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THANK YOU TO OUR PARTNERS
Dear Reader,  
 
I am excited to welcome you to our first issue of our student-run publication, 
Challenger: a  McNair Scholars Paper Series. A�er months of hard work from both 
our editorial board and McNair scholars featured in this issue, we are excited to 
share the impressive research endeavors of our students.  
 
The McNair Scholars Program is a federally-funded program designed to 
encourage and guide students from underrepresented backgrounds to seek 
doctoral careers in higher education. The McNair Scholars Program at UCSD is
a space where ambitious and diverse students can find community and 
opportunities that will guide and encourage them in their careers in research and 
academia.  
 
As an underrepresented student,  recent graduate, and former McNair student at 
UCSD, I am well-aware of the obstacles students may face as we navigate 
undergraduate research opportunities at UCSD. In addition to obtaining research 
experience, publishing our research is vital to our preparation for doctoral 
programs and applications. As a result, this paper series is intended to create a 
welcoming space where McNair students at UCSD can obtain experience 
publishing their original research and learn the necessary steps to publishing in 
academia. Not only will this paper series provide a place to publish student 
research, but also create opportunities for students to collaborate as editors and 
serve in the editorial board of this publication.  
 
Welcome to our first issue of Challenger: a McNair Scholars Paper Series. We 
sincerely hope you enjoy the outstanding work of fellow UCSD McNair Scholars as 
we launch our first publication.  

Warm wishes,
 
 

 Lesley A. Guareña
Editor-in-Chief

EDITOR’S LETTER

3 4



THANK YOU TO OUR PARTNERS
Dear Reader,  
 
I am excited to welcome you to our first issue of our student-run publication, 
Challenger: a  McNair Scholars Paper Series. A�er months of hard work from both 
our editorial board and McNair scholars featured in this issue, we are excited to 
share the impressive research endeavors of our students.  
 
The McNair Scholars Program is a federally-funded program designed to 
encourage and guide students from underrepresented backgrounds to seek 
doctoral careers in higher education. The McNair Scholars Program at UCSD is
a space where ambitious and diverse students can find community and 
opportunities that will guide and encourage them in their careers in research and 
academia.  
 
As an underrepresented student,  recent graduate, and former McNair student at 
UCSD, I am well-aware of the obstacles students may face as we navigate 
undergraduate research opportunities at UCSD. In addition to obtaining research 
experience, publishing our research is vital to our preparation for doctoral 
programs and applications. As a result, this paper series is intended to create a 
welcoming space where McNair students at UCSD can obtain experience 
publishing their original research and learn the necessary steps to publishing in 
academia. Not only will this paper series provide a place to publish student 
research, but also create opportunities for students to collaborate as editors and 
serve in the editorial board of this publication.  
 
Welcome to our first issue of Challenger: a McNair Scholars Paper Series. We 
sincerely hope you enjoy the outstanding work of fellow UCSD McNair Scholars as 
we launch our first publication.  

Warm wishes,
 
 

 Lesley A. Guareña
Editor-in-Chief

EDITOR’S LETTER

3 4



In Commemoration of
Dr. Ronald E. McNair 

If the only facts you knew about Ronald McNair were that he was an African 
American man who grew up in the segregated 1950’s South in a family of meager 
financial means, you most certainly wouldn’t expect that he’d some day be 
posthumously honored by the US Congress with a federal education achievement 
program in his name.  You wouldn’t guess that he would earn a doctorate in 
Physics at M.I.T., nor would you figure he’d become an astronaut.  
 So who was Ronald McNair, and how did he manage to reach such great 
heights?  At a young age, he gave clear indications that he would not let 
circumstances determine his destiny.  He grew up in Lake City, South Carolina at 
a time when blacks were prohibited from using the same facilities as whites.  One 
day when he was nine years old, without telling his parents or his brother Carl 
what he was up to, Ron took a walk to the local public library.  At the library, he 
ignored the reprimanding stares of the white folk as he politely stepped into the 
line to check out some books. The librarian threatened to call the police if he 
didn’t leave, and yet he stood his ground.  The police were called, and so was 
Ron’s mother, who arrived and pleaded with the police not to arrest her son.  
Fortunately, one of the policemen urged the librarian to let the child check out the 
books, he was allowed to do so.
 As a teenager he became fascinated with the US space program, and later, 
with the television series, Star Trek, with its (for the time) ethnically diverse crew.  
Eventually his thirst for learning and his interest in science led him to become the 
first in his family to attend college, at North Carolina A&T.  He excelled in his 
studies and went on to earn a doctorate in Physics at M.I.T. before becoming one 
of the first few African American Astronauts, and later a crew member of the 
space shuttle Challenger. Sadly, he and the other crew members were killed when 
the shuttle exploded shortly a�er li�-off for a mission in January of 1986.  Dr. 
Ronald McNair had become a hero to many, and so, in 1989, the US Congress 
authorized funding for the Ronald McNair Postbaccalaureate Scholarship Fund, 
the lasting legacy of a great man.

"Whether or not you reach your goals in life 
depends entirely on how well you prepare for 
them and how badly you want them."

—Dr. Ronald E. McNair
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STUDENT PAPER 1
Predictors of Therapists Use of

Homework in Community Mental Health: 
Session and Therapist Characteristics 

 
Alexis J. Corona1, Mojdeh Motamedi1,2, Anna S. Lau3 , Lauren Brookman-Frazee1,2 

1 Department of Psychiatry, University of California, San Diego 
2 Child and Adolescent Services Research Center 

3 Department of Psychology, University of California, Los Angeles
Advisor: Lauren Brookman-Frazee

Assigning and reviewing homework as a 
strategy to help clients gain therapeutic skills is 
a common technique used across a variety of 
evidence-based practices (EBPs) and has been 
shown to improve therapy outcomes for 
children and youth. However, in studies 
characterizing routine psychotherapy 
delivered in community mental health 
settings, homework is rarely used in sessions. 
While some therapist and client level 
predictors of EBP strategy use have been 
identified in routine psychotherapy (e.g. client 
stressors, therapists’ attitudes towards EBPs) it 
is unknown what is associated with 
community mental health therapists using 
homework in the increasingly common 
context of system-driven implementation of 
multiple EBPs. To identify predictors of 
therapists’ use of homework, 680 videos of 
sessions with 274 clients were collected from 
103 therapists (of which 55% were Hispanic) 
providing children’s mental health services 

Introduction

Study Context: The 
4KEEPS Study Examining
Sustainment of EBPs in a 
System-Driven 
Implementation

through the Los Angeles County Department 
of Mental Health (LACDMH). The current 
study uses a multilevel logistic regression 
analysis model to identify which factors are 
associated with therapist use of homework in 
therapy sessions when there is system-driven 
implementation support for the use of 
multiple EBPs in community mental health 
settings. A�er controlling for the EBP 
delivered in session and the number of EBPs 
therapists were trained in, having a caregiver 
present in the therapy session, older child age, 
and being an unlicensed therapist were 
associated with a higher likelihood of 
therapists assigning and reviewing homework 
during a specific session. Therapist 
race/ethnicity, perceptions of the EBP being 
delivered, their report of emotional 
exhaustion, and direct hours with clients, as 
well as emergent unexpected stressful client 
life events within a session were not 
significantly associated with therapists’ 
delivery of homework. These findings 
underscore the need to provide explicit 
attention during therapist training on the use 

of homework with younger clients when 
caregivers are absent from sessions and the 
need to facilitate the use of homework among
licensed therapists.  

Keywords: evidence-based practices, 
community mental health services, 
homework 

Approximately 1.9 million children and 
adolescents in the United States have 
depression, 4.4 million have an anxiety 
condition and 4.5 million have a behavioral or 
conduct problem (Ghandour et al., 2018). 
Among those with a mental health diagnosis, 
few receive adequate mental health care 
(Brauner & Stephens, 2006; Merikangas et al., 
2010). For those who do receive services, 
usual care o�en does not include regular and 
sustained in-depth use of evidence-based 
practices (EBPs) (e.g. Trauma Focused 
Cognitive Behavioral Therapy), despite EBPs 
being linked to better treatment outcomes in 
comparison to usual care (Garland, Bickman, & 
Chorpita, 2010; Park, Moskowitz, & Chorpita, 
2018). 

A meta-analysis by Mausbach and colleagues 
(2010) found that therapeutic homework, a 
common component of EBPs in which 
between session activities are assigned or 
reviewed, is associated with improved 
therapy outcomes. Homework is considered 
essential for clients to practice applying 
learned skills to reinforce what they have 
learned in therapy, and to help clients manage 
and      prepare      for stressful situations 
outside of therapy that might reactivate their 
symptoms (Garland, Brookman-Frazee, & 
Chavira, 2010; Kazantzis, Whittington, & 
Dattilio, 2010). One meta-analysis found that 
on average, 62% of clients whose therapists 
used homework in therapy sessions had a 
reduction in symptoms compared to only 38% 
of clients in therapy sessions where no 
homework was used (Kazantzis et al., 2010). 
Although there is substantial evidence 

showing that using homework enhances 
therapy outcomes, it is infrequently used in 
usual care community mental health settings 
(Garland et al., 2010). In a study characterizing 
usual care, homework was assigned or 
reviewed in only 16% of sessions, and 
therapeutic homework was one of the 
strategies therapists used least (Garland et al., 
2010). Some potential reasons for this include 
therapists’ negative attitudes towards 
homework, interfering situations in therapy 
(e.g., emergent life events like family violence 
and housing problems), therapists’ negative 
beliefs about client’s response to homework 
assignments, and the broad spectrum of 
therapist’s training (Garland et al., 2010). 
However, overall, research on the underlying 
factors regarding why therapists      do not use 
homework frequently is limited (Garland et al., 
2010), especially in the increasingly common 
context of system-driven multiple EBP 
implementation (Lau & Brookman-Frazee, 
2016; Beidas et al., 2013). Thus, this study 
examined which therapist and session level 
factors are associated with therapists 
assigning and reviewing homework within 
the context of community EBP 
implementation.  

The current study uses data extracted from a 
larger NIMH-funded study entitled, 
“Sustainment of Multiple EBP's Fiscally 
Mandated in Children's MH Services” (known 
locally as “4KEEPS, Knowledge Exchange on 
Evidence-based Practice Sustainment”).   The 
4KEEPS study is an observational study of the 
sustainment of multiple EBPs in the context of 
system-driven support by the Los Angeles 
County Department of Mental Health Services 
(LACDMH), one of the largest mental health 

ABSTRACT
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Examining Predictors of
Individual EBP Strategies

The Present Study: 
Examining Predictors 
of Homework

Procedure

METHODS

Potential predictors of therapist delivery of 
individual EBP strategies, including the use of 
homework, can be examined at multiple levels 
(Aarons et al, 2011). The Exploration, 
Preparation, Implementation and 
Sustainment (EPIS) multi-level 
implementation framework helped inform the 
4KEEPS study design. The EPIS emphasizes 
the role of inner context factors like the 
characteristics of therapists and clients and 
their families, as well as outer context factors 
like the policies that contributed to LACDMH 
supporting the implementation of multiple 
EBPs (Aarons, Hulbert, & Horwitz, 2011). For 
example, the use of EBPs in community 
mental health settings can be affected by 
client and family factors such as youth ages, 
stress and involvement; therapist 
demographics, skills, and attitude; and agency 
culture of support (Aarons, 2004). Individual 
differences among therapists regarding their 
openness to accepting new methodologies 
can also influence their effort to sustain the 
use of EBPs or strategies (Aarons, 2004; Lau & 
Brookman-Frazee, 2016). Regarding therapists 
and their attitudes, although EBPs have been 
shown to be effective in research settings, 
some therapists are skeptical of how useful 
they are in usual care, which may play a role in 
therapists being less open to using EBP 
strategies like homework (Aarons, 2004). 
Therapists also vary in terms of educational 
level, which can influence their understanding 
and use of an EBP (Aarons, 2004). Client 
characteristics like the stress they experience 
and caregiver participation can impact therapy 
sessions and thus, the use of EBP strategies 
(Garland et al., 2010; Guan et al., 2018; Barnett 
et al., 2018; Accurso & Garland, 2015). Stressful 
emergent life events occur unpredictably and 
frequently in community mental health 
settings and can interfere with the use or 
proper use of EBPs in therapy sessions (Guan 
et al., 2018; Barnett et al., 2018). Overall, the 

implementation and sustainment of EBPs in 
community mental health settings is 
multi-faceted and for this reason, it is 
important to examine various multilevel 
factors, such as the aforementioned, that may 
be associated with the use of EBP elements 
like homework.

The purpose of the current study is to identify 
predictors of therapists’ use of homework 
within the context of a multiple EBP 
implementation. Given that the use of 
homework has been shown to enhance 
treatment outcomes in comparison to therapy 
sessions without homework and are common 
across EBPs, this study is important as it will 
examine which multi-faceted factors are 
associated with the use of homework in 
community mental health settings in the 
context of system-driven multiple EBP 
implementation (Katantzis et al., 2010).

The data used in the current study were 
extracted from the larger 4KEEPS study. 
Specifically, data were collected in the 
“in-depth” component of 4KEEPS through 
therapist surveys and audio recordings of 
therapy sessions. Data for the current study 
represents 103 therapists who participated in 
this in-depth component of the 4KEEPS study. 
The in-depth component examined the 
validity of the ECCA by comparing therapists’ 
ECCA ratings to neutral observers’ ECCA 
ratings of audio recordings of those therapists’ 
sessions. 
Therapists represented fourteen agencies that 
included 24 program sites from semi-rural, 
suburban and urban areas of the LACDMH 
(Lau & Brookman-Frazee, 2016). To be eligible 
for the in-depth study, therapists were 
required to be (1) a staff or trainee therapist 
employee at a participating program, (2) 
trained in at least one of the six EBPs of 
interest, and (3) delivering one of the six EBPs 
to at least one client at the time of the study. 
Therapists who were eligible for the study 
were asked to record at least three sessions for 
up to three clients receiving one of the six 
aforementioned EBPs. Therapy recordings 
were collected from 103 therapists with a total 
of 694 therapy sessions in total, which 
consisted of 288 clients. Fourteen sessions 
were removed from the sample due to being 
incomplete, having poor audio quality or 
sessions being less than fi�een minutes. The 
final sample consisted of 103 therapists with 
274 clients and 680 therapy sessions. Data for 
this study will be extracted using the current 
4KEEPS data to conduct a secondary analysis. 

systems in the United States (Lau & 
Brookman-Frazee, 2016). A�er California 
passed the Mental Health Services Act in 
2004, state funds were allocated to facilitate 
the greater use of EBPs in Los Angeles County 
through the Prevention and Early Intervention 
initiative. Starting in 2010, LACDMH used 
these initiative funds to financially reimburse 
community mental health agencies for 
delivering a variety of EBPs and to offer a 
variety of other supports (e.g. training; Lau & 
Brookman-Frazee, 2016; Rodriguez, Lau, 
Wright, Regan, & Brookman-Frazee, 2018). 
The 4KEEPS study focuses on the following 
six child-focused EBPs: Cognitive Behavioral 
Interventions for Trauma in Schools (CBITS), 
Child-Parent Psychotherapy (CPP), Managing 
and Adapting Practices (MAP), Seeking Safety 
(SS), Trauma-Focused Cognitive Behavioral 
Therapy (TF-CBT), and Triple P Positive 
Parenting Program (Triple P; Lau & 
Brookman-Frazee, 2016).  The purpose is to 
characterize EBP sustainment and identify 
factors associated with sustainment 
outcomes. 

This observational study is unique in that it 
examines what actually happens in 
community mental health settings when EBPs 
are delivered in usual care as a result of 
LACDMH system-driven support (Lau & 
Brookman-Frazee, 2016). The 4KEEPS study 
observes the sustainment of these six EBPs 
delivered within LACDMH through the 
4KEEPS developed Evidence-Based Practice 
Concordant Care Assessment (the ECCA), 
therapist self-report surveys, and other 
measures (Lau & Brookman-Frazee, 2016). The 
4KEEPS community practice assessment 
helps inform our understanding of which 
elements, like homework, are commonly used 
in community-based care and the extent 
therapists use these elements (Garland, 
Hawley, Brookman-Frazee, & Hurlburt, 2008). 
4KEEPS also thoroughly examines the 
multi-level factors that play a role in the 
implementation and sustainment of these six
EBPs (Lau & Brookman-Frazee, 2016). 
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“in-depth” component of 4KEEPS through 
therapist surveys and audio recordings of 
therapy sessions. Data for the current study 
represents 103 therapists who participated in 
this in-depth component of the 4KEEPS study. 
The in-depth component examined the 
validity of the ECCA by comparing therapists’ 
ECCA ratings to neutral observers’ ECCA 
ratings of audio recordings of those therapists’ 
sessions. 
Therapists represented fourteen agencies that 
included 24 program sites from semi-rural, 
suburban and urban areas of the LACDMH 
(Lau & Brookman-Frazee, 2016). To be eligible 
for the in-depth study, therapists were 
required to be (1) a staff or trainee therapist 
employee at a participating program, (2) 
trained in at least one of the six EBPs of 
interest, and (3) delivering one of the six EBPs 
to at least one client at the time of the study. 
Therapists who were eligible for the study 
were asked to record at least three sessions for 
up to three clients receiving one of the six 
aforementioned EBPs. Therapy recordings 
were collected from 103 therapists with a total 
of 694 therapy sessions in total, which 
consisted of 288 clients. Fourteen sessions 
were removed from the sample due to being 
incomplete, having poor audio quality or 
sessions being less than fi�een minutes. The 
final sample consisted of 103 therapists with 
274 clients and 680 therapy sessions. Data for 
this study will be extracted using the current 
4KEEPS data to conduct a secondary analysis. 
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Therapy (TF-CBT), and Triple P Positive 
Parenting Program (Triple P; Lau & 
Brookman-Frazee, 2016).  The purpose is to 
characterize EBP sustainment and identify 
factors associated with sustainment 
outcomes. 
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in community-based care and the extent 
therapists use these elements (Garland, 
Hawley, Brookman-Frazee, & Hurlburt, 2008). 
4KEEPS also thoroughly examines the 
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Participants
Characteristics of participants are provided in 
Table 2. Fi	y-five percent of therapists were 
Hispanic, 21% were Non-Hispanic White, 14% 
were Asian Pacific Islander and 8.70% were 
African American. Eighty percent of the 
therapists were unlicensed, and 85% have 
obtained a Master’s degree. Fi	y percent of 
therapists were marriage and family 
therapists, 34% were social workers, 12.60% 
were school counselors, and the remaining 
2.90% were from other mental health 
disciplines. Of the therapists’ 680 recorded 
sessions, sessions varied based on who 
attended, such that 286 sessions had some 
caregiver involvement (42.10%). Of the 
sessions included in this study, clients 
attended 1-3 sessions with an average of 2.49 
sessions.

Measures
Therapist level factor
All therapists completed a web-based survey 
about themselves and their experiences. A 
more in-depth description of this survey and 
additional 4KEEPS study measures are 
described in Lau and Brookman-Frazee (2016).

Demographics.
Therapist demographics included ethnicity/ 
race and licensure status. Therapists were also 
asked what EBPs they have been trained in 
and how many direct hours they spent with 
client(s) in a forty-hour work week.  

Emotional exhaustion. 
Therapist rated their level of emotional 
exhaustion on a Likert-scale from zero 
(strongly disagree) to six (strongly agree) on 
five items (Cronbach’s alpha =0.89). 
Questionnaire items were adapted from the 
Glisson and colleagues (2008) Organizational 
Social Context Questionnaire Emotional 
Exhaustion Subscale. Higher averages 
indicated higher emotional exhaustion.

EBPAS divergence and openness. 
Therapists self-rated themselves on the 
Evidence Based Practice Attitude Scale 
(EBPAS) to indicate how open they were to 
EBPs (openness; e.g., “I like to use new types of 
therapy/interventions to help my clients;” α = 
0.79) and how much they valued clinical 
experience over research (divergence; e.g. “I 
know better than academic researchers how 
to care for my clients;” α = 0.71). Both scales, 
four items each, were rated on a Likert-scale 
from zero (not at all) to four (very great extent). 

Session level factors. 
All therapists      provided information on each 
session’s characteristics through a web-based 
survey, including which EBP was used for each 
session. An in-depth description of this survey 
and additional potential measures are 
described in Lau and Brookman-Frazee (2016).

Emergent life events. 
Emergent life events are expressed to 
therapists during a therapy session and can 
interfere with the plans for the use of EBP 
strategies (Barnett et al., 2018). The five most 
common emergent life events (i.e., 
unexpected stressors) are family conflicts, 
physical fights between the client and sibling, 
arguments between caretakers, injuries, and 
the death of a loved one (Guan et al., 2018). 
Emergent life events are coded by observers 
using audio recordings of therapy sessions 
using the same procedure as that described for 
the ECCA observer ratings. Emergent life 
events were coded as present (1) or not (0) in a 
therapy session. Inter-rater reliability was 
acceptable (Kappa = .75) and 27% of sessions 
were double coded. 

Client age and caregiver presence. 
In the session surveys, therapists reported the 
age of the client and who was present during 
the session. Session participant information 
was collected through a question (“Who 
was involved in the session on which you 
are responding?”). The options included:  
caregiver only,  youth only,  parent and youth, 
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TABLE 1:  Description of Six Evidence-Based Practices of Interests

Evidence-Based Practices Target Age in Years Problem Target  Format  

Cognitive Behavioral 
Intervention for Trauma in 
Schools (CBITS)* 

10-15

*Note, CBITS sessions were not included in our analyses as there were not enough therapists using CBITS in this study. Table is based on LACDMH prevention and early intervention handbook (2016). 

Note: EBPs = evidence-based practices, EBPAS = evidence-based practice attitude scale, and SD = standard deviation. 

Trauma Group, school based, youth sessions 

Child-Parent Psychotherapy
(CPP)  0-6 Trauma and

attachment
Caregiver or caregiver-youth session

Managing and Adapting 
ractice (MAP)  

0-21
Anxiety, trauma, 
depression, and/or 
conduct

Youth, caregiver, or
caregiver-youth sessions

Seeking Safety (SS)  13-20
Trauma, and/or
substance abuse

Group or individual youth sessions 

Triple P
(Positive Parenting Program)  

0-18 Conduct
Individual youth, caregiver,
and caregiver-youth sessions

Trauma-Focused Cognitive
Behavioral Psychotherapy 
(TF-CBT

3-18 Trauma
Group or individual sessions
with caregivers 

TABLE 2:  Characteristics of Sessions and Therapists

Frequency/
Mean (SDD)

Session level (N = 680 sessions)

Sessions with a caregiver

Sessions with any emergent life event 

Sessions with homework use 

Client age (years; range: 1 – 18)

42.10%

21.10%

87.60%

9.71(3.87)

Therapist level (N = 103 therapists) 

Hispanic

Non-Hispanic white

African American

Asian Pacific Islander

55.30%

21.40%

8.70%

14.60%

Race/Ethnicity

Frequency/
Mean (SDD)

Therapist level (N = 103 therapists) cont.

Licensed 

EBPAS divergence (reverse scored)

EBPAS openness

Emotional exhaustion 

Therapist direct hours with client(s)
(Range: 0 – 39)

Number of EBPs therapist trained in
(Range: 1 – 4)

19.40%

1.46(0.83)

3.01(0.66)

3.17(1.52)

21.33(6.21)

2.36(0.95)

Sessions EBP

   CBTIS 

   CPP

   MAP

   SS

   Triple P

   TF-CBT 

0.00%

7.20%

52.40%

4.00%

5.60%

30.90%
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Data Analysis Planindividual time with parent or youth, and 
other participant. Data were coded as having 
any caregiver (e.g., mother, father, aunt, 
grandmother) present in the session (1) or no 
caregiver present (0). 

Outcome measure: Homework use in 
therapy sessions. 
The ECCA, which is partially based on other 
measures, was created by the 4KEEPS project 
to measure therapists’ use of common EBP 
strategies (McLeod & Weisz, 2010; McLeod, 
Smith, Southam-Gerow, Weisz, & Kendall, 
2015; Garland et al., 2010). The ECCA includes 
32 items about therapy content and 
technique. Content items are based on the 
areas the six aforementioned EBPs cover, 
which includes content related to behavioral 
parent training, cognitive-behavioral skills, 
relating to others, emotion regulation, insight 
building, and trauma and safety. The 
technique items are care coordination/case 
management, modeling, role play and 
practice, assigning and reviewing homework, 
and delivering positive reinforcement and 
rewards. The use of the technique items was 
coded by observational coders using the 
ECCA manual as a guide to rate the use of 
each strategy on a Likert scale of zero (did not 
use strategy) to six (explicitly and extensively 
assigned). Extensiveness refers to the 
thoroughness and frequency with which a 
therapist uses a strategy (Lau & 
Brookman-Frazee, 2016, p. 129). Observer 
ratings of homework assignment/review had 
acceptable interrater agreement (intraclass 
correlation = 0.64). For the purposes of this 
study, we focused on observer rated 
outcomes of whether therapists used the 
technique of assigning and reviewing 
homework. This item was dichotomized 
such that 0 = did not use strategy and 1 = did 
use strategy (including ratings 1 – 6 for 
extensiveness). 

Stata Statistical So�ware IC 15.1 (StataCorp, 
2017) was used for multi-level logistic      
regression analysis (level 1 = session, 2 = client, 
3 = therapist) to examine the associations 
between observer report of therapists 
assigning/reviewing homework and 
multilevel predictors. The analyses controlled 
for the number of EBPs therapists have 
received training for and the actual EBP used 
for that session since CPP does not require 
homework and the other EBPs vary in their 
emphasis of using homework. 

RESULTS

This study examined how session level and 
therapist level characteristics were associated 
with the likelihood of observers reporting 
therapists assigning/reviewing homework 
(See Table 3 for result details). In the current 
study, therapists used homework in 87.50% of 
sessions. At the session level, having a 
caregiver present in a session was associated 
with a greater odds of therapists using 
homework (Odds Ratio [OR] = 2.14, Confidence 
Interval [CI] = 1.28 – 3.56). Clients being older 
was also associated with an increased 
likelihood of therapists’ using homework (OR 
= 1.10, CI = 1.02 – 1.19). However, the 
occurrence of an emergent life event was not 
significantly associated with homework 
delivery.

At the therapist level, being unlicensed was 
associated with therapists being more likely to 
use homework (OR = 2.15, CI = 1.06 – 4.37). 
Therapists’ race/ethnicity was not associated 
with their use of homework. Other therapist 
level factors not linked to therapists’ use of 
homework included, therapists’ direct hours 
with client(s), emotional exhaustion, and EBP 
attitudes as indicated by the EBPAS 
divergence and openness subscales. 

13 14

Note:  * p < .05, ** p < .01; Analysis controlled for session EBP and number of EBPs therapist was trained in. ELE = Emergent Life Event; EBPAS = Evidence Based Practice Attitude Scale;

EBP = Evidence Based Practice; MAP = Managing and Adapting Practice; CPP = Child-Parent Psychotherapy; SS = Seeking Safety; TF-CBT = Trauma Focused Cognitive Behavioral Therapy;

Triple P = Positive Parenting Program; OR = Odds ratio; CI = Confidence interval

Occurrence of any ELE

Caregiver present in session

Client age 

0.83

2.11**

1.10**

0.50 – 1.36

1.27 – 3.52

1.02 – 1.19

TABLE 3:  Associations with Odds of Observer Reporting Therapists 
     Assigning/Reviewing Homework

Predictors OR 95% CI

Session level characteristics

Hispanic 

African American

Asian Pacific Islander

1.72

2.15

0.71

0.84 – 3.51

0.74 – 6.22

0.27 – 1.85

Therapist level characteristics

Race/Ethnicity 

CPP

SS

TF-CBT

Triple P

Client age 

Number of EBPs therapist trained in (1–4)

0.15**

2.98

0.41**

3.39

1.10*

1.01

0.42 –  0.52

0.68 –13.05

0.23 –  0.73

0.88 –13.00

1.02 – 1.19

0.73 – 1.38

Covariates

Session EBP (Reference = MAP) 

Not licensed 2.15* 1.06 – 4.37

Licensure (Reference = licensed) 

EBPAS divergence (reverse scored)

EBPAS openness 

Emotional exhaustion 

Therapist direct hours with client(s)

0.76

0.84

1.00

0.97

0.54 – 1.07

0.55 – 1.29

1.00 – 1.00

0.93 – 1.02

Other 
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Limitations and Future
Directions 

DISCUSSION

The use of homework as a strategy to help 
clients gain therapeutic skills has been shown 
to improve therapy outcomes for children and 
youth (Garland et al., 2010) and is common 
across EBPs. However, in routine community 
mental health settings, homework is o�en not 
used, which has been linked to a variety of 
therapist and client factors (Garland et al., 
2010). It is unknown whether the use of EBP 
strategies like homework changes when a 
mental health system drives the 
implementation of multiple EBPs, as was the 
case for LACDMH and is becoming increasingly 
common in other communities (Lau & 
Brookman-Frazee, 2016; Beidas et al., 2013). 
Furthermore, it is unknown what predicts 
homework usage in the context of 
system-driven EBP implementation. Thus, the 
current study sought to identify therapist and 
client session factors linked to homework 
usage that may be ideal targets to facilitate 
therapists’ use of homework. 
 
In the current study, 87.50% of sessions 
included therapists’ use of homework. Notably, 
our study examined system-driven EBP 
implementation for youth ranging from 1 to 18 
years old. This is in contrast to the Garland et 
al., (2010) study where therapists used 
homework in 16% of usual care psychotherapy 
sessions with clients aged 4 to 13 years old and 
without a focus on EBP implementation 
(Brookman-Frazee, Haine, Baker-Ericzen, 
Zoffness, & Garland, 2010). To understand this 
more frequent use of homework in the current 
study, it is important to highlight the very 
different context in which the data were 
collected.  The current study was conducted in 
the context of a system-driven 
implementation of multiple EBPs which 
included support for EBP training and ongoing 
consultation (Regan et al., 2017). There was no 
large-scale implementation of EBPs in the 
Garland and colleagues 2010 study. There are 
also various potential inner context factors that 

seemed to play a role in therapists’ use of 
homework such as client, session and therapist 
characteristics (Aarons, 2004; Moullin, Dickson, 
Stadnick, Rabin, & Aarons, 2019; Barnett et al., 
2018). 

On the client session level, caregiver presence 
in a session and older child age were associated 
with a greater likelihood of therapists assigning 
and reviewing homework. Since many of the 
EBPs prescribe some           caregiver 
involvement, this may have facilitated 
therapist use of homework in sessions with 
caregivers (LACDMH, 2016). Therapists may 
have also been more inclined to use homework 
when caregivers are present since they may 
have believed clients would be more likely to 
do therapy homework if their caregivers know 
about the homework assignment. This is 
consistent with Hoover-Dempsey and 
colleagues’ (2001) findings that in schools, 
caregiver involvement with homework 
enhances child’s learning and encourages 
supportive home structures. Our findings are 
also consistent with past research linking 
caregiver engagement to positive child therapy 
outcomes, and recommendations to have 
greater caregiver involvement in sessions 
(Richards, Bowers, Lazicki, Krall & Jacobs, 
2008). Therapists may have also been more 
inclined to prescribe homework to clients they 
believed were old enough to remember and 
complete their homework. However, it is 
important to note that in our study, the one 
EBP that did not explicitly prescribe 
homework, CPP, targeted children under 6 
years old, which may have also contributed to 
older age being associated with homework 
even though only 7.20% of sessions used CPP. 
Nevertheless, since less than half of the 
sessions in our study included caregivers and 
several of the other EBPs in this study include 
working with young children, more studies are 
necessary to understand how to train 
therapists on how to use homework when 
caregivers are not present in session and with 
younger children. 

Unlicensed therapists were more likely to use 
homework in therapy. This may be partially 
due to unlicensed therapists having to undergo 
more regular supervision during which their 
supervisor may check in with them about their 
use of EBP strategies, such as using homework, 
and provide support for how to use EBPs in 
sessions (Board of Behavioral Sciences, 2019; 
Regan et al., 2017). This suggests the need to 
further investigate what factors are associated 
with being an unlicensed therapist, such as 
having additional supervision, check-ins, or 
monitoring, which may be implementation 
strategy targets to facilitate greater use of 
homework by therapists.

On the other hand, there were several session 
and therapist level factors we did not find to be 
associated with therapists’ use of homework. 
Although previous research has addressed the 
impact unexpected stressors or emergent life 
events can have on what is done in therapy 
sessions, emergent life events were not 
associated with the use of homework in our 
study (Guan, 2018). This may be due to our 
focus on the occurrence rather than the 
intensity of the emergent life events, which 
may be more associated with EBP strategy use 
(Guan, Park, & Chorpita, 2017). We focused on 
occurrence since only 20.3% of sessions in this 
study were coded as having an emergent life 
event. Therapist demographics, burnout (as 
indicated by emotional exhaustion and time 
spent with client) and attitudes towards EBPs 
(e.g. therapists’ openness to using EBPs and 
preference for using EBPs based on clinical 
experience over research) were also not 
associated with therapists’ use of homework. 
Therapists’ attitudes may have not been linked 
to therapists using homework since attitudes 
may be more associated with overall EBP 
adoption (rather than the specific strategy of 
using homework), and many therapists ended 
up adopting EBPs due to this study’s 
system-driven EBP implementation
support context (Aarons 2004; Lau &
Brookman-Frazee, 2015).  

In interpreting these findings, it is important 
to keep in mind several factors. First, 
therapists were receiving system-driven 
support to implement EBPs and thus, different 
factors may be driving homework use in
the context of such support in comparison
to usual care. Additional research can
help identify what are the necessary 
implementation supports when system- 
driven support is not as present. Secondly, 
since findings are based on video 
observations, therapist may have been more 
mindful of using EBPs while being observed 
(Adair, 1984). Lastly, findings are specific to the 
context of using the specific six EBPs in this 
study and may be different when other EBPs 
are being used. Future studies examining the 
use of homework with other EBPs can help 
inform what facilitates homework use in the 
context of other EBPs.

Conclusion 
Overall this study explored a variety of 
therapist and session level predictors of 
therapists’ use of homework in the context of 
multiple EBP delivery. The presence of 
caregivers in session, clients being older, and 
therapists being unlicensed were associated 
with therapists being more likely to use 
homework. These findings highlight the 
potential value of training therapists on how 
to use homework when caregivers are not 
present. Findings also underscore the need to 
identify factors associated with unlicensed 
therapists being more likely to use homework 
and ways to support licensed therapists to be 
more likely to use homework.   
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The present qualitative study aims to 
understand how Latino/Hispanic herea�er 
referred to as Latinx, parent involvement is 
different or similar among first- and 
second-generation college students in how 
they experience higher education and how 
parental education impacts the use of student 
support services. Hence, supporting Latinx 
student retention by developing university and 
parental relationships. Second-generation 
college students and Latinx parents were 
unable to be included in the study because of 
their scarcity or hesitation of participating. 
Therefore, participants included a 
convenience sample of six first-generation 
undergraduate students from a 4-year 
institution. Semi-structured interviews were 
conducted to obtain their stories of parental 
involvement and student involvement. Results 
suggest that (1) first-generation college 
students experience a hands-off involvement 

Theories that inform this study include 
Latino/a Critical Race Theory (LatCrit), 
Bronfenbrenner’s Bioecological Systems 
Theory, and Yosso’s Community Cultural 
Wealth. LatCrit provides a framework of how 
racism reproduces and maintains inequality in 
society by looking at issues pertaining to Latinx 
individuals and their intersectionality of race, 
class, gender, language, and immigration 
status (Bernal, 2002; Solórzano & Bernal, 2001; 
Yosso et al., 2001). LatCrit also offers the 
methodology used in the present study which 
include counter-storytelling, narratives, and 
testimonials. These methods provide a space 
for marginalized individuals to share their 
experiences or stories that are oppositional to 
narrative of the privileged group on race, sex, 
gender, class, sexuality and other social 
constructs that are deemed as a point of 
normality (Beverley, 1989; Solórzano & Yosso, 
2001). The Bioecological Systems Theory 
provides a model for how environments, 
organized in systems, interact with each other 
and the individual throughout time to shape 
the individual’s development (Bronfenbrenner, 
1986). This theory allows the study to illustrate 
how Latinx parents and educational 
institutions affect each other and individually 
affect the student’s development. Lastly, 
Yosso’s Community Cultural Wealth Model 
recognizes the multiple strengths students of 
color possess that assist them in navigating 
racism and other forms of oppression in 
education systems. The present study will 
focus on three of the six capitals presented in 
the Community Cultural Wealth Model: (1) 
familiar capital, the cultural knowledge 
developed by family and kinship that 
emphasize the importance of community; (2) 
aspirational capital, the ability to be resilient 

ABSTRACT

THEORETICAL 
FRAMEWORK

from parents, however, they enjoyed the 
freedom this brought, (2) Latinx parents might 
have a misunderstanding of college student 
identity, and (3) students expressed a desire to 
have their parents learn about and understand 
mental health. Implications of findings include 
universities creating more resources to support 
Latinx students’ mental health, as well as 
earlier school outreach for Latinx parent 
involvement to better inform them about the 
college lifestyle.

Keywords: Latinx, parental involvement, 
first-generation

Latinx individuals continue to be the largest 
ethnic group in the United States, and it is 
estimated that in 2060 there will be 111 million 
Latinx individuals (U.S Census Bureau, 2018). 
With such a growing Latinx population, they 
will inevitably become more involved with the 

Introduction

U.S education system and workforce, thus it is 
vital to assist them since they will be engaging 
in more professional jobs, altogether affecting 
the country’s overall economic stability. Latinx 
students struggle to obtain a four-year degree 
more so than other groups, this is known as 
the “Latinx education crisis” and it is a result of 
a cumulative failure of educational policies 
and societal barriers, such as language, race, 
class, and migration status (Gandara & 
Contreras, 2009). Possible solutions to address 
this crisis include educating Latinx parents 
about higher education, and addressing the 
lack of support for Latinx students in 
educational institutions.

Past literature on Latinx parents in the P-12 
education system highlights the deficits of 
Latinx parent involvement, emphasizing the 
linguistic barriers of Latinx parents and the 
lack of time they have to support their 
children’s education (Tinkler, 2002; Valencia, 
2002). However, this deficit approach only 
acknowledges a formal approach to parental 
involvement (Orozco, 2008; Smith et al., 2008; 
Tinkler, 2002; Quiocho & Daoud, 2006; Zarate, 
2007). Formal parent involvement is based on 
the visibility of parents to educators, such as 
attending school events or teacher meetings. 
In contrast, informal parent involvement is 
categorized as the support parents provide 
that is invisible to educators, such as providing 
a place to study or discussing and motivating 
educational plans for the future. The 
distinction of formal and informal parent 
involvement accentuates the strengths Latinx 
parents provide to their children, overall 
having a strength-based approach to Latinx 
parent involvement. In higher education, 
families play an essential role in the cultivation 
of ethnic culture and identity in Latinx college 
students. Latinx parents provide their students 
with moral support by using their home 
language and providing consejos ("advice") and 
apoyo ("support") (Alfaro et al., 2014; Auerbach, 
2006). Additionally, educational institutions 
provide support to Latinx students by hosting 
spaces where students can build community, 

be mentored, and network (Chrispeels & 
Rivero, 2001; Demetriou et al., 2017; Tovar, 
2015).
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The literature on Latinx parental involvement 
in higher education documents the use of the 
home language in different forms of providing 
support, namely apoyo and consejos (Alfaro et 
al., 2014; Auerbach, 2006; Espino, 2016; 
González et al., 2006; Yosso, 2005). These 
different forms are noted to contain themes of 
resiliency, courage, and inculcate values of 
family and hard work. Thus, the literature 
exposes the cultural wealth that Latinx parents 
share with their children, exemplifying family, 
aspirational, and resistance capital (García, 
2018; Stephens et al., 2014; Yosso, 2005). These 
themes highlight Latinx students’ 
understanding that their educational goals are 
not only for themselves but also for their 
families, as well as maintain their hopes and 
dreams when facing barriers, and build 
resiliency when facing obstacles at higher 
educational institutions. However, the 
literature on Latinx parent involvement in 
universities overlooks how Latinx families can 
be a conflicting factor for Latinx students in 
higher education by only highlighting apoyo 
and consejos and not discussing potential 
clashing values between Latinx parents and 
higher education institutions (Alfarro et al. 
2014; González et al., 2006; LeFevre & Shaw, 
2012).

In addition to family supporting Latinx student 
success, past literature also highlights other 
forms of support for Latinx students at the 
institutional. Such factors of support include: 
building community, mentoring, and academic 
support (Brazil-Cruz & Martinez, 2016; 
Contreras, 2018; Demetrious et al., 2017; Gloria 
& Castellanos, 2012; Tovar, 2015; Yosso et al., 
2009; Zalaquett & Alana, 2006). These studies 
deemed Latinx students to be successful by 

and maintain goals, dreams, and hopes when 
facing challenges; and (3) resistance capital, the 
knowledge and skills that fosters opposition to 
inequality (Yosso, 2005).

LITERATURE REVIEW

METHODS

their completion or enrollment in a doctoral 
program or a professional degree (Brazil-Cruz & 
Martinez, 2016; Contreras, 2018, Demetrious et 
al., 2017; Tovar, 2015; Zalaquett & Alana, 2006). 
The overarching theme reveals the importance 
of educational agents and mentors. Mentors 
could be peers, faculty and university staff. 
Nonetheless, this literature overlooks how 
Latinx families can be a source of support that 
also helps students be retained at the 
university.

To further investigate the ways to improve 
Latinx parental involvement and Latinx 
student retention, the present study aims to 
examine how Latinx parent involvement is 
different or similar among first- and 
second-generation college students in how 
they experience higher education. 
Second-generation college students have 
parents who went to college and therefore can 
potentially speak on how this impacted their 
own involvement on-campus or how their 
parents were involved in their education. This 
can help with assessing how Latinx parent 
involvement impacts the use of student 
support services in higher educational 
institutions to develop family-university 
relationships to support Latinx students.

Participants
Participants consisted of a convenience 
sample of six Latinx students, either 
undergraduate students or undergraduate 
alumni from the same institution (2 males, 4 
females; Rage = 19-24 years old, Mage = 20.83 
years, SDage =1.82 years). Two students had 
recently graduated, while four students were 
continuing students. All participants are 
first-generation college students, students 
who are the first in their families to attend 
college and first-generation immigrants, who 
are children of immigrants. Three students 
reported their parent's marital status as 

Procedure
Student participants completed an online 
questionnaire posted on Latinx student 
organizations and social media platforms to 
be screened for specific criteria before being 
contacted to schedule an interview. Student 
participants had to meet the criteria of 
identifying as Latinx, attending or recently 
graduating from a four-year institution, be at 
least 18 years old, and be either a first- or 
second-generation college student. Latinx 
students also noted if their parents would be 
willing to participate. Participants were 
scheduled for an interview if they met the 
criteria. All participants were provided with a 
pseudonym to maintain confidentiality.

Originally, the study would also include 
perspective from the parents by means of 

Materials
A short online questionnaire was used to 
ensure participants and their families were 
eligible to participate in the study (Appendix 
A). Based on the screening questionnaire, 
participants were all first-generation students 
and their parents were unable to participate 
due to scheduling, transportation, or 
hesitation for participating in research. 
Therefore, interview questions were modified 
to accommodate only the student’s 
perspective on their parents’ involvement and 
their experience in higher education 
(Appendix B). Interviews took the form of 

married and two students reported their 
parents as divorced, while one student 
reported their parent as single (Figure 1A). 
Regarding each parent’s education, 58% of the 
participant's parents had less than a high 
school education, 17% of parents had a high 
school diploma, 17 % of parent’s education 
was unknown, and 8% of parents had 
completed vocational school (Figure 2). For 
additional details on specific participants, 
reference Table 1. 
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TABLE 1:  Participants Characteristics 

Participants Age Gender Ethnicity Hometown Immigration
Status

Lanuages
Spoken

Number of
Siblings

Birth
Order

Housing
Status

Hours
Worked

Graduating
Year

Garcia

Ramon

Adela

Belinda

Ana

Juana

22

24

19

20

20

20

2

2

1

1

4

2

Male

Male

Female

Female

Female

Female

Mexican

Mexican

Mexican

Salvadorian

Mexican

Mexican

Unemloyed

30 hrs/wk

6 hrs/wk

40 hrs/wk

Unemloyed

Unemloyed

2019

2019

2020

2021

2020

2020

San Diego,
CA

Tijuana,
MX

San Diego,
CA

Los Angeles,
CA

Los Angeles,
CA

Los Angeles,
CA

US
Citizen

Permanent
Resident

US
Citizen

US
Citizen

US
Citizen

US
Citizen

English/
Spanish

English/
Spanish

English/
Spanish

English/
Spanish

English/
Spanish

English/
Spanish

Youngest
Child

Eldest
Child

Eldest
Child

Eldest
Child

Middle
Child

Middle
Child

At
Home

At
Home

At
Home

Off-
Campus

Off-
Campus

Off-
Campus

interviews, however, due to the lack of 
willingness to participate parental 
perspectives were not included. Instead, the 
semi-structured interview questions were 
modified to ask students regarding their 
parents’ involvement and their own 
involvement at their university. Student 
interviews lasted about an hour and were 
audio-recorded, then later transcribed for 
thematic analysis. For this form of analysis an 
inductive approach was taken, where the data 
determined codes. Patterns found among 
codes were then developed into themes, 
which revolved around the participants’ 
shared experiences regarding parental 
involvement and student activities. 
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Procedure
Student participants completed an online 
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Materials
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and their parents were unable to participate 
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(Appendix B). Interviews took the form of 

married and two students reported their 
parents as divorced, while one student 
reported their parent as single (Figure 1A). 
Regarding each parent’s education, 58% of the 
participant's parents had less than a high 
school education, 17% of parents had a high 
school diploma, 17 % of parent’s education 
was unknown, and 8% of parents had 
completed vocational school (Figure 2). For 
additional details on specific participants, 
reference Table 1. 
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TABLE 1:  Participants Characteristics 

Participants Age Gender Ethnicity Hometown Immigration
Status

Lanuages
Spoken

Number of
Siblings

Birth
Order

Housing
Status

Hours
Worked

Graduating
Year

Garcia

Ramon

Adela

Belinda

Ana

Juana

22

24

19

20

20

20

2

2

1

1

4

2

Male

Male

Female

Female

Female

Female

Mexican

Mexican

Mexican

Salvadorian

Mexican

Mexican

Unemloyed

30 hrs/wk

6 hrs/wk

40 hrs/wk

Unemloyed

Unemloyed

2019

2019

2020

2021

2020

2020

San Diego,
CA

Tijuana,
MX

San Diego,
CA

Los Angeles,
CA

Los Angeles,
CA

Los Angeles,
CA

US
Citizen

Permanent
Resident

US
Citizen

US
Citizen

US
Citizen

US
Citizen

English/
Spanish

English/
Spanish

English/
Spanish

English/
Spanish

English/
Spanish

English/
Spanish

Youngest
Child

Eldest
Child

Eldest
Child

Eldest
Child

Middle
Child

Middle
Child

At
Home

At
Home

At
Home

Off-
Campus

Off-
Campus

Off-
Campus

interviews, however, due to the lack of 
willingness to participate parental 
perspectives were not included. Instead, the 
semi-structured interview questions were 
modified to ask students regarding their 
parents’ involvement and their own 
involvement at their university. Student 
interviews lasted about an hour and were 
audio-recorded, then later transcribed for 
thematic analysis. For this form of analysis an 
inductive approach was taken, where the data 
determined codes. Patterns found among 
codes were then developed into themes, 
which revolved around the participants’ 
shared experiences regarding parental 
involvement and student activities. 



Hands-off involvement
and Freedom

POSITIONALITY

The primary reason for this project was to 
voice the thoughts and opinions of Latinx 
parents and Latinx students in order to 
develop better resources for parents and 
students and compare students’ experiences 
in higher education. The researcher, Monica 
Gonzalez, is a first-generation Latinx graduate 
from a single-parent household who attended 
the same school as the participants, so she 
knows some of the participants personally. 
Her experiences and perspectives may affect 
the way these qualitative results are 
interpreted; however, Ms. Gonzalez’s 
background allows her to build rapport and 
navigate spaces that other researchers may 
not.

RESULTS

Data reveals three main themes in describing 
Latinx parental involvement and student 
retention among first-generation college 
students: (1) all students reported that while 
their parental involvement had a hands-off 
approach, students enjoy the freedom to build 
their own pathways, (2) all students express 
how parents have a misunderstanding of the 
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Figure 1. Parental Relationship Status. This bar graph shows the number of students that reported their parental relationship status.

testimonios, which is a textual narrative 
coming from a real person who took part in 
--or was-- a witness of the event they are 
recounting (Beverley, 2005). It involves 
recording, transcribing, and finally editing by a 
writer based on what content the participants 
want to convey. Testimonios are a way to tell 
the stories of people who are marginalized or 
oppressed by allowing them to be the 
protagonist of their story and to express a 
social problem from their perspective, both 
personal and honest. This method was used to 
highlight the experiences of first-generation 
and first-immigrant Latinx students and their 
families as they navigate U.S higher education. 
Semi-structured guided questions were 
developed and consisted of demographic 
questions concerning Latinx students and 
their parents (Appendix B).

college identity, (3) and students desire for 
their parents to understand mental health 
issues, such as stress and anxiety.

The first theme shows that Latinx parental
involvement can be hands-off for 
first-generation students, which allows Latinx 
students to have the freedom of creating their 

Misunderstanding of
college student identity
The next pattern is parent misunderstanding 
of the college student identity, which was 
highlighted when asking students to describe 
any challenges they had as a college student 
that was conflicting with family. Many 
students described staying up late at night to 
complete work, but their parents not being 
understanding of this. Ramon, a commuter for 
most of his college attendance, explains how 
his mom would disapprove of staying up late. 
Ramon says,

“Staying up late [my parents] had a huge issue with. Like 
my mom would wake up in the middle of the night to tell 
me to go to sleep. But I had papers to finish, so I couldn’t 

do that.”

Additionally, Adela mentions how her busy 
schedule would prevent her from completing 
homework during the daytime and needed to 
stay up late, but her parents would not 
understand. Adela is an upcoming 4th-year 
student, who works in the residential dining 
halls. She works about 20 hours a week during 
the academic year. Adela says,

“College is different. You have so much free time, but you 
don’t. You go to class, work, or go to [general body 

meetings]. By the time I would get to the dorms, it was 
already late. I started homework late and finished late... 
my mom would ask me why I was working so late… she 
assumed that I could finish everything during the day, 

but I can’t. It’s not like high school.”

Here, Adela is describing the busy schedule of 
a Latinx first-generation college student. She 
goes on to explain how she needed to stay up 
late to complete assignments but also needed 
the day for classes and work. Moreover, she 
illustrates how her mother is comparing the 
high school student experience to a college 
student and assuming the workload is the 
same.

own experience in college. When asked how 
their parents are involved in their college 
education, students reported that their 
parents had a hands-off approach and trusted 
them with knowing what is best for their 
education. One student, pseudonym Garcia, 
describes how his parents would be involved 
by motivating him. He comes from a 
traditional household, where both parents are 
providers. Garcia is the youngest of three 
siblings, all of them who attended college. He 
stated the following,

“[My parents] really motivate me and kinda of allowed 
me to pursue whatever I wanted to pursue with my 

degree or wanted in my major. I feel like they have a lot 
of trust in me to get things done…like ‘we don’t really 

know about sciences or like applying for things in college, 
so we just trust that you’re doing your best.”

This student stated that, as a marine biology 
major, he did not know what careers he could 
pursue, so he became involved in an aquarium 
and a research lab. These two experiences 
allowed him to explore his potential careers 
since his parents were not familiar with 
careers in his field. Similarly, Belinda shared 
that she does not mind her parents not being 
active in her college education. Her parents 
escaped the Civil War of El Salvador in which 
they endured hardships such as poverty and 
paused their education. She said,

“I don’t really care if they’re involved or not because 
honestly, I like being in charge of my own life. I mean, 

sometimes it’s frustrating in the sense of when [I] want 
support. But I like making my own decisions. I feel like 

I’m so free, you know. I don’t have my parents telling me 
what major to pick, and what to do in college. I’m so free 

and they support me… [my parents] don’t have that 
pressure to choose my destiny or career path.”

Belinda is double majoring in political science 
and public health. She also mentioned how 
hard it is for her to describe to her parents the 
work she does in a political science student 
organization, such as lobbying and advocacy, 
because there is not a direct translation to it. 
While there is a language barrier to 
understanding, Belinda is not concerned that 
her parents had a hands-off involvement in 
her education.



Hands-off involvement
and Freedom

POSITIONALITY

The primary reason for this project was to 
voice the thoughts and opinions of Latinx 
parents and Latinx students in order to 
develop better resources for parents and 
students and compare students’ experiences 
in higher education. The researcher, Monica 
Gonzalez, is a first-generation Latinx graduate 
from a single-parent household who attended 
the same school as the participants, so she 
knows some of the participants personally. 
Her experiences and perspectives may affect 
the way these qualitative results are 
interpreted; however, Ms. Gonzalez’s 
background allows her to build rapport and 
navigate spaces that other researchers may 
not.

RESULTS

Data reveals three main themes in describing 
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retention among first-generation college 
students: (1) all students reported that while 
their parental involvement had a hands-off 
approach, students enjoy the freedom to build 
their own pathways, (2) all students express 
how parents have a misunderstanding of the 
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testimonios, which is a textual narrative 
coming from a real person who took part in 
--or was-- a witness of the event they are 
recounting (Beverley, 2005). It involves 
recording, transcribing, and finally editing by a 
writer based on what content the participants 
want to convey. Testimonios are a way to tell 
the stories of people who are marginalized or 
oppressed by allowing them to be the 
protagonist of their story and to express a 
social problem from their perspective, both 
personal and honest. This method was used to 
highlight the experiences of first-generation 
and first-immigrant Latinx students and their 
families as they navigate U.S higher education. 
Semi-structured guided questions were 
developed and consisted of demographic 
questions concerning Latinx students and 
their parents (Appendix B).

college identity, (3) and students desire for 
their parents to understand mental health 
issues, such as stress and anxiety.

The first theme shows that Latinx parental
involvement can be hands-off for 
first-generation students, which allows Latinx 
students to have the freedom of creating their 
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college student identity
The next pattern is parent misunderstanding 
of the college student identity, which was 
highlighted when asking students to describe 
any challenges they had as a college student 
that was conflicting with family. Many 
students described staying up late at night to 
complete work, but their parents not being 
understanding of this. Ramon, a commuter for 
most of his college attendance, explains how 
his mom would disapprove of staying up late. 
Ramon says,

“Staying up late [my parents] had a huge issue with. Like 
my mom would wake up in the middle of the night to tell 
me to go to sleep. But I had papers to finish, so I couldn’t 

do that.”

Additionally, Adela mentions how her busy 
schedule would prevent her from completing 
homework during the daytime and needed to 
stay up late, but her parents would not 
understand. Adela is an upcoming 4th-year 
student, who works in the residential dining 
halls. She works about 20 hours a week during 
the academic year. Adela says,

“College is different. You have so much free time, but you 
don’t. You go to class, work, or go to [general body 

meetings]. By the time I would get to the dorms, it was 
already late. I started homework late and finished late... 
my mom would ask me why I was working so late… she 
assumed that I could finish everything during the day, 

but I can’t. It’s not like high school.”

Here, Adela is describing the busy schedule of 
a Latinx first-generation college student. She 
goes on to explain how she needed to stay up 
late to complete assignments but also needed 
the day for classes and work. Moreover, she 
illustrates how her mother is comparing the 
high school student experience to a college 
student and assuming the workload is the 
same.

own experience in college. When asked how 
their parents are involved in their college 
education, students reported that their 
parents had a hands-off approach and trusted 
them with knowing what is best for their 
education. One student, pseudonym Garcia, 
describes how his parents would be involved 
by motivating him. He comes from a 
traditional household, where both parents are 
providers. Garcia is the youngest of three 
siblings, all of them who attended college. He 
stated the following,
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me to pursue whatever I wanted to pursue with my 

degree or wanted in my major. I feel like they have a lot 
of trust in me to get things done…like ‘we don’t really 

know about sciences or like applying for things in college, 
so we just trust that you’re doing your best.”

This student stated that, as a marine biology 
major, he did not know what careers he could 
pursue, so he became involved in an aquarium 
and a research lab. These two experiences 
allowed him to explore his potential careers 
since his parents were not familiar with 
careers in his field. Similarly, Belinda shared 
that she does not mind her parents not being 
active in her college education. Her parents 
escaped the Civil War of El Salvador in which 
they endured hardships such as poverty and 
paused their education. She said,

“I don’t really care if they’re involved or not because 
honestly, I like being in charge of my own life. I mean, 

sometimes it’s frustrating in the sense of when [I] want 
support. But I like making my own decisions. I feel like 

I’m so free, you know. I don’t have my parents telling me 
what major to pick, and what to do in college. I’m so free 

and they support me… [my parents] don’t have that 
pressure to choose my destiny or career path.”

Belinda is double majoring in political science 
and public health. She also mentioned how 
hard it is for her to describe to her parents the 
work she does in a political science student 
organization, such as lobbying and advocacy, 
because there is not a direct translation to it. 
While there is a language barrier to 
understanding, Belinda is not concerned that 
her parents had a hands-off involvement in 
her education.



DISCUSSION

Three trends emerged from the collected data, 
(1) all students reported that while their 
parents have a  hands-off  approach to 
involvement, they enjoyed the freedom to 
build their pathways, (2) all students express 
how parents have a misunderstanding of the 
college identity, and (3) students desired their 
parents to understand mental health.

Regarding the first theme, students recall their 
parent’s involvement in college to being 
hands-off but enjoyed the freedom this 
brought. Moreover, the parents provided 
unconditional faith and trust in their children 
to navigate and to be successful in their 
education. These results are inconsistent with 
the literature regarding Latinx parental 
involvement, they only note the informal 
involvement of using language to convey 
advice and support. However, it does not 

acknowledge the liberty and trust that 
immigrant Latinx parents provide to their 
first-generation college students. 
Additionally, the freedom that most students 
were reporting was surrounding the choice or 
their major and the different organizations 
they joined.

The second theme is the Latinx parental 
misunderstanding of the college student 
identity, which is consistent with previous 
studies. Many studies have cited that low 
Latinx parental education impacts parents’ 
understanding of the U.S. P-20 education 
system (Auerbach, 2006; Chrispeels & Rivero, 
2001; LeFevre & Shaw 2012). Therefore, they 
are unaware of the multiple components of 
college student life. Similarly, most of the 
parents of the participants had less than a high 
school education and students reported the 
misunderstanding their parents had with the 
need of having to stay up late and why their 
days were busy. They highlighted that while 
their job was just to study or being a student, 
many participants were involved in labs, 
student organizations, work, which were 
linked to their responsibilities of being a 
student. They participated in these activities 
to feel connected at the university or explore 
career opportunities. In other words, Latinx 
parents were unaware of additional 
responsibilities beyond academics that 
college students have, hence they 
misunderstood the role of a college student 
and how these involvements serve as a coping 
strategy for stress and loneliness.

In the last theme, participants expressed a 
desire that their parents would understand 
mental health. Many participants expressed 
that, in their college experience, they learned 
about mental health. Further, they reported a 
high level of stress and anxiety in college, and 
their parents were unable to relate to the level 
of stress they were going through. This is 
inconsistent with the literature, given that it 
does not mention mental health as support or 
challenge for Latinx parents. Instead, it has 

been noted that Latinx parents provided 
moral support. Similarly, the literature on 
first-generation college students support 
acknowledges the importance of mentoring 
and spaces to share similar lived experience, 
but it does not mention mental health. Some 
studies noted that Latinx first-generation 
college students are less likely to use mental 
health resources on campus (Stebleton et al., 
2014; Stephens et al., 2014). Furthermore, it 
has been cited that Latinx students in higher 
education have some assumptions and stigma 
around mental health and receiving treatment 
(DeFreitas et al., 2018; Mendoza et al., 2015). 
Altogether, it is possible these results highlight 
a bigger issue of mental health among the 
Latinx community in general.

A potential action by universities that can help 
the issue presented above from the findings is 
to create and promote the use of mental 
health services for Latinx first-generation 
college students, since the discussion of 
mental health may be absent among the 
students' families. Universities can assist by 
hiring more mental health professionals who 
are Latinx and develop mental health 
trainings for mentors, student board 
members, and employers which are closer to 
Latinx students. Globally, Latinx parent 
involvement should start earlier, such as in 
high school, to expose parents to the college 
lifestyle that their student will be 
experiencing as an undergraduate. 
Additionally, college information should be 
accessible both in terms of availability and 
language will help develop bonds with Latinx 
parents.

A limitation of this study is that it did not allow 
for parent's participation, which could have 
provided a better insight in the understanding 
of Latinx parent involvement and student 
resources. Additionally, the participant pool 
did not consist of any second-generation 
college students, resulting in all of the 
students in this study being first-generation. 
Therefore, no analysis was done comparing 
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Figure 2. Parental Education Levels. This pie graph illustrates the
education level completed by each student’s parents. 
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Mental Health
Another theme highlighted in student 
responses to challenges faced as a college 
student with family was mental health. For 
many Latinx first-generation, they felt that 
their parents did not understand mental 
health, especially topics of stress and how to 
relieve it. Juana, a middle child of three 
siblings and the only sibling who studies 
psychology, recalls a time when she had a 
phone conversation with her parents about 
how they were feeling about upcoming exams 
and papers. Juana mentions,

“Being stressed out all the time. I feel it’s a big thing. I 
would talk to my parents and they [would say] "oh 

calmate, para de estresarte (oh calm down, stop 
stressing)" like stop stressing out and calm down. I feel 

that they couldn’t relate to that…mental health, I 
consider it a topic [related to college student identity]. I 
know that a lot of people, including myself, discovered 

what mental health was, and seeing forms of treatment 
for [mental health].”

Another student Ana, a Sociology major and 
first in her family to complete high school, 
describes anxiety throughout the academic 
year. Ana states,

“Anxiety is always throughout the quarter. You just feel 
so anxious. Deadlines, deadlines, deadlines, and things. 
The first week is the only time where there is no anxiety. 

But then the second week you're thinking about 
midterms, then midterms come, and you start thinking 

about finals, and it just never ends.”

Moreover, Ana also mentioned how she 
always felt discouraged to join a dancing club 
because of her family’s mentality of "[not 
doing] what you love if it doesn't benefit your 
career". However, she acknowledges that it's 
important to join students’ organizations just 
to "keep your sanity" or alleviate stress.
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Appendix A:  Contact Information Questionnaire 

Appendix B:  Student Guiding Interview Questions 

1.  Name:*

2.  Preferred Gender Pronouns:*

3.  Age:* Mark only one square

4.  Do you consider yourself and your family 
 Latinx?* Mark only one square.

5.  Are you a first-generation college  
 student?* Mark only one square.

6.  Are you a second-generation college student? 
 NOTE: If your parents DID NOT attend college and you and 
 your sibling are BOTH are attending college. You are BOTH
 still considered first generation* Mark only one square.

7.  What is your mother's education?* Mark only one square.

1. Relationship status of your parents:

2. Hometown of your parents (if known):

3. Hometown – region:
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7. Age:
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9. First generation college student? 
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a. How have your parents been involved in your college  
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17. How are you involved on campus? How has your   
 involvement in school contributed to your retention at  
 the university? And has your family contributed to your  
 involvement on campus or retention?

a. How informed are your parents about student       
    resources on campus?

18. Are there any challenges you faced as a college student  
 that were related to your family?

19. Are there any challenges your parents faced when   
 supporting your journey in college?

20. Do you feel that UCSD acknowledges your family’s   
  values and beliefs and if so how?

21. What do you wish the university did differently to    
 support your family’s involvement?
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Associate degree or certification (equivalent)
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Yes No

Yes No

8.  What is your father's education?* Mark only one square.

9.  Will your family be willing to participate in this
 study with you? (at least one parent)* Mark only one square.

10.  What is the best way to contact you?* Check all that apply.

11.  Is it okay to leave a voicemail? Mark only one square.

12.  Please Include contact information (phone/email)*

13.  Comments/ Questions/ Concerns: 
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first- and second-generation college students 
as initially intended. However, the results did 
suggest a way that universities can help Latinx 
first-generation students, which was also part 
of the aims of this study.

Future studies should continue to investigate 
how Latinx parents influence their student’s 
education, as well as how other family 
members also contribute to this influence. 
Moreover, observing for conflicts that arise 
from family values and universities and can 
lead to the incorporation of Latinx values in 
universities to further support and retain 
Latinx first-generation college students. These 
questions will become relevant to emerging 
Hispanic Serving Institutions (HSI’s), as they 
will be serving more Latinx students as this 
community continues to join the educational 
system.

In conclusion, to better support Latinx 
students there needs to be a recognition that 
higher education is a colonized system that 
has marginalized, not only the students, but 
their families as well. The colonized education 
system has wounded Latinx students’ mental 
state, and excluded Latinx parents. Some 
recommendations include developing 
culturally sensitive mental health support for 
first-generation Latinx students by 
cooperating with already established 
connections, and informing parents about the 
college student lifestyle. For these students, 
family continues to be a source of strength 
and it is important to find how both education 
institutions can work in conjunction to 
support Latinx students to reach their fullest 
potential. 
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1 Criminalization is the act of turning an activity into a criminal offence by 
making it illegal. Black girls are often criminalized according to stereotypes 
such as being “loud”, “aggressive” or “promiscuous”. 

This research examines the criminalization of 
Black girls in K-12 schools in the United States 
and presents possible solutions to the issue. A 
series of interviews conducted with Black girls 
and women who attended elementary, middle, 
and high school throughout the United States 
were used to develop the following research. 
The interviews were semi-structured with a 
set of questions surrounding the interviewees’ 
relationships with school professionals, their 
experience with in-school discipline, and their 
sense of belonging within the school setting. 
Interviewees o�en expanded on the set 
questions with in-depth anecdotes of their 
personal experiences and what they witnessed 
in school. The interview responses were used 
to understand what experiences Black girls are 
having in school in relation to discipline; in 
addition, Black Critical Theory was used to 
further analyze and explain the recurring 
anti-Black treatment targeted towards Black 
girls. Interviews repeatedly revealed that Black 
girls are having ongoing encounters with 
violence, intolerance, lack of support within 
school, and exclusionary discipline. 
Additionally, this research found that Black 
girls are experiencing adultification as early as 
kindergarten and have developed personal and 

ABSTRACT

REVIEW OF LITERATURE 

2 School pushout refers to exclusionary discipline policies that result in 
students being removed from learning spaces. 

shared trauma as a result of their school 
experiences. Furthermore, this study unveiled 
a strong need for school professionals and 
involved organizations to acknowledge the 
unique experiences of differing cultural and 
identity groups while constructing classroom 
environments and discipline policies. 

Keywords: Latinx, parental involvement, 
first-generation

A fundamental truth about the human 
experience is that we survive and thrive 
through learning. In this regard, what happens 
when a person’s opportunity to learn is 
jeopardized or extinguished altogether? The 
result is the livelihood of that individual, too, is 
jeopardized or extinguished. Across the United 
States, the criminalization1 that Black girls are 
experiencing directly threatens their learning 
and livelihood. Within the occurrence of 
criminalization school professionals approach 
and respond to Black girls as though they are 
older than what they are, Black girls have 

The perception of Black girls and women as 
“combative” and “angry” has been widely 
adopted by society (Morris, 2016). This 
perspective ignites the school pushout2 that 
Black girls and girls of color are experiencing 
within schools in the United States. School 
pushout, mainly enacted via school discipline 
policies, is the manifestation of a dominant 
racist mentality responsible for how society 
responds to and (mis)understands girls of 
color (Morris, 2018). Stereotypes of being 
“loud” and “angry” have become normalized 
descriptors of Black girls, and the slightest 
preview of a non-dominant expression of 
femininity o�en times causes school 
professionals to respond in a harmful way, 
whether through embarrassment, 
over-discipline, or physical violence 
(Onyeka-Crawford, et al., 2017).  

Black girls are ten times more likely to 
experience discipline in comparison to their 
white girl counterparts (Crenshaw, et. al, 2015). 
Moreover, Black girls are eleven times more 
likely to be suspended than their white girl 
counterparts in New York and Boston school 
districts (Crenshaw, et. al, 2015). Additionally, 
Black girls across the United States are six 
times more likely to be suspended than their 
white girl counterparts (Onyeka-Crawford, et 
al., 2017). The increase in discipline that Black 
girls encounter makes it more likely for them 
to be pushed out of school, drop out of school, 
experience the criminal justice system, work 
low-wage jobs, or encounter unemployment 
(Crenshaw, et al., 2015). The Center for 

School Pushout:
The Criminalization of 
Black Girls in Schools  

“The social category of ‘children’ defines a 
group of individuals who are perceived to be 
distinct, with essential characteristics 
including innocence and the need for 
protection…” (Goff, 2014). As early as five years 
old, Black girls are o�en seen and treated as if 
they are older than what they are – a 
phenomena known as adultification. Further, 
adults including school professionals, expect 
Black girls to be more independent and 
familiar with adult-like topics. In fact, adults 
surveyed in the U.S in 2017 believe that Black 
girls are in need of less nurturing, protection, 
support, and comfort. Additionally, Black girls 
are seen as being more familiar with 
conversations and displays of sexual activity 
(Epstein, et al., 2017). Adultification may mark 
the beginning of childhood erasure for Black 

Childhood Erasure    

developed excessive trauma, and Black girls 
are in need of cultural understanding and 
relatability from school professionals. 

American Progress revealed that the leading 
causes of suspension of Black girls are teacher 
bias and insufficient mental health support 
(Chakara, 2017).  The anti-Black and racist 
ideologies that drive school professionals to 
treat Black girls ill with neglect and violence 
heavily contributes to the emotional and 
physical trauma that Black girls develop within 
school environments. It is important to 
acknowledge that Black individuals experience 
unique forms of oppression and violence that 
differ from what non-Black marginalized 
individuals encounter because of the centrality 
of anti-blackness in every dimension of society 
including school (Dumas, et al., 2016). 
Significantly, Dumas and ross state, 
“antiblackness refers to a broader antagonistic 
relationship between blackness and (the 
possibility of) humanity”. The battle of society 
and in this case school professionals to 
acknowledge the humanity of Black girls and 
treat them with respect is made clear through 
how school professionals respond to Black 
girls in comparison to their counterparts. 
Repeatedly, the stories, actions, and language 
of Black girls are misunderstood by school 
professionals and in many cases, erased. 
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making it illegal. Black girls are often criminalized according to stereotypes 
such as being “loud”, “aggressive” or “promiscuous”. 

This research examines the criminalization of 
Black girls in K-12 schools in the United States 
and presents possible solutions to the issue. A 
series of interviews conducted with Black girls 
and women who attended elementary, middle, 
and high school throughout the United States 
were used to develop the following research. 
The interviews were semi-structured with a 
set of questions surrounding the interviewees’ 
relationships with school professionals, their 
experience with in-school discipline, and their 
sense of belonging within the school setting. 
Interviewees o�en expanded on the set 
questions with in-depth anecdotes of their 
personal experiences and what they witnessed 
in school. The interview responses were used 
to understand what experiences Black girls are 
having in school in relation to discipline; in 
addition, Black Critical Theory was used to 
further analyze and explain the recurring 
anti-Black treatment targeted towards Black 
girls. Interviews repeatedly revealed that Black 
girls are having ongoing encounters with 
violence, intolerance, lack of support within 
school, and exclusionary discipline. 
Additionally, this research found that Black 
girls are experiencing adultification as early as 
kindergarten and have developed personal and 
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2 School pushout refers to exclusionary discipline policies that result in 
students being removed from learning spaces. 

shared trauma as a result of their school 
experiences. Furthermore, this study unveiled 
a strong need for school professionals and 
involved organizations to acknowledge the 
unique experiences of differing cultural and 
identity groups while constructing classroom 
environments and discipline policies. 

Keywords: Latinx, parental involvement, 
first-generation

A fundamental truth about the human 
experience is that we survive and thrive 
through learning. In this regard, what happens 
when a person’s opportunity to learn is 
jeopardized or extinguished altogether? The 
result is the livelihood of that individual, too, is 
jeopardized or extinguished. Across the United 
States, the criminalization1 that Black girls are 
experiencing directly threatens their learning 
and livelihood. Within the occurrence of 
criminalization school professionals approach 
and respond to Black girls as though they are 
older than what they are, Black girls have 

The perception of Black girls and women as 
“combative” and “angry” has been widely 
adopted by society (Morris, 2016). This 
perspective ignites the school pushout2 that 
Black girls and girls of color are experiencing 
within schools in the United States. School 
pushout, mainly enacted via school discipline 
policies, is the manifestation of a dominant 
racist mentality responsible for how society 
responds to and (mis)understands girls of 
color (Morris, 2018). Stereotypes of being 
“loud” and “angry” have become normalized 
descriptors of Black girls, and the slightest 
preview of a non-dominant expression of 
femininity o�en times causes school 
professionals to respond in a harmful way, 
whether through embarrassment, 
over-discipline, or physical violence 
(Onyeka-Crawford, et al., 2017).  

Black girls are ten times more likely to 
experience discipline in comparison to their 
white girl counterparts (Crenshaw, et. al, 2015). 
Moreover, Black girls are eleven times more 
likely to be suspended than their white girl 
counterparts in New York and Boston school 
districts (Crenshaw, et. al, 2015). Additionally, 
Black girls across the United States are six 
times more likely to be suspended than their 
white girl counterparts (Onyeka-Crawford, et 
al., 2017). The increase in discipline that Black 
girls encounter makes it more likely for them 
to be pushed out of school, drop out of school, 
experience the criminal justice system, work 
low-wage jobs, or encounter unemployment 
(Crenshaw, et al., 2015). The Center for 

School Pushout:
The Criminalization of 
Black Girls in Schools  

“The social category of ‘children’ defines a 
group of individuals who are perceived to be 
distinct, with essential characteristics 
including innocence and the need for 
protection…” (Goff, 2014). As early as five years 
old, Black girls are o�en seen and treated as if 
they are older than what they are – a 
phenomena known as adultification. Further, 
adults including school professionals, expect 
Black girls to be more independent and 
familiar with adult-like topics. In fact, adults 
surveyed in the U.S in 2017 believe that Black 
girls are in need of less nurturing, protection, 
support, and comfort. Additionally, Black girls 
are seen as being more familiar with 
conversations and displays of sexual activity 
(Epstein, et al., 2017). Adultification may mark 
the beginning of childhood erasure for Black 

Childhood Erasure    

developed excessive trauma, and Black girls 
are in need of cultural understanding and 
relatability from school professionals. 

American Progress revealed that the leading 
causes of suspension of Black girls are teacher 
bias and insufficient mental health support 
(Chakara, 2017).  The anti-Black and racist 
ideologies that drive school professionals to 
treat Black girls ill with neglect and violence 
heavily contributes to the emotional and 
physical trauma that Black girls develop within 
school environments. It is important to 
acknowledge that Black individuals experience 
unique forms of oppression and violence that 
differ from what non-Black marginalized 
individuals encounter because of the centrality 
of anti-blackness in every dimension of society 
including school (Dumas, et al., 2016). 
Significantly, Dumas and ross state, 
“antiblackness refers to a broader antagonistic 
relationship between blackness and (the 
possibility of) humanity”. The battle of society 
and in this case school professionals to 
acknowledge the humanity of Black girls and 
treat them with respect is made clear through 
how school professionals respond to Black 
girls in comparison to their counterparts. 
Repeatedly, the stories, actions, and language 
of Black girls are misunderstood by school 
professionals and in many cases, erased. 
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Black girls are more likely to have encounters 
with violence or sexual abuse both inside and 
outside of the classroom. The experiences of 
Black girls with violence and sexual abuse 
inform how they respond to certain actions or 
behave within the classroom setting (Morris 
2019). Without a clear understanding of the 
traumas that a community of people 
encounter behavior and language can easily be 
misread and blame can be placed on the child 
in the situation. 
 Additionally, the traumatic encounters 
Black girls have within schools because of 
language or actions used towards them also 
inform how they interact with school 
professionals. Oen times school professionals 
respond to Black girls in language that is cold 
and does not allow room for meaningful 
conversation, just punitive reactions 
(Crenshaw, et al., 2015).  Morris (2016) 
highlights some of her interviews with Black 
girls in which they shared that educators have 
referred to them as “annoying” or “disruptive” 
when they asked questions in class. One 
interviewee of Morris’, Mecca, described an 
instance where her teacher yelled at her to 
stop talking when she finished her coursework 
early. Mecca stated, “‘And now you’re [the 
teacher] focused on discipline. Then I’m sent 
out of class. They need to focus on teaching 
the kids’” (Morris, 2016). Recurring responses 
and actions of intolerance can cause one to 
feel unwelcome and misplaced in such an 

Unseen Trauma     

The interviews convey that 72% or 13/18 
participants experienced exclusionary 
discipline directly. Nine out of thirteen 
individuals that experienced exclusionary 
discipline were disciplined by white school 
professionals, mainly white women. Three of 
the remaining four individuals voiced that they 
received punishment from a Black school 
professional while the other participant shared 
that her disciplinarian was an Asian woman 
teacher. Five participants or 28% experienced 
suspension or expulsion. Further, three of the 
five participants expressed they were 
disciplined by a white school professional and 
the remaining two were disciplined by a Black 
school professional. Eleven out of eighteen or 
61% of interviewees self-policed themselves 
and experienced personal trauma as a result of 
their encounters with discipline in K-12. 
Moreover, 72% or 13/18 participants developed 
hyper-awareness resulting from witnessing 
other Black girls experience exclusionary 
discipline. Individual trauma results from 
events experienced by an individual as 
physically or emotionally harmful or 
life-threatening with lasting adverse effects on 
the individual’s functioning and mental, 
physical, social, emotional, or spiritual 
well-being (“Trauma”, n.d.). Additionally, 

Personal and Shared Trauma     

girls because of the likelihood that the 
perception of Black girls as less innocent is 
related to school professionals’ 
disproportionate acts of discipline towards 
Black girls (Epstein, et al., 2017). As Black 
individuals, Black girls are already assumed to 
be disruptive or angry; additionally, as girls, 
Black girls are expected to know “right” from 
“wrong”.  In the eyes of society, especially 
school professionals, Black girls are held to a 
higher standard of behavior which may 
contribute to the high frequency at which 
Black girls are disciplined as well as the 
reasons for which they are disciplined. For 
example: oen times Black girls experience 
discipline for being “loud” or “sexually 
promiscuous” and dressing inappropriately 
(Epstein, et al., 2017).

Morris (2019) established through a series of 
interviews with Black girls ages 15 to 23 that 
educators demonstrate less patience and care 
towards Black girls when they do not meet the 
expectations of educators. Moreover, the 
ongoing hyper-sexualization3 of Black girls by 
school professionals makes Black girls more 
likely to be dress-coded or experience 
discipline because of their attire. It is worth 
mentioning, however, that the perception of 
Black girls as hyper-sexual individuals is a 
burden of the perceivers rather than Black girls 
themselves. Further, if a Black girl wears shorts 
that end above the top of her knee, it cannot be 
assumed that her intention is to be sexual in 
any way; however, if a school professional 
views that Black girl as being promiscuous that 
is because the school professional observes 
her that way, not because she is. In any 
situation the sexualization of school age 
children is perverse. The belief that Black girls 
are engaged in sexual activity at a young age is 
a key element in how school professionals 
interpret the sexuality of Black girls (Morris, 
2019). Moreover, it is important to 

acknowledge that how Black girls are viewed 
by school professionals and community 
members determines how they are treated and 
how they respond to and view themselves. 
 The adultification of Black girls means 
that school professionals and other members 
of society begin to treat Black girls like adults at 
a young age, not allowing them to make 
child-like mistakes with grace; instead, they are 
emotionally and physically harmed and 
mistreated because of society’s own tainted 
perception of how they should exist. 

3 Hypersexualization is the depiction of someone or a group of people as 
sexual objects. Black girls are often seen as objectified as overly sexual 
and disciplined as a result. 

environment and when one must return to the 
same unwelcoming place it can be mentally 
and emotionally disturbing. 

The detrimental effects of criminalization on 
the health of Black girls establishes the 
criminalization of Black girls as a public health 
issue - an issue in which the safety and health 
of a community is at risk and can be addressed 
through education, policy making and research 
for disease and injury prevention. In regard to 
discovering solutions to end the 
criminalization of Black girls and school 
pushout, an immense value rests in the voices 
of Black girls and women themselves. This 
research is founded on narrative and 
community-based methodology used to 
conduct interviews with eighteen Black girls 
and women from various backgrounds who 
attended school in the United States. The 
interviews explored the experiences Black girls 
have with school professionals and in-school 
discipline. Two interviewees were enrolled in 
high school at the time the interview was 
conducted, eleven of the interviewees 
graduated high school within the last four 
years, and a total of sixteen interviewees 
(including those who recently graduated high 
school and not as recently) were not enrolled 
in a K-12 institution. All interviewees attended 
K-12 schools in the following areas of the 
United States - North Carolina, New York City, 
and various cities within California. Further, 
the mean age of interviewees is 21 years old. 
There is no focus on a particular location 
within the U.S for this development; instead, 
this research focuses on gaging the breadth of 
how this phenomenon functions in the lives of 
Black girls and women who attended school 
throughout the U.S. Additionally, including the 
narratives of individuals who are affected by a 
phenomenon ensures the preservation of 
cultural values held by members of the 
community. The preservation of cultural 

METHOD

The interviews repeatedly uncovered that 
Black girls have endured both personal and 
shared trauma in response to harsh discipline 
in educational spaces and have been subjected 
to adultification and childhood erasure. 
Significantly, the majority of participants 
exposed a lack of support and cultural 
understanding from school professionals.  

RESULTS

understanding and values is necessary to 
develop the most effective solution for the 
affected community. 
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the remaining two were disciplined by a Black 
school professional. Eleven out of eighteen or 
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and experienced personal trauma as a result of 
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other Black girls experience exclusionary 
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events experienced by an individual as 
physically or emotionally harmful or 
life-threatening with lasting adverse effects on 
the individual’s functioning and mental, 
physical, social, emotional, or spiritual 
well-being (“Trauma”, n.d.). Additionally, 
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girls because of the likelihood that the 
perception of Black girls as less innocent is 
related to school professionals’ 
disproportionate acts of discipline towards 
Black girls (Epstein, et al., 2017). As Black 
individuals, Black girls are already assumed to 
be disruptive or angry; additionally, as girls, 
Black girls are expected to know “right” from 
“wrong”.  In the eyes of society, especially 
school professionals, Black girls are held to a 
higher standard of behavior which may 
contribute to the high frequency at which 
Black girls are disciplined as well as the 
reasons for which they are disciplined. For 
example: oen times Black girls experience 
discipline for being “loud” or “sexually 
promiscuous” and dressing inappropriately 
(Epstein, et al., 2017).

Morris (2019) established through a series of 
interviews with Black girls ages 15 to 23 that 
educators demonstrate less patience and care 
towards Black girls when they do not meet the 
expectations of educators. Moreover, the 
ongoing hyper-sexualization3 of Black girls by 
school professionals makes Black girls more 
likely to be dress-coded or experience 
discipline because of their attire. It is worth 
mentioning, however, that the perception of 
Black girls as hyper-sexual individuals is a 
burden of the perceivers rather than Black girls 
themselves. Further, if a Black girl wears shorts 
that end above the top of her knee, it cannot be 
assumed that her intention is to be sexual in 
any way; however, if a school professional 
views that Black girl as being promiscuous that 
is because the school professional observes 
her that way, not because she is. In any 
situation the sexualization of school age 
children is perverse. The belief that Black girls 
are engaged in sexual activity at a young age is 
a key element in how school professionals 
interpret the sexuality of Black girls (Morris, 
2019). Moreover, it is important to 

acknowledge that how Black girls are viewed 
by school professionals and community 
members determines how they are treated and 
how they respond to and view themselves. 
 The adultification of Black girls means 
that school professionals and other members 
of society begin to treat Black girls like adults at 
a young age, not allowing them to make 
child-like mistakes with grace; instead, they are 
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mistreated because of society’s own tainted 
perception of how they should exist. 

3 Hypersexualization is the depiction of someone or a group of people as 
sexual objects. Black girls are often seen as objectified as overly sexual 
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environment and when one must return to the 
same unwelcoming place it can be mentally 
and emotionally disturbing. 

The detrimental effects of criminalization on 
the health of Black girls establishes the 
criminalization of Black girls as a public health 
issue - an issue in which the safety and health 
of a community is at risk and can be addressed 
through education, policy making and research 
for disease and injury prevention. In regard to 
discovering solutions to end the 
criminalization of Black girls and school 
pushout, an immense value rests in the voices 
of Black girls and women themselves. This 
research is founded on narrative and 
community-based methodology used to 
conduct interviews with eighteen Black girls 
and women from various backgrounds who 
attended school in the United States. The 
interviews explored the experiences Black girls 
have with school professionals and in-school 
discipline. Two interviewees were enrolled in 
high school at the time the interview was 
conducted, eleven of the interviewees 
graduated high school within the last four 
years, and a total of sixteen interviewees 
(including those who recently graduated high 
school and not as recently) were not enrolled 
in a K-12 institution. All interviewees attended 
K-12 schools in the following areas of the 
United States - North Carolina, New York City, 
and various cities within California. Further, 
the mean age of interviewees is 21 years old. 
There is no focus on a particular location 
within the U.S for this development; instead, 
this research focuses on gaging the breadth of 
how this phenomenon functions in the lives of 
Black girls and women who attended school 
throughout the U.S. Additionally, including the 
narratives of individuals who are affected by a 
phenomenon ensures the preservation of 
cultural values held by members of the 
community. The preservation of cultural 

METHOD

The interviews repeatedly uncovered that 
Black girls have endured both personal and 
shared trauma in response to harsh discipline 
in educational spaces and have been subjected 
to adultification and childhood erasure. 
Significantly, the majority of participants 
exposed a lack of support and cultural 
understanding from school professionals.  

RESULTS

understanding and values is necessary to 
develop the most effective solution for the 
affected community. 
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Twelve out of eighteen or 67% participants 
encountered intolerance or lack of support 
from at least one teacher in their K-12 

Adultification of Black Girls     

The interviews showed that 83% or 15/18 of 
interviewees lack attention, cultural 
understanding, and relatability from school 
professionals. Additionally, 50% or 9/18 
interviewees expressed a desire for culturally 
relevant curriculum in response to being asked 
what they felt they were missing from school. 
Three of the remaining nine individuals 
experienced a form of culturally inclusive 
curriculum that they found beneficial to their 
learning. Further, six of the remaining nine 
individuals did not mention or acknowledge a 
personal need for culturally relevant 
curriculum in K-12.

Common Needs Expressed      

The adultification of Black girls encompasses 
both the hyper-sexualization of Black girls as 
well as society’s assumption that Black girls do 
not need support from teachers and school 
professionals. Both the literature review and 
the narratives from the interviews conducted 
reveal that Black girls are being punished more 
frequently and harshly when they are not in 
compliance with school regulations than their 
non-Black counterparts. One participant 
stated, “I was missing a level of belief in my 
aspirations that my peers received that I 
didn’t”. Comparatively, Black girls are not 
receiving as much attention and support as 
their non-Black peers because many of their 
school professionals believe that Black girls 
don’t need as much support or nurturing. 

The difference in frequency at which Black girls 
were dress-coded exposed in the results was 
not simply because Black girls were not 
following the dress-code as much, rather, Black 
girls were targeted more by school 
professionals for being “overly sexual” or a 
“distraction”. One participant shared, “I 
remember once getting forced to change 
because I wore a short dress… I felt like other 

Adultification of Black Girls: 
“She Treated Us Like 
Adults…”      

The figure below visually depicts the aforementioned results. On this graph, blue represents the 
amount of participants who answered “yes” to the statements listed on the y-axis. On the other 
hand, orange represents the number of participants who answered “no” to the statements listed on 
the y-axis.

Visual Representation       

4 Implicit bias is any set of unconsciously-held set of associations about a 
group of people.  

according to Degloma (2009), groups who 
have been affected by trauma explain that 
there are psychological consequences of 
trauma that can be spread among members of 
the same community or social group. In this 
research, self-policing is mainly categorized as 
an element of individual trauma because the 
participants experiences with discipline 
affected their own mental, social, and 
emotional well-being.  Furthermore, in this 
context hyper-awareness is categorized as an 
element of shared trauma because 
participants who did not have direct 
encounters with exclusionary discipline were 
still affected by what they witnessed due to 
their shared racial and gender identities. 

schooling. Additionally, 67% or 12/18 
participants shared that during K-12 they 
witnessed that Black girls were dress-coded 
more frequently than their non-Black 
counterparts. 

DISCUSSION 

Personal and Shared 
Trauma: “Not Me, 
But I Still Feel…” 

The interviews reveal that the personal and 
shared trauma that Black girls developed was 
in response to personal encounters with 
discipline policies as well as witnessing other 
Black girls experience exclusionary discipline. 
By definition exclusionary discipline 
encompasses punitive behavior that removes 
a student from their educational 
environment. In the context of this research, 
exclusionary discipline can include strong 
dress coding, shaming, being sent out of the 
learning space, suspension (both in-school 
and out-of-school), or expulsion among other 
exclusionary acts.

All of the five participants who experienced 
suspension or expulsion described the 
severity of their punishment as being unjust 
due to a lack of understanding, compassion, or 
belief in their perspective from school 
professionals. School professionals are o�en 
quick to push Black girls out of the classroom 
for the slightest “disruption”. One participant 
stated, “I had one teacher that tried to 
suspend me for drinking water in her class”. 
Another participant shared, “I was kicked out 
of class for not taking my hoodie off… I had a 
lot going on at home”. These instances reflect 
the dominant thought processes of school 
professionals discussed in the literature 
review and expose the anti-blackness that 
supports oppressive institutional practices 
(Dumas, et al., 2016).  

Society depicts Black girls and women as 
being disruptive and lacking a willingness to 
learn; thus, when a Black girl does something 
that is the slightest bit off task or not to the 
teachers liking she is quickly punished as a 

result of implicit bias4. Additionally, the 
extremity of the disciplinary action can cause 
the individual who was disciplined and 
individuals who have shared identities with 
the disciplined individual to move with 
extreme caution within learning spaces. The 
over-disciplining of Black girls produces 
trauma within the individual as well as the 
community through physical, mental and 
emotional disturbances.

Lorem ipsum

Desired Culturally Relevant Curriculum

Lacked Relatability from School Professionals

Witnessed DIscriminatory Dress-Coding

Experienced Intolerance from a Teacher

Experienced Hyper-Awareness

Experienced Self-Policing

Experienced Suspension/Expulsion

Experienced Exclusionary Discipline

FIGURE 1:  Criminalization of Black Girls in K-12 Schools in the US 

0 2 4 6 8 10 12 14 16

Yes

No

35 36

Frequency of Participant Responses

D
is

cu
ss

io
n

 t
h

em
es



Twelve out of eighteen or 67% participants 
encountered intolerance or lack of support 
from at least one teacher in their K-12 
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The interviews showed that 83% or 15/18 of 
interviewees lack attention, cultural 
understanding, and relatability from school 
professionals. Additionally, 50% or 9/18 
interviewees expressed a desire for culturally 
relevant curriculum in response to being asked 
what they felt they were missing from school. 
Three of the remaining nine individuals 
experienced a form of culturally inclusive 
curriculum that they found beneficial to their 
learning. Further, six of the remaining nine 
individuals did not mention or acknowledge a 
personal need for culturally relevant 
curriculum in K-12.

Common Needs Expressed      

The adultification of Black girls encompasses 
both the hyper-sexualization of Black girls as 
well as society’s assumption that Black girls do 
not need support from teachers and school 
professionals. Both the literature review and 
the narratives from the interviews conducted 
reveal that Black girls are being punished more 
frequently and harshly when they are not in 
compliance with school regulations than their 
non-Black counterparts. One participant 
stated, “I was missing a level of belief in my 
aspirations that my peers received that I 
didn’t”. Comparatively, Black girls are not 
receiving as much attention and support as 
their non-Black peers because many of their 
school professionals believe that Black girls 
don’t need as much support or nurturing. 

The difference in frequency at which Black girls 
were dress-coded exposed in the results was 
not simply because Black girls were not 
following the dress-code as much, rather, Black 
girls were targeted more by school 
professionals for being “overly sexual” or a 
“distraction”. One participant shared, “I 
remember once getting forced to change 
because I wore a short dress… I felt like other 
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The figure below visually depicts the aforementioned results. On this graph, blue represents the 
amount of participants who answered “yes” to the statements listed on the y-axis. On the other 
hand, orange represents the number of participants who answered “no” to the statements listed on 
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according to Degloma (2009), groups who 
have been affected by trauma explain that 
there are psychological consequences of 
trauma that can be spread among members of 
the same community or social group. In this 
research, self-policing is mainly categorized as 
an element of individual trauma because the 
participants experiences with discipline 
affected their own mental, social, and 
emotional well-being.  Furthermore, in this 
context hyper-awareness is categorized as an 
element of shared trauma because 
participants who did not have direct 
encounters with exclusionary discipline were 
still affected by what they witnessed due to 
their shared racial and gender identities. 

schooling. Additionally, 67% or 12/18 
participants shared that during K-12 they 
witnessed that Black girls were dress-coded 
more frequently than their non-Black 
counterparts. 

DISCUSSION 

Personal and Shared 
Trauma: “Not Me, 
But I Still Feel…” 

The interviews reveal that the personal and 
shared trauma that Black girls developed was 
in response to personal encounters with 
discipline policies as well as witnessing other 
Black girls experience exclusionary discipline. 
By definition exclusionary discipline 
encompasses punitive behavior that removes 
a student from their educational 
environment. In the context of this research, 
exclusionary discipline can include strong 
dress coding, shaming, being sent out of the 
learning space, suspension (both in-school 
and out-of-school), or expulsion among other 
exclusionary acts.

All of the five participants who experienced 
suspension or expulsion described the 
severity of their punishment as being unjust 
due to a lack of understanding, compassion, or 
belief in their perspective from school 
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people around could get away with wearing 
whatever they wanted”.  The unjust targeting 
and hyper-sexualization of Black girls 
contributes to the criminalization they are 
suffering within educational spaces. The 
preconception that Black girls are more 
familiar with adult topics such as sex taints 
school professionals’ interpretations of how 
Black girls present themselves. Again, it is 
important to recognize that the 
hyper-sexualization of Black girls is not about 
what they are wearing, rather, it is about 
school professionals viewing them in a sexual 
manner. 

Further, the hyper-sexualization that Black 
girls are subjected to accompanied with the 
lack of support and attention from teachers 
and school professionals can lead to questions 
of personal value and belonging. In fact, 
multiple participants shared that the 
environment and attitudes of teachers made 
them feel as though their authentic self wasn’t 
good enough. One interviewee stated, “It’s 
painful because I feel like in many spaces I 
have to present a sanitized version of myself to 
be respected” and another frustratedly shared, 
“How do I appeal to them… by not bringing my 
whole self into the room”. 

The majority of interviewees believed that if 
school professionals had a deeper 
understanding of the cultural background and 
customs of the students they were working 
with there would have been fewer 
misunderstandings, more compassion, and 
more communication between the teachers 
and the students. One participant stated, “I 
feel like I was learning about everyone else, 
but no one was learning about me”.  When 
looking at which cultural customs, beliefs, or 
experiences are represented within schools 
o�en times the customs that Black girls as well 
as students from other marginalized 

Common Needs Expressed      

communities relate to are not present. Another 
student shared, “My peers also needed to learn 
about the Black experience and what’s going 
on in the Black community”. The presence of 
culturally relevant curriculum allows both 
teachers and students to learn about 
marginalized communities and narratives that 
are not historically acknowledged or discussed 
in school settings. School professionals’ lack of 
awareness about the cultural experiences of 
their students contributes to a lack of 
understanding, sensitivity and connectivity 
among teachers and students. The narratives 
of Black girls and the literature surrounding the 
exclusionary treatment of Black girls expose 
that lack of cultural understanding and 
sensitivity allows school professionals to 
perform microaggressions and criminalize 
Black girls. 

CONCLUSION 

The results of this research suggest that Black 
girls have been and currently are experiencing 
trauma as a result of their own discipline 
experiences and the discipline experiences of 
other Black girls. There is evidence of shared 
trauma among Black girls which has led to 
excessive self-policing, restriction of 
self-expression, and hyper-cautionary 
interactions with school professionals and 
other figures of authority. Black girls have been 
continuously subjected to adultification by 
school professionals which simultaneously 
places them in the center of shame for being a 
“distraction” and the margins through lack of 
support and positive attention in the 
classroom. Recognizing the presence of 
anti-blackness within school discipline 
policies, and teaching practices is an 
important step towards creating safer learning 
spaces for Black girls and pulling them in from 
the margins. As Morris writes, “When we push 
black girls away from school, we increase the 
likelihood that they will experience harm” 

which consequently affects their trajectory in 
life. 

It is important to note that this research is 
limited in part by the small sample size, access 
to possible interviewees, and a lack of 
in-depth comparison to non-Black 
experiences within the same educational 
context. Access to individuals for the 
interviews within the set time frame was 
limited for the following reasons: scheduling 
with individuals who were currently enrolled 
in K-12 posed a difficulty, and some 
individuals were not willing to relive the 
unpleasant memories of their schooling 
experiences. As a result of the 
above-mentioned difficulty with access and 
time constraints the sample size is relatively 
small. The difficulty in overcoming both of 
these limitations was mainly the time 
constraints being that this project was 
conducted within an academic program and 
not solely on an independent schedule. The 
limited access, and small sample size does 
affect the depth of this particular study; 
however, points made in other literature does 
support the significant findings in this 
research. Additionally, another limitation of 
this research is that the study did not allow for 
the comparison of the experiences of Black 
girls with the experiences of non-Black 
groups in similar educational settings. Moving 
forward, continuing this research with more 
resources and time would allow for 
improvement in both access and sample size. 
It is evident that this topic requires more 
attention and exploration; thus, using a large 
sample population will add depth and more 
insight into the findings mentioned in this 
research. 

Black girls and women have been and still are 
in the margins of the education system in the 
United States, fighting for their livelihood in a 
country that refuses to acknowledge their 
humanity and right to learn. Black girls are 

being pushed out of schools by discipline 
policies and teaching practices that unjustly 
criminalize their behavior. 

It is recommended that professionals undergo 
training that will allow them to acknowledge 
and identify the impact of trauma (both inside 
and outside of school) on the behavior of 
students. Additionally, schools are advised to 
collaborate with organizations that are 
informed of and dedicated to serving the 
needs of Black girls and creating spaces for 
Black girls to speak about their experiences. 
Developing a space for Black girls to discuss 
and process their experiences could be a form 
of healing and therapy as well as a way to 
involve Black girls in the policy and alternative 
discipline development process. Lastly, it is 
the responsibility of school professionals and 
educators to ask questions about how their 
policies can affect Black girls or students from 
other marginalized communities. The 
significance of these recommendations is that 
they highlight the necessity of school 
professionals and involved organizations to 
acknowledge that individuals from different 
marginalized communities have different 
needs and experiences. This paper is a call to 
end school pushout in the United States, to 
give Black girls their childhood, and to give 
Black girls their lives. 
 

37 38



people around could get away with wearing 
whatever they wanted”.  The unjust targeting 
and hyper-sexualization of Black girls 
contributes to the criminalization they are 
suffering within educational spaces. The 
preconception that Black girls are more 
familiar with adult topics such as sex taints 
school professionals’ interpretations of how 
Black girls present themselves. Again, it is 
important to recognize that the 
hyper-sexualization of Black girls is not about 
what they are wearing, rather, it is about 
school professionals viewing them in a sexual 
manner. 

Further, the hyper-sexualization that Black 
girls are subjected to accompanied with the 
lack of support and attention from teachers 
and school professionals can lead to questions 
of personal value and belonging. In fact, 
multiple participants shared that the 
environment and attitudes of teachers made 
them feel as though their authentic self wasn’t 
good enough. One interviewee stated, “It’s 
painful because I feel like in many spaces I 
have to present a sanitized version of myself to 
be respected” and another frustratedly shared, 
“How do I appeal to them… by not bringing my 
whole self into the room”. 

The majority of interviewees believed that if 
school professionals had a deeper 
understanding of the cultural background and 
customs of the students they were working 
with there would have been fewer 
misunderstandings, more compassion, and 
more communication between the teachers 
and the students. One participant stated, “I 
feel like I was learning about everyone else, 
but no one was learning about me”.  When 
looking at which cultural customs, beliefs, or 
experiences are represented within schools 
o�en times the customs that Black girls as well 
as students from other marginalized 

Common Needs Expressed      

communities relate to are not present. Another 
student shared, “My peers also needed to learn 
about the Black experience and what’s going 
on in the Black community”. The presence of 
culturally relevant curriculum allows both 
teachers and students to learn about 
marginalized communities and narratives that 
are not historically acknowledged or discussed 
in school settings. School professionals’ lack of 
awareness about the cultural experiences of 
their students contributes to a lack of 
understanding, sensitivity and connectivity 
among teachers and students. The narratives 
of Black girls and the literature surrounding the 
exclusionary treatment of Black girls expose 
that lack of cultural understanding and 
sensitivity allows school professionals to 
perform microaggressions and criminalize 
Black girls. 

CONCLUSION 

The results of this research suggest that Black 
girls have been and currently are experiencing 
trauma as a result of their own discipline 
experiences and the discipline experiences of 
other Black girls. There is evidence of shared 
trauma among Black girls which has led to 
excessive self-policing, restriction of 
self-expression, and hyper-cautionary 
interactions with school professionals and 
other figures of authority. Black girls have been 
continuously subjected to adultification by 
school professionals which simultaneously 
places them in the center of shame for being a 
“distraction” and the margins through lack of 
support and positive attention in the 
classroom. Recognizing the presence of 
anti-blackness within school discipline 
policies, and teaching practices is an 
important step towards creating safer learning 
spaces for Black girls and pulling them in from 
the margins. As Morris writes, “When we push 
black girls away from school, we increase the 
likelihood that they will experience harm” 

which consequently affects their trajectory in 
life. 

It is important to note that this research is 
limited in part by the small sample size, access 
to possible interviewees, and a lack of 
in-depth comparison to non-Black 
experiences within the same educational 
context. Access to individuals for the 
interviews within the set time frame was 
limited for the following reasons: scheduling 
with individuals who were currently enrolled 
in K-12 posed a difficulty, and some 
individuals were not willing to relive the 
unpleasant memories of their schooling 
experiences. As a result of the 
above-mentioned difficulty with access and 
time constraints the sample size is relatively 
small. The difficulty in overcoming both of 
these limitations was mainly the time 
constraints being that this project was 
conducted within an academic program and 
not solely on an independent schedule. The 
limited access, and small sample size does 
affect the depth of this particular study; 
however, points made in other literature does 
support the significant findings in this 
research. Additionally, another limitation of 
this research is that the study did not allow for 
the comparison of the experiences of Black 
girls with the experiences of non-Black 
groups in similar educational settings. Moving 
forward, continuing this research with more 
resources and time would allow for 
improvement in both access and sample size. 
It is evident that this topic requires more 
attention and exploration; thus, using a large 
sample population will add depth and more 
insight into the findings mentioned in this 
research. 

Black girls and women have been and still are 
in the margins of the education system in the 
United States, fighting for their livelihood in a 
country that refuses to acknowledge their 
humanity and right to learn. Black girls are 

being pushed out of schools by discipline 
policies and teaching practices that unjustly 
criminalize their behavior. 

It is recommended that professionals undergo 
training that will allow them to acknowledge 
and identify the impact of trauma (both inside 
and outside of school) on the behavior of 
students. Additionally, schools are advised to 
collaborate with organizations that are 
informed of and dedicated to serving the 
needs of Black girls and creating spaces for 
Black girls to speak about their experiences. 
Developing a space for Black girls to discuss 
and process their experiences could be a form 
of healing and therapy as well as a way to 
involve Black girls in the policy and alternative 
discipline development process. Lastly, it is 
the responsibility of school professionals and 
educators to ask questions about how their 
policies can affect Black girls or students from 
other marginalized communities. The 
significance of these recommendations is that 
they highlight the necessity of school 
professionals and involved organizations to 
acknowledge that individuals from different 
marginalized communities have different 
needs and experiences. This paper is a call to 
end school pushout in the United States, to 
give Black girls their childhood, and to give 
Black girls their lives. 
 

37 38



REFERENCES

Biography:

Chakara, M. (2017, December 13). From Preschool to Prison:
The Criminalization of Black Girls. Retrieved from
https://www.americanprogress.org/issues/race/news/2017/12/08/443972/ 
preschool-prison-criminalization-black-girls/ 

Crenshaw, K., Ocen, P., & Nanda, J. (2015) Black Girls Matter: Pushed Out, 
Overpoliced, and Underprotected. Retrieved from 
http://static1.squarespace.com/static/53f20d90e4b0b80451158d8c/t/54dcc1ece4b00
1c03e323448/142 753708557/AAPF_BlackGirlsMatterReport.pdf

Degloma, Thomas. (2009) “Expanding Trauma through Space and Time: Mapping 
the Rhetorical Strategies of Trauma Carrier Groups” SAGE Journals, 
journals.sagepub.com/doi/pdf/10.1177/019027250907200203. 

Dierkhising, Carly B, et al. (16 July 2013) “Trauma Histories among Justice-Involved 
Youth:  Findings from the National Child Traumatic Stress Network.” European 
Journal of  Psychotraumatology, Co-Action Publishing, 
www.ncbi.nlm.nih.gov/pmc/articles/PMC3714673/.

Dumas, Michael, ross, kihana miraya. (2016) “‘Be Real Black for Me’:
Imagining BlackCrit in Education” Urban Education, vol. 51, no. 4, 
https://blogs.brown.edu/amst-2220j-s01-2017-fall/files/2017/10/BlackCrit-Dumas-a
nd-ross-1.pdf

Epstein, Rebecca, et al. (2017) “Girlhood Interrupted:
The Erasure of Black Girls’ Childhood.” Georgetown Law, 
https://www.law.georgetown.edu/poverty-inequality-center/wp-content/uploads/
sites/14/2017/08/girlhood-interrupted.pdf 

Goff, Phillip Atiba, et al. (24 Feb. 2014) “The Essence of Innocent: Consequences of 
Dehumanizing Black Children.” American Psychological Association, 
www.apa.org/pubs/journals/releases/psp-a0035663.pdf. 

Morris, Monique. (November 2016) “Protecting Black Girls”
Protecting Black Girls- Educational Leadership, 
www.ascd.org/publications/educational-leadership/nov16/vol74/num03/Protecting
-Black-Girls.aspx. 

Morris, M. W., Conteh, M., & Harris-Perry, M. V. (2019). Pushout: the criminalization 
of Black girls in schools. New York: The New Press.

Onyeka-Crawford, Adaku, et al. (2017) “Let Her Learn: A Tool Kit to Stop 
Push Out for Girls of Color.” National Women’s Law Center, 
nwlc.org/wp-content/uploads/2017/04/final_nwlc_Gates_GirlsofColor.pdf.   

“Trauma.”  (n.d.). Trauma, Substance Abuse and Mental Health Services-Health 
Resources and Services Administration, 
www.integration.samhsa.gov/clinical-practice/trauma.

Jzov Stith-
Gambles

McNair Cohort: 2018-2019 

I am currently a 4th year student in 
Marshall college studying Political 
Science and African American Studies. I 
have been involved with the Black 
Student Union, OASIS, Marshall College, 
the Black Resource Center, and AEP. A«er 
I graduate Spring of 2020, I plan to enter a 
PhD program in Education with an 
emphasis on Critical Race Theory and 
work in the field of school and curriculum 
development. 

Acknowledgements:  
I would like to give a special thanks to my 
advisor, Dr. Makeba Jones in the 
Education Studies Department for 
trusting me to carry out this research 
project. Additionally, thank you to Jada 
Wiggletonlittle, a PhD candidate at UCSD 
in the Philosophy Department, and 
James Crawford, a PhD candidate at 
UCSD in the Education Studies 
Department for their help and support 
with conducting research.  

39 40



REFERENCES

Biography:

Chakara, M. (2017, December 13). From Preschool to Prison:
The Criminalization of Black Girls. Retrieved from
https://www.americanprogress.org/issues/race/news/2017/12/08/443972/ 
preschool-prison-criminalization-black-girls/ 

Crenshaw, K., Ocen, P., & Nanda, J. (2015) Black Girls Matter: Pushed Out, 
Overpoliced, and Underprotected. Retrieved from 
http://static1.squarespace.com/static/53f20d90e4b0b80451158d8c/t/54dcc1ece4b00
1c03e323448/142 753708557/AAPF_BlackGirlsMatterReport.pdf

Degloma, Thomas. (2009) “Expanding Trauma through Space and Time: Mapping 
the Rhetorical Strategies of Trauma Carrier Groups” SAGE Journals, 
journals.sagepub.com/doi/pdf/10.1177/019027250907200203. 

Dierkhising, Carly B, et al. (16 July 2013) “Trauma Histories among Justice-Involved 
Youth:  Findings from the National Child Traumatic Stress Network.” European 
Journal of  Psychotraumatology, Co-Action Publishing, 
www.ncbi.nlm.nih.gov/pmc/articles/PMC3714673/.

Dumas, Michael, ross, kihana miraya. (2016) “‘Be Real Black for Me’:
Imagining BlackCrit in Education” Urban Education, vol. 51, no. 4, 
https://blogs.brown.edu/amst-2220j-s01-2017-fall/files/2017/10/BlackCrit-Dumas-a
nd-ross-1.pdf

Epstein, Rebecca, et al. (2017) “Girlhood Interrupted:
The Erasure of Black Girls’ Childhood.” Georgetown Law, 
https://www.law.georgetown.edu/poverty-inequality-center/wp-content/uploads/
sites/14/2017/08/girlhood-interrupted.pdf 

Goff, Phillip Atiba, et al. (24 Feb. 2014) “The Essence of Innocent: Consequences of 
Dehumanizing Black Children.” American Psychological Association, 
www.apa.org/pubs/journals/releases/psp-a0035663.pdf. 

Morris, Monique. (November 2016) “Protecting Black Girls”
Protecting Black Girls- Educational Leadership, 
www.ascd.org/publications/educational-leadership/nov16/vol74/num03/Protecting
-Black-Girls.aspx. 

Morris, M. W., Conteh, M., & Harris-Perry, M. V. (2019). Pushout: the criminalization 
of Black girls in schools. New York: The New Press.

Onyeka-Crawford, Adaku, et al. (2017) “Let Her Learn: A Tool Kit to Stop 
Push Out for Girls of Color.” National Women’s Law Center, 
nwlc.org/wp-content/uploads/2017/04/final_nwlc_Gates_GirlsofColor.pdf.   

“Trauma.”  (n.d.). Trauma, Substance Abuse and Mental Health Services-Health 
Resources and Services Administration, 
www.integration.samhsa.gov/clinical-practice/trauma.

Jzov Stith-
Gambles

McNair Cohort: 2018-2019 

I am currently a 4th year student in 
Marshall college studying Political 
Science and African American Studies. I 
have been involved with the Black 
Student Union, OASIS, Marshall College, 
the Black Resource Center, and AEP. A«er 
I graduate Spring of 2020, I plan to enter a 
PhD program in Education with an 
emphasis on Critical Race Theory and 
work in the field of school and curriculum 
development. 

Acknowledgements:  
I would like to give a special thanks to my 
advisor, Dr. Makeba Jones in the 
Education Studies Department for 
trusting me to carry out this research 
project. Additionally, thank you to Jada 
Wiggletonlittle, a PhD candidate at UCSD 
in the Philosophy Department, and 
James Crawford, a PhD candidate at 
UCSD in the Education Studies 
Department for their help and support 
with conducting research.  

39 40



Dr. Joaquin Camacho
Ph.D, University of Southern California

Assistant Professor of Mechanical 
Engineering at San Diego State University  

Multiphase Flows, Sustainable Energy, Nanomaterial 
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Carbon Materials   

ALUMNI
SPOTLIGHT

Dr. Camacho received his PhD in Aerospace and Mechanical 
Engineering from the University of Southern California in 
2013 and post-doctoral training in the Department of 
Mechanical Engineering at Stanford University from 
2013-2016. His research goal is to provide science and 
technological solutions to energy and environmental 
challenges. Specifically, his approach is to utilize 
high-temperature aerosol and flame processes in 
nano-material/device designs, nano-fabrication techniques 
and development of nano-material theory. His work 
combines experimental and computational techniques to 
increase predictability and improve designs of 
nano-materials with unique and useful properties, mostly 
having to do with electrochemical energy storage and 
catalysis.

We have asked Dr. Camacho a series of questions about his 
experiences in graduate school, the McNair Program, and his 
current work. We hope his input and advice helps our current 
and previous McNair Scholars. 

Q A&
with Dr. Joaquin Camacho

Q: What events that occurred early in your life inspired 
you to pursue a career in research?  

A: I always liked STEM in school and my only exposure 
research was movies, TV and books. I now realize that I 
have always liked professor / expert like characters from 
Indiana Jones (boss) to more nerdy characters. Anyway, 
all of this came together at UCSD where I got the chance 
to be exposed to real top research through McNair and 
Faculty Mentor programs and I learned how to pursue 
research as a career.

Q: What were some experiences you had during your 
undergraduate studies that helped you decide to 
pursue graduate school? 

A: I worked all throughout my undergraduate studies. I 
transferred to UCSD from East Los Angeles County 
(Baldwin Park, CA) after I attended Mt. San Antonio 
Community College for 3 years. I worked at UPS while 
attending community college. At UCSD, I also worked 
some odd-jobs and 2 internships while studying 
Chemical Engineering. The first internship 
(Bio-pharmaceutical lab) taught me that I liked technical 
work but some of the Bachelors level was too repetitive. 
The second internship was at a materials research 
company where I was involved with basic material 
science research. I was interested in this level of research 
and it was clear to me that graduate studies were 
necessary to be able to lead top-level research. At the 
time, I only considered research in industry because I did 
not know of the pathway to professorship.

Q: How did being a McNair Scholar help you achieve 
your research goals?  

A: The McNair Program was the experience that I used to 
access opportunities in graduate school. The McNair 

Program served as the perfect resource that worked for 
me at the time to transform me from a relatively clueless 
kid to a competitive PhD student applicant and prepared 
me for research in graduate school, postdoctoral 
research (at Stanford) and professorship. Without the 
McNair Program, it would have been much more 
challenging for me to prepare and train for the aspects of 
PhD research, much less the logistics of studying for the 
GRE, networking, and getting presentation opportunities 
and applying to graduate school.

Q: What were your favorite subjects in graduate school 
and experiences that helped you pursue an academic 
profession?

A: A love of fundamental science and engineering is 
required even to consider the academic profession. So, in 
graduate school, it became even more clear that I loved 
spending time learning challenging math, physics, 
chemistry, etc. for courses and research.

Q: What traits or habits of yours do you think have 
helped you to be where you are today professionally?

A: Patience, persistence and recognition that I chose this 
profession including its challenges. It is key for anyone to 
identify where one's traits or habits closely align with in a 
professional direction. Sometimes, one can find the 
perfect dream job. I like my job as a tenure-track 
professor in the Mechanical Engineering Department at 
San Diego State so far.

Q: What would be your advice to our current McNair 
scholars pursuing their undergraduate studies?

A: The first priority is to identify your ambitions and 
interests. Then ask, graduate school or industry? If 
graduate studies is for you, research-based or 
coursework based? If industry, is your major adequate 
and how can you prepare with extracurricular activities? 
The faster you identify which direction to go in, the 
better.

 

Q: Briefly, please describe the most recent and major 
contributions of your lab to your field.  

A: 1. Establishing a new lab at SDSU focusing on 
high-temperature aerosol and flame processes. 2. 
Publishing a recent paper on “The distillation curve and 
sooting propensity of a typical jet fuel”. 
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helped you to be where you are today professionally?

A: Patience, persistence and recognition that I chose this 
profession including its challenges. It is key for anyone to 
identify where one's traits or habits closely align with in a 
professional direction. Sometimes, one can find the 
perfect dream job. I like my job as a tenure-track 
professor in the Mechanical Engineering Department at 
San Diego State so far.

Q: What would be your advice to our current McNair 
scholars pursuing their undergraduate studies?

A: The first priority is to identify your ambitions and 
interests. Then ask, graduate school or industry? If 
graduate studies is for you, research-based or 
coursework based? If industry, is your major adequate 
and how can you prepare with extracurricular activities? 
The faster you identify which direction to go in, the 
better.

 

Q: Briefly, please describe the most recent and major 
contributions of your lab to your field.  

A: 1. Establishing a new lab at SDSU focusing on 
high-temperature aerosol and flame processes. 2. 
Publishing a recent paper on “The distillation curve and 
sooting propensity of a typical jet fuel”. 
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