risk of being told to speak English only to
their children. While complex syntax is an area of
difficulty, research is needed to demonstrate that the
difficulties are not due to the language input provid-
ed in the home language(s). The language that par-
ents of bilingual children with language disorders
also needs to be further investigated because Silvey
and colleagues (2021) found that for a child’s com-
plex syntax to continue evolving, parents needed to
increase the complexity of their input over time. This
can be challenging if parents do not speak their lan-
guage of choice within the home.

Conclusion

In summary, while the authors did not find a direct
correlation between monolingual versus bilingual in-
put and the development of the participants’ usage
of complex syntax, it is expected that overall input
influences the use of complex syntax. It does not mat-
ter whether it is monolingual English OR Spanish or
bilingual input. Our results may have been different
due to the way in which the data were collected. Fur-
ther studies are warranted to determine if socioeco-
nomic status plays a significant role in the prediction
of the development of complex syntax in Latinx pre-
schoolers.
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— ABSTRACT —

Purpose: The purpose of this study was to pilot a dynamic assessment of contextual anal-
ysis on low-income, fourth-grade students. A prior assessment, the Dynamic Assessment of
Morphological Analysis (Larsen & Nippold, 2007), was modified to develop the Dynamic As-
sessment of Vocabulary in Context (DAVIC) for the current study. The primary objective of
the DAVIC is to use graduated prompts aimed at context clues to assess the word-learning

ability of fourth-grade students.
Method: Twenty-eight, typically developing English-speaking, fourth-grade children were

grouped according to their performance (Pass or Non-Pass) on a standardized assessment.
All participants were assessed using the DAVIC in which a series of five graduated prompts

were presented until they were able to appropriately define a word from context.

Results: Using graduated prompts aimed at context clues can reveal a range of abilities

regarding the amount of support a child needs to derive word meaning.

Conclusion: Clinical implications about the use of graduated prompts to measure word

learning are discussed.

Keywords: dynamic Assessment, graduated prompting, vocabulary, context clues
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Reading is an area of difficulty for many fourth-
grade students. Data from the 2019 National As-
sessment of Educational Progress (NAEP) reveals
that only 35% of fourth-grade students perform at
or above a proficient reading level. Reading difficul-
ties are more acute in minority and low-income pop-
ulations. For example, in 2019, the average NAEP
reading score for African-American fourth-grade stu-
dents was 204, which was 27 points lower than that
of White fourth-grade students. Further, the average
score of fourth-grade students who attended low-in-
come schools was 207, as opposed to an average score
of 235 for students who did not attend low-income
schools. As a result, researchers have focused on the
“fourth-grade slump,” which refers to the decline
in reading skills that predominantly occurs among
low-income, fourth-grade children. Vocabulary is a
particular area of interest for reading researchers
because it is one of the five essential components of
reading, along with phonics, phonemic awareness,
fluency, and reading comprehension (National Read-
ing Panel, 2000).

Conceptually, vocabulary knowledge can present
complexities because words are not simply “known”
or “unknown.” Rather, word knowledge exists in in-
crements. There are three levels of word knowledge:
Unknown, Acquainted, and Established (Beck et
al., 1979). Word knowledge is “unknown” when the
meaning and the term are completely unfamiliar.
Word knowledge is “acquainted” when there is a
basic understanding of the term’s meaning. Estab-
lished knowledge is demonstrated when the word
meaning 1s easily and immediately recognized, and
the term can be used appropriately. Speech-Lan-
guage Pathologists (SLPs) often use assessments
such as the Expressive Vocabulary Test (Williams,
2019) and the Expressive One-Word Picture Vocab-
ulary Test (Martin & Brownell, 2011) to determine
a child’s vocabulary abilities. However, these tests
do not address the three levels of word knowledge.
Instead, standardized assessments measure whether
the word is established (fully known) or not.

Low-income fourth-grade students and
academic vocabulary

Assessing vocabulary can be complex due to the
incremental nature of word-learning, as well as
the impact of income and exposure. Children from
low-income homes tend to experience a decline in vo-
cabulary skills (as measured by standardized tests)
when they enter the fourth grade (Chall et al.,1990).
This may be the result of a lack of experience with
academic vocabulary and expository text in primary
grades (Duke et al., 2003). For example, Yopp and
Yopp (2000) found that only fourteen percent of ma-

terials read aloud in class by primary grade teachers
were expository. Further research shows that first-
grade students in low-income schools are exposed
to informational texts for an average of 1.9 minutes
per day (Duke, 2000). The impact of minimal early
exposure to informational texts becomes evident in
the fourth grade, which is when 1.) children begin to
“read to learn” and 2.) low-income children experi-
ence a significant drop in reading performance (Chall
et al., 1990).

Dynamic Assessment and Graduated
Prompting

Unlike standardized tests, performance on Dy-
namic Assessment measures has shown to be unin-
fluenced by income. Rather than assessing a child’s
prior exposure to a word, Dynamic Assessment al-
lows the examiner to evaluate a child’s learning pro-
cess and their responsiveness to different levels of
intervention. Graduated prompting is a Dynamic As-
sessment method in which a series of predetermined
probing questions or prompts are presented to deter-
mine a student’s immediate learning potential, their
level of independence in answering a question, and
their ability to transfer concepts to a similar but dif-
ferent task. Through graduated prompting, learning
ability is measured by transfer, which is the distance
between the child’s ability to perform the original
task and their application of concepts to new tasks.

The Graduated Prompting Dynamic Assessment
method has been shown to be useful when assessing
word-learning. However, it has primarily been used
during non-reading or single-word reading tasks
(Larsen & Nippold, 2007; Camilleri & Botting, 2013;
Wolter & Pike, 2015, Peterson et al., 2018; Wolter et
al., 2020). One task that has been examined is mor-
phological analysis (Ram et al., 2013). Morphological
analysis is an independent word-learning strategy
that involves the use of individual word parts (i.e.,
prefixes and suffixes) to derive word meaning. Lars-
en and Nippold (2007) used the Dynamic Assessment
Task of Morphological Analysis (DATMA) to assess
morphological analysis in typically developing sixth-
grade children. The participants were provided with
predetermined verbal prompts presented in a hierar-
chy (from minimal to maximal) until the participants
were able to define 15 target words. Results showed
that using the DATMA could reveal a wide range of
abilities.

Although studies show that word-learning strat-
egies can be successfully implemented outside of a
reading task, strategies focused on vocabulary may
be particularly instrumental when reading an expos-
itory passage. This is because readers tend to focus
on vocabulary in order to read an expository text.
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Kletzien (1991) examined the reading strategies of
high school students who were reading expository
text passages. Results showed that “focusing on vo-
cabulary” was the strategy most used by all partici-
pants. Despite this, there is little research on using
word-learning strategies during an actual reading
task.

Contextual Analysis Strategies

One word-learning strategy that can be examined
during a reading task is contextual analysis. Contex-
tual analysis is an independent word-learning strat-
egy that involves the use of context clues to derive
word meaning. Current research about providing
vocabulary instruction specifically in the area of con-
text clues is mixed and scarce. Results from a meta-
nalysis (Kuhn & Stahl, 1998) indicated that making
children aware of unknown words in their reading
was equally effective as teaching a specific context
clue strategy. In another metanalysis (Elleman et
al., 2019), seventeen studies about vocabulary inter-
ventions for middle school students were reviewed,
but none addressed contextual analysis. A review of
contextual analysis studies was completed and based
on efficacy, two evidence-based contextual analysis
strategies were selected to be examined in this pilot
study.

According to the Word Learning Strategy (WLS)
curriculum, direct strategies to teach context include
the following 1.) Pause when you find an unknown
word 2.) Read the surrounding words and sentenc-
es to look for context clues 3.) Use the clues to infer
the meaning of the unknown word, and 4.) Try out
your inference to see if it makes sense (Graves, et
al, 2017). The two evidence-based contextual analy-
sis strategies used in this pilot study: Forward and
Backward Cues (Gardner, 2007) and SCANR (Jen-
kins et al., 1989) are in line with the WLS curricu-
lum. Specifically, the Forward and Backward Cues
strategy is in line with WLS strategy number 2 and
the SCANR strategy is in line with WLS strategy
number 4.

Forward and Backward Cues (Gardner, 2007)

Teaching children to locate forward and backward
cues is a specific context clue strategy that has been
shown to be effective (Gardner, 2007). Forward cues
are those which occur after the target word in con-
text, and Backward cues are those which occur before
the target word in context.

SCANR (Jenkins et al., 1989)

Another specific context clue strategy that has
shown to be effective involves teaching a child to
substitute the unknown word for a known word if it
makes sense in the context. This strategy is called

SCANR (Jenkins et al., 1989), which is an acronym
that stands for: Substitute a word or expression for
the unknown word; Check to find context clues that
support your idea; Ask if the substitution fits all of
the context clues, Need a new idea?; and Revise the
idea to fit the context.

Purpose of Current Study

Currently, there is limited research on the use of
graduated prompting and word-learning with con-
textual analysis strategies. Prior research indicates
that graduated prompting can be useful in observing
word-learning ability, but studies on this method of
Dynamic Assessment have been largely focused on
morphological analysis as a word-learning strategy
(Larsen & Nippold, 2007, Ram et al., 2013, Wolter
& Pike, 2015, Wolter et al., 2020). Research is need-
ed to examine the implementation of Graduated
Prompting during a reading task.

The purpose of this study is to expand the current
body of literature on Dynamic Assessment by pilot-
ing a graduated prompting protocol focused on con-
textual analysis. This study also aimed to determine
how well fourth-grade children could use graduated
prompts focused on contextual analysis to derive
word meaning. By focusing on word-learning ability,
this study has the potential to demonstrate a process
for educators to examine a child’s response to inter-
vention in the area of vocabulary.

The following research questions were asked:

Can a Graduated Prompting Dynamic Assessment
aimed at context cues reveal a range of performance
levels in fourth-grade students?

Is there a relationship between word knowledge
(as measured by standardized assessment) and word
learning ability (as measured by graduated prompt-
ing)?

Method
Setting

All procedures involved in this study were ap-
proved by the Institutional Review Board (IRB) of
the University of Cincinnati before the initiation of
data collection. Data for this study was collected and
published as part of a dissertation. This study was
conducted at a public school in a southern Ohio coun-
ty in the middle of the academic year. According to
public records, this school serves a primarily low-in-
come population, with over 95% of the students re-
ceiving free or reduced lunches. This school serves
grades Kindergarten-8. Additionally, public data re-
veals that the school population is primarily African
American (93.3% Black and 6.7% non-Black). Each
participant was tested individually in a quiet envi-
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ronment in the school.

Participants

Consent to participate was sent to the families of
all students in the fourth grade (75 students). Parent
consent and child assent to participate in this study
were received from thirty fourth-grade students.
Twenty-eight typically developing, English-speak-
ing, fourth-grade students participated in and com-
pleted all phases of the study. All participants were
African-American. Individual data regarding partic-
ipant socio-economic status (SES) was not collected.
However, public SES data (reported above) suggests
that the participants in this study were primarily
from low-income households.

The fourth-grade participants in this study ranged
in age from 9;3 (9 years 3 months) to 11;1 (11 years, 1
month). The mean age of participants was 9;9. There
were 19 female participants and 9 male participants.
School records indicated that all participants pre-
sented with normal hearing acuity.

Procedure

Standardized Vocabulary Testing

The Expressive One-Word Picture Vocabulary Test,
fourth edition (EOWPVT-4) was administered to
thirty fourth-grade children who consented to partic-
ipate in the study. Due to attrition and exclusionary
criteria, the data of twenty-eight participants were
analyzed. Participants were divided into two groups
based on their performance on the EOWPVT-4. One
group consisted of participants who scored within
one standard deviation (SD=15) of the mean (M=100)
on the EOWPVT-4. This group was referred to as the
Pass group. The second group consisted of partici-
pants who scored more than one standard deviation
below the mean on this assessment. This group was
referred to as the Non-Pass group. Based on EOW-
PVT-4 scores, 14 participants were placed into the
Pass group (scored 85-115, M=95.5), and 14 partic-
ipants were placed into the Non-Pass group (scored
below 85, M=75.4). The even number of participants
per group occurred naturally.

Dynamic Assessment

Twenty-eight Pass and Non-Pass participants were
assessed using a graduated prompting Dynamic As-
sessment. The DATMA (Larsen & Nippold, 2007) was
adapted to be appropriate for assessing context clue
usage with fourth-grade children. The Dynamic As-
sessment for the current study is entitled: Dynamic
Assessment of Vocabulary in Context (DAVIC). The
purpose of the DAVIC was to determine the level of
prompting required for a participant to successfully

express the meaning of a word using context clues.

Preparation of text. The DAVIC was used to
determine the level of support that a child needs to
derive the meaning of unknown words in a given con-
text. The target words in the DAVIC were presented
in two expository reading passages created for this
study. All vocabulary words used in the DAVIC pas-
sages were selected from a fourth-grade science text-
book. Each passage contained five target words that
are listed in Appendix A. The subject matter of the
reading passage was selected based on Ohio learning
standards, and the readability of each passage was
determined using the Flesch-Kincaid Grade Level
Readability Formula (Flesch, 1948; Kincaid et al.,
1975), which was calculated to be a 4.3 using com-
puter software.

Text Preparation Coding and Reliability.
Four raters read the texts to determine the level
of supportiveness of each context clue (Beck et al.,
1983). For consistency, each context clue in the read-
ing passages was written to be rated as either “gen-
eral” or “directive” based on the Beck et al. (1983)
descriptions. A general context provides basic infor-
mation that may lead a reader in determining a basic
category for a target word. A directive context leads
a reader to the appropriate meaning of the target
word. Four raters found each context clue to be ei-
ther general or directive with an agreement of 100%.

Testing Procedures. The administration of the
DAVIC occurred in three stages: Pretest, Reading
Passage and Prompting phase, and Transfer task.

Pretest. The first stage of the DAVIC was a pretest.
The purpose of the pretest was to determine partic-
ipants’ prior knowledge of each target word’s mean-
ing. During the pretest, participants were asked to
provide the meaning of each of the ten words (out of
context) that would be encountered in the text. For
each pretest item, participants were asked, “What
does __ mean?” All responses were audio-recorded
for coding purposes.

Pretest Coding and Reliability. The pretest
responses were coded for word knowledge based on
levels defined by Beck et al. (1979), which are: Un-
known, Acquainted, and Established. A coding key
(Appendix A) was used to score all responses. Par-
ticipants could score up to 3 points for each pretest
item for a possible total of 30 points on the pretest.
Responses coded as Unknown, Acquainted and Es-
tablished, were scored as 1, 2, or 3, respectively. All
responses were scored by two coders. The agreement
between coders for the pretest was calculated at 97%.

Reading Passage and Prompting Phase. After
pretesting, each participant was presented with the
expository text passages one at a time. Participants
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were instructed to read the passage aloud. When a
participant demonstrated that they were unable to
decode a word, the word was stated for them one
time.

Graduated Prompts. The DATMA (Larsen & Nip-
pold, 2007) was adapted to develop the procedure,
prompting, and scoring system used for the DAVIC.
The prompts selected were based on research (Gard-
ner, 2007; Jenkins et al., 1989; Kuhn & Stahl, 1998),
the Ohio learning standards, and the general prompt
hierarchy. After a participant read a passage, they
were presented with a scripted series of five gradu-
ated prompts to determine the amount of prompting
necessary for each participant to successfully ex-
press the meaning of each target word. Participants
who successfully defined the target word at a given
Prompt level were awarded the specified number
of points, and the next item was administered. Re-
search-based strategies were modified for this study.
The methods listed below were presented in a script-
ed format. The prompting structure and scoring pro-
cedure were as follows:

1. Prompt One: Incidental Word Learning (5
Points). Because incidental word learning is a read-
er’s ability to derive the meaning of an unknown word
during the reading process, no scaffolding was pro-
vided by the clinician. After reading the passage, the
paragraph containing the target word was removed
from the child’s sight. Participants were asked to de-
fine the word. The purpose of this prompt was to as-
sess incidental word learning after one exposure in
context (Wagovich & Newhoff, 2004).

2. Prompt Two: Context clue reminder. (4 Points)
After not responding to prompt 1, participants were
shown the word in context by pointing and were ver-
bally instructed to use context clues to derive word
meaning. The purpose of this prompt was to allow
the fourth-grade participants to utilize their inde-
pendent (or classroom-based) knowledge of the use of
context clues based on academic content standards.

3. Prompt Three: Direct instruction in Forward
and Backward Cues (3 Points). After not respond-
ing to Prompt 2, instruction in the forward and back-
ward cue strategy (Gardner, 2007) was provided. All
participants were required to successfully locate the
forward and backward cue in an unrelated passage
before being presented with the DAVIC passage. The
forward and backward cue treatment was developed
based on Gardner’s (2007) procedures and is outlined
in Appendix B. The purpose of this prompt was to
provide evidence-based instruction in deriving word
meaning.

4. Prompt Four: Modeling (2 Points). After not
responding to Prompt 3, a modeling technique was

used in which the clinician pointed to the context
clue and said, “This is the context clue. The clinician
then read the context clue aloud and said, “Now tell
me what the word means.” This prompt was used to
provide a higher-level prompt as defined in general
prompt hierarchies.

5. Prompt Five: Instruction in Substitution strate-
gy (1 Point) After not responding to Prompt 4, a mod-
ified version of SCANR (Jenkins et al., 1989) was im-
plemented. To ensure that participants understood
how to use the strategy, instruction was provided.
The SCANR treatment was developed based on Jen-
kins et al.’s (1989) procedures and is outlined in Ap-
pendix B. All participants were able to successfully
substitute a word at the trial level prior to complet-
ing the DAVIC task. The purpose of this prompt was
to provide evidence-based instruction in deriving
word meaning.

At each prompting level, the participants were
asked to define the term based on what they found in
the context. All participants had to demonstrate an
Established Level (as defined in the Coding Key in
Appendix A) of knowledge before completing a trans-
fer task for that word. Participants who did not an-
swer with an Established response for a prompt were
provided with graduated prompts until this occurred.
If an established response was not elicited after being
presented with all five prompts, the participant was
given a score of 0 (No Level of Successful Prompt-
ing [NLSP]) and did not complete a transfer task for
that item. The reading passage and prompting phase
were audio recorded.

Transfer/Application Task. When a participant
correctly defined a word, they moved on to Stage
Three, which was the transfer (or application) task.
The transfer task was an application task in which
each participant was asked to apply the word knowl-
edge gained through graduated prompting by using
the target word in a new sentence. If the participant
was unable to define the target word using the gradu-
ated prompting system, then an application task was
not completed for that target word, and it was auto-
matically coded as “Unknown” for scoring purposes.
The application task was audio recorded to ensure
that the integrity of the responses was maintained
during analysis.

Coding and Reliability for the transfer task. Coding
for the DAVIC transfer task (sentence production)
was similar to that of the DAVIC pretest (definition
production). Responses were coded as Unknown, Ac-
quainted, and Established, and were scored as 1, 2,
and 3 respectively for each of the ten items. If the
participant did not complete the transfer task be-
cause their successful prompting level could not be
determined for the word, then this occurrence was
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automatically coded as Unknown. Because sentence
productions may not contain information commonly
found in definitions (e.g., “We may get a lot of pre-
cipitation this week.”), both syntactic and semantic
knowledge were considered when determining the
level of word knowledge for the transfer task. All
responses were scored by two coders. Agreement for
the transfer task was calculated at 90%.

Scoring. The DAVIC procedure consisted of three
phases yielding three separate scores. The pre-
test had a total possible score of 30. The graduated
prompting phase had a total possible score of 50. This
phase consisted of ten target words worth a possible
five points each. The post-test had a total possible
score of 30.

Results

The aim of this study was to pilot a graduated
prompting protocol focused on contextual analysis.
There was a potential confounding variable (support-
iveness of text) in this study. Therefore, an analysis
was performed to examine whether this variable con-
tributed to the outcomes. A chi-square test of inde-
pendence was performed to examine the relationship
between the supportiveness of text (general or direc-
tive) and the frequency of responses at each prompt-
ing level. The relationship between these variables
was not significant, x2=7.347, df =5, p <.196. The
above analysis suggests that changes observed in
this study are not due to a confounding variable.

DAVIC and Word Learning Ability

Multiple analyses were completed to examine word
learning ability. First, it was necessary to determine
if there was a relationship between the DAVIC pre-
test and the EOWPVT-4 because both were assess-
ments of word knowledge instead of word learning
ability. A Pearson Correlation indicated that scores
on EOWPVT-4 and DAVIC pretest scores were sig-
nificantly correlated, r=.599, p=0.01. This positive
correlation means that students who scored higher
on the EOWPVT-4 also scored higher on the DAVIC
pretest. Conversely, it was found that after complet-
ing the graduated prompting procedure, no signifi-

Table 1

cant correlation (r=.184 p=.184) was found between
EOWPVT-4 (word knowledge) and the DAVIC post-
test scores (word learning ability).

Next, the relationship between word knowledge
and word learning ability was examined by analyzing
the participants’ performance on the standardized
assessment (Pass and Non-Pass) and the Dynamic
Assessment. Levene’s test was used to test wheth-
er the groups (Pass N=14 and Non-Pass N=14) had
equal variances on the DAVIC. The result (F=2.308,
p=.141) suggested that the two groups had equal
variances, so the assumption was met. An indepen-
dent measures t-test showed that there was no sig-
nificant difference between the Pass group (M=67.00,
SD=14.502) and the Non-Pass group (M=64.57,
SD=9.525) on the DAVIC graduated prompting task,
t(26)=.524, p=.605, d=.19.

Finally, participants’ word learning from pretest
to post-test was examined by converting the pretest
and transfer task scores to a percentage (30 total
points possible, 30 points=100%). A paired-samples
t-test was used to determine if there was a signif-
icant difference between the variables. Cohen’s D
was computed to determine effect size. A paired
samples t-test showed that the participants scored
significantly higher on the transfer task (M=62.32,
SD=10.61) than on the pretest M=37.96, SD=5.87);
t=-10.73, p=<.001, d=2.84.

Level of Successful Prompting

To examine the range of abilities demonstrated
at each prompt level, a frequency of occurrence was
calculated at each prompt level. The results of this
study revealed that participants were able to derive
word meaning more frequently at Prompt 2 than at
any other prompt level. As shown in Table 1, Pass
and Non-Pass participants performed almost equal-
ly at Prompt Level 2, in which they were given the
passage, shown the target word, and instructed to
“Re-read this to find context clues.” Conversely, the
prompt that was successfully responded to the few-
est amount of times was Prompt 5 (SCANR/Substi-
tution). Out of a total of 280 responses from the par-
ticipants, only one response was correct at Prompt 5.

Frequency of successful responses at each prompt level

Prompt Prompt Prompt Prompt Prompt
1 2 3 4 5 *NLSP
Pass Participants (n=14) 16 69 18 29 1 7
Non-Pass Participants (n=14) 8 70 28 24 0 10

Note. * A word was coded as NLSP when a successful prompt was never elicited.
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Prompt five was reached a total of 18 times by par-
ticipants. Out of 18 opportunities, only one resulted
in a successful prompt. The other 17 occurrences did
not result in a correct definition production and were
consequently given a code of NLSP (No level of Suc-
cessful Prompting) for that item.

A Pearson Correlation was used to determine if
there was a significant relationship between the
EOWPVT-4 standard score and the frequency of re-
sponses at each Level of Successful Prompting. The
analysis revealed the following correlations: EOW-
PVT-4 scores and Prompt 1 frequency were signifi-
cantly and positively correlated, r=.429, (p=0.05). The
correlation between EOWPVT-4 score and Prompt 2
(context only) frequency was not significant, r= .123
(p=.535). The EOWPVT-4 score and Prompt 3 (direct
instruction) frequency were significantly correlat-
ed, r=-.376, (p=0.05). The correlation between EO-
WPVT-4 score and Prompt 4 (modeling) frequency
was not significant, r=-.038 (p=.850). The correlation
between EOWPVT-4 scores and Prompt 5 (substitu-
tion) frequency was not significant, r=.008 (p=.968).
The correlation between EOWPVT-4 score and NLSP
(no level of successful prompting) frequency was not
significant r=-.335 (p=.082).

DAVIC and Level of Word Knowledge

Using the “Unknown, Acquainted, Established”
coding system, several word-learning patterns were
observed among the participants within the DAVIC
pretest and DAVIC transfer tasks. Table 2 shows the
average level of word knowledge for the pretest and
the transfer task for the population (n=28). During
the DAVIC pretest (Definition) portion of the assess-
ment, most participant answers (89%) displayed an
Unknown level of knowledge for the target words
(i.e., Cycle- “A person that you just be, act like.”). Few
answers (8%) displayed an Acquainted level of word
knowledge for the target words (i.e., Glacier- “Big
ice.”), and even fewer (3%) demonstrated an Estab-
lished level of word knowledge for the target words
(i.e., Cycle- “Something that repeats.”). Following
exposure in context and with scaffolding provided
through Graduated Prompting, most participant
productions (55%) demonstrated an Acquainted level
of knowledge (i.e., “I see evaporation when my mom
makes tea.”). Additionally, more productions were

found to exhibit an Established level of word knowl-
edge (i.e., “The story has the word evaporation which
means to turn liquid into gas.”) after Graduated
Prompting (16%) than before Graduated Prompting
(3%). Finally, the number of productions that showed
an Unknown level of word knowledge (i.e., “If it ero-
sion I wouldn’t know what to do.”) greatly decreased
from 89% to 29%. The DAVIC graduated prompting
phase had a large effect (d=2.84) on the observed im-
provement.

Discussion

The purpose of this study was to expand the cur-
rent body of literature on dynamic assessment by
piloting a graduated prompting protocol focused on
contextual analysis. This study also aimed to de-
termine how well fourth-grade children could use
graduated prompts focused on contextual analysis to
derive word meaning. Results from the current in-
vestigation suggest that the typically developing par-
ticipants in this study knew how to use context clues
to find word meaning before being exposed to the
graduated prompting procedure. This is evidenced
by the fact that most of the participants were able to
demonstrate an Established level of word knowledge
after Prompt 2 (given the reading passage and told
to use context clues). It is possible that contextual
analysis is a skill that is covered in the classroom set-
ting due to the inclusion of context clues on Common
Core and state academic learning standards. There-
fore, the current study provides more information
about the amount of support the participants need-
ed to demonstrate word learning as opposed to the
specific contextual analysis strategies used. Results
from this study support the Kuhn and Stahl (1998)
metanalysis in that the “specific strategy instruction
in deriving words from context does not have any ad-
vantage over merely providing children with practice
in deriving word meanings.”

Although this study does not provide evidence for
teaching any specific contextual analysis strategy,
the current study demonstrates that 1.) A graduat-
ed prompting task can reveal practical information
about the level of word knowledge obtained from
context 2.) Graduated prompts can reveal practical
knowledge regarding the amount of support needed
to derive word meaning from context, and 3.) Dynam-

Pretest

Transfer task
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ic Assessment can play a part in closing the achieve-
ment gap found with Standardized Assessments.

Graduated prompting and level of word
knowledge

Word knowledge is based on exposure, and the
complexity of vocabulary knowledge can be revealed
within levels: Unknown, Acquainted, and Estab-
lished (Beck et al., 1979). Standardized assessments
such as the EOWPVT-4 measure vocabulary knowl-
edge but do not provide information regarding the
specific level of word knowledge. Instead, standard-
ized vocabulary assessments indicate whether a
word is known or not. However, words are not simply
“known” or “unknown” because knowledge about a
term’s meaning occurs in stages. For example, hav-
ing a child name or point to a picture of an item does
not reveal information about the child’s ability to use
the word. Further, having a child define a word does
not provide information about that child’s knowledge
of the word in context. Finally, neither of those eval-
uation methods informs intervention by providing in-
formation about the amount of support a child needs
to derive meaning. Graduated prompting provides
practical word-learning information that is not cap-
tured by traditional standardized tests. This study
showed that graduated prompting could be used to
examine both vocabulary knowledge and word-learn-
ing potential. Before the graduated prompting proce-
dure, most participants displayed an Unknown level
of knowledge of the target words. Following the DAV-
IC procedure, most participants could appropriately
use the target words in a sentence, demonstrating
an increased number of Acquainted and Established
responses.

Graduated prompting and level of sup-
port

In the current study, the DAVIC provided informa-
tion about the amount of scaffolding necessary for a
child to learn the meaning of a word. The results re-
vealed that the participants were able to derive word
meaning more frequently at Prompt 2 than at any
other prompt level. At this level, participants were
given the passage to look at and were told to use con-
text clues to define the word. Participants were not
told how to find a context clue and were not instruct-
ed on what a context clue was. Despite the lack of
instruction provided, Pass and Non-Pass group par-
ticipants performed almost equally in the Prompt 2
category. The data collected shows that most partic-
ipants, despite their performance on a standardized
test, were able to derive word meaning after being ex-
posed to the target word in context (Prompt 2). This
provides clinical implications regarding the amount
of support a child may need to derive word meaning

from context. Specifically, information from the ear-
lier mentioned Table 1 reveals that most children in
this study could derive word meaning from context,
and those that could not, were generally able to re-
spond when given higher levels of support.

Word Knowledge vs. Word Learning Abil-
ity

The research site for this study was a low-income
school per public records. Studies show that low-in-
come children perform poorly on standardized vocab-
ulary tests (Burton & Watkins, 2007; Washington
and Craig, 1992). Because children with language
disorders were excluded from this study, it was pre-
sumed that the current study sample only consisted
of children with typical language abilities. Despite
this, out of the twenty-eight participants, half (n=14)
had a standard score lower than 85 on the EOW-
PVT-4. Current findings are consistent with prior re-
search, which found that the majority of low-income
African American children assessed with a standard-
ized vocabulary test scored below the mean (Wash-
ington and Craig, 1992).

Graduated prompting with contextual analysis
may be a useful tool to address the achievement gap
found when administering standardized assessments
to marginalized populations. A significant finding in
this study was that there is no relationship between
word knowledge as measured by the EOWPVT-4 and
word-learning potential as measured by the DAVIC.
Participants who scored poorly on the standardized
test also scored lower on the Dynamic Assessment
pretest. Both of these were assessments of word
knowledge as opposed to word learning ability. How-
ever, when word-learning potential (or ability) was
evaluated with the DAVIC, the children from Pass
and Non-Pass groups performed similarly.

Clinical Implications

A basic tenet of Dynamic Assessment is that the in-
formation obtained can be used to plan intervention.
Therefore, the current study presents clinical impli-
cations. First, a feature of the DAVIC is that in ad-
dition to determining whether a child has learned a
word or not, information gained from the DAVIC pro-
cess can be used to identify how well a child knows
a word (Unknown, Acquainted, Established). Clini-
cians and educators may find this system more infor-
mative than the traditional binary (right or wrong)
system of assessing word knowledge.

Next, Graduated Prompts aimed at context clues
may assist educators with determining the amount
of instruction that a child requires to derive word
meaning successfully. This instruction can be imple-
mented practically to determine if the child responds
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to intervention.

Finally, a practical model for evaluating word
knowledge from sentence production was developed.
This was necessary because the requirements for
producing a sentence are quite different than the re-
quirements for producing a definition. For example,
according to Appendix A, in order to demonstrate an
established level of knowledge of “precipitation”, the
participant had to mention rain, sleet, or snow. How-
ever, many students used the word appropriately
in a sentence but did not refer to an actual form of
precipitation. For example: “In the winter precipita-
tion happens”; and “There was a lot of precipitation
during December and January.” These productions
are acceptable uses of the term. Therefore, syntac-
tic appropriateness should be considered when de-
termining the level of word knowledge during a
sentence production task. This is supported by the
lexical quality hypothesis, which states that the se-
mantic constituent of a word includes word meaning
in addition to grammatical information (Perfetti &
Hart, 2002). In this study, a production was deemed
Unknown when it displayed no knowledge of the tar-
get word; a production was deemed Acquainted when
it demonstrated either semantic or syntactic knowl-
edge, and a production was deemed Established
when it demonstrated both semantic and syntactic
knowledge. This information may be useful in the ed-
ucational setting because it illustrates that children
can show knowledge about a word without providing
a specific definition. Further, if a child can use a word
appropriately, then they are demonstrating that they
have at least an Acquainted level of word knowledge.

Limitations and Future Research

One aim of this study was to determine how well
fourth-grade children could use graduated prompts
focused on contextual analysis to derive word mean-
ing. While the current study did show that gradu-
ated prompts aimed at context clues could provide
information about word learning with the sample
used, more research is necessary before findings can
be generalized to other populations. This study ex-
amined primarily low-income, African-American stu-
dents. More research is needed with a larger sample
of children from various backgrounds.

Future research should examine the substitution
strategy in a graduated prompting model. The meth-
od of substitution used in this study may not have
been an effective strategy when examining academ-
ic vocabulary. Most participants (17 out of 18) who
attempted Prompt 5 were not able to derive word
meaning. Although prior research regarding the
SCANR method (Jenkins et al.,, 1989) has shown
substitution to be effective as a word-learning strat-
egy, the current study used a modified substitution

procedure which may have decreased its effective-
ness. Another reason for the ineffectiveness of the
substitution strategy during this study could be the
use of content-specific (academic) words. Academ-
ic vocabulary words such as “erosion, condensation,
and weathering” are not easily substituted by other
words. Therefore, successful implementation of the
substitution strategy may have been influenced by
the type of words chosen. Also, because of the chal-
lenging nature of substitution (find a synonym), this
strategy may have been more appropriately placed
earlier in the graduated prompting hierarchy.

The current study provides information about the

level of immediate word learning. However, future
research should longitudinally examine the effective-

ness of word learning gained through the Graduated
Prompting process.

In conclusion, using graduated prompts aimed at
context clues can reveal a range of abilities with re-
gards to the amount of support a child needs to derive
word meaning. Additionally, by using the DAVIC to
assess word learning ability, the incremental nature
of word learning (Unknown, Acquainted, Estab-
lished) can be evaluated. Using a graduated prompt-
ing Dynamic Assessment such as the DAVIC can also
close the achievement gap found on standardized vo-
cabulary tests by measuring what a child can learn
as opposed to assessing what a child already knows.
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