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ABSTRACT 

 

The primary purpose of this qualitative study was to explore the lived experiences Black 

doctoral counselor education (CE) students at Historically White Institutions (HWIs). This study 

was guided by the following research questions: How do past or present black counselor 

education (CE) doctoral students describe their experiences at historically white institutions 

(HWI’s)? and how were past or present black counselor education (CE) doctoral experiences 

shaped by faculty and advisor support? This study utilized phenomenological interviewing as its 

method and Critical Race Theory (CRT) as its theoretical lens.  

A review of literature on Black CE students’ challenges and perceptions assisted me in 

developing interview questions that were used to identity themes of participants experiences. 

Eight participants from HWIs participated in the Zoom interview and seven themes were found: 

(a) For me it was convivence, familiarity, or default, (b) faculty and peer support are important 

because, (c) we know that all skinfolk “ain’t” kinfolk, (d) faculty support and connectedness, (e) 

white faculty lack cultural sensitivity and competence, (f) I’m always getting in where I fit in, 

and (g) you just gotta keep going. After careful review of the literature and data from this 

research, it was clear that doctoral CE programs at HWIs must do a better job and hiring diverse 

faculty, supporting Black students, and conceptualizing their experiences regarding racial 

differences. 
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CHAPTER ONE 

INTRODUCTION 

Throughout history, Black students have viewed education as a means to succeed and 

obtain opportunities for higher education and job satisfaction (Zamani, 2003). However, Collins 

(2000), observed that doctoral education can be dehumanizing for many Black doctoral 

scholars. According to Henfield et al. (2013), Black doctoral students encounter racial subtleties 

in doctoral programs, such as microaggressions, overt discrimination, and racism, that can lead 

to feelings of isolation, resulting in feelings of dehumanization that impacts their outcomes in 

academia. Solorzano et al. (2000), describes racial microaggressions as subtle insults (verbal, 

nonverbal, and/or visual) directed towards racial minorities, often automatically or 

unconsciously. Undeniably, though universities have made a concerted effort to recruit Black 

students for their university, retention efforts, student success, and overall experience still impact 

Black students’ desire to continue their educational pursuits (Kuh et al., 2006).  

While there is a growing body of research on the challenges of students in counselor 

education programs (Henfield et al, 2013; Bradley & Holcomb-McCoy, 2004; Holcomb-McCoy 

& Bradley, 2003), there is a gap in counselor education literature on the lived experiences of 

Black students, especially in CACREP-accredited Counselor Education (CE) programs at 

Historically White Institutions (HWI; See Operational Definition of terms below on the meaning 

of CACREP and HWIs). While many scholars, (Hoskins & Goldberg, 2005; Lambie & Vaccaro, 

2011; Perepiczka & Balkin, 2010; Protivnak & Foss, 2009; Willis, 2007) have examined the 

challenges of doctoral CE students with intersecting minority identities (i.e., Black women, 
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Latino/a students, mothers, Black men, etc.), the current gap in literature of Black 

students lived experiences, rather than challenges, deserves to be explored. 

It is noted that doctoral students face a variety of challenges during their studies (Appel 

& Dahlgren, 2003). Challenges among doctoral students generally include scarcity of resources 

(i.e., funding, publishing, and research and networking opportunities) (Appel & Dahlgren, 2003). 

Additionally, adverse academic environmental factors like alienation, social isolation, 

marginalization, faculty/peer support, and connectedness have manifested as challenges for 

doctoral students (Herndon-Stallings, 2018). However, King (2003), suggests that racial minority 

students are more likely to experience characteristics of alienation, marginalization, and 

loneliness than White students. Consequently, these and other challenges may have a direct or 

indirect impact on Black students’ academic performance and degree completion. While all 

college students of all races face many of these challenges, Black students face them in a 

compounded manner, resulting in higher dropout rates (King, 2003).  

Statement of the Problem 

While there is a growing desire to attract, enroll, and retain Black students in Counselor 

Education programs, the literature on Black CE students’ lived experiences at HWIs is minimal. 

Many U.S. universities pride themselves on having a diverse student body, this is especially the 

case for HWIs (Harper & Patton, 2007; Lett & Wright, 2003). According to the 2017 Council for 

Accreditation of Counseling and Related Education Programs (CACREP) Vital Statistics Survey, 

there were 2,210 students enrolled in CACREP-accredited doctoral programs, which accounts 

for 82.72% of all doctoral students in CE programs. Of that percentage, a quarter or 25.09% were

 Black (CACREP Vital Statistics, 2017). Per Framer and Hilton (2016), Black students 

are more likely to withdraw from academic institutions than White students due to multiple 
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factors including financial concerns, lower academic performance, lack of support, resources, 

and negative experiences on campus. Additionally, Henfield et al. (2013), notes that Black 

doctoral students have had to navigate and endure the unwelcoming and isolated environments at 

HWIs, and repressed violence enacted by White individuals that has been upheld at white 

institutions for many years. To navigate these dehumanizing environments, Black students have 

become masters of deflection through times of adversity to obtain their advanced degrees 

(Henfield et al., 2013).  

The importance of retaining and producing successful Black counselors and counselor 

educators goes far beyond academia. Given that counselor educators serve as gatekeepers for the 

profession of counseling, it is important that we increase minority representation in the field. 

Although mental health conditions occur in Black individuals about the same as White 

individuals, the historical Black experience impacts their emotional and mental health more often 

than their White counterparts (American Psychological Association, 2017). According to recent 

statistics, there are currently over 32,983 Licensed Professional Counselors employed in the 

United States. Among that number 71.2% of those professional counselors are White and 11.2% 

are Black. Additionally, the American Psychological Association (APA) notes that less than 2% 

percent of APA members are Black (psychologist, psychiatrist, other mental health 

professionals), leaving many minorities to worry that mental health care practitioners are not 

culturally competent enough to treat their specific issues (American Psychological Association, 

2017). These disparities among mental health services and providers highlight the importance of 

increasing Black counselor educators, clinicians, and supervisors.  
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Significance of Study  

This study utilized phenomenological interviewing methods and Critical Race Theory 

(CRT; Delgado, 1995; Tate, 1997) as its theoretical lens to examine the experiences of past and 

present Black doctoral CE students at CACREP-accredited HWIs. CRT is a body of legal 

scholarship and an academic movement of United States civil rights scholars and activists that 

seek to examine the intersection of race and United States law to challenge mainstream 

American approaches to racial justice (Delgado, 1995; Tate, 1997). This study is significant 

because it sought to explore the lived experiences of Black doctoral students with the purpose of 

providing further support for counselor education faculty, supervisors, and advisors to support 

the optimal Black counselor educator experience at HWIs, to aid in the increase of retention rates 

among Black CE students, and to promote degree attainment of Black doctoral CE students. The 

expansion of research concerning the lived experiences of Black doctoral CE students at HWIs 

could provide counselor educators with additional information that may facilitate the progression 

of Black faculty applications and hiring, Black student degree attainment and produce successful 

clinicians and supervisors. 

Research Questions 

Two primary questions guided this study.  

1.      How do past or present black counselor education (CE) doctoral students describe 

their experiences at historically white institutions (HWI’s)? 

2.      How were past or present black counselor education (CE) doctoral experiences 

shaped by faculty and advisor support?  
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Operational Definitions, Terms and Abbreviations  

To provide consistency and assist with understanding this study, the following terms and 

definitions apply to this research:  

Historically Black College or University (HBCU) a college or university in the U.S. 

established before 1964 for African American Students.  

Race is the arbitrary, socially constructed classification of individuals. Is often based on 

physical distinctions. 

The Council for Accreditation of Counseling Related Educational Programs (CACREP) 

is an independent accrediting agency that assures and accredits various master’s specialties in 

counseling (such as clinical mental counseling, school counseling, and rehabilitation counseling 

among others) and the doctorate in counselor education and supervision to ensure that the 

content and quality of the program meets standards set by the counseling profession.  

Historically White Institution (HWI) is defined as an institution of higher learning in the 

U.S. that historically excluded and/or limited large numbers of Black students from enrollment 

prior to 1964 and whose current student population is at least 50% white. 

Critical Race Theory (CRT) is a body of legal scholarship and an academic movement of 

U.S. civil rights scholars and activists that seek to examine the intersection of race and United 

States law and to challenge mainstream American approaches to racial justice. 

Microaggressions is described as subtle insults (verbal, nonverbal, and/or visual) directed 

towards racial minorities, often automatically or unconsciously.  
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Researcher Identity 

Introduction 

         In this section I will explore my subjectivity, reflexivity, and positionality and the ways in 

which it aligned or misaligned with participants in this study. In qualitative research, researcher 

bias must be addressed to promote trustworthiness. A major role of a qualitative researcher is to 

genuinely understand the meaning of voice in qualitative research (Hayes & Singh, 2012). 

However, to do so, one must understand their own voice and ways in which it may impact their 

research. Throughout this process I have learned that identity is a construct process, that requires 

continuous learning. The who, when, what and why are always an important part of the process, 

and it is what guided me to this topic.  

 Subjectivity 

As the present study investigates the lived experiences of Black CE students at HWIs, it 

explored one of my more salient identities. As a Black CE student at an HWI, it was important 

for me to recognize who I was in relation to this study prior to engaging in interviews and data 

collection. Recognizing who I was in relation to this study ultimately led to me value myself as a 

Black student navigating often challenging spaces. The complexity of valuing myself at an HWI 

was not a linear process. This made sense in retrospect since qualitative research is not a linear 

process. As the researcher, I was able to realize that my intersecting identities of being a Black 

CE student at an HWI, navigating this challenging space, sparked my interest in this topic. For 

four years I found myself trying to make meaning of my own experiences at my university. Yet, 

I never could. I settled with the thought that perhaps this was a common experience. Albeit 

unfortunate, maybe I needed to explore other individuals' experiences to make meaning of my 

own experience.  
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This study allowed me to be at the forefront of qualitative inquiry that will hopefully 

prompt a culture shift needed in Counselor Education and at HWIs; I would be remiss if I failed 

to mention the many times, I grappled with my comfortableness of discussing my personal 

experiences at an HWI and writing a dissertation that centers other Black students’ experiences. 

Through months of critically examining the positive and negative connotations that could come 

from this study, it made me anticipate what the future might hold for me as a future counselor 

educator. Early on, I began to consider if I would be denied faculty positions, if my department 

or professors would hold some form of resentment, if I would be viewed as the stereotypical 

angry Black woman, or in contrast, would I be viewed as the token Black woman because I 

elected to speak on my experiences at an HWI. 

While examining what could or might be, I always returned to one thing: the Black 

student experience, my experience, my participant’s experiences, our experience is not one that 

should be suppressed nor viewed as negative. If I had chosen to do so, if I had chosen to take a 

different route, if I had chosen to silence my voice and not explore the voices of other Black 

students, I too would become the problem. The invisible effects of racism, discrimination, 

upholding whiteness as property and microaggressions is often silenced for Black students in 

white hegemonic spaces. Spaces where the all too familiar feelings of isolation, lack of 

representation, and cultural insensitivity plague Black students. The silencing of my own inner 

voice has time and time left me to wonder where is my safe space? And if other Black students 

share these thoughts. It is time for deconstruction. 

Reflexivity 

Who I am in relation to this study is unique, as a Black CE doctoral candidate, 

consequently, my experiences at an HWI shaped my views of higher education. While not an 
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effective method, by default, I learned who I was and who I did not want to be as an educator. 

Even so, I understand that my personal experience at an HWI is not one size fits all. So instead 

of conceptualizing who I was in relation to this study, I began to question who I was in relation 

to my participants. I knew that the commonality of being both Black and CE students was a 

given, but what if our experiences did not align? While my personal experiences have led to the 

firm belief that HWIs at times can be challenging for Black students, it was important for me to 

examine how I perceive myself in relation to the participants and how our intersecting or non-

intersecting identities will influence findings in empirical research on this population.  

 Initially, I knew that I held personal dispositions that could influence my approach to this 

study one way or the other. However, I was not conscious of how I could effectively address 

those biases so that they did not interfere with my research goals. To help minimize my biases, I 

conducted a bracketing interview before engaging in data collection. The bracketing interview 

allowed me to intentionally acknowledge my assumptions by having me critically examine the 

research questions I sought to answer as both participant and principal investigator. The process 

of conducting the bracketing interview allowed me to acknowledge my subjective assumptions 

and reduce the impact those assumptions would have on the analysis of data.  

I began this study with the intent of answering questions that defined participants' 

experiences. However, after drafting my first round of research questions, I knew that what was 

clear in my head was not as clear on paper. Honestly, I must have redrafted those questions about 

ten times. I constantly questioned, what did I want this study to answer? What exactly did I want 

to know about Black students in CE programs at HWIs?  

After deciding what I wanted this study to answer, I knew I had to find the right method 

that would do so. I decided that phenomenological-based interview questions would be the best 
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method. However, as the researcher, I found myself tailoring interview questions to fit the 

assumptions and narratives of my personal experience. I struggled to find a way to ask questions 

that would explore the participants' lived experience, while understanding that while my 

experiences incited my interest in this study, it was not an autoethnographic study. Although I 

am a Black CE student who attends an HWI, to provide the nuanced data that I desired, I knew I 

needed to remove the person(al) from the research.  

Re-draft….  

For a while I contemplated what would happen during the interview if a participants' 

experiences did not parallel that of my own. Ironically, that contemplation became a reality 

during my first interview. As I asked the interview questions and thanked the participant, Dre, 

for sharing his experiences, a smile glared my face. At one point during the interview Dre 

stopped to say, “I was worried that my positive experience would not be what you needed for 

your study, but you are smiling” (Dr. Dre, 2022, p. 3). I ensured Dre that his positive experience 

was just what I needed to hear and what I wanted to highlight in my study. To hear such a 

positive experience from a Black student at an HWI? We love to see it! While his experiences 

did not reflect my assumptions, I knew his experiences were significant and deserved to be 

highlighted.   

Positionality 

Having resided in the Deep South for 30 years of my life was a significant contributing 

factor to my views of HWIs. Having grew up in a small town in rural Alabama, we typically 

recognized two universities. You were either an Alabama or Auburn student, maybe somewhere 

in-between. So basically, get in where you fit in. I mean, of course, I heard of HBCUs. For the 

purposes of this study, an HBCU is a Historically Black College or University (HBCU) in the 
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U.S. established before 1964 for African American Students. I knew of HBCUs like Hampton, 

Spelman, Clark Atlanta, and Howard. However, it was not until my oldest brother went off to 

college that I realized what a HBCU was. In fact, I had never stepped foot on an HBCU campus 

until Fall 2007. Unfortunately, we did not talk often about HBCUs at my high school or 

household. Nonetheless, my journey did not start at an HBCU. My college journey started at a 

small community college located just 15 minutes from my childhood home. From there, I was 

persuaded to attend either the “Roll Tide” or “War Eagle” universities by my parents, who did 

not attend college. I applied to both universities, was accepted, but eventually I ended up at an 

HBCU. I love that for me. 

Personally, attending an HBCU was significant for my personal and academic growth. 

For years, I was allowed to be myself in an environment inclusive of who I was. A place where I 

did not feel marginalized or isolated. I saw faculty who not only look like me, but faculty who 

were doing what I envisioned myself doing in the future as well. That representation was 

important for shaping my teacher and professional identity. During my tenure in undergraduate, I 

witnessed first-hand how HBCU professors impact their students’ lives and trajectories in 

academia. More importantly, it was a vital time for me to experience the culture, Black culture. 

From undergraduate, I journeyed to Clark Atlanta University. It was there that I 

developed my professional identity and decided that a master’s degree would not be my final 

stop. I can contribute a large part of my professional development to my academic advisor at the 

time, a Black Counselor Educator. He consistently encouraged me to apply for doctoral 

programs. “I know you can do it, just apply. What’s the harm in applying?” he would reassure 

me. Unfortunately, Clark Atlanta did not have a Counselor Education Ph.D. program for me to 

attend. So, I began an extensive search for doctoral Counselor Education programs at HBCUs, a 



  11 

 

place that I knew would feel like home. All three degrees from an HBCU? Now that's Black Girl 

Magic! However, I was defeated by the fact that there are not many CACREP-accredited 

Counselor Education program at Historically Black Colleges and Universities. My search 

brought me to my current university, a HWIs, and a name that I was familiar with. You hear the 

stories of those that came before you and you think, how can it be that bad? So, let the journey 

begin. 
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CHAPTER TWO 

 REVIEW OF THE LITERATURE  

Introduction 

Over the past two decades, scholars have increasingly documented experiences of 

minoritized professionals related to gender, race, ethnicity, and sexual orientation (Bryan, 2018). 

Moreover, while there is a growing body of research related to the experiences of Black 

counselor educators (Bradley & Holcomb-McCoy, 2004; Holcomb-McCoy & Bradley, 2003), 

the current focus omits information detailing their experiences throughout their journey in CE 

programs (Henfield et al., 2011), especially those who attend HWIs. Indeed, literature indicates 

that ethnic minority students, including black students, attending HWIs are at an increased risk 

for race-related stressors as a result of being in increased contact with White students and faculty 

as the dominant racial group (e.g., Davis et al. 2004; Gusa 2010). This could explain various 

negatives outcomes witnessed in this group including low completion rates of college and 

increased mental health issues (Jochman et al., 2019). Though the necessity of this study was in 

large part due to the minimal literature surrounding the specificity of Black CE student’s 

experiences at HWIs, this chapter will present literature that focuses on current perceptions, 

challenges, and outcomes of Black doctoral CE students in CE programs, while highlighting 

themes that are discussed in this study.   

Retention

Although enrollment of Black students in HWI graduate programs has rapidly increased in 

recent years, attrition rates remain high (Trent et al., 2021). Studies by Bronco and Davis
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(2020) and Hipolito-Delagado et al. (2017), indicate that supporting marginalized students 

affected the successful completion of their doctoral degrees. Although extensive research has 

explored factors that attract and retain Black students at the undergraduate level, few have been 

done at the doctoral level (Trent et al., 2021). Nationwide, the Black student graduation rate 

remains at 42% (Anonymous, 2019). Research has challenged the fact that retention rates and 

academic achievement among Black students attending HWIs are low due to the inadequate 

academic preparation they receive from faculty (Cabrera et al, 1999; Sedlacek, 1987). Love 

(2009) identified retention as an ongoing issue for Black students attending HWIs with Black 

students accrediting dropout rates to events of feeling isolated and alienated (Trent et al., 2021).  

Since the integration of the educational system, white institutions have attracted Black 

students; however, their retention success rates continued to be challenging. Additionally, Black 

students who go on to graduate from HWIs tend to have substantially lower grade point averages 

than their white counterparts (Bowen & Bok, 1998).   

Historically, white institutions have not been effective in supporting, and consequently 

retaining Black students. Especially when compared to predominantly Black institutions (Eccles 

et al., 2006). If we retrace history from the foundation, the educational advancement for Black 

students have encountered issues of racism and discrimination (i.e., Brown v. The Board, 1954), 

that translates into low achievement, low academic ability self-concept, and low academic task 

values (Eccles et al., 2006). 

Diverse racial and ethnic representation within counselor education impacts recruitment 

and retention of doctoral level Black students (Henfield et al., 2013). In 2014, the ACA Code of 

Ethics (American Counseling Association [ACA], 2014) mandated that “counselor educators are 

committed to recruiting and retaining a diverse faculty” (F.11.a, p.15). Studies show that students 
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from diverse groups experience a lack of programmatic support upon entering programs, which 

negatively impacts their decision to continue their degree (Bronco & Davis, 2020; Ju et al., 

2020). To contest the issue of retention, research suggests that CE programs’ efforts to retain 

Black students could be optimized if they also incorporate a critical examination of program 

policies and practices that have been found to be significant in the educational experiences of 

Black doctoral CE students (Henfield et al., 2011; Hill, 2003).  

The retention of students in counselor education programs requires a critical examination 

of program policies and practices to create an environment for success (Henfield et al., 2012; 

Hill, 2003). Henfield et al. (2012), noted the lack of literature regarding the experiences of Black 

students in counselor education programs, creating a knowledge gap concerning how to attract 

and retain these students. Burkholder (2012), examined the experiences of CE doctoral students  

who voluntarily departed and successfully returned to CE programs. Themes from Burkholder’s 

study included salient personal events and faculty-student interactions. Burkholder found that 

personal factors and academic culture influenced departure. Findings confirmed prior research 

that personal and academic factors were the primary reasons participants reported having 

departed from their educational programs (Hoskins & Goldberg, 2005; Protivnak & Foss, 2009).  

Lastly, the importance of recruiting and retaining Black doctoral CE students is not solely 

for the benefit of the student. Recruitment and retention are important for the overall profession 

of counseling and counselor education. Within the field of counseling people of color often seek 

professional counselors who share a similar cultural identity, yet CE doctoral programs still fail 

to recruit students from those marginalized groups (Hipolito-Delgado et al., 2017; Substance 

Abuse and Mental Health Services Administration, 2020).  
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Faculty Support and Social Connectedness  

Social connectedness is defined as “an enduring and ubiquitous experience of the self in 

relation with the world, as compared with social support, adult attachment, and peer affiliations, 

which represent more discrete, current relationships” (Lee & Robbins, 2000, p. 484). Economic, 

political, ethnic, and social forces such as racism, sexism, war, and other current events can 

disturb an individual’s social connectedness (Townsend & Mcwhirter, 2005). The effects of low 

social connectedness, or disconnectedness, can lead to self-alienation and loneliness (Comstock 

et al., 2008). Despite the focus of multiculturalism and social justice within counseling literature 

(Holcomb-McCoy & Day-Vines, 2004; Ratts et al., 2007; Singh et al., 2010), recent research has 

indicated that Black students enrolled in doctoral counseling programs experience 

marginalization. For instance, Black counseling students report feeling disconnected from 

relationships with faculty, as well as feeling that issues pertinent to their lives are invisible within 

graduate counseling curriculum (Gomez et al., 2011; Haizlip, 2012; Henfield et al., 2011). 

However, scholars have noted that having a strong sense of social connectedness and faculty 

support can lead to positive psychological outcomes for Black students (Gummadam et al., 

2016).  

Strong relationships with faculty are vital for student success and progress regardless of 

color or ethnicity. Nonetheless, research suggests the importance of relationships with faculty is 

especially important for racial/ethnic minority students (Braddock, 1981). Cress (2008) indicates 

that the development of strong student-faculty relationships can significantly mitigate negative 

campus climate and support inclusive learning communities for Black students. In academia, 

researchers often observe that Black students are unable to form strong relationships with non-

faculty of color at HWIs (Flemming, 1984; Mayo et al., 1995; Schwitzer et al., 1999). A 
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phenomenological investigation by Henfield (2012), noted that Black CE students’ face 

challenging experiences. Results yielded that student reported their relationship with some 

faculty members as distant rather than the close relationship that the students seemed to desire 

(Henfield, 2012). Close, positive relationships with faculty and staff accompanied by principles 

of care and concern (e.g., faculty making themselves available, providing consistent mentoring 

and moral support, and treating students like junior colleagues) are important for students’ 

growth and matriculation through academia (Mwenda, 2010). Moreover, the educational 

satisfaction (Cole & Jackson, 2005), intellectual self-concept (Cole, 2007), student learning 

(Lundberg & Schreiner, 2004), and academic success (Cole & Espinoza, 2008; Pascarella & 

Terenzini, 2005) are all significantly influenced by the interactions Black students have with 

faculty.  

Among other reasons why Black students fail to establish strong relationships with 

faculty who are not a part of the minority is because they tend to not view those faculty members 

as realistic role models (Guiffrida & Douthit, 2010). In addition to Black students not building 

strong interpersonal relationships with faculty, their outside environment also poses issues 

(Baker, 2015). Black students who are exposed to social seclusion, institutional rejection, and the 

lack of evenness within the institution all impact student connectedness (Baker, 2015).   

A study by Cole (2008), highlights the value of strong student-faculty relationships for 

Black students’ academic success, this is especially the case for Black students at HWIs (Baker, 

2013; Neville & Parker, 2017). Lastly, while many scholars have called attention to the 

importance of examining Black students’ interpersonal interactions on campus, especially those 

relationships established with their professors (Franklin et al., 2017), there is still much work to 

do within the profession to strengthen those relationships.  
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Representation  

Black students and ethnic/racial groups continue to be the most underrepresented student 

populations, despite projections that suggest these groups will exceed 30% of college enrollees 

by the year 2050 (Solomon et al., 2002). Bradley and Holcomb-McCoy (2004), assert that there 

has been a spark for more Black representation in counselor education faculty. According to 

Brooks & Steen (2012), Grant (2012), and Bradley & Holcomb-McCoy (2004), minorities in the 

field of education have experienced, and continue to experience, decreased representation of 

minorities in higher education, especially in doctoral degree programs. Colleges and universities 

in the U.S. have historically been and remain segregated (Monzó & Soohoo, 2014) and while 

representation of Black faculty in counselor education has increased (Baggerly et al., 2017), 

71.38% of counselor educators are White and 4.77% are Black (CACREP, 2018). Often, Black 

students who attend HWIs in their respective degree programs face the possibility of there being 

no minority faculty (Holcomb-McCoy & Addison-Bradley, 2005; Johnson et al, 2007). Students 

who deal with the realities of being the only minority student in their cohort or there being no 

minority faculty in their program, find it difficult to adjust to their academic environment, 

maintain a positive outlook on obtaining their degrees, seek comfort, stay motivated, and 

communicate with non-minority faculty (Thomas et al., 2009).  

While most colleges have increased their efforts towards diversity with more Black 

students entering graduate programs than in previous years, Black student graduation and 

retention rates fall short with only 47% of those students obtaining their Ph.D. (Katopol, 2012). 

Researchers, Protivnak and Foss (2009), investigated doctoral counselor education students and 

identified that factors such as mentoring, academics support systems, and personal issues- 

affected students’ experiences and are prominent issues that affect representation. This study also 
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noted that departmental culture was a contributing factor as well (i.e., the responsiveness of the 

faculty to student needs and what the students had to give up adapting to the environment 

(Protivank & Foss, 2009).  

Representation matters because research has documented that faculty members provide 

emotional and professional support to students (Maiden, 2009). This support has been found to 

come from four sources including: professors in the student’s department, professors from other 

disciplines from which doctoral students took classes, professors who comprised their doctoral 

committees, and their doctoral advisor (Maiden, 2009). Statistics show that Black faculty in 

higher education constitute 6% of the total number of full-time faculty in the U.S. compared to 

the 79% that are White faculty. In 2011, there were 1.5 million college and university faculty 

members in the U.S. and 4.9% were Black, full-time, tenure-track faculty (National Center for 

Education Statistics, 2009; Pittman, 2010). While a bit dated, this number reflects that while the 

number of Black faculty in higher education is significantly low, the number of minority college 

and university students is growing.  

When Black students discover people who look like them and can identify and resonate 

with their counter stories in shared spaces, they feel most comfortable in response to their 

marginality (Curry, 2011). In alignment with the theoretical framework of this study, Critical 

Race Theory (Tate, 1997), and counter-narratives, challenges the construct spaces that provide 

necessary relationships among Black students allow them to express their oppressions in various 

relationships that serve the purpose to debunk embedded stereotypes. According to Delgado 

(2001), this can validate and contribute to doctoral students’ outcomes in their chosen field. Foxx 

et al. (2019), conducted a phenomenological study to examine narratives on how racial and 

ethnic minority students decide to research, apply, and accept invitations to doctoral studies in 
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CE programs. One theme of the study revealed the importance diversity and faculty 

representation. Seven participants cited ways that representation is important by describing that 

the program’s diversity and faculty representation made them feel more comfortable after being 

enrolled in the program (Foxx et al., 2019).  

Lastly, Black faculty representation is important because Black students often seek high 

levels of contact with professors of color, often viewing them as influential role models and 

proof that success in higher education is achievable (Genheimer, 2016). These faculty members 

are often able to connect with students in a deep and meaningful way based on their shared 

experiences in higher education. That is, many professors of color once matriculated at HWIs 

where they encountered racist stereotypes and felt the same sense of isolation as some students 

they now teach and mentor (Genheimer, 2016). 

Racial Microaggressions 

Prior scholarship has shown that racial microaggressions on college campuses are 

destructive in influencing minority students well-being, experiences, and opportunities to achieve 

in higher education (Johnson-Ahorlu, 2012; Lui, 2020; McCabe, 2009; Mills, 2019; Nadal et al., 

2014; Ogunyemi et al., 2020; Solorzano et al., 2000). Racial microaggressions are defined as 

“brief and commonplace daily verbal, behavioral, and environmental indignities, whether 

intentional or unintentional, that communicate hostile, derogatory, or negative racial slights and 

insults toward people of color” (Sue et al., 2007, p. 271). For many students, racial 

microaggressions occur in academic spaces such as classrooms, in interactions with faculty, 

peers, and teaching assistants, and in social spaces such as campus social events (Solorzano et 

al., 2000; Yosso et al., 2015). Scholars (Sue et al., 2007; Torino et al., 2018), found that several 

types of racial microaggressions, such as: (a) microinvalidations (messages that dismiss or 
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exclude the feelings, thoughts, and experiential reality of a racial–ethnic group), color-blindness 

or denial of individual racism; (b) microinsults (rude or demeaning messages about a person’s 

racial–ethnic background); and (c) ascriptions of intelligence or assumptions of criminality), are 

frequent occurrences in higher education and are associated with students’ lower well-being 

(e.g., Nadal et al., 2014).  

Racial microaggressions have been found to reduce Black students’ sense of belonging 

and hinder participation in campus life (Solorzano et al., 2000; Yosso et al., 2015). Subsequently, 

Torres et al. (2010), found that Black doctoral students experiencing racial microaggressions in 

their academic environment reported feeling undervalued in their own personal ability. Racial 

microaggressions are one of the most important forms of race related discriminatory experiences 

impacting engagement and well-being of minoritized graduate students in academia (Clark et al., 

2012). Therefore, regardless of the type of microaggression encountered, there are harmful 

psychological impacts such experiences inflict on those persons on the receiving end (Sue et al., 

2019; Williams et at., 2018).  

Cultural Sensitivity  

While there are several reasons Black students fail to connect with White faculty, a key 

barrier is that Black students often perceive those faculty members as culturally insensitive and 

lacking multicultural competence (Rothman et al., 2012). Some examples of cultural insensitivity 

on behalf of white faculty include generalizing students’ opinions in class as representing those 

of all racial minorities and failing to acknowledge and incorporate Black perspectives into core 

curricula and pedagogy (Fries-Britt & Turner, 2002; Guiffrida, 2005a). Scholars have noted that 

for Black students to be successful in completing their CE programs, their experiences must be 

understood within the context of race and education (Henfield et al., 2011). 
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Scholars have long called for counselor education programs to address concerns of 

multicultural competence and cultural sensitivity (Haskins & Singh, 2015; Pack-Brown et al., 

2015). For Black CE students’ experiences to be understood within the context of race and 

education, CE faculty should respectfully integrate diverse experiences and worldviews in their 

pedagogy, validate the lived experience of students from marginalized groups (Goodman et al., 

2015), and model multicultural sensitivity. Similarly, it is noted that diverse faculty who are 

sensitive to their students’ personal and professional development resonate with the desires of 

doctoral candidates to advance equitable opportunities (Ju et al., 2020), and gain access to the 

profession, beyond the classroom (Bronco & Davis, 2020). However, despite the increase of 

diverse individuals in counselor education preparation programs and need for multicultural 

competence and cultural sensitivity (CACREP, 2018), the culture climate at HWIs creates norms 

and expectations that marginalize individuals based on their identities (Woo et al., 2014).  

Advocacy, Social Justice, and Inclusivity  

Although social justice and advocacy are hallmarks of the counseling profession, students 

from marginalized populations continue to lack equitable access to doctoral programs, and those 

accepted to these programs often feel unsupported and disenfranchised (Baker & Moore, 2015; 

Bronco & Davis, 2020; Hipolito-Delgado et al., 2017; Ju et al., 2020). While counselors have 

become leaders at promoting social justice in education, little to no attention has been paid in 

counseling/counselor education literature to understand the Black college student experiences at 

HWIs. There is a significant gap in literature that deserves to be addressed given the role of 

higher education in promoting the opportunity for historically marginalized populations and the 

American Counseling Association’s (ACA) mandate to promote social justice by understanding 

the needs of diverse populations (Arredondo et al., 1996; Lee, 2007).  

https://www.tandfonline.com/doi/full/10.1080/2326716X.2021.2007429?casa_token=Mkbov28_C3UAAAAA%3AYBeteQZPnaQ7Kvd3IwX9Eb4ht6FJXo0EcqSIW8zzjmhCcTUJSwOGK339y8Gv_1FiMyvHfXE51RxV
https://www.tandfonline.com/doi/full/10.1080/2326716X.2021.2007429?casa_token=Mkbov28_C3UAAAAA%3AYBeteQZPnaQ7Kvd3IwX9Eb4ht6FJXo0EcqSIW8zzjmhCcTUJSwOGK339y8Gv_1FiMyvHfXE51RxV
https://www.tandfonline.com/doi/full/10.1080/2326716X.2021.2007429?casa_token=Mkbov28_C3UAAAAA%3AYBeteQZPnaQ7Kvd3IwX9Eb4ht6FJXo0EcqSIW8zzjmhCcTUJSwOGK339y8Gv_1FiMyvHfXE51RxV
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Ideally, the resolution should be inclusive practices in higher education that are receptive 

to the lived experiences of marginalized groups and should be the result of the profession’s 

obligation to diversified learning environments. However, 71.38% of CE programs’ faculty 

members represent the dominant culture (Council for Accreditation of Counseling and Related 

Educational Programs, 2018), and Black scholars must overcome programmatic barriers that 

prevent access and equity. Support and advocacy for faculty diversity in CE doctoral programs 

begin with recruiting and retaining students from diverse backgrounds (American Counseling 

Association, 2014; National Board for Certified Counselors Foundation, 2021). 

 In a study on quality CE programs, Preston et al. (2020), found that a supportive and 

diverse faculty, a diverse student body, and a curriculum that reflects multicultural sensitivity 

significantly contributed to the scholarship of the program and a better experience for everyone. 

On the contrary, studies reveal that students from marginalized groups remark that their abilities 

are undervalued by members from dominant groups, provoking them to feel pressure to 

outperform their dominant member counterparts (Baker & Moore, 2015; Henfield et al., 2011). 

Baker and Moore (2015), argue that institutional culture, not student characteristics, should be 

the focus for student success. CE programs must build interpersonal connections, diversify CE 

culture, and exemplify the vision of social justice in counselor leadership. CE programs must 

provide structural protocols, mentorship in scholarship, and professional networking 

opportunities from recruitment to post-graduation (Baker & Moore, 2015).  

Theoretical Framework 

The present study utilized Critical Race Theory (CRT; Delgado, 1995; Tate, 1997) as its 

theoretical framework. While Critical Race Theories’ formulation was initially sought to 

examine the intersection of race and law, CRT has provided a prevailing framework for 

https://www.tandfonline.com/doi/full/10.1080/2326716X.2021.2007429?casa_token=Mkbov28_C3UAAAAA%3AYBeteQZPnaQ7Kvd3IwX9Eb4ht6FJXo0EcqSIW8zzjmhCcTUJSwOGK339y8Gv_1FiMyvHfXE51RxV
https://www.tandfonline.com/doi/full/10.1080/2326716X.2021.2007429?casa_token=Mkbov28_C3UAAAAA%3AYBeteQZPnaQ7Kvd3IwX9Eb4ht6FJXo0EcqSIW8zzjmhCcTUJSwOGK339y8Gv_1FiMyvHfXE51RxV
https://www.tandfonline.com/doi/full/10.1080/2326716X.2021.2007429?casa_token=Mkbov28_C3UAAAAA%3AYBeteQZPnaQ7Kvd3IwX9Eb4ht6FJXo0EcqSIW8zzjmhCcTUJSwOGK339y8Gv_1FiMyvHfXE51RxV
https://www.tandfonline.com/doi/full/10.1080/2326716X.2021.2007429?casa_token=Mkbov28_C3UAAAAA%3AYBeteQZPnaQ7Kvd3IwX9Eb4ht6FJXo0EcqSIW8zzjmhCcTUJSwOGK339y8Gv_1FiMyvHfXE51RxV
https://www.tandfonline.com/doi/full/10.1080/2326716X.2021.2007429?casa_token=Mkbov28_C3UAAAAA%3AYBeteQZPnaQ7Kvd3IwX9Eb4ht6FJXo0EcqSIW8zzjmhCcTUJSwOGK339y8Gv_1FiMyvHfXE51RxV
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formulating the needs and demands for educational equity (Ladson-Billings & Tate, 1995). CRT 

asserts that despite popular opinions and perceptions, race and racism continue to be a real and 

daily occurrence for people of color (Baker & Moore, 2015). Critical Race Theory suggests 

principles that include the ideas that White privilege exists and serves the function of continuing 

a hierarchy of race through institutional discrimination and the intersection of dominant with 

non-dominant needs (Baker & Moore, 2015).  

In past studies, CRT has been used to analyze and critique educational research and 

practice (Ladson-Billings, 2005). When applied to counselor education, CRT encourages 

counselor education pedagogy to consider how to implement equitable training for students of 

color and students with other marginalized statuses (Haskins & Singh, 2015). In this study of 

Black CE doctoral students, CRT provided me the ability to critically examine participants' lived 

experiences through historical and societal impacts of higher education practices (Nelson, 2020). 

Additionally, applying CRT to this educational research was unique in that it concurrently 

allowed me to center race and racism in the research by challenging the traditional paradigms 

and methods by showing how these social constructs intersect to impact Black student 

experiences (Ledesma & Calderon, 2015). Racism within HWIs is often a hierarchical concept 

that is upheld by the majority, making Black student experiences difficult (Nelson, 2020).  

According to Hiraldo (2010) and Howard and Navarro (2016), there are primarily five 

tenets of CRT: counter-storytelling, the permanence of racism, interest conversion, whiteness as 

property, and the critique of liberalism. While I will briefly discuss all five tenants in this 

section, the present study specifically highlights the tenets of counter-storytelling, the 

permanence of racism, and whiteness as property by emphasizing the importance of recognizing, 

valuing, and exploring the voice of Black students at their respective HWIs. In recognizing the 
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importance of voice and value of Black students’ experiences, the use of “naming one’s own 

reality” was used in the form of phenomenological interviews to describe the counter-realities 

that are experienced by Black students as opposed to those experiences of those in power 

(Delgado, 1995). Allowing these narratives to be told, challenged the spaces that seek to remove 

and condemn Black students' ability to name situations and what is going on within their 

Counselor Education programs.  

Counter-Storytelling 

The idea of counter-storytelling in this study allowed for a fuller meaning of findings 

based on lived experiences among Black students in CE programs. The use of counter-

storytelling was used through many forms in this study (i.e., discussion, implications, and 

personal testimonies) to acknowledge members of marginalized groups' experiences. More than 

that, telling untold stories based on experiences that challenge the discourse and beliefs who hold 

dominant group status (Delgado & Stefancic, 2001), allowed Black students to share in what 

their life is like at HWIs.  

Black voices have often been silenced in an array of ways, not just in educational 

settings. However, the goal of this research was to capture how Black students describe their 

experiences in CE programs at HWIs. By utilizing phenomenological interviewing methods and 

CRT, this study allowed participants to share their authentic lived experiences without 

condemnation (Bhat et al., 2012; Henfield et al., 2013). The use of counter-storytelling allowed 

CE students to reframe their perspectives by pushing-back on dominant narratives often given to 

them in literature (Curry, 2011). In this present study, participants were able to emphasize the 

ways in which they have overcome challenging and traumatic experiences in their program and 
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the importance of resilience. Counter-narratives allowed participants to reframe and re-shift their 

focus to overcoming the experiences they encountered within their program.  

Permanence of Racism 

While operating within the CRT framework, it was important that I realized the dominant 

role that racism plays in American society; this can be both a conscious and an unconscious act 

(Bell, 1995). The permanence of race and racism, posits that racism is deeply ingrained legally, 

culturally, and psychologically and intersects with sex, class, national origin, and sexual 

orientation (Bell, 1994; Crenshaw, 1991; Solórzano, 1997). The progress of race in education is 

not considered linear, nor is it moving toward equity as time passes (Given, 2008). Rather, the 

structural nature of racism is embedded in institutions of higher learning, which prevents it from 

being removed or challenged (Given, 2008). By highlighting the permanence of racism in this 

study, made visible by participants narratives, challenges, and confronts how racism is deeply 

embedded in institutions (e.g., curricula, assessments, and pedagogy), and serves to marginalize 

Black students. It is important to emphasize that one of the overarching goals of CRT is to 

dismantle racism (Given, 2008), not teach hate. To dismantle racism, we must refute the 

narrative that is provided to us by the dominant group and directly name racism.  

Whiteness as Property 

The tenant whiteness as property was utilized in this study to analyze educational 

inequity exclusively enjoyed by White students (Ladson-Billings and Tate, 1995). While equity 

in education is typically benefited by White students, the impact on Black students may be 

invisible. Whiteness as property categorizes Black students as not being part of the social 

construction of race to engage in productive activities in academia (Hartlep, 2009). Decisions on 
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curriculum, standardized tests, and pedagogy are often structured around the majority's wants 

and needs, leaving the minority to often navigate white spaces alone or underrepresented.  

While the demographics of the U.S. are changing to include more racial diversity in 

higher education, Black scholars continue to report unwelcoming and hostile climates at HWIs 

(Gildersleeve et al., 2011; Harper & Quaye, 2009; Yosso, 2006). While many students at HWIs 

are informed, directed, and supported by the institutions in which they are enrolled; 

unfortunately, these institutions have been cited as part of the problem of perpetuating 

oppression for Black students, (Carr & Lund, 2007) upholding whiteness as property in higher 

education. While institutions make statements about their commitment to diversity and inclusion, 

many education programs ignore issues of race, power, and whiteness (Cross, 2005), and 

initiatives intended to create a more inclusive campus reinforce exclusion (Iverson, 2007).  

The tenant whiteness as property (DeCuir & Dixson, 2004; Ladson- Billings & Tate, 

1995), was central to understanding how Black students experienced inequality and racism in 

their programs. This tenet was used to identify how racism was not merely an ideology of 

prejudice and power but resulted in material discrepancies between White faculty, peers, and 

racially minoritized people (Brown et al., 2003; Lipsitz, 1995). Additionally, by merging Harris 

(1993) four rights of whiteness as property allowed me to specifically highlight encounters from 

participants' lived experience which will be highlighted in Chapter 4. Harris’s four rights assert 

that whiteness as property is upheld at HWIs by equipping them with a) the right to disposition, 

b) the right to use and enjoyment, c) the right to status and property, and d) the right to exclude 

(Harris, 1993). 
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Interest Conversion and Critique of Liberalism  

While not directly highlighted in this study it is important to note how all tenets of CRT 

intersect to dismantle racism. First espoused by Bell (1980), interest conversion positions that the 

interest of Blacks in obtaining racial equality will only be accommodated when they align with 

the interest, needs, and expectations of Whites. Racial progress is thus a process that only occurs 

when the interests of Blacks and Whites converge (Hodler, 2021). Interest conversion asserts that 

the dominant group permits change toward racial equity only when its own best interests are 

served is termed interest convergence (Given, 2008). Another distinct tenant of CRT is the 

critique of liberalism (Gillborn, 2008). CRT scholars are critical of three basic principles that 

have been embraced by liberal ideology: the notion of color-blindness, the neutrality of law, and 

incremental change (DeCuir, 2004). Colorblindness, as Williams (1997) suggests, has made it 

nearly impossible to interrogate both the ways that White privilege is deployed and the 

normalizing effects of whiteness. Under the notion of incremental change, gains for marginalized 

groups must come at a slow pace that is palatable for those in power. In this discourse, equality, 

rather than equity is sought (DeCuir, 2004). 

Conclusion  

Applying CRT and its core tenants allowed me to examine participants' lived experiences 

at HWIs from a lens that contested the hegemonies in place that corroborate the permanence of 

racism and whiteness as property at HWIs. By integrating CRT, I was able to critically examine 

the historical impacts of racism and white privilege at HWIs and how they affect and leave a 

lasting impact on Black students’ experiences long after departing from the academy. Uniquely, 

CRT allowed me to identify, name, and address the inequalities that I also faced while attending 

an HWI, as well as help me better conceptualize the experiences of my participants. Chapter 3 
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will discuss the methodology of the study, which will consist of the research design, participants, 

interview protocol, data collection and data analysis. 
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CHAPTER THREE 

 METHODOLOGY  

Research Design 

This study was granted approval by the Institutional Review Board (IRB) at the 

University of Alabama (see Appendix A). The present study utilized qualitative interview-based 

phenomenological interviews as its method of data collection. Qualitative interviewing is 

conversation based according to Kvale (1996), with emphasis on the researcher asking questions 

and listening, and respondents answering (Rubin and Rubin, 1995). Phenomenological 

interviewing was appropriate for this study due to the limited amount of available data regarding 

the phenomenon of exploring Black doctoral CE student lived experiences at HWIs. According 

to Rafique (2020), phenomenological interviews have often been used in social and health 

sciences as a method of data collection. This was an appropriate methodology to address the 

desired research questions:  How do past or present Black counselor education (CE) doctoral 

students describe their experiences at HWIs? and how were past or present Black counselor 

education (CE) doctoral experiences shaped by faculty and advisor support? 

Social science researchers whose focus is generating data to examine participants’ lived 

experiences has frequently used phenomenological interviews (Roulston, 2010; Neubauer et al., 

2019). Utilizing phenomenological interview data generated detailed and in-depth descriptions 

needed to refute the dominate narrative of Black students’ experiences at HWIs. According to 

Adams & Van Manen (2008), the focus of phenomenological interviews is to elicit the “direct
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 description of a particular situation of event as it is lived through without offering casual 

explanations or interpretative generalizations”.  

A phenomenological interview serves the purpose of exploring and gathering experiential 

narrative material, and stories or anecdotes that may serve as a resource for developing a richer 

and deeper understanding of a human phenomenon (Van Manen, 2011). During 

phenomenological interviews, the interview is viewed as subject-subject relation and not a 

subject-object relationship according to Englander (2012). As a Black CE student at an HWI, the 

subject-subject relationship that utilizing phenomenological interviews allowed was key to 

building rapport and trust during the interview process. Several participants mentioned how they 

could be open and honest during the interview process because they felt the I might personally 

relate to or share similar experiences. Pairing CRT and phenomenological interviewing allowed 

me to center narratives of Black CE students' experiences as the focal point, while illuminating 

the relationship between power, race, and racism in societal structures, and how it can be applied 

to institutions of higher learning.  

The goal of using phenomenological interviewing was to elicit rich descriptions about 

what it is like to live a specific experience (Hayes & Singh, 2012). This approach allowed me to 

seek a deeper understanding of the meaning of participants' everyday experiences by asking 

open-ended questions to elicit thoughtful responses. It was my goal for the interviews to be more 

open and less structured in the way participants responded and shared their narratives. During the 

interview process I sought to establish an environment that would elicit a detailed response from 

participants, as well as invite them to think along as they articulated their experiences. By asking 

for detailed accounts of experiences rather than opinions, participants were able to reconstruct 

meaningful responses. Incorporating interview questions that generated detailed information 
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concerning experiences as well as the participant’s responses to the phenomenon of investigation 

was crucial to generating meaningful data (Roulston, 2010). By asking questions such as “what 

does this mean to you? Or can you tell me about that in as much detail as possible in situations in 

which you experienced (phenomena) (Englander, 2012), I invited the participants to express 

what experiences stood out to them or were meaningful. This open-endedness allowed 

participants to contribute as much detailed information as they desired, and it allowed me to ask 

probing questions as a means of follow up.  

Interview Protocol  

The researcher combined interview questions from a wide range of research that focuses 

on Black CE students’ challenges, perceptions, and experiences in CE programs. There were two 

interview guides drafted for this study, one for current students and one for graduates or past 

students. This was done to help the researcher differentiate between experiences and perceptions 

of experiences (See Appendix G and H). 

Participant Recruitment  

Once IRB approval was granted, participants were recruited through direct email contact 

and recruitment flyers that were sent directly to counselor educators, and CE departments at 

HWIs (see Appendix C and D). Participants were also recruited through CESNET, a counseling 

listserv, and through snowball sampling. Snowballing is a discrete method of participant 

recruitment (Streeton et al., 2004). Snowballing samples emerge through a process of referral or 

reference from one person to the next (Streeton et al., 2004). After securing participants, I asked 

participants to forward all study material to their counselor education networks or those that they 

feel would meet the selection criteria. The selection criteria for the participants were as follows: 
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participants must (a) identify as past or current Black doctoral student in counselor education, (b) 

program must be/was CACREP-accredited, and (c) program must be at an HWI. 

Participant Selection 

The desired number of participants for this study was ten. However, only eight 

participants completed all three phases of the study. Participants varied by demographics 

including age, gender, student status, and faculty status. A breakdown of demographic 

information by participant can be found in Table 1.  

Table 1 

Participant Demographics 

Participant Age Gender University Status 

Dr. Dre 35 Male Red University Graduate/Faculty 

Brittney 29 Female Bringston 

University 

Student 

Ashley 29 Female Southview 

University 

Student 

Lisa 34 Female Red, White, and 

Blue University 

Student/adjunct 

professor 

Michelle 44 Cisgender 

Woman 

North State 

University 

Student 

Monica 28 Female University of 

the Klan 

Student 

Dr. Timetable 52 Female Memory 

University 

Graduate/Faculty 

Dr. Sia 41 Cisgender 

Female 

Progressive 

Pioneer 

Research 

University II 

Graduate/Faculty 

 

Dr. Dre is a 2020 graduate from Red University in his 30’s. He currently works as a 

Licensed Clinical Mental Counselor and Adjunct Professor. His degree was received in the 

Southeastern Region of the US. Dre shared his experience of support, and thoughts on 

representation of Black professionals and students with PhDs.  
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Brittney, a doctoral candidate in her 20’s, currently works in a school setting. Brittney is 

receiving her degree from Bringston University. She shared her experiences with faculty and 

advisor support, representation, and the turnover rate of Black faculty in her program.  

Lisa, a doctoral candidate, adjunct professor, and Licensed Professional Counselor in her 

30’s attends Red, White, and Blue University. Lisa shared her experiences on the importance of 

mentorship, social connectedness, faculty, and peer representation, and microaggressions.  

Ashley, a second-year doctoral student and Licensed Professional Counselor in her 20’s, 

attends Southview University. Ashley shared her experiences of peer support, faculty 

representation and building connections. 

Monica is a fourth-year doctoral candidate in the dissertation phase of her program. 

Monica is in her late 20’s and attends University of the Klan. Monica shared her experiences 

with racism, microaggressions and lack of support from faculty.  

Michelle is in her 40’s and attends North State University. Michelle shared her 

experiences of lack of equity, whiteness as property and racial microaggressions. 

Dr. Timetable is a recent graduate of Memory University. Dr. Timetable is in her early 

50’s and is currently a faculty and Licensed Professional Counselor. Dr. Timetable discussed the 

importance of representation and professors creating a safe space for minority students at HWIs.  

Dr. Sia, a graduate of Progressive Pioneer Research University II is in her early 40’s and 

is a current faculty member and Licensed Professional Counselor. Dr. Sia shared her experiences 

of faculty and peer support and representation. 

Qualitative Data Collection Procedures  

Prior to interviews and for screening purposes, participants who were interested in this 

study were asked to complete a preliminary questionnaire and informed consent (see Appendix B 
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and E). The self-administered confidential Qualtrics preliminary questionnaire provided an 

introduction for participants to indicate their interest in the study; Twenty-three individuals 

completed the preliminary questionnaire. After completing the questionnaire, interested 

participants were then contacted via the provided email and sent the informed consent form (see 

Appendix B) and a follow-up email which detailed additional information about the study. 

Participants were informed of the next phase of the study, including completing the informed 

consent and completing a 60-90-minute zoom interview. The informed consent disclosed the 

nature of the study and affirmed the privacy and confidentiality of the study. Once consented, 

participants and the researcher agreed on a date and time to conduct interviews. After each 

interview was scheduled, the researcher instructed each participant to decide upon a pseudonym   

for their university and self.  

Once an agreement was met, I emailed a password protected zoom link to each participant. 

Participants were ensured every measure would be taken to protect their confidentiality and were 

encouraged to ask questions if needed. As outlined in the informed consent, participants were 

informed that due to the nature of interview questions there was a possibility of distress. 

However, there was no direct demand to participate in this study and the risk of participating was 

considered minimal. Once the interview began, the researcher verbally discussed the informed 

consent with each participant and once consent was received verbally, the researcher pressed 

record and started the interview. The modality utilized to conduct the semi-structured interviews 

were recorded videoconferences. Due to the Zoom software platforms’ enhanced encryptions and 

embedding, the researcher enabled the audio transcription option while interviews were being 

conducted. This granted participants the option to view their live transcription and ensure that 
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their perspective was fully understood during the interview process and allowed the researcher to 

focus on the interview rather than note taking.  

Data Analysis  

After interviews were conducted, I downloaded the video recordings and audio transcription 

from Zoom. I transcribed the Zoom recording and compared the audio transcriptions downloaded 

from Zoom recordings with the written transcription of each participant’s interview. An 

electronic file folder in Box was created on the same password protected computer used to 

conduct interviews. This password encrypted folder included participants recorded interviews 

and interview transcripts.  

During the data collection process, every possible precaution was taken to ensure 

participants’ information would be treated with the utmost confidentiality, including participants 

pseudonyms. Any identifying information obtained by the researcher while contacting or 

interviewing the participants that may comprise the participant's identity were excluded from the 

study. I analyzed research data, created codes, and recorded themes from participants' lived 

experiences using thematic analysis to identify patterns and meanings. Coding is the pivotal first 

analytic step that moves the researcher from description toward conceptualization of description. 

Coding requires the researcher to attend closely to the data (Charmaz, 2001). Codes found in this 

study reflect the participants’ narratives and the researcher’s interests and perspectives of the 

data.  

A code is a brief description of what is being said in the interview (Braun and Clarke, 2006). 

It is important to note that a code is a description and not an interpretation. Creating initial codes 

was a way for me to organize data into meaningful groups. Initial codes later turned into broader 
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themes from commonalities among participants' experiences, which required active interpretation 

of the data.    

Thematic Analysis  

 Thematic analysis was used to analyze interview data. Although widely used, thematic analysis 

generally has not been well described (Mills et al., 2010). However, thematic analysis is used to 

identify themes or patterns of cultural meaning; coding and classifying data, usually textual. This 

form of analysis is used to structure data by seeking commonalities, relationships, and 

overarching patterns (Mills et al., 2010). It is a method often used in qualitative research for 

identifying, analyzing, and reporting patterns or themes within data sets (Castleberry & Nolen, 

2018). It is described as a descriptive method that reduces the data in a flexible way that joins 

with other data analysis methods.  Thematic analysis is used commonly because of the wide 

variety of research questions and topics that can be addressed with this method. The use of 

thematic analysis allowed the researcher to explore the open-ended responses from interview 

transcriptions with a level of flexibility and interpretation, while ensuring the confidence of 

findings that commonly appeared across data. For this study, I utilized thematic analysis to move 

inductively from participants' narratives to themes.   

One of the advantages to employing thematic analysis was that it allowed flexibility in how I 

was able to approach the data set (Braun and Clarke, 2006). As each interview unfolded, I began 

to explore unique codes, commonalities, and differences found in interviews with participants. 

Using thematic analysis, I read through transcripts and actively observed meanings and patterns 

that were reoccurring across the data set. From the initial codes, I then created a codebook in 

Microsoft Excel to track codes that appeared and or reappeared. A codebook is a qualitative 

research tool that contains a list of codes that will be utilized in qualitative data analysis research. 
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A codebook also includes definitions of these codes, along with examples of how to utilize the 

codes in practice. By keeping a qualitative research codebook, the researcher was able to stay 

organized and properly align what codes appeared, the frequency, and the meaning of each code.  

After transcribing data and coding each transcript, I consulted with each participant to 

enhance the meaning-making of findings. Participants were sent an email of their transcripts to 

check if there were any misinterpretations of the coding from the written transcriptions to ensure 

coding aligned with their perspective of the phenomena and to note changes as needed. This 

ensured a way to verify findings and a form of member checking. Member checking refers to the 

process of bringing findings back to participants so that they can ensure their responses are 

accurate to them (Hayes & Singh, 2012). Participants did not recommend any changes that 

needed to be made to the coding of their transcripts and there was no need for any follow up 

interviews. Lastly, after reading through the data set and codes, I identified excerpts from the 

transcripts, applied the appropriate codes and interpreted the findings. 

Limitations  

The limitations of the study are those that are generally found in most qualitative 

research. Participant demographics who met the inclusion criteria reflected differences such as 

age, sexual orientation, professional status, and university region. Of the eight participants, only 

one male completed the study which posed some limitations. As a researcher I am curious to 

know other Black male perspectives on this topic. An additional limitation was the use of semi-

structured interviews, because this study only utilized semi-structured interviews, it is possible 

there were other contexts that Black CE students perceived to be more important than 

perceptions that were elicited through interview questions. Additionally, despite the realities of 

racism at HWIs, eight participants are a limited sample size, and each participant possesses their 
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own biases on the topic. Lastly, this study examined experiences of Black counselor educators 

only. Including the experiences of Black, Indigenous, and people of color (BIPOC) could have 

broadened the scope of this study.  

Trustworthiness  

There were various approaches utilized to ensure trustworthiness in this study and 

mitigate researcher bias (Hayes & Singh, 2012). Conferring with veteran researchers was used to 

promote the credibility in how the researcher enriched meaning-making of findings and furthered 

emergent findings. The researcher also checked and rechecked the data and themes to avoid bias. 

A code sheet for each participant, including direct inserts from interviews were provided to 

report data as accurately as possible. Member checking during the interviews and throughout 

engagement with participants was utilized to ensure that participants’ perspectives were fully 

understood (Hayes & Singh, 2012).  

For the last strategy of trustworthiness, I borrowed from Butler-Kisber (2010), discussion 

of leaving the narratives of participants whole. For this study, leaving the narratives “whole” was 

done to connect the way in which CRT aligned with participants experiences, as CRT suggests 

that narratives and counter-narratives are important to refute dominant discourse in race. I was 

careful to provide enough information and thick description of narratives to promote 

trustworthiness. While finding the story is important in qualitative inquiry, Butler-Kisber (2010), 

highlights that not all inquiry starts with living alongside the participants or starting with the 

story. As you will note in Chapter 4, large descriptions and interview inserts were utilized to 

illuminate the important of participants counter-stories.   
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Conclusion 

In this chapter I discussed the research design and methods, participant recruitment and 

selection, interview protocol, and data analysis. As you will note in Chapter 4, I will discuss the 

findings from this study. I was purposeful to align the themes of this study with the narratives of 

participants by highlighting the ways in which tenants of CRT were visible in participants 

experiences. The seven themes found in this study are titles derived from the direct narratives of 

participants: (a) for me it was convenience, familiarity, or default, (b) faculty and peer support 

are important because, (c) we know that all skinfolk “ain’t” kinfolk, (d) faculty support and 

connectedness, (e) white faculty lack cultural sensitivity and competence, (f) I’m always getting 

in where I fit in, and (g) you just gotta keep going. Each theme was explored in the next chapter.  
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CHAPTER FOUR 

 RESULTS  

Introduction  

The purpose of this qualitative study was to explore the lived experiences of Black 

doctoral CE students at HWIs to promote the optimal Black student experience, promote degree 

attainment and increase retention efforts. Chapter 3 outlined the process of gathering data and 

how that data would then be analyzed. This chapter offers experiences of eight participants 

whose narratives will be viewed contextually through the lens of critical race theory to highlight 

the use of counter-storytelling and critiquing the permanence of racism and whiteness as 

property in academia. As a Black doctoral student, in my intimate familiarity of the experiences 

Black students face at HWIs, I understood and allowed participants to share with me based on 

their comfort level and familiarity in their experiences. In the next section, the seven themes 

found in the interview data will be explored.  

Themes  

Seven themes were pertinent throughout all eight participants’ interviews. The seven 

themes were: (a) for me it was convenience, familiarity, or default, (b) faculty and peer 

representation are important because, (c) we know all skinfolk “ain’t” kinfolk, (d) faculty 

support and connectedness, (e) white faculty lack cultural sensitivity and competence, (f) I’m 

always getting in where I fit in, and (g) you just gotta keep going.
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For Me It Was Convenience, Familiarity, or Default. The first theme found was the 

prevalence of location related to attending an HWI. To assist in my understanding of what 

factors contributed to participants attending an HWI, I explicitly asked if participants attended 

any other universities besides an HWI and what led them to attend an HWI for their doctoral 

degree? It was important for me to conceptualize how students viewed the differences in their 

experiences of attending an HBCU vs. an HWI, and whether that informed the perceptions of 

their experiences encountered at an HWI. Participants shared different contributive factors in 

their decisions to attend an HWI and two the of eight participants, Ashley and Lisa, shared the 

importance of their prior HBCU. While participants shared differences in factors of what 

impelled them to attend an HWI, all participants divulged that it was either a matter of 

convenience, familiarity, or default. Below are supporting quotations about participants' 

experiences at HBCUs and HWIs. Ashley, who attended an HBCU for undergraduate shared of 

her experience by affirming: 

As an undergraduate, I attended Alabama State University. The experience, I don't know. 

I had a fun experience. The culture there was fun. Seeing people that look like you in the 

classroom and having Black professors there. We had experiences that were relatable, 

and it was definitely a different experience from being at an HWI (Ashley, 2022, p. 2). 

When asked what prompted her to attend an HWI for her doctorate, Ashley indicated that 

her decision to attend Southview was a matter of convenience and what was best for her at the 

time. As cited in my positionality statement, there are not many HBCUs that house CE doctorate 

programs. Ashley supported this by mentioning, “where I live, we literally have [redacted and 

redacted], which are both HWIs” (Ashley, 2022, p. 3). Ashley mentioned that while she did 

apply to other universities, most being online, her supervisor at the time cautioned her that online 



  42 

 

programs were frowned upon. Ashley stated, “I talked to my previous supervisor, my ALC 

supervisor and she brought it to my attention that I should attend brick and mortar because 

people discriminate when you are applying for jobs” (Ashley, 2022, p. 3).  

Lisa, who also attended an HBCU prior to attending an HWI affirmed Ashley’s thoughts 

by mentioning that her HBCU experience was very different from her current experiences and 

that she would have loved to attend an HBCU for her doctoral experience, Lisa stated:  

My undergraduate experience was phenomenal. A lot of seeing people that look like me. 

Having professors that look like me. Just embracing college and embracing being around 

Black folks. It was unmatched. It actually was probably one of the best times of my life. 

I'm pro go get your degree, but you know I advocate a little bit harder for HBCUs! 

When asked what prompted her to attend Red, White, and Blue University, Lisa shared:  

It was by trial and default.  So, one, there are not that many counselor education 

programs at HBCUs, so that's the default part. So it wasn't really by choice, it was more 

about force, and if there were more HBCU counselor education programs that were 

afforded to us, I would have been at one of them more than likely (Lisa, 2022, p. 3). 

Monica shared that while she has not attended an HBCU, she did attend a Minority 

Serving Institution. When asked what guided her to attend University of the Klan Monica stated:  

I applied to six universities and the place where I really wanted to go, my top choice, one 

of my letters of recommendation got to them late. So then, of all the places, the only 

place that offered me an interview was University of the Klan.  I interviewed, and I was 

like I need to be accepted somewhere. Right? I need to do this. I want to be a professor. I 

want to be a counselor educator. This is my chance. And so, when they accepted me, I 
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was like, okay, well this is a sign. I should go here, and I don't know if that was the right 

sign. I think I misread the signs (Monia, 2022, p. 2).  

Faculty and Peer Representation are Important Because? The second theme found 

was the importance of faculty and peer representation. Previous studies note that faculty 

representation is a key factor to Black student success in academia (Trent, 2021). As diversity 

and inclusion in educational institutions are a continuous challenge in academia (Phillips, 2016), 

higher education is a key area of misrepresentation for Black students through the student body, 

leadership, faculty, and administration (Brown-Glaude, 2009). Within this theme, participants 

were able to share the narratives of how representation or the lack thereof impacted their doctoral 

experience.  

I instructed participants to take a moment to reflect on the racial make-up of their 

department (i.e., the number of Black students and faculty) and to discuss how that 

representation mattered to them as Black doctoral students. Dr. Dre, a 2020 graduate from Red 

University shared that he has encountered maybe less than five Black professors since he has 

been in college. He revealed that while he did not expect much representation at Red University, 

having a Black faculty member was critical to his experience. Dr. Dre detailed: 

There was one Black faculty member in my department. The fact that he was there was 

really helpful, and I wanted to make sure that I was able to connect with him. It was 

extremely important, just having that representation and seeing him there (Dr. Dre, 2022, 

p. 3). 

While Dr. Dre shared that he had an overall positive experience at Red University, he 

was certain to mention the importance of having other Black peers in the program who were able 

to provide him with insight on how to navigate his HWI. Dre. Dre described: 
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Reflecting, I could say they (experiences) were enjoyable because there were other Black 

students that pulled me to the side and like showed me how to navigate the program. 

They told me how to move, who’s classes to take, and not to take (Dr. Dre, 2022, p. 7). 

Dr. Dre cited how representation in his programs was an important component of him 

building connections with other classmates. He shared:  

I think it's important having representation in programs so Black students can see that 

representation. Especially coming from like a HWI and having that sense of family and 

connection and being able to reach out to somebody if I’m struggling. I can comfortably 

reach out to them, and sometimes it's easier to reach out to your own people than 

somebody that might not look like you. That's not saying anything against anyone that's 

not Black but yeah (Dr. Dre, 2022, p. 4).  

When exploring the importance of faculty and peer representation in her doctoral 

experience, Lisa, a fifth-year student noted that 85% of the faculty at Red, White, and Blue 

University identify as white (Lisa, 2022, p. 4). Lisa shared:  

At one point we only had to rely on one person of color, we still do. They have not 

changed that. I’ve been here for ages. We did have one other person of color, but they got 

rid of them like they do everybody (Lisa, 2022, p. 4). 

Lisa then went on to share an encounter she had with other individuals who attended Red, 

White, and Blue University who graduated years prior to her attending, who experienced the lack 

of culture and diversity within the department that she did. Below is Lisa’s encounter.    

 Interestingly, I went to a conference one time, and I saw some... I met some really, really 

good Black folks, as we call it. They had graduated from Red, White, and Blue 

University. They said, “What school do you go to?” I told them. They say, “wow okay, 
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alright great.” Then, he was like, “so how many people are in your cohort?” and I told 

them. So, one of them found a way to kind of ask me, politically, “how many people of 

color are in your cohort?” …. I said. “Oh, there’s four of us (Lisa, 2022, pp. 5-7). 

Lisa went on to describe the exchange,  

If looks could kill, she exclaimed… they said, “hold on one second”. They went back and 

got three other people that used to go to our university. Four Black people. He said, “Tell 

them what you told me a couple of minutes ago. There are four minorities in my cohort”, 

she exclaimed. They were surprised because that was the maximum number of minorities 

they’ve had in a cohort in about 20 years,” she expressed.  

Lisa’s encounter with former Black CE students who attended Red, White, and Blue 

University was significant to mention in the present study as it highlights how whiteness as 

property and hierarchal structures are reinforced over the years and serves as obstacles for Black 

students seeking higher learning. Lisa also expressed how the lack of representation at HWIs can 

have a lasting effect on Black students by stating:  

When you limit the number of Black students, I think it's strategic.  When you limit one 

person into the program, one black or brown person to the program without another one, 

you already know the psyche. That same shit that they repeated in slavery, where they 

would separate us. You already know, the psychological damage that it could potentially 

do to us when we don't have another person of our likeness or a supportive person in our 

circle. Doesn't even have to be a Black person. I could have a Latin person, an Asian 

person, but somebody else who could potentially have some of the cultural struggles that 

I have. I'm glad I wasn't in a cohort above or below me because I would have been sol 

(Lisa, 2022, p. 7). 
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Monica, a fourth-year student at University of the Klan shared her thoughts on the 

importance of faculty and peer representation in both her masters and doctoral programs and how 

representation impacted her experience. Monica shared:  

I didn't have any black faculty in my program [master’s program]. So that was you know, 

I don't want to use the word interesting, but it was kind of like who can I turn to? Who 

looks like me, who has the salient identities that I do (Monica, 2022, p. 4)?  

As the literature noted it is often difficult for students to build connections with 

individuals who do not share the same identities as themselves, which signifies how important 

faculty and peer representation are. Monica cited how vital it was for her to not only have racial 

representation, but gender representation as well in her program by stating: 

So, I started my program with another Black woman, and we are both still in our 

program, or we're finishing out. And that matters to me because there's someone that has 

both my racial and gender identities, those intersections. It was easy to share with her and 

it's still easy to share with her, and it feels like we're more than just colleagues, we're 

friends. It's not, there can only be one black girl. It’s how do we get above us black girls 

completed and done. So, it was like, Oh, okay, cool. We're both colleagues and friends, 

and we're having these shared experiences (Monica, 2022, p. 4). 

When questioned about the importance of faculty and peer representation to her doctoral 

experience, Michelle, a 4th year student stated that faculty and peer representation are vital to her 

doctoral experience on multiple levels, a significant level being equity. Michelle exclaimed:  

 It [ representation] mattered to me in terms of equity because we would see what was 

going on, and it's always different. That's why you need people who look like you, that 
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also are aligned with you. It made a difference in terms of recognizing what was 

happening and we all could name it (Michelle, 2022, p. 3). 

Naming one's reality is an important component of CRT as it allows participants to link 

visible effects to their lived experiences. Several participants shared the ways in which faculty 

and peer representation altered their experiences and why having people that share their salient 

identities was important to their matriculation through their programs. Ashley, a third-year 

student at Southview shared that she could not be her authentic self in her program due to the 

lack of Black faculty and peer representation. Ashley cited, “I found herself being more quiet 

and more reserved, watching the things I said and not fully embracing my doctoral journey” 

(Ashley, 2022, p. 3). Dr. Timetable mentioned there was only one Black faculty member in her 

program at Memory University. Dr. Timetable explained why representation mattered to her 

doctoral experience. She shared: 

It mattered a lot because earning a PhD that's like the highest, you know that you're at the 

top, you know it is a privilege. First, the number of Black or African American faculty in 

our program was one because my first advisor, she left. So, I think it was important 

because I needed to see people like me. I needed to see a reflection of me. I feel safe to 

say that sometimes around people that look like me, I feel a little safer and a little more 

comfortable in being who I am because I think they kind of understand. We find common 

ground. I think we can kind of understand where each of us are coming from and why 

we're coming from where we're coming from. So, we technically did not have any black 

representation (Dr. Timetable, 2022, p. 3). 

She further mentioned how peer representation mattered to her doctoral experience: 

 As far as my cohort, there were four at first, so there were seven of us total. 
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There were four African American students and we had three White, students and the 

three White students had their master's degree from Memory University. Dr. Timetable 

cited their words by mentioning, “So, their words were “we were just told to apply, and 

we’ll get in. So that's how they get into Memory” (Dr. Timetable, 2022, p. 3). Whereas I 

had to prepare for my interview.  

Dr. Timetable’s experience exposes the way in which certain privileges and access are 

granted to White individuals based on their race and not their merit, which explains the way in 

which whiteness as property is often upheld at HWIs. Comparatively, during her interview Dr. 

Timetable also discussed how hurtful it was when a Black male was suspended from the program 

for personal and work-related issues. She mentioned how the department would not work with 

the student and described how herself and the remaining Black students had to rally together to 

be each other's support through that difficult time. She described: 

He was suspended from the program and that was kind of hard. But the three of us that 

remained we tried to work together as much as we possibly could and encourage each 

other and there were times, where we would go into our office, and you know have those, 

I guess those crying moments. Those sad moments. Those bouncing ideas moments or 

how we're going to respond, how we're going to react, you know this professor with their 

jokes, their hidden jokes that shouldn't be offensive but were offensive. You know we're 

just trying to maintain and just not be what society says that we are. Angry black people 

or angry Black female in my case when someone says something to us. So, it was 

challenging but we supported each other as much as we could (Dr. Timetable, 2022, p. 4). 

Dr. Sia mentioned that Black faculty representation was very important to her doctoral 

experience. Sia mentioned, “having a Black faculty in her program was important to her 
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professional growth and development and provided a form of consistency throughout her 

journey” (Dr. Sia, 2022, p. 3). Dr. Sia mentioned:  

When I was first entered into the program there was one Black associate Professor. He 

was there throughout my tenure at the institution. And I think what worked for me was 

that that person was also there throughout my master studies and my doctoral training and 

so that was a form of consistency. The Black male faculty member, I not only thank them 

for introducing me to various theoretical modalities but also introducing me to various 

professional organizations. This person was not only a sounding board, but he created an 

inclusive space where I can have some conversations that I might not have been able to 

have. I still look up to this person, you know I still reach out to them at least monthly (Dr. 

Sia, 2022, p. 4).  

All participants discussed the importance of faculty and peer representation in their CE 

program at HWIs. Participants felt that having representation and likeness was valuable to their 

matriculation through their programs because Black faculty and peers could offer support in 

various ways like creating a safe space for vulnerability and Black students to be their authentic 

selves, providing an encouraging and a supporting environment, and providing them with 

likeness they desired in their programs.  

While many participants were able to openly discuss their narratives and the importance 

of faculty and peer representation, many participants stated that not having Black faculty in their 

program has enacted certain barriers for completing their degrees, including barriers when 

forming dissertation committees, seeking help when needed, and developing mentor 

relationships. While analyzing the data I noticed the sub-theme of the importance of Black faulty 

representation when forming dissertation committees and engaging in research surrounding 
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Black topics or interest. Lisa shared that she had the unfortunate task of asking a Black member 

of her committee to step down because they could not resonate with her topic on Black 

experiences and her uncomfortableness of having a White chair. Lisa shared:  

I felt like I'm doing a dissertation on something Black and that representation matters, 

and that this person will get the concept. Instead, because of my likeness, this person said 

numerous times that they don't know how they could potentially support me in my vision, 

so I then made an executive decision to get rid of that person. Then I had a White chair 

and I felt like I’m doing this Black study, about these Black people. How she is she 

supposed to relate? So, I found me another Black person to be on my committee. I didn’t 

care what rock I had to look under, I found someone (Lisa, 2022, p. 10). 

In a similar way, Michelle shared sentiments as Lisa. They included sharing: 

It [representation] really made a difference when looking at my committee, the makeup 

of my committee, who I wanted on my committee. So, then, I was like I gotta go out of 

the department.  I got to have at least two or three Black people and you know who am I 

gonna pick? All this kind of stuff, because most people end up going outside of our 

program to find other black faculty to add to their committee (Michelle, 2022, p. 5).  

In Michelle and Lisa’s experience, the department lacked the cultural representation that 

they and many other Black doctoral students desire when forming their dissertation 

committee. Forcing students to scrummage for Black faculty outside of their departments, 

added another barrier to the successful completion of their degree.  

Additionally, Monica from University of the Klan shared the difficulties she experienced 

in engaging in conversations about Blackness and Black research interest due to lack of Black 

representation in her program. Monica shared:  
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I will also note that at University of the Klan, based on my experience, it can be 

especially difficult, if not only are you Black, but if you infuse conversations about 

blackness into either teaching or research, or, as I'm entering my own dissertation, if you 

want to research black people. If you say this is my work, it’s going to be for us, by us. 

It's going to be black. I'm black. What's up? They're like oh, that's interesting we don't 

know anything about that. It's like oh, well, you're black, you got it. You're the one, 

you’re the Black person who wants to research Black things, do it on your own Black 

person, and it's like, oh, okay, well, you're not met with that same energy that same 

respect for your research, for your work, that same assistance with your research, with 

your work If you are black, researching Black people and Black experiences. Internal and 

external of our field (Monica, 2022, p. 6). 

In this section, participants were able to reflect on their experiences and directly name the 

importance of faculty and peer representation in their CE programs at HWIs. The narratives 

discussed in this theme cautioned me to question the contentment of not hiring or admitting 

Black faculty and students in CE programs and the impacts it has on Black students’ experiences. 

This contentment can have a direct correlation to the permeance of racism if CE programs at 

HWIs are intentionally not hiring and admitting Black faculty and students based on their race or 

whiteness as property if HWIs are doing so to maintain their dominancy by purposely hiring and 

admitting White faculty and students. Black faculty representation allows Black students to see 

themselves reflected in positions of power and leadership and exposes them attainable 

opportunities.  

As the literature review noted, when Black students struggle to find likeness in faculty, it 

is difficult for them to progress and succeed in their programs. Faculty representations allow 
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minority students to see themselves reflected in positions of power and leadership. The narratives 

of participants in this section highlights the ways in which not having faculty and peer 

representation has altered Black student experiences. These findings support the literature by 

affirming that having faculty representation is important to promote persistence in degree 

achievement, to improves students’ quality of learning, improve sense of worth, and self-

confidence (Arredono, 1995).  

We Know That all Skinfolk “ain’t” Kinfolk. The phrase all skinfolk ain’t kinfolk is a 

phrase often used in the Black community to depict someone who may be of black or brown 

color, but they do not associate with their blackness or the lived experiences of Black 

individuals. As scholars, we must acknowledge that while Black professors may be exposed to 

similar lived experiences of Black students by virtue of their skin color, there is no guarantee that 

their thinking is synchronous with Black students (Cherry-McDaniel, 2019). A common 

occurrence in the previous theme among several participants was that while they may have saw 

faculty of color in their programs, several of those faculty members did not identify or associate 

with their blackness. Participants shared narratives of how encountering Black faculty who do 

not view themselves as Black faculty caused irreputable damages in their relationships.  

During Monica’s interview she detailed of what she felt was a rift in her relationship with 

a “Black” faculty member who do not associate with their blackness. Monica described her 

experience by sharing: 

When I started the program there was only one Black faculty member in my program, 

and they did not identify as Black, whereas I do. I was afraid, you know the phrase like, 

all skinfolk ain't Kinfolk, so like you may look like me, you may have my identities, but 

that doesn't mean you're here to support me, uplift me.  You're just complacent as I 
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struggle, you're not helping to lift me up. It comes off very much, I'm black but I'm not 

your type of black. My ancestors didn't experience what your ancestors experienced. And 

so, there's a division, there's a barrier there that they created because in my eyes if you're 

Black you’re Black. You're navigating academia and working for this department as a 

Black person. So, I’m trying to learn from you. I want to learn from you what that's like. 

Whereas they're kind of just like, yeah, I’m not the representation of Black folks for you, 

don't come to me with anything just because you're black, just because we have these 

shared identities doesn't mean anything and so they let that be known very early on and 

almost came off as like intentionally. Not associated with blackness. So, you're 

intentionally trying to dissociate from your blackness so that black students don't confide 

in you, don't come to you. Don't look to you as a mentor. And so that was very evident 

the first semester, and it was like, okay, well, I kind of know where to keep you. You're 

just a faculty member. But you're not for me. I won't see you during office hours. You 

Won't be giving me any type of advice or mentorship. You're just there. So, you're 

essentially the same as your white counterparts (Monica, 2022, pp. 9-12).  

In Michelle’s interview she shared, “while there may be professors or individuals that 

look like you, they may be colluding with other people that do not look like you. So just because 

someone is Black, that doesn’t mean they are identifying” (Michelle, 2022, p. 8). Lisa and Dr. 

Timetable both cited female professors in their programs that did not identify with their 

blackness as well. Lisa shared:  

We have people that look like us but isn't it like us at all. So, I had a one of my professors 

who is of African diaspora but doesn't consider herself Black and then that shifts the 

dynamic and the vision of how you engage with us because you engage with us as a 
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majority, although you are part of our minority. That person does not see themselves as 

me, they see themselves as the you know the subdivision of African diaspora, they don't 

see themselves as being a black person and that threw me for a loop because if I can't rely 

on my one person, where can I go (Lisa, 2022, p. 10)? 

Dr. Timetable shared how difficult it was to respect a faculty member who could not be 

her authentic self. Dr. Timetable mentioned that even though the faculty member was a minority, 

due to cultural assimilation, she views herself as a white woman. Dr. Timetable explained: 

Even the other faculty members who were of minority status tended to blend more with 

dominant culture, with the White culture than they did with their minority status. One 

even talked about her not being able to be her authentic self because when they migrated 

to the United States, she was forbidden in her home to speak their language. She was 

pretty much forced to become that melting pot because we're not a melting pot, we’re the 

salad bowl. So, she couldn't be herself. So, she just automatically sees herself as a white 

woman. I thought she was confused by her identity. So, I kind of lost respect for her. You 

know, she couldn't be her authentic self. She wasn't a good example for me (Dr. 

Timetable, 2022, p. 12). 

Faculty Support and Connectedness. The experiences that entailed due to the lack of 

faculty and peer representation and encountering faculty members that resemble you in color, but 

do not identify as you, are a direct parallel to the third theme found in this study, faculty support 

and connectedness. Literature indications that faculty can influence Black students’ experiences 

through both class support and interactions (Trent, 2021). Both positive support and interactions 

can contribute to students’ academic integration in college (Trent, 2021). Therefore, both 

academic and social integration are significant contributors to students’ ability and decision to 
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complete their degree (Tinto, 1993). It was important to this study that participants 

conceptualized their experiences in terms of faculty support and how that impacted their doctoral 

experience. This exploration directly answered the research question: How were past or present 

Black counselor education (CE) doctoral experiences shaped by faculty and advisor support?   

As mentioned in an earlier section, during my first interview with Dr. Dre we shared an 

exchange that highlighted the positives of his doctoral experience at Red University. I have often 

heard the counter stories of Black students at HWIs and many of the participants in this study 

shared their counter stories that refute the narratives of the dominant discourse we hear of Black 

student experiences. Dr. Dre’s narrative of the support he received was a breath of fresh air to 

other narrative heard in this study. He detailed his supportive experience by citing that the 

professors at Red University wanted to see him succeed and worked with him and encouraged 

him to do so.  

Unfortunately, this was not the case for all participants. During Lisa's interview she 

discussed how she felt she was supported in the beginning of her doctoral journey, however she 

could feel that support beginning to decline the more she matriculated through her program. Lisa 

described:  

I had support as in, we are okay with you being here in the beginning. But the smarter 

and wiser that you become, you become a target, or the politics start. That also has to do 

with the further along in the program that you get right, because some people don't pass 

first semester, some people don't pass first year, some people don't pass second year, so 

when you are walking into  passing comps, you're walking into I have, over the course of 

the years I've now gotten licenses in other states, now it's like oh crap and I think that the 

threats kind of start. I realized that support comes in so many various packages and you 
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must tap into who is going to help you get out of this program as unscaped as possible, 

because you won't have some scratches and some scars but unscaped as possible. But the 

shocking part about it was my experience didn't just stop with the people who I thought 

could be protective, we're not protective and the people that I thought could not be 

protective, they could be protective. So, my experience overall for being protected or 

being seen as not a threat, sometimes is scarce (Lisa, 2022, p. 17).  

During Monica’s interview she shared her lived experience of the lack of support she 

received from University of the Klan and how that one experienced shaped her view of the 

faculty in her department going forward. In Monica’s narrative she detailed her experience of 

desperately seeking a graduate assistantship from her department to stay in school. Monica 

shared how she was informed that none were available, only to find out later that an assistantship 

was awarded to another individuals. Monica detailed: 

Going into my second year, the spring semester of my first year I was thinking about 

funding because out-of-state tuition is expensive. I was not willing to pay that. So, I'm 

trying to figure out how I can get an assistantship. Our program does not offer four-year 

coverage, five-year coverage, like some other programs do. They fund you essentially for 

your first year, or they find ways to get you employed by other departments within your 

first year and then, after that you're on your own, which I was not aware of coming into 

the program. I met with my advisor, and he was like your assistantship is going to another 

incoming student, and I was like, oh, shocked and surprised. I remember feeling 

abandoned, because I was just like well you got me here, with no plans, no intentionality, 

and no type of reveal on how to keep me here. I remember I started advocating for 

myself. So, I'm reaching out to the various professors in my department, saying, like, hey, 
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do you need a graduate assistant? So, I'm putting a bug in the air. Faculty member after 

faculty member says we don't have anything. Sorry, we don't have anything. Which kind 

of felt like I was being betrayed by all of them. Simultaneously. It wasn't just one that 

wasn't looking out. It was like none of y'all got my back. I've been around y'all for a year. 

We don't have that many students like what is going on. So, I remember a faculty 

member whose class I was enrolled in that year, or that semester was just like you know I 

don't have anything, but I'll let you know.  At this point I'm looking for part time, half, 

and half right. So, I'll work half of my assistantship for 10 hours with one person, half 

with the other. So, I'm just like if you even have a half, I don't even need the full thing, 

like I just need a portion. I can figure out the other half, whatever (Monica, 2022, pp. 19-

21).  

Desperately seeking an assistantship and being told that none were available, Monica continued 

to share her experience: 

Then I have a cohort member who is white, who comes to me and says, “this professor 

put me on full time to work with her the upcoming year.” Based on our conversations, but 

I don't know what she's doing in the background, she wasn't actively searching. She 

hadn't reached out back in January. She came across this job in April, and this professor 

handed it to her. Hand-picked her for it. Yeah, she could have been a better fit or 

whatever, but it doesn't excuse the fact that I've been asking. I've been searching. I've 

been trying to find a way and it was just like all of this has been in vain. At the end of the 

day, they will still pick the white student over this black student who's been trying to 

grind, who's been trying to look out for funding, and I felt betrayed both by my cohort 
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member, who knew I had been looking, but also by faculty, who had seen my emails 

repeatedly, who had seen me asking them for funding and essentially begging for money. 

When again I already felt bamboozled by the fact that I didn't have a way to provide for 

myself. I had no way to provide my own tuition for the upcoming year, and so I 

remember that being like heart wrenching for me. I cried a lot, and I was talking to my 

mom about it, and I was talking to black colleagues and peers both in the field, and in my 

program about it, and I just felt so hurt and betrayed because at the end of the day it was 

like the white people here are gonna stick together. They're gonna look out for 

themselves. but the black girl gotta figure it out. She got to get her own, she got a hustle 

and beg and plead for other people to see her worth in value. When all that the white 

counterpart must do is exist and show up. And so that was really frustrating for me, and I 

think it caused an irreparable rift between me and faculty because it's like I kept asking 

you for this, and I still had to figure it out all by myself, I’d externalized myself of my 

department and start working for a whole different department to even figure out funding. 

So, I felt, you know, cheated out of something that I Thought I deserved. Out of 

something that I earned because it's not like the work I had been doing for the past year 

didn't mean anything and at the end of the day y'all made sure that the white students 

were funded but didn't care about how the Black students made it through, and that was 

very evident. And it was very hurtful. Yeah, it caused an irreparable rift between me and 

the faculty (Monica, 2022, pp. 22-24). 

Monica’s lived experience highlights a prominent tenant of CRT, whiteness as property, 

by identifying how racism is not just an ideology of prejudice and power, but that it directly 
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results in visible and invisible discrepancies between White and Black students in their CE 

programs at HWIs (Brown et al., 2003; Lipsitz, 1995). 

Dr. Timetable voiced her frustrations and lack of guidance from faculty in her program 

on how to become a better writer or engage in research. In Dr. Timetable’s narrative she 

specifically described a moment in her doctoral experience where she felt a minority professor 

“made space” for her to join a research team and to become a better writer. Dr. Timetable’s 

narrative supports the importance of the second theme found in this study, the importance of 

faculty and peer representation. She shared:  

If it wasn't for that minority Professor, the one I say gave us that open space, I just kind 

of went into his office one day, and here's the thing about faculty who look like you or 

understand you. I didn't have to say that I was displaced, or I was feeling displaced. Or 

that I was feeling bogged down and didn't know what to do or how to engage or get into a 

research team. When I walked into his office, I knew he sensed that because his first 

thing was. “You know hey, I'm working with a team of researchers and we're doing this, 

this, this, and I know your background. He remembered my background as an educator. 

He remembered. He remembered me talking about wanting to engage and connect with 

the Community (Dr. Timetable, 2022, p. 16). 

Unlike Dr. Timetable and Dr. Dre, who both received some form of support in their 

program, Dr. Sia recalled of moment when she did not feel supported by her dissertation 

committee when it came to her dissertation topic and theoretical framework. Dr. Sia shared how 

she felt her dissertation topic and theoretical framework, CRT, made committee members and 

members of her program uncomfortable. Dr. Sia shared her experience by stating:  
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Starting with the dissertation topic. That was something where I didn’t get support with 

because I wanted to look at the experiences of folks who look like me, Black women in 

the academy. When I originally pitched my framework, I had someone who was telling 

me absolutely not. Now I look at the framework I chose and there's been a lot of 

controversy about it now and it's like the biggest buzz words. It was CRT. One person 

wanted to talk me out of it, and I stood my ground. So, what I realized now is that it was 

their discomfort of the framework (Dr. Sia, 2022, p. 14).  

White Faculty Lack Cultural Sensitivity and Competence. The fourth theme found 

was cultural sensitivity and cultural competence. Several participants described ways in which 

faculty could better support them in their educational pursuits. However, an important barrier to 

that support was that faculty could not conceptualize them in a culturally sensitive manner. For 

example, White faculty members conceptualizing Black students’ experiences as all Black 

student’s experiences (Sue et al., 2009) or expecting Black students to be the spokesperson for 

topics surrounding race. Cultural competency revealed the importance of not only understanding 

and analyzing culture but the validity of cultural submersion (Gooden & Norman-Major, 2012) 

in a higher education setting. Cultural competence implies diversity integration that incorporates 

thought, communication, and action (Gooden & Norman-Major). Cultural competence further 

requires individuals and organizations to have a defined set of values and principles, 

demonstrating behaviors, attitudes, policies, and structures that enable them to work effectively 

in a cross-cultural manner (Diller & Moule, 2005).  

Establishing these cultural attributes and characteristics within an educational setting 

enhances the value, the people, and the outcome (Diller & Moule 2005; Gooden & Norman-

Major, 2012). Moreover, Diller and Moule (2005) implied cultural competencies require leaders 
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to demonstrate the capacity to value diversity, engage in self-reflection, facilitate the dynamics 

of diversity effectively, acquire and institutionalize cultural knowledge. The culturally competent 

leaders should support actions that foster equity of opportunity and services and advocate the 

above attributes in all aspects of leadership, policymaking, and practice while systematically 

involving all key stakeholders and communities (Diller & Moule, 2005, p. 3).   

As participants shared their narratives, it was evident that cultural sensitivity and cultural 

competence was not exhibited by faculty and peers, specifically at the hands of White 

individuals within their programs. Participants expressed the constant use of racial 

microaggressions and discussed how many White faculty members did not hold themselves nor 

students accountable when racism, discrimination and microaggressions were used. The 

following accounts of their lived experiences illuminates how whiteness as property and the 

permeance of racism is often upheld at institutions due to the hierarchal structures that are in 

place to suppress and oppress Black voices.  

Monica at University of the Klan spoke of her experience of navigating the lack of 

cultural competence and sensitivity within her program. Monica stated, “navigating these 

experiences as a double minority has been challenging and causes me to experience diagnosed 

anxiety” (Monica, 2022, p. 27), that she attributes to being in her program at University of the 

Klan. Monica detailed: 

 I will also note that I did not have anxiety before I started my doctoral program. I simply 

didn't. I've been in therapy, off and on for years, and sometimes it'll be like, oh, 

adjustment, disorder, or whatever, but it was never anxiety. I have never been diagnosed 

with anxiety. And so, when I came into this program, and I'm navigating racial 

landmines, and I'm navigating heavy critique and navigating not getting positions that I 
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deserve, not having my work recognized, though it is doing well. I developed anxiety and 

so I'm overly anxious. I'm hyper focused on small things that otherwise wouldn't have 

bothered me because I am being met with such a critical eye it seems as though nothing I 

can do, nothing I do is enough for my faculty (Monica, 2022, p. 27). 

Brittney shared her experiences with lack of cultural competence in her program while 

navigating challenging microaggressions and racism, Brittney shared: 

…The microaggression, the- I know you need for me to say it, but you already know. The 

racism. Being in school during major political times of unrest, the double pandemic of the 

murder of George Floyd and Covid and still being in class and being asked to... Either the 

topic being completely ignored or just overly discussed and feeling like do I speak up or 

do I not, because I am still trying to process all of this myself (Brittney, 2022, p. 11).  

When discussing the importance of cultural sensitivity, Dr. Timetable shared an 

emotional account of her experience and having to hide who she was due to feeling that her 

professors would not understand. She also compared her experience with those that she strives to 

provide for her current students. She cited:  

I think it was very important, when they [faculty] were able to genuinely understand me 

and how they approached me and how they responded or reacted to me that really helps 

to reduce that identity issue. I can't even think of the word right now, but it helps to 

reduce that. It gave me a space, but I don't know if I ever felt that space that open space to 

converse about what I truly feel. I always, with some professors, stayed more in the 

imposter syndrome. I went there because it was safe, you know because I didn't feel like I 

could share or be myself. I had to be someone else, and I remember one professor, I 

remember him giving us this open space, and of course he is a minority, so he 
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understands cultural sensitivity. So, he gave us that open space. It was the way he said 

things, how he approached us. Which is me now when I’m walking with my students 

now that's what I do. I approach that elephant in the room because I don't want them to 

live in imposter syndrome to be able to get some balance or to be successful or think that 

they must hide behind another identity in their environment. He gave us that open space 

to talk about those barriers that we were facing and how we were experiencing it, you 

know physically, as well as emotionally and I tried to do that with my students. 

So, it was important, but those who I didn't feel like were authentic or genuine and 

opening that space up. I hid. I was someone else. I had to become someone else that 

White America and dominant culture could accept. You know I’m a black faced woman 

with short curly hair. I’m not accepted. I didn't look the part, so I had to become someone 

else, and I had to continuously change and adjust that role before different professors for 

three years and that was hard. So, to get that one professor, again who was a minority, 

says he remembers when he was a student and I remember being on your side and that's 

what I say to my students now. I remember being on this side. So, I'm able to relate to 

them. I'm able to understand you know their stress and I try to address that, so yeah. I 

kind of got tears in my eyes. I'm sorry (Dr. Timetable, 2022, pp. 23-25). 

During her emotional account I asked if she needed a moment to step away from the 

interview. Reflecting, I am not sure if I was asking for her or myself because I could feel her 

emotions. I could relate to her emotions. As strenuous as earning a doctorate is, with the added 

layer of doing it as a Black student, encountering professors at an institution that do not 

understand your experiences as a Black person, as a Black woman in America, who often is 

required more of than other individuals, my God, it is draining. I could resonate with her 
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experience and in many ways, I envied her experience because while Dr. Timetable was 

fortunate enough to have a professor that allowed a safe space for her to be her authentic self, 

that is often not the reality for many Black CE students at HWIS. With many students not having 

a safe space for them within HWIs, Black students have often felt the need or desire to get in 

where they fit in.  

I’m Always Getting in Where I Fit in. As previously mentioned, having to get in where 

you fit in is repeatedly an acquainted experience for Black students at HWIs, including myself. 

Get in where you fit in can be described as taking advantage of a situation, whether it be optimal 

or otherwise due to feelings of unworthiness. For example, if a Black student feels he or she has 

earned an opportunity or position but instead is offered an opportunity or position of a lesser 

caliber, that student might feel the need to settle for what is offered due feelings of unworthiness. 

You will see this present in Monica’s experience and other participants who described their 

experiences of getting in where they fit in. The counter stories and experiences explored in this 

theme were a bit overwhelming and disheartening, but were necessary to highlight how the CRT 

tenants, counter-storytelling, whiteness as property and the permeance of racism intersect to 

inform the findings of this study. Below are participants experiences.  

Lisa's experience of get in where you fit in was one that I thought about long after the 

interview concluded. Lisa shared: 

When I saw the title of your study, I laughed a little. When you’re at a white institution 

it’s kind of like double Dutch. If anybody's ever played double Dutch you know, as a 

little black girl, and you learn how to play double Dutch at camp they tell you, you know 

when this rope goes up you jump in right, and the only way that you can stay in is, if you 

keep the same pace. So, you keep hearing tap, tap, tap, tap, tap, tap, tap, tap. The tap 
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reminds you that you have to keep the same pace and if you don’t what’s going to 

happen? There are two repercussions, the rope is going to pop you on your leg, right? 

Depending on what kind of rope it is, it’s gone sting like hell, or we gone get sick and 

tired of you because you can’t jump. I think of the predominantly white institution in the 

same format.  I have faculty turning the rope, and that’s the I’m not gonna give you any 

financial assistance because I don’t have to. You should be happy that your ass is here, 

and we gave you a turn to jump. So, I’m going to figure out a way to make sure that you 

have to jump through hoops in order for you to stay here. So, the rope went up and I got 

my invitation to attend, right? and I immediately jumped in, but to keep the pace every 

now and then I do get nic’ed on my leg, right? Whether it’s a microaggression that has 

been provided to me in some sense, whether it is you know, there’s been one time where 

an award was awarded to me, and they were like… you know we want you to share this 

award with a white male. That’s one of the nic’s that hit me. It’s like man, it doesn't 

matter what I do, how successful I am, how many acronyms are behind my name, etc... 

There will always be a time where I can’t keep the pace. So, to get in where you fit in is 

basically, I must always keep the pace, but there are often times when Black and Brown 

people end up dropping out of these programs because we can’t keep the pace. The rope 

is still hitting them, and they keep getting nic’ed and after a while they get tired of it, and 

they like to hell with this game. That’s why 4.1 percent of Black people are counselors, 

but the majority, if you flip it and ask how many of us are clients. The nic can be similar 

to the whip. It keeps you in line. I want to make sure that it is some barrier for you, even 

if I have to create it (Lisa, 2022, pp. 31-33). 
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Monica’s lived experience of get in where you fit in came at the expense of her most 

enjoyable part of the professions of counselor education, leadership, and advocacy. Monica 

described her experience:   

I found myself having to get in where I fit in with our Chi Sigma Iota chapter, even 

though I had, you know, a lot of experience with Chi Sigma Iota for my master's 

program. I had a great chapter in my master’s program. We had a lot of great 

programming. I came into our chapter at University of the Klan and saw that we were 

lacking, so that they didn't have certain workshops, they didn't have certain 

conversations, their chapter was stalling. I think that was in large part because they didn't 

have doctoral cohorts before my own really to take charge and there were a lot of 

transitions in a sense that a lot of master’s students were running that organization, but 

they change over every 2-3 years. There's no longevity. There's no stability. There's no 

true structure that they're following. And so, I was like, okay, well, I'm gonna sign up for 

Chi Sigma Iota and I'm gonna run for various positions. When I did it was like, oh, okay, 

well you can have it so long as you're willing to cooperate with this other white peer of 

yours. So, you can't just be a doctoral student rep on your own. You have to be a doctoral 

student rep alongside this white woman who had previously not even been in CSI. Who 

had no CSI experience, per her own admission. So, it's like Well, I'm actually qualified to 

do this on my own, but I have to share it, because we're giving out what consolation 

prizes? She’s allowed to do this because she's white? like what is her qualification for 

having this position or me needing to share this with her? So, in that, in that specific 

example is like, let me get in where I fit in, so that I can at least have a position. But I 

have to do it not on my own accord, not within the conditions that I would want for 
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myself. It's still that you know, you play the game, and you play along. You make nice, 

even though you don't want to for the sake of getting in where you fit in. I found that to 

resonate within the CSI Chapter for the last three years, where it was like, Okay, you 

could have this position and I was not nominated for position I didn't want, but for the 

love of CSI, and in excellence within the Counseling profession I played the role to better 

the chapter even though I could be, you know, President-elect or President, like I wanted. 

I was still allowed to be on the board and suggest programming, suggest opportunities for 

learning within our chapter that previously hadn't been done, and it was like well I'm 

getting in where I fit in. This may not be the means in which I wanted to do this. I may 

not have the position or the title that I wanted within this chapter, but I would get in 

where I fit in and make sure that we are creating some type of sustainable change. Or 

what I hope to be sustainable change, even if I'm not allowed to do it from the position 

that I believe I'm deserving of. A lot of getting in where I fit in came from leadership and 

advocacy within our department, yeah, but I will also note that that gets exhausting. And 

so, you just well, at least I externalized my leadership and advocacy, and my passion for 

that within organizations external of our department, of our university that would value 

my work. That would nominate me for the positions I'm qualified for. That would allow 

me to grow as a leader and not just say, ``Okay, well, you can be complacent in this 

spot.” (Monica, 2022, pp. 36-38). 

When probed of her experience of getting in where she in, Michelle shared: 

I mean, I feel like it's, this is not going to answer the question in the way that you'd like. 

But what comes to mind is I feel like that's the story of my life. I feel like I'm always 

doing that. I'm trying to figure out a specific time when I wasn't, like when was I not 
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trying to get in where I fit in? Like that's more of a question to me, for me personally. 

When was I not (Michelle, 2022, p. 19)? 

Michelle went on to detail an experience, similar to Monica’s, regarding funding and 

assistantships, sharing: 

So that was one of my first experiences, where you know you have to apply for or 

express your interest in graduate assistantships or whatever, and there was no roadmap, 

nobody gave me information, like specific information on how to do anything, and so I 

just knew that I had heard some way, maybe there was something written or something 

sent to me about assistantships and it was like just contact this faculty member about 

assistantship. So, it sounded like assistantships were available and it sounded like I just 

needed to contact this person and when I contacted the person, I knew that I was on it. 

Like I was on it! I remember contacting them and they just said you know, “we don't 

have any assistantships available.” We don't have teaching assistantships, we don't have 

graduate assistantships, we don't have anything. So, I was like, okay, well, I just got this 

email asking about that and this is my first Summer, like this is still over the summer. So, 

it went out in the Spring before the Fall. So, I'm trying to get myself situated as we move 

into Fall. So, at the time I didn't think twice about that. I was like okay well I missed an 

opportunity. But I did not know that faculty member and their history with women and 

black students and I'll get to that in a little bit. So anyway, I just took it. They sent me 

something, but they said no. Okay. So that was that. Then I found out later that that 

particular faculty member has problems with people of color and women as well 

(Michelle, 2022, pp. 22-24). 
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Brittney described her experience of getting in where she fits in as “building the plane 

while I’m flying it” (Brittney, 2022, p. 19). Brittney shared, “it’s so much insider knowledge. 

While I am here, I’m just figuring it out. I’ve had to learn everything as I go. Just figuring it out” 

(Brittney, 2022, p. 19). Another participant shared their lived experience of having to get in 

where they fit in in their CE program at an HWI when it came to research. As mentioned in a 

recent account participant Dr. Timetable shared her experience of no guidance when it came to 

research. She felt that her peers were receiving opportunities from faculty to engage in research 

while she was not. She described: 

So, here's the thing. Memory is all about research, research, research, research. Now, 

remember this first year, you know I had no guidance, but others in my cohort were being 

pulled into research teams and just getting all this great understanding of how to become 

a better writer. Here I am year one still trying to figure this thing out, you mean I’m 

supposed to go and do what? So, I had no guidance. And then I have to find these 

research teams, so that I can be a part of the research team outside of just student 

research. But that's how I felt, displaced. No one reached out to me. No one is reaching 

out to me. Why is there no one reaching out to me? It is because I’m this black female in 

society and they already said and I'm this angry black female and, of course, a dark 

complex too, and maybe I don't smile enough, maybe I am not knocking on their office 

door enough saying hello, and you know what else do I need to do to feel included (Dr. 

Timetable, 2022, p. 23).  

Dr. Sia discussed her experience with getting in where she fits in when it came to 

presentations, research, and publications in her program. Dr. Sia explained: 
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I can definitely say I had to get in where I fit in when it came to presentations and like 

authorship of publications and things. I'm talking about like order of authorship and 

things. I might have been credited last, but I was the one who contributed the most 

amount of work (Dr. Sia, 2022, p. 21).  

In this section participants were able to name ways in which they have had to get in 

where they fit in at their HWI. Participants discussed what I found were commonalities in their 

experiences of not being provided the same resources and not being presented with research and 

teaching opportunities that White students are, and how faculty purposely create barriers for 

Black students to succeed. All counter stories shared within this theme highlight how oppressive 

systems manifest themselves at HWIs and work to marginalize Black students. Each experience 

discussed in this section illuminates either how whiteness as property or the permeance of racism 

is consciously or unconsciously displayed towards Black students within CE program at HWIs.  

Monica’s experience describes the tenant of whiteness as property in that she was made to share 

a position with a White colleague, despite her feelings of being overqualified for the position. 

Lisa’s experience describes the tenant the permeance of racism in that she had to navigate 

microaggressions and racism within her program at Red, White, and Blue University. However, 

despite the experiences that the participants in this study have faced, they keep going, which is a 

true indication of the strength and resilience that many Black students display in the face of 

challenge and adversity.  

You Just Gotta Keep Going. Despite participants describing that navigating their CE 

programs at a HWI has been a difficult feat, they do not see themselves giving up. Attributing to 

the resilience factor of Black students to obtain their degree. Resilience refers to the capacity to 

recover from or adapt to difficult and challenging life circumstances (Benard, 1991). Educational 
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resilience refers to the capacity to succeed in school despite exposure to personal and 

environmental adversities (Wang & Gordon, 1994).  

Monica shared how important it was for her to press forward although she felt 

traumatized by her experiences in her program. Monica shared, “I want to do this for my 

students. I want to show up and be representative” (Monica, 2022). Monica then went on to share 

how she loves the profession, but questions if she is signing up for a lifetime of trauma. Monica 

explained: 

I will say that I love the profession. I will say that I still want to be a representation for 

other Black students. I still love it, but it does make me question, do you like pain? Are 

you signing up for a life of unhappiness, just for wanting to do what brings you joy? My 

joy, my passion for teaching, my passion for research, my passion for clinical work, that 

shouldn't have to come with me selling my soul. Or should not have to be rewarded with 

trauma. Am I signing up for a lifetime of trauma by going into this field? And it's sad 

because I haven't even entered the field fully. I have not taken a job and yet I'm already 

considering leaving for my own mental health, for my own wellbeing, for my own desire 

to be authentically myself as a black woman as Monica, even if it is not at University of 

the Klan. I'm already thinking of escape routes because of how my program has affected 

me (Monica, 2022, p. 36).  

Brittney discussed the factors of her resilience by sharing: 

I'm not going to lie to you. I truly feel like I can conquer anything! I have never felt like 

anything was handed to me in life. I know I’ve had to work for everything, but this just 

affirms to me that I deserve to be in every room that I am in. I have fought hard if not 

harder than the people that are in here, but it also reminds me of my why. I am doing this, 
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so the next generation of students don't have to encounter this. For all the bad things I can 

say about my chair, what keeps me motivated is that prayerfully I will be in that role, and 

I will be the complete opposite because I know what it feels like to be on the other side of 

it. Can't nobody tell me that I did nor earn this degree because I fought for this (Brittney, 

2022, p. 27).  

Lisa mentioned that while navigating her program has been a badgering challenge, she 

plans to finish by any means necessary. Lisa expressed: 

I’m getting out of the program by any means necessary. I wear my Malcolm X shirts to 

class and while this program has been a hassle, to be honest, it is, it is an honor to be in 

here.  I'm doing what my ancestors could not do and that's what helps motivate me and 

continues to keep motivating me to acknowledge, whether or not you are prepared to be 

in a place where you may be the only one, or you could potentially be a token. You need 

to have that come to Jesus moment with yourself before you even enroll because the fact 

of the matter is you get here the experience comes to you and you, you become very 

anxious very tired very upset and you can't withstand sometimes, like you literally can't 

continue on to the next leg of your life and then you become angry. I've already paid the 

price. I moved away from my family and friends to an isolated area. I’ve already started 

paying the price. There's no way in hell, they will have to drag me out like, I mean drag 

me. They have to physically pick me up out of my bed and drag me to another state. Put 

me in the car seat belt me down, driving 100 miles away from here.  Drag me out of the 

Program. There's no way in hell because I’ve already paid for this degree in blood, sweat, 

tears distress, microaggression, discrimination, Isolation. I’ve paid the price already. So, 

there's no reason for me to backtrack now. I'm also, I'm not only doing it for myself, but 
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I’m also doing it for the people who probably could come after me. I'm doing it for the 

people who have not seen a black doctor in their neighborhoods. I'm doing it for people 

who maybe I'm going to have access to after I get out of here. I have to do it for them 

first, anything else really doesn't matter (Lisa, 2022, pp. 39-41). 

Dre who described an overall positive experience at Red University also expressed the 

need for resilience in Black CE students at HWIs. Dr. Dre expressed, “I think, from a mental 

standpoint, it takes a lot of resilience and just a lot of motivation to continue to go through a 

doctoral journey, so I salute you future Dr. Carter” (2022, p. 24).  

Characteristics of higher education institutions, student communities, and interpersonal 

relationships all play key roles in the development of academic resilience (Luthar et al., 1993). In 

this section, participants were able to discuss their motivating factors for continuing their 

doctoral journey while facing challenges and barriers. Many participants stated that they have 

decided to endure so they can be the change needed in the profession. Or that representation that 

they currently desire. Others stated that they are doing this for their communities or love for the 

profession. That is what keeps them going, knowing that one day their sacrifice will make a 

difference in another Black student’s experience.  

Conclusion  

 The findings in this chapter highlight the ways in which Black CE students’ experiences at 

HWIs are impacted through lack of Black faculty and peer representation in their programs, their 

inability to form positive and meaningful relationships with faculty who are not of the same race, 

the lack of support they receive from faculty and advisors, and the lack of cultural sensitivity and 

cultural competence often displayed at the hands of faculty and peers. The themes of this study 
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denote the lived experiences of Black students at HWIs and puts into perspective the challenges 

and barriers that they must conquer to receive their doctoral degree.  
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CHAPTER FIVE 

 DISCUSSION 

Introduction    

In Chapter 1, the researcher discussed the Statement of the Problem surrounding Black 

doctoral CE students’ experiences at HWIs, highlighting that while there is a growing desire to 

attract Black students in CE programs, retaining Black students, conceptualizing their 

experiences in the context of race, and providing a positive experience tends to fall short. 

Chapter 1 provided the significance of the study which sought to provide further support for 

counselor education faculty, supervisors, and advisors to support the optimal Black counselor 

educator experience at HWI’s, to aid in the increase of retention rates, and to promote degree 

attainment of Black doctoral students in counselor education. Additionally in Chapter 1, research 

questions, operational terms and definitions and the researcher identity was outlined.   

  Chapter 2 outlined the current literature surrounding Black doctoral CE students’ 

experiences, while highlighting the fact that literature is minimal surrounding the topic. The 

chapter went on to explore current themes in literature that impacts Black doctoral CE student 

experiences including retention, faculty support and social connectedness, representation, racial 

microaggressions, cultural sensitivity, and advocacy, social justice, and inclusivity. Lastly, 

Chapter 2 introduced Critical Race Theory was utilized to further explore emergent themes in the 

study. Chapter 3 outlined the methodology of the study by exploring the research design, 

recruitment and participant selection, interview protocol, data collection procedures, data 

analysis procedures, trustworthiness, and limitations.
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Chapter 4 introduced participants of the study and emergent themes: (a) for me it was 

convenience, familiarity, or default, (b) faculty and peer representation are important because? 

(c) we know that all skinfolk “ain’t” kinfolk, (d) faculty support and connectedness, (e) white 

faculty lack cultural sensitivity and competence, (f) I’m always getting in where I fit in, and (g) 

you just gotta keep going. Lastly, in this chapter I discuss the results, provide implications and 

suggestions for CACREP-accredited CE programs at HWIs, and explore how future research can 

assist in the knowledge production regarding this topic.  

Discussion of Results  

The purpose of this study was to explore the lived experiences of Black doctoral CE 

students at HWIs to provide further support for counselor education faculty, supervisors, and 

advisors to support the optimal Black counselor educator experience at HWI’s, to aid in the 

increase of retention rates, and to promote degree attainment of Black doctoral students in 

counselor education. An analysis of interview data revealed commonalities in Black students’ 

negative experiences at HWIs. Chapter 5 provides a summary of the findings of the study 

describing how when applied to educational studies, CRT provides marginalized students a voice 

by revealing their personal narratives of oppression, liberation, and resilience (Espino, 2012; 

Solórzano & Yosso, 2001; Taylor et al., 2009). 

The goal of this study was to answer the overarching research questions: How do past or 

present Black counselor education (CE) doctoral students describe their experiences at 

historically white institutions (HWI’s)? and how were past or present Black counselor education 

(CE) doctoral experiences shaped by faculty and advisor support? To answer the overarching 

research questions, I utilized three tenets of Critical Race Theory, (Delgado, 1995; Tate, 1997) 
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the use of counter-storytelling, the permanence of racism and whiteness as property to help 

conceptualize the importance of race in educational experiences.  

Five of eight participants described their experiences as challenging and traumatic due to 

several barriers that limit their success and minimize their experiences in CE programs at HWIs. 

Participants described some of their negative experiences within their program and ways in 

which they impacted their experience within their programs at HWIs. Lisa, Monica, Brittney, 

and Dr. Sia explicitly spoke to several challenges they have faced while obtaining their CE 

degree from an HWI. Participants were able to share their experiences regarding inequality in 

resources readily available to Black students such as funding, publishing opportunities, research 

opportunities, and having to navigate white privilege, racism and microaggressions from faculty 

and peers. Monica spoke to the experience of feeling that she must work a double shift as Black 

women in her program at a HWI and that it is not their focus to graduate Black students. 

Each participant cited the ways in which faculty and peer representation are important to 

their doctoral experience. Many participants described that having likeness in their program 

offered them a layer of security or allowed them to be their authentic self around individuals who 

shared their identities. This finding reiterates that of literature review as it supports the notion 

that when Black students discover people who look like them and can identify and resonate with 

their counter stories in shared spaces, they feel most comfortable in response to their marginality 

(Curry, 2011). This finding should add to the counselor education literature by naming specific 

ways that representation can impede or aid Black CE student’s experiences at HWIs.  

Many participants declared that lack of support from faculty was a contributing factor to 

the challenges and barriers faced in their program. Participants described the lack of intention 

when it comes to support of Black students versus that of White students and how that shaped 
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their doctoral experience. For example, Monica’s experience of seeking funding to remain in her 

program and citing that she felt abandoned by faculty who “got me here but had no intention to 

keep me here” (Monica, 2022, p. 23). Similarly, Lisa also implied that the lack of support she 

received from White faculty in her program shaped her doctoral experience in stating that while 

she had support in the beginning of her program, as she progressed and gained more knowledge, 

she felt that she became a threat. During Ashley’s interview she explicitly stated, “I would not 

recommend Southview University to minority students due to the lack of faculty and advisor 

support I received” (Ashley, 2022, p. 17). Subsequently, the literature and findings from this 

study noted that the educational satisfaction, the intellectual self-concept, student learning and 

academic success are all significantly influenced by the interactions Black students have with 

faculty (Cole & Jackson, 2005; Cole, 2007; Lundberg & Schreiner, 2004; Cole & Espinoza, 

2008; Pascarella & Terenzini, 2005).  

The efforts faculty make to support students have often predicted students' academic 

performance and engagement. Faculty support including expressions of care and respect have 

also been associated with positive feelings toward and emotional commitment to an institution 

(LaMastro, 2001) as well as improved academic performance (Torregosa et al., 2016). Quality 

faculty advisement and support are important because faculty and advisors help students 

understand and navigate their institutions, make connections between academics and future 

goals, and feel connected to the institution (Drake, 2013). These are contributing factors to 

student success. 

 The use of counter-storytelling was utilized to highlight how the permanence of racism, 

and whiteness as property informed the findings of this study. Participants were able to provide 

insight into their lived experiences as Black doctoral CE students at HWIs through sharing their 
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stories and naming their realities. The Permanence of Racism asserts that racist hierarchical 

structures influence all structures, including education (Tate, 1997). By investigating this tenant, 

I was able to highlight how oppressive systems manifest themselves at HWIs and impact Black 

student experiences. By centering direct accounts where the permanence of racism was visible or 

invisible, allowed participants to name their lived experiences of racial microaggressions, 

discrimination and racism in their CE programs. Whiteness as property was used to identify how 

racism was not just an ideology of prejudice and power, but that it directly resulted in visible and 

invisible discrepancies between White and racially minoritized students in their CE programs at 

HWIs (Brown et al., 2003; Lipsitz, 1995). Through counter-storytelling participants were able to 

cite their experiences of encountering White faculty and peers who lack cultural sensitivity and 

competence. Several participants cited the use of microaggressions at the hands of White faculty 

and peers that were often not addressed. However, despite the experiences participants faced at 

their HWIs, degree completion was still the goal, alluding to their resilience and desire to 

overcome.  

Implications 

While there is minimal literature in counselor education informed by CRT, this study 

adds to the extent of knowledge and research on the lived experiences of Black CE students at 

HWIs. Additionally, it also provides several implications and suggestions that should be 

explored by current CE faculty, staff, advisors, supervisors, and mentors. This exploration of 

Black CE students counter-narratives should serve as a call to aid to help promote the optimal 

experience for Black CE students, to promote an increase in retention efforts, and promote 

degree attainment. 
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This study was conducted in large part due to my personal experience and the gap in 

counselor education literature related to the experiences of Black CE students at HWIs. 

Participants were clear on the ways in which faculty, supervisors, advisors, and mentors could 

better support them in their degree attainment, help provide a better experience and support them 

in their educational pursuits. It is important to understand the ways in which race impacts Black 

student experiences, including a lack of faculty and peer representation, cultural insensitivity and 

help seeking behaviors such as support.  

Counselor education programs should actively seek to racially and culturally diversify 

their programs so that a more diverse group of doctoral students can emerge. As gatekeepers of 

the profession, we are training the next clinicians, professors, and supervisors. With racial 

disparities and stigmas among mental health providers and services for minorities, it is vital that 

counselor education programs recruit and retain Black students to combat the stigma. Based on 

the findings of this study, to combat that stigma counselor education programs at HWIs should 

successfully produce Black clinicians and scholars, by equipping them with the knowledge and 

skills necessary to properly address mental health concerns in minority communities. HWIs 

should also provide Black students in counselor education programs equitable resources and 

opportunities to engage in research surrounding topics that impact the Black community, and 

actively engage in anti-racist practices that could negatively impact the experiences of Black 

students in CE programs.  

The seven themes in this study highlight the lived experiences of Black CE students in 

their programs. The importance of faculty and peer representation during one's doctoral journey 

was an essential part of success in programs. Having likeness of faculty and peers that share 

similar identities as Black students allows them to connect with their faculty and creates a safe 
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space. Likewise, the lack of faculty and peer representation created barriers for students to 

succeed in their programs. As a result, there are fewer faculty of color. An implication would be 

the hiring of more diversity and representation of Black and minority faculty in counselor 

education programs at HWIs. The CACREP (2016) mandate to improve diversity and 

multiculturalism within counselor education and supervision programs will continue to be 

elusive, if doctoral programs are not able to address the factors that lead to attrition amongst 

minority students. 

Participants in this study also discussed the importance of faculty support in their 

doctoral experience, with many participants citing that the lack of support received from White 

faculty or Black faculty. This lack of support from Black faculty falls into the category of all 

skinfolk “ain’t” kinfolk, which has been their toughest challenge to overcome. A study by 

Lindberg and Schreiner (2004) on over 4,500 various master level and doctoral level students 

found that quality of faculty/student relationships and support significantly predicted learning 

outcomes for students of all ethnic groups. However, given the oppression of minority students 

in spaces such as HWIs, faculty support is of high importance. CE faculty can better support 

their Black students by scheduling regular check-ins, creating anonymous needs-based surveys to 

assess their needs, and providing Black students with equity in resources such as funding, 

research, and publishing opportunities.  

Black students' experiences outside of academia is an important factor in how they 

navigate the academy. In America, Black individuals face racism, oppression, and discrimination 

on a daily basis (Solorzano et al., 2021). Having faculty members who understand and 

conceptualize Black students in a culturally sensitive manner impacts their experiences at HWIs 

(Solorzano et al., 2021). Students should not experience racial microaggressions, racism or 
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discrimination during their doctoral programs, no matter the institution. In the already strenuous 

and rigorous process of obtaining a Ph.D., using  time and energy to combat racism and 

microaggressions takes away from students’ enjoyment and success. Faculty and peers should be 

mindful of the ways they approach and engage with minority students. Faculty should also be 

mindful of ways in which their pedagogy and research can minimize Black student experiences. 

Faculty not incorporating Black scholars, researchers, and Black students' research interest into 

their teaching and research practices, create a disservice to the profession and to Black counselor 

education students.  

Contributions  

This study hoped to make several contributions to the existing body of literature that 

exists as it relates to a vital and growing population in the counselor education profession. There 

is a dire need for success, increased retention, completion rates and degree attainment for Black 

CE students in their programs at HWIs.  

Future Research      

At the conclusion of this study, I thought of ways I and other scholars could engage in 

future researchers surrounding this topic. Considerations such as  mixed method research 

approaches are useful. This approach could be done by first administering a survey to distinguish 

disparities in Counselor Education programs at both HWIs and HBCUs. Using a comparative 

analysis would help to identify differences in the experiences of Black students at HWIs 

compared to those at HBCUs. However, to incorporate a comparative analysis, one must include 

Black students enrolled in specialty programs like rehabilitation counseling, community 

counseling, and school counseling. This type of research should not be exclusive to only 

examining doctoral students. Research about the retention of Black faculty in counselor 



  83 

 

education programs is necessary. Many participants mentioned the turnover rate of Black faculty 

in their programs. Thus, future scholars should explore and recommend ways to retain all 

doctoral-level faculty and to increase diversity among counselor educators.  

Conclusion  

In this study, I explored the lived experiences of eight participants at CACREP-

accredited Counselor Education programs at HWIs. While current literature focuses on 

challenges Black students face within their programs at HWIs, this research adds to the literature 

by focusing on Black CE students’ experiences. Seven themes emerged from the data analysis: 

(a) for me it was convenience, familiarity, or default, (b) faculty and peer representation are 

important because, (c) we know all skinfolk “ain’t” kinfolk, (d) faculty connectedness and 

support, (e) white faculty lack cultural sensitivity and competence, (f) I’m always getting in 

where I fit in and, (g) you just gotta keep going.  

Convenience, familiarity, or default was a deciding factor on where participants decided 

to obtain their degree, with several participants stating that the lack of CACREP-accredited 

programs at HBCU ultimately was the reason they chose their HWI. The lack of faculty and peer 

representation was a barrier tied directly to Black students' experiences in this study. Many 

participants stated that it was important to have likeness in their faculty or someone who could 

relate to their experiences. In addition, challenging or unsupportive relationships with faculty 

was an additional barrier for students who were already feeling overburdened by their doctoral 

program. Faculty can play a significant role in counterbalancing the structural inequalities and 

challenges that are in place for Black students in CE programs at HWIs by building relationships 

with students, engaging them in learning, and offering helpful campus resources (Guzzardo et 

al., 2021).   
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Researchers  have noted that interactions with faculty benefit students socially because 

students feel a greater connection to college and sense of belonging (Cotten & Wilson, 2006; 

Komarraju et al., 2010; O'Keeffe, 2013), leading to an increase in retention and degree 

attainment and overall experience. This study is a starting point for future research. It is my hope 

that this research can be used as a vital instrument to challenge the status quo, unbind racism, 

white supremacy, and restructure the future lived experiences of Black students in counselor 

education programs at HWIs. 
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APPENDIX B 

 

Informed Consent 
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APPENDIX C 

Recruitment Email 

Dear Counselor Education Doctoral Students and Counselor Educators, 

I hope you are taking care during these times! My name is Shanice N. Carter, MA, NCC and I 

am a fourth-year doctoral candidate in Counselor Education and Supervision at the University of 

Alabama. I am inviting you to participate in a research study entitled Get in where you fit in: A 

Qualitative Study on the Experiences of Black Doctoral Counselor Education Students 

Attending Historically White Institutions. 

This study will examine the experiences of past and current Black doctoral students in counselor 

education. 

This study is approved by the Institutional Review Board (IRB) at The University of Alabama. 

IRB # 22-01-5335 

To qualify for this research study, do you as a participant: 

(a) identify as a past or current Black doctoral student in counselor education? 

(b) is (or was) your program CACREP accredited? 

(c) is (or was) this program at a Historically White institution (HWI)?  

Your agreement to participate in this study will require your completion of an informed consent 

and a preliminary confidential questionnaire. Your completion of these documents does not 

guarantee your participation in this study. You will be contacted within 48 hours of submitting 

the forms to discuss your eligibility in participating in this research study. If you do not qualify 

for this study, please consider forwarding this information to others who you believe might be 

interested. 

Your completion of this study will result in a $10 eGift Card of your choosing.

If you have any questions, feel free to contact principal investigator, Shanice N. Carter, MA, 

NCC at sncarter1@crimson.ua.edu  and/or my faculty advisor, George Mugoya, Ph.D., 

gmugoya@ua.edu.
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APPENDIX D 

Recruitment Invitation 
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APPENDIX E 

Preliminary Questionnaire 
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APPENDIX F 

Timeline 

  

Activity Task Analysis Timeline 

1) Recruit research 

participants 

Email current Counselor Education 

departments. Email research study invitation, 

preliminary screening, IRB protocol and 

informed consent to all willing participants. 

Screen and select participants. 

February, 

2022 

2) Schedule interviews 

with willing participants 

 Send follow-up emails to respondents. Thank 

potential participants for their time. Schedule a 

2-hour time slot for selected participant 

interviews 

February-

March 

2022 

3) Conduct interviews Conduct interviews during designated time 

(recorded via Zoom). Send follow-up email to 

thank participants for their time. Schedule 

follow-up interview (if necessary) 

March 

2022 

4) Analyze interview data Transcribe audio-recorded interviews. Code 

and Identify themes/meaning for each 

individual participant. Merge themes across 

participants. Create a synthesis of meanings 

and essences of the Black CE experiences at 

HWI’s. Member check/reflection - ask 

participants if their voices were captured 

accurately by asking them to review the 

themes found in the data 

March 

2022- 

April 2022 

6) Submit for 

publication/dissertation 

defense 

Defend dissertation May 

2022 
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APPENDIX G 

 

Qualitative Interview Guide (Current Students)  

What University do you attend (pseudonym)? 

 

What year are you in your program? 

 

Have you ever attended a university that wasn’t an HWI? If so, what university and can you tell 

me about that experience with as much detail you remember? 

 

I want you to think of the moment you decided to apply to this institution for your doctoral 

degree. Can you tell me about the process of applying with as many specifics as you can?  

 

Did you apply to any other universities and were you accepted? If so, can you tell me what made 

you choose this university for your Doctorate in Counselor Education? 

 

I want you to think of a moment when faculty support, having it or not, was important to your 

doctoral experience and tell me about that in as much detail as possible.  

 

I want you to think about faculty and peer connectedness, as a student, explain to me in as much 

detail as possible how that matters to you.  

 

Take a moment and think about the racial make-up of your department. (the number of Black 

students and faculty). Talk to me about how faculty and peer representation matters to you as a 

student at an HWI.   

 

I want you to take a moment to think of what it is like to be a Black student attending a 

Historically White Institution and the experiences you have had in relation to this study (Get in 

Where you fit in) and tell me about that in as much detail as possible.  

I want you to think about the challenge(s) you have faced in your program and tell me about 

those challenge(s) in detail. If you feel that no challenges have occurred please feel free to 

express that in detail as well.  

 

Can you tell me in detail what is it like to try to overcome that/those challenge(s) at a 

Historically White Institution as a Black student?  

 

Think about the aspects of your department's culture and ways in which cultural sensitivity and 

cultural competence impact your experience. In as much detail as possible, tell me how that has 

matters to you?
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In as much detail as possible, tell me what do you wish you had known before attending this 

university?   

 

Lastly, what advice would you give prospective students looking to attend the same program? 
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APPENDIX H 

 

 Qualitative Interview Guide (Past student or Graduate) 

 

What University did you attend (pseudonym)? 

 

What year did you graduate?  

 

Have you ever attended a university that wasn’t an HWI? If so, what university and can you tell 

me about that experience with as much detail you remember? 

 

Did you apply to any other universities and were you accepted? If so, can you tell me what made 

you choose this university for your Doctorate in Counselor Education? 

 

Are you currently in a faculty or staff role?  

 

If so, where? And how long have you been in that role? 

 

In as much detail as possible can you speak to me about some of your experiences in that role? 

 

I want you to think back to your experiences as a student. I want you to think of a moment in 

your program when faculty support, having it or not having it, was important to your doctoral 

experience and tell me about that in as much detail as possible.  

 

If you can, take a moment and think about the racial make-up of your department (the number of 

Black students and faculty). Talk to me about how faculty and peer representation mattered to 

you as a student at an HWI.  How has that mattered to you as a faculty or staff member? 

Can you tell me about a time when you might have felt the racial make-up of your program did 

or did not impact your experience in as much detail as you remember? 

 

I want you to think back to what it was like to be a Black student attending a Historically White 

Institution and the experiences you have had in relation to this study (Get in Where you fit in) 

and tell me about that in as much detail as possible.  

 

I want you to think about the challenge(s) you faced in your program and tell me about those 

challenge(s) in detail. If you feel that no challenges occurred, please feel free to express that in 

detail as well.  

 

Can you tell me in detail what is it like to try to overcome that/those challenge(s) at a 

Historically White Institution as a Black student?
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Think about the aspects of your department's culture that you remember and ways in which 

cultural sensitivity and cultural competence impacted your experience. In as much detail as 

possible, tell me how that has mattered to you.  

 

In as much detail as possible, tell me what do you wish you had known before attending this 

university?   

 

Lastly, what advice would you give prospective students looking to attend the same program?  
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FIGURE 1. 

 

Participant Demographics  

 

 

Participant Age Gender University Status 

Dr. Dre 35 Male Red University Graduate/Faculty 

Brittney 29 Female Bringston 

University 

Student 

Ashley 29 Female Southview 

University 

Student 

Lisa 34 Female Red, White, and 

Blue University 

Student/adjunct 

professor 

Michelle 44 Cisgender 

Woman 

North State 

University 

Student 

Monica 28 Female University of 

the Klan 

Student 

     

Dr. Timetable 52 Female Memory 

University 

Graduate/Faculty 

Dr. Sia 41 Cisgender 

Female 

Progressive 

Pioneer 

Research 

University II 

Graduate/Faculty 

 


