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Introduction
United States (U.S.) Census Bureau data (2012) revealed that more than one-third of residents
belong to culturally and linguistically diverse (CLD) populations, with projections suggesting that
this number will increase to more than half of the population by 2044 (Colby & Ortman, 2015).
Cultural and linguistic diversity involves a number of factors: for example, language, race,
ethnicity, gender identity, age, and religion. Cultural diversity often coincides with linguistic
diversity, which is defined by the variations of speech and linguistic characteristics such as dialect,
and/or the ability to speak more than one language or dialect (American Speech-Language-Hearing
Association [ASHA], 2017b). An increasingly diverse population has coincided with an increase
in multilingual homes: 20% of the population over the age of five speaks a language other than
English at home (U.S. Census Bureau, 2013). These statistics contrast substantially with
membership data of ASHA, which reported that 8% of its members identified themselves as
belonging to a racial or ethnic minority group (ASHA, 2017a). Of those, 5.3% of members
identified their ethnicity as Hispanic or Latino, which is significantly below the 17.4% of the U.S.
population (Colby & Ortman, 2015). The lack of diversity in ASHA also extends to gender, with
4.7% of ASHA members identifying as being male (ASHA, 2017a). By the end of 2017, only 6%
of members indicated they met the ASHA definition of bilingual service provider. This group
speaks 78 languages other than English, and 64% are Spanish-language service providers (ASHA,
2018). As such, there is great demand for speech-language pathologists (SLPs), audiologists, and
bilingual clinicians from underrepresented groups (Council of Academic Programs in
Communication Sciences and Disorders [CAPCSD] and ASHA, 2015; Kritikos, 2003; Saenz,
Wyatt & Reinard, 1998).
The New York City (NYC) metropolitan region presents a worthy example of the increasingly
diverse population of the U.S.; the city exhibits rich culturally, linguistically, and ethnically diverse
populations, and houses the institution where this current study was conducted. Moreover, NYC
has a large number of school-aged children identified as “English Language Learners” (ELLs),
representing more than 160 different home languages which contribute to the linguistic diversity
of NYC. The top languages spoken by ELLs in NYC public schools include Spanish (61.8%),
Chinese (14.2%), Bengali (4.2%), Arabic (4.2%), Haitian Creole (2.3%), Russian (2.1%), and
Urdu (1.9%) (NYC Department of Education, 2015). The obvious impact of this growing
linguistically diverse population combined with a not-quite-diverse group of communication
sciences and disorders (CSD) professionals (ASHA, 2018) raises questions about the availability
and accessibility of those who are skilled in providing culturally and linguistically appropriate
services. The situation in NYC, with a diverse population coinciding with a shortage of similarly
diverse CSD service personnel, serves as a microcosm to demonstrate a key deficiency seen
nationally. A substantial percentage of NYC ELL students (21.6%) are identified as having
disabilities and are receiving special education services (NYC Department of Education, 2015).
This raises questions about potential misdiagnoses of students with CLD backgrounds, consistent
with concerns raised previously (ASHA, 2017b). There is, therefore, a great continuing demand
for CSD services provided by those who can properly assess and treat a client who speaks a
language other than American English (ASHA, n.d.).
Issues of Diversity in Graduate Programs and Professions in CSD
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University programs in CSD have not kept pace (ASHA, 2016b) with the trend towards increased
diversity in higher education in the U.S. (U.S. Department of Education, 2013). ASHA
membership has historically lacked diversity and is changing at a slow pace. As previously stated,
the U.S. Census data (2013) revealed that 27.6% of the population were of a racial minority, while
ASHA (2017a) reported only 8% of its membership of similarly diverse backgrounds. Gardner
(2008) suggested that there is a “normative type of ‘mold’ that has persisted” (p.126) in graduate
and doctoral programs. In the case of CSD, as seen in the demographics of the current ASHA
member reports, this normative mold would be comprised of female (95.3%), white (92%), and
monolingual providers (94%) (ASHA, 2017c). This differs from the increasing ethnic, cultural,
and linguistic diversity seen in the US (ASHA, 2016b; Litosseliti & Leadbeater, 2013). Those
underrepresented CLD students who are not fitting into this “mold” may be discouraged from
pursuing a CSD career (Gardner, 2008).
Two facts have highlighted the need to increase diversity in the CSD professions: the varying
linguistic communicative abilities of a diverse population served by CSD professionals, and the
lack of diversity amongst ASHA members. Clients and their family members may feel a sense of
kinship with an individual of the same cultural and/or ethnic background, particularly if s/he is
additionally familiar with their native language and can communicate needs freely without fear of
being judged negatively (Harry, 2002). In order to address the void seen amongst professional
ranks, it is important to first examine diversity within the academic programs and to identify those
barriers which may limit recruitment and retention of CLD students who will ultimately populate
the profession. The demographic report indicates a small increase of minorities enrolled in CSD
programs in recent years. For example, the percentage of minority students enrolled in SLP
programs had been 13.6% (2010-2011) and modestly increased to 15.8% (2012-2014) and later
17.11% (2014-2015) in more recent years. Similarly, enrollment of minority students in AuD
programs actually slightly dropped from 10.3% (2010-2011) to 9.8% (2014-2015). ASHA (2002)
established a three-year Focused Initiative on Culturally and Linguistically Diverse Populations.
Graduate programs in CSD were subsequently asked to evaluate their programs for successful
recruitment, retention, and career transition strategies in order to increase the number of
underrepresented minority students. Since onset of this initiative in 2002 (ASHA, 2002),
proportions of Hispanic/Latino membership more than doubled (from 2.5% in 2002 to 5.3% in
2017), Black/African American membership increased (from 2.1% in 2002 to 3.5% in 2017) and
White membership decreased from 95.1% to 92% (ASHA, 2017a) in the same timeframe.
However, male membership continued to decrease from 1997 (8.3%) and 2002 (6.9%) to 2017
(4.7%, ASHA, 2017a). While these changes reflect a trend towards increased diversity in the
professions, they are slow and well below the rates at which CLD groups are represented in the
general population. A limited diversity increase has been documented from 2002 to 2015 (ASHA,
2016a), and there remains a discrepancy in the amount of diversity when comparing the student
population in undergraduate and graduate CSD programs (CAPCSD and ASHA, 2018). In order
to address this discrepancy, those needs and barriers which may hinder potential graduate school
candidates must be identified and then considered when devising recruitment strategies and
retention measures (CAPCSD and ASHA, 2015; Saenz et al., 1998). ASHA (2013) identified a
number of factors which may deter CLD graduate candidates from success, such as financial
barriers, graduate admissions requirements which often include standardized tests (i.e., GRE), and
lack of diversity in the target programs. The admissions processes of CSD graduate programs are
quite competitive (CAPCSD and ASHA, 2015), typically requiring a high grade-point average
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(GPA) and GRE score in addition to strong letters of recommendation (Polovoy, 2014). These
requirements may become more challenging to minority students, especially those who present
with low socioeconomic status (SES) and/or first-generation college students who may have
limited financial resources and academic preparedness (John & Stage, 2014; Simon, 1993; Spencer
& Castano, 2007), which may adversely impact graduate admission outcomes (Forrest &
Naremore, 1998). For those students who are not well prepared academically, demands of the
graduate program may result in higher dropout rates. Limited financial resources may additionally
present barriers by curtailing the number of graduate school applications and making important
academic supports such as tutoring and tuition/housing costs, unachievable. The GRE has been
shown to have a bias against minority students and those of lower SES; therefore a GRE
requirement may provide an unintended barrier for certain students (Spencer & Castano, 2007).
With an ethnically and culturally homogeneous student body in CSD graduate programs (Chang,
Sharkness, Hurtado, & Newman, 2014; Winkle-Wagner & McCoy, 2016), students who are not
part of the mainstream culture may not be attracted to the professions. These complex factors
present great challenges to recruitment and retention of individuals from diverse backgrounds in
CSD graduate programs and professions (Forrest & Naremore, 1998).
Role Models
Empowerment is crucial for minority and CLD students in higher education, since academic
programs are not always designed to meet the specific needs (e.g., limited financial resources and
academic preparedness) of such students and support them throughout their academic career
(Winkle-Wagner & McCoy, 2016). Role models are vital and have a powerful influence on an
individual’s development, beginning in childhood (Hurd, Zimmerman, & Xue, 2009).
Developing affiliations with peers and teachers from their own or other underrepresented
backgrounds, such as mentor-mentee relationships, would provide a positive impact and support
for underrepresented students for academic success (John & Stage, 2014; Winkle-Wagner &
McCoy, 2016). Previous research describes the important role of parents and close family members
as role models for children and adolescents (Drummond, Senterfitt, & Fountain, 1999; Hurd et al.,
2009). While college students may seek a role model who is based in an educational setting, many
instead prefer family members as their career role models (Karunanayake & Nauta, 2004;
Solomon, 1997). The lasting power of a role model was also previously reported in research on
older students. College students have an average of four different career role models, regardless of
their ethnic backgrounds, and those role models include friends, teachers, and celebrities. Role
models have different kinds of influence and can provide emotional and/or moral support such as
encouragement, guidance, and help in making decisions (Nauta & Kokaly, 2001). In particular,
family role models can have a long-lasting impact on academic success. Research revealed that
family attitudes towards education and parental involvement are highly influential on academic
success (Serbin, Stack, & Kingdom, 2013; Zhang, Hsu, Kwok, Benz, & Bowman-Perrott, 2011).
Previous research stated that when students choose non-family members as role models, they tend
to select someone of the same race (Karunanayake & Nauta, 2004; Solomon, 1997). Interestingly,
Tan (1995) showed that African American students preferred a role model with the same ethnic
background compared to the Asian American students, indicating different ideals towards role
models. While there is variability across members of any group and one should refrain from
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making assumptions about specific individuals based solely on this data, there are, however,
implications for student success based upon the availability of individuals who students may be
more or less likely to adopt as role models. It was suggested by John and Stage (2014) that
minority-serving institutions would be a discrimination-free, supportive environment by
identifying role models such as faculty of the same backgrounds (John & Stage, 2014; Thomas,
Willis, & Davis, 2007).
Barriers to Graduate Education
Socioeconomic status (SES) is reportedly one of the biggest predictors of academic and career
success (American Psychological Association, 2012; Serbin, et al., 2013). Students with a high
SES background tend to outperform those of low SES backgrounds (Smeding, Darnon, Souchal,
Toczek-Capelle, & Butera, 2013), possibly due to disparities in accessibility to resources and
opportunities (Spera, Wentzel, & Matto, 2009). When students have financial pressures and stress
associated with lengthy work schedules, they can consume hours which might otherwise be used
to focus on academics (Greene & Maggs, 2015). Related pressures can affect retention and
increased diversity in the professions (Chang et al., 2014). Chang et al. (2014) reported a large,
homogenous student population, and a significantly lower retention rate of Black and Hispanic or
Latino students than White/Caucasian or Asian students in college programs leading to STEM
professions. Similar to Science, Technology, Engineering, and Mathematics (STEM) programs,
CSD academic programs require graduate education and an increasingly competitive admissions
process (CAPCSD and ASHA, 2015; Polovoy, 2014). According to data from CAPCSD and
ASHA (2015), CSD graduate school admission often requires a high grade point average (GPA),
Graduate Record Examinations (GRE) scores, strong letters of recommendation, and well-rounded
experiences (e.g., research, extracurricular and volunteer activities) to enhance students’
applications (Polovoy, 2014). Lower SES status has also been associated with fewer college
applications, which could reduce the likelihood of acceptance. Even upon graduate program
acceptance, student decisions for choosing a school may be based on tuition or other financial
factors, which may make it less likely to attend one’s ‘first choice’ school (Association for the
Study of Higher Education, 2007). This may contribute to disproportionately lower representation
of individuals from CLD backgrounds in CSD programs.
In addition to being competitive, CSD graduate programs often require of students a lengthy time
commitment. Master’s programs in SLP usually require at least 2 years of full-time study to
complete while clinical audiology doctoral programs consume 3-4 years of full-time study (ASHA,
2016c). Including undergraduate coursework and, in some cases, post-baccalaureate coursework
which may be prerequisite to graduation admission, this can reflect a commitment of 6-9 years of
full-time college study prior to eligibility for professional employment. This timeframe presents a
challenging period in which students are often unable to obtain employment for several years,
which can increase financial barriers, particularly for those of low SES. This phenomenon is
increased not only for minorities in institutions which are predominantly white, but also for those
in minority-serving institutions (John & Stage, 2014). These factors may limit representation of
students from CLD populations in the professions (Henry, 2006) and result in ethnic, cultural, and
SES homogeneity in the student populations (Winkle-Wagner & McCoy, 2016).
The goal of the present study was to identify the factors which may contribute to success for
students from CLD backgrounds in the field of CSD. More specifically, it examined the
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relationship of the following factors between the groups of students from non-CLD and CLD
backgrounds: 1) role models, 2) financial support for education received from family and academic
outcomes (i.e., GPA), 3) emotional/moral support and academic outcomes (i.e., GPA) and/or
graduate admissions results, and 4) academic support and academic outcomes (i.e., GPA) and/or
graduate admissions results.
It is hypothesized that 1) alumni with CLD backgrounds had fewer role models who completed
formal higher education within their family than those from the non-CLD group, 2) alumni from
CLD backgrounds had reduced financial support compared to non-CLD alumni and the group of
alumni who received lower tuition support demonstrated lower academic outcomes (i.e., GPA),
and 3) alumni who have a greater emotional/moral support system and/or academic support during
college demonstrate better academic outcomes (i.e., GPA) and/or more successful graduate
admissions.
Methods
Participants
A survey was distributed to 347 alumni who had graduated from a specific undergraduate CSD
program within 5 years of the time of survey distribution. This program is located in a university
within NYC that is known for its diverse student population. The college is fed by richly diverse
populations in the communities of NYC surrounding the campus. Sixty-two individuals responded
to the survey, and only data pertaining to the completed questions (N = 57) were included. All
participants have at least a bachelor's degree; 13 alumni from non-CLD groups and 1 alum from
CLD group works as an SLP or audiologist.
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Table 1
Demographics - Age Distribution
Age range

% of total
participants
(n=57)

% of CLD
Group
(n=28)

% of non-CLD
Group (n=29)

20 - 25 years old

65%

57%

72%

26 - 30 years old

21%

18%

24%

31 - 40 years old

9%

14%

4%

41 + years old

5%

11%

0%

28 years old

25 years old

Mean age

Table 2
Demographics - Gender Totals

# CLD Group
Male
Female

# non-CLD Group

3

1

25

28
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Table 3
Demographics - Linguistic Background Distribution
% of
Monolingual
Participants

% of Multilinguals
Participants

Total participants

53%

47%

CLD Group

54%

46%

non-CLD Group

41%

59%

Race/Ethnicity
3%
White/Caucasian

12%

African American

14%

Latino/Hispanic

55%
Asian/Pacific Islander

16%
Others (e.g., Middle Eastern,
Egyptian)

Figure 1. Distribution of participant race/ethnicity
Materials
The survey was designed to obtain information about participants’ backgrounds (i.e., age, gender,
language, race/ethnicity, education, academic outcomes, graduate admissions, household income,
highest educational backgrounds, who earned the highest degree, family support for attending
graduate school, financial support for education, emotional/moral support, academic support, and
role model; See Appendix, the survey questions). The survey incorporated items that pertained to
alumni experiences in an undergraduate CSD program at a specific institution such as career plans,
access to advisement and service, perceptions of college, and their experiences. It consisted of
items which included semi-closed-ended questions, closed-ended questions, open-ended
questions, multiple choice questions (i.e., select one, select all and 4- to 8-point Likert-type scale),
and ranking questions (scale of 0-5). Prior to distribution, a version of the survey was provided to
a total of 10 undergraduate and graduate students to obtain input for validity. Additionally,
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feedback obtained from a focus group of students and alumni which preceded the study was
reflected in the draft of the survey questions. There were no experimental manipulations to the
survey questions; they were all self-report questions. The survey questions for background
information (e.g., race and ethnicity, language, financial status, education) were adapted from the
2010 U.S. Census (2010) and modified to address the data pertinent to the research questions. The
remaining questions were developed after review of survey instruments and the literature that
presented information on college students’ lives and experiences, including graduate admissions
(Cornell University Division of Budget and Planning, n.d.; Pace & Kuh, 1998; Steffani & Slavin,
1997).
Procedures
The data were collected via an online survey which was distributed to the participants via a webbased survey tool, SurveyMonkey (www.SurveyMonkey.com). Prior to distribution, the Principal
Investigators (PIs) obtained approval from the Institutional Review Board of the PIs’ institution.
Participants were provided with a link to the survey via email. They were allowed to skip questions
or return to them at a later time, being provided with an unlimited amount of time to complete the
survey. Once participants submitted the survey, they were unable to return to change their answers
or to take the survey again. The survey was confidential, as no names or related identifying
information was collected.
Results
Data Analysis
Descriptive and inferential statistics were used to determine racial/ethnic group tendency across
variables. Mann-Whitney U statistical test, the nonparametric alternative to the independent t test,
was administered to compare differences between two independent groups (Fay & Proschan,
2010). The data, such as that associated with ethnicity, is categorical data which is used to create
two groups: non-CLD and CLD. Assuming the sample was not normally distributed, the MannWhitney U statistical test was selected as the most appropriate option (Hollingsworth, Collins,
Smith, & Nelson, 2011). The results of the analyses were reported, including effect size.
In the analysis, non-CLD and CLD groups as well as financial, emotional/moral, and/or academic
support, served as the independent variables (IVs). Seven dependent variable (DV) groups were
associated with the following information about students: the highest level of education (by
mother, by father, and in the household), financial (i.e., tuition) support received or anticipated
receiving, the amount of emotional/moral, GPA as well as graduate admission outcomes (see Table
4).
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Table 4
Data Analyzed for the 4 Hypotheses: Independent (IVs) and Dependent Variables (DVs)

1) Role models

2) Financial
support
3) Emotional/
moral support

4) Academic
support

IV
CLD vs. non-CLD

DV
mother’s, father's, and the highest level of education
in the participant's household.
GPA

CLD vs. non-CLD
greater tuition and
less tuition support
CLD vs. non-CLD
amount of
emotional/moral
support
sought and/or
received academic
help

tuition support
GPA, graduate admissions
amount of emotional/moral support
GPA, graduate admissions

GPA, graduate admissions

In order to test the role of family role models, educational background was used because previous
research indicates that role models for children and adolescents are usually close family members
(Hurd et al., 2009), serve as academic role models (Hurd et al., 2009; Karunanayake & Nauta,
2004) and have a positive impact on their academic success (John & Stage, 2014; Winkle-Wagner
& McCoy, 2016). Moreover, children tend to follow the same path as family members who are
serving as their academic role models, and literature shows a link between parents’ educational
backgrounds and their child’s educational levels (Haveman & Smeeding, 2006; Spera et al., 2009).
Further, mothers who served as role models during the subject’s elementary school years remain
role models for an extended period, and this influence can last longer than that of fathers
(Drummond, et al., 1999). Therefore, the current study compared the highest educational
backgrounds of immediate family members (mothers vs. fathers, as well as the entire household).
Family Educational Backgrounds as Role Models
The highest level of education within the participant's household was compared between non-CLD
and CLD groups (see Figure 2). Statistical analyses indicated that when the non-CLD participants’
mother’s highest level of education (Non-CLD: Mdn = 3, Bachelors, masters and above), was
compared with those of CLD backgrounds (CLD: Mdn = 1.5, 1 = high school or less, 2 = some
college education less than associate degree), there was a significant difference between the two
groups (U = 263, p = .016; ŋ2 = .103).
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%

Figure 2. The highest level of education obtained by mothers: A comparison of non-CLD and
CLD groups

%

Figure 3. The highest level of education obtained by fathers: A comparison of non-CLD and
CLD groups
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When participant father’s highest level of education (Figure 3) was compared between these two
groups, there was a significant difference between the participants with CLD backgrounds (Mdn
= 1, high school or less) and non-CLD others (Mdn = 3, bachelor’s, master’s and above, U = 231.5,
p = .003; ŋ2= .157). These results indicate that both mothers and fathers of the non-CLD
participants indicated significantly higher educational backgrounds than those of participants with
CLD backgrounds. Mothers and fathers of those from the non-CLD group had more bachelor and
graduate degrees, and fewer instances of achievement below high school level than the respective
parents of the CLD group. Additionally, the mothers of the CLD students had a higher percentage
of obtaining “some” college education than the mothers of the non-CLD students, suggesting
possible withdrawal of enrollment prior to completion. These results indicate the limited potential
for parents to serve as academic role models for CLD students as opposed to non-CLD students.
As seen in Figure 4, a bachelor’s degree or higher was obtained by someone within the household
of most participants. Furthermore, CLD participants had fewer family members with higher
academic background than non-CLD participants (Non-CLD: Mdn = 2, master’s and above; CLD:
Mdn = 1, bachelor’s degree, U = 269, p = .020; ŋ2 = .099). It should be noted that the highest level
of education in the CLD alumni’s household was earned by either the alumni themselves, or a
sibling in many cases, whereas one-third of individuals with the highest level of education from
the non-CLD group was earned by someone other than the alumni themselves or a sibling.
Additionally, a comparison of GPA between these two groups indicated that the alumni from nonCLD backgrounds reported significantly higher GPAs (Mdn =3.8, M = 3.73) as compared to
alumni with CLD backgrounds (Mdn = 3.4, M = 3.44, U = 169.5, p = .001; ŋ2 = .195).

%

Highest education obtained in households:
Non-CLD vs. CLD

80
70
60
50
40
30
20
10
0
less than high high school some college
school
diploma
education

bachelor's
degree

graduate
degree

others

Non-CLD students' highest education level obtained in households
CLD students' highest education level obtained in households

Figure 4. The highest level of education obtained in households: A comparison of non-CLD and
CLD groups.
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Additionally, to obtain qualitative information regarding alumni’s role models, the question of
“who is your academic role model?” was posed. For this question, alumni were able to select all
of their role model(s) from the choices “coworker/colleague, relative, sibling, friend, mother,
father, spouse, professor/teacher.” CLD alumni (15.3%) reported that they had no role models
whereas 8.7% of those who are non-CLD stated that they had no role models. Furthermore, both
the CLD and non-CLD groups named various specific people (e.g., friend, family, relatives) as
their academic role models. Sibling (17.6%), friend (15.3%), professor/teacher (14.9%), and
mother (13%) were more frequent role models for the CLD group whereas mother (13%),
professor/teacher (11.1%), friend (8.7%), and father (6.6%) were popular role models for the nonCLD group (See Figure 5).

Figure 5. Academic role models of the participants. The x-axis of the figure indicates the
percentage, for each role model, reported by the participants.
Support
The majority of alumni (98%) reported that their families support and/or encourage pursuit of
graduate school. In the following sections, in addition to reviewing role model factor, the current
study examined financial, emotional/moral, and/or academic support alumni have sought and/or
received during undergraduate studies. It also investigated the relationship between these supports
and GPA, as well as graduate admission outcomes.
Financial support. The participants reported a wide range of a total annual household income,
spanning from a low of $6,000 to a high of $200,000. Regardless of income, the majority of the
participant’s families support and encourage the pursuit of a graduate degree. Moreover, the
current survey included a question, “While you were completing your undergraduate degree,
which of the following required a significant amount of your attention and care? (Please check all
that apply),” to which the participants responded as follows: part-time job (54%), full-time job
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(13%), sick or elderly family members (15%), children (8%), family members with disability (8%),
and none (27%). This result showed that the majority of the participants were in need of
maintaining at least part-time employment while completing their undergraduate degrees.
Alumni indicated the percentage of their total tuition support contributed by family to pursue their
undergraduate degrees and the data were compared between non-CLD and CLD groups (1: 0 10%, 2: 20-50%, 3: 60 -100% of tuition support). Statistical analysis indicated that alumni with
CLD backgrounds received significantly less tuition support for their undergraduate studies from
their family than did alumni with non-CLD backgrounds (CLD group: Mdn = 1, 0 - 10%, 2, 2050% vs. Non-CLD group: Mdn = 3, 60 -100%, U = 168, p = .003; ŋ2 = .181). Furthermore, the data
of alumni from non-CLD and CLD groups who received or anticipated receiving graduate tuition
support were compared (1: 0%, 2: 1-24%, 3: 25 -48%, 4: 50-74%, 5: 75-99%, 6: 100%). Alumni
from CLD backgrounds received or anticipated receiving significantly less graduate tuition support
than those from the non-CLD group (CLD group: Mdn = 1, 0% vs. Non-CLD group: Mdn = 3.5,
3 = 25-49%; 4 = 50-74%, U = 130.00, p = .032; ŋ2 = .106).
CSD graduate program admissions outcomes (1: not accepted, 2: currently in graduate school, and
3: completed graduate school) were scrutinized based on the amount of family tuition support,
revealing that the chance of acceptance was greater for those who received greater tuition support
from family (‘More tuition support group’: 50% or more of tuition) as compared to others from
the ‘Less tuition support group’ (‘More tuition support group’: Mdn = 2, M = 2.33, 2: currently in
graduate school, 3: completed graduate school vs. ‘Less tuition support group’: Mdn = 2, currently
in graduate school, M = 1.67, 1: not accepted, U = 138, p = .018; ŋ2 = .133). It should be noted that
there was no statistical difference in GPA between the ‘More tuition support group’ (Mdn = 3.7,
M = 3.78) and ‘Less tuition support group’ (Mdn = 3.7, M = 3.63, U = 279.5, p = .389; ŋ2 = .015).
Emotional/moral support. Alumni were asked to report emotional/moral support sought during
undergraduate and/or graduate studies and how they value emotional/moral support for academic
success. The majority of alumni considered their emotional/moral support networks to be of
importance to academic success (from “somewhat important” to “very important”: 98%). They
were also asked from whom they sought emotional/moral support. The majority of alumni sought
emotional support from a friend, family, mentor, and/or instructor, if needed (86%: from
“somewhat likely” to “likely”) and reported having a relatively strong emotional/moral support
system (82%: from “somewhat strong” to “very strong”). Whereas alumni reported that they would
seek emotional/moral support if needed, nearly half of alumni (47%) have reportedly sought
emotional/moral support, and 18% of alumni have not sought such support despite a reported need.
No significant difference was found in how the CLD (Mdn = 2, strong) and non-CLD (Mdn = 3,
very strong, U = 204, p = .066; ŋ2 = .072) alumni rated their amount of emotional/moral support,
indicating both alumni groups reported greater support of individuals from whom they can seek
advice. In addition, when alumni undergraduate GPA was compared to responses associated with
perception of emotional/moral support, those who reported having a greater amount of
emotional/moral support had a significantly better GPA (Mdn = 3.69) than others who reported
less support (Mdn = 3.42, U= 144.5, p = .014; ŋ2 = .127). Results also revealed a significant
difference in admissions outcomes depending upon the level of perceived emotional/moral
support. Participants who reported having ‘very strong’ to ‘strong’ emotional/moral support have

Published by ISU ReD: Research and eData, 2018

13

Teaching and Learning in Communication Sciences & Disorders, Vol. 2 [2018], Iss. 3, Art. 3

significantly better admissions outcomes (Mdn = 2, currently in a CLD graduate program), than
others who reported having “less than strong” emotional/moral support (Mdn = 1, not accepted/did
not apply to graduate school, U = 82, p = .009; ŋ2 = .201). In sum, although the current results
showed that there is no difference between the amount of emotional/moral support received
between the CLD and non-CLD groups, regardless of their backgrounds, when alumni received
greater amounts of emotional/moral support, their academic (i.e., GPA) and admissions outcomes
were better than those who received less emotional/moral support.
Academic support. The current results indicated that regardless of the CLD and non-CLD groups,
most alumni reportedly sought academic help (i.e., learning center, tutoring), or reported having
sought help, when warranted, during undergraduate and/or graduate studies. Although the majority
(94%) of the total participants reported that they would be “somewhat likely” to “very likely” seek
academic help in the future, only 22% sought help (i.e., learning center, tutoring) when they had
reported academic difficulty. A statistical result indicated no differences in GPA (U = 258, p
= .561; ŋ2 = .007, Sought help: Mdn = 3.60, M = 3.56 vs. Did not seek help: Mdn = 3.65, M = 3.59)
nor in admissions outcomes (U = 155, p = .336; ŋ2 = .029, Sought help: Mdn = 2, M = 1.9 vs. Did
not seek help: Mdn = 2, M = 2.16) between the groups of those who did and did not seek academic
help.
Overall, the current study revealed that financial support played important roles for alumni with
CLD backgrounds as compared to those from the non-CLD group. There was no difference in the
amount of emotional/moral support rated between the CLD and non-CLD groups. However, the
results indicated the greater amount of emotional/moral support made significant differences on
their academic (i.e., GPAs) and graduate admissions outcomes while seeking academic support
did not impact upon those outcomes.
Discussion
The purpose of this study was to identify factors that can contribute to the success of CLD students
within CSD programs and professions. More specifically, it investigated potential factors linked
to academic outcomes and/or graduate admissions of CSD majors who are from underrepresented,
diverse backgrounds.
Role Models and Academic Outcomes in CSD
The current study investigated the possible effect of role models on the participants’ academic
outcomes. Specifically, the educational levels of the participant’s immediate family were
examined by comparing the highest level of education attained by participants’ mothers and fathers
as well as the highest education level in the household from CLD and non-CLD backgrounds.
Although previous literature emphasized the importance of parents’ educational backgrounds, the
current study obtained information regarding the highest level of education earned in the
households in order to examine whether both the CLD and non-CLD groups had similar
educational role models (e.g., both had someone with college or higher educational background in
their households). The present study also found that the latter group perceived a greater impact
from exposure to an educational role model as compared to alumni with CLD backgrounds, and
results consistently demonstrated a higher level of education obtained from members of those non-
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CLD households. According to previous research, most college students choose family members
as their career role models; some may adopt family, friends, teachers, or celebrities as individuals
they choose to emulate (Solomon, 1997). As found in previous research, role models could
influence one’s life in various ways and provide emotional/moral support by guiding, encouraging
and helping one in making decisions (Nauta & Kokaly, 2001). In the current study, improved
academic outcomes (i.e., GPA) were also found among more alumni with non-CLD than CLD
backgrounds, which may be a reflection of the lack of, or limited number of, academic role models
among underrepresented, CLD students during undergraduate studies.
Previous research stated that children of family members serving as academic role models (Hurd
et al., 2009; Karunanayake & Nauta, 2004), and/or children of family members with higher
academic degrees, tend to follow the same path (Haveman & Smeeding, 2006). As previously
found, children of parents with limited educational backgrounds may not succeed to the same
extent as children of parents with college degrees. This may be due to limited financial resources
as well as a lack of opportunities to prepare children for academic success and higher education
(Spera et al., 2009), which may result in lower college retention rates (Chang et al., 2014).
Importance of Support Systems for Academic Success
Almost all participants reported feeling that their family supports and/or encourages pursuit of a
graduate degree; however, financial challenges appear to continue to be a factor for many. For
students at both undergraduate and graduate levels, alumni with CLD backgrounds received
significantly less tuition support from their family than those alumni with non-CLD backgrounds;
this corroborates the reported SES gap between underrepresented minority students and others
(Chang et al., 2014, Seymour & Hewitt, 1997). Considering significant differences in graduate
admissions outcomes between alumni with CLD and non-CLD backgrounds, it is likely that
greater financial challenges may have played a role in the less successful graduate admissions
outcomes. Students from CLD backgrounds demonstrate greater financial responsibilities, more
commonly resulting in a need to commit to employment (Chang et al., 2014, Seymour & Hewitt,
1997). Haveman and Smeeding (2006) indicated that when parents have a bachelor's degree or
higher, their income was greater, which subsequently allowed their children to become better
prepared for college. Parents’ education level and income appeared to have a significant impact
on a child’s accessibility to resources and opportunities for academic success (Hauser-Cram,
2009).
Beyond financial challenges experienced by underrepresented CLD alumni, the current study
explored the importance of emotional/moral support networks for academic success of the alumni
of the CLD and non-CLD groups. Regardless of their backgrounds both groups rated similarly the
amount of emotional/moral support which they received, and the majority reported that they would
seek emotional and/or academic support when they were in need of help. Although seeking greater
academic support appeared to have no impact on GPA or on admissions outcomes as compared to
those seeking less academic support, the positive impact of an emotional/moral support system
manifested as better academic and admissions outcomes of alumni who had greater support
regardless of their backgrounds (i.e., CLD vs. non-CLD). Therefore, based on the current findings,
securing a strong emotional/moral support system appears to be an essential element for academic
and future career success of college students.
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The authors of this following paper note that cross-cultural mentoring can be successful when
mentors are culturally competent (i.e., in the absence of same-culture mentors) (Davidson &
Foster-Johnson, 2001). When one has established emotional/moral support networks, the support
system could provide guidance needed for making important decisions to help overcoming
challenges such as a lack of, or limited amounts of, financial resources for pursuing education
which students from CLD may likely encounter (Chang et al., 2014, Spera et al., 2009).
Limitations, Future Research, and Implications
The researchers acknowledge some limitations in the current study. Data in the present study were
collected in an urban setting with a small sample size for both CLD and non-CLD groups.
Although the current study was distributed to a large group of alumni, due to the inability to reach
many (e.g., students became difficult to access upon graduation, as many no longer had been
accessing the email address which the program had on file), the response rate was low. Large,
urban centers are likely to support greater diversity than more sparsely populated cities across the
U.S. Therefore, the current results may not properly represent diversity as reflected in the U.S.
population. Future research is suggested in which a study is conducted to include a larger sample
size from multiple and varied institutions across the nation. According to the data from the U.S.
Census (2018), California, Texas, Hawaii, New Jersey, New York, New Mexico, Maryland,
Nevada, Florida, and Arizona are diverse in various ways. For example, Hawaii only has 22.1 %
White/non-Hispanic/Latino as compared to both New York and New Jersey which marked 55.8%
White/non-Hispanic/Latino. While both New York (30.7%) and New Jersey (30.4%) had a large
number of the population who speak languages other than English spoken at home (percent of
persons all 5 years + from 2012-2016), California (44%), New Mexico (35.4%), and Texas
(35.2%) had an even greater percentage of the populations who speak languages other than English
at home than New York or New Jersey (U.S. Census, 2018). Future research should investigate
differences across living environments (i.e., city, suburb, rural area) rather than limiting the study
to a particular region (i.e., New York City).
Moreover, because of the survey length, the questions were not posed more than once to avoid a
fatigue effect (Galesic & Bosnjak, 2009), but this also created a situation in which it was not
possible to confirm intra-rater reliability. A future study might develop a shortened list of items so
that the same subset of questions can be subjected to reliability measures.
A future study could present a similar survey to undergraduate students at the time of graduation
and follow those same participants longitudinally. This method will allow researchers to identify
factors which might be contributing to a successful career in CSD. Additionally, more detailed
information regarding gender and family structure can be obtained to explore additional factors
related to diversity and non-traditional families.
Based on current findings of the importance of role models, intervention strategies would focus on
efforts to hire more faculty members from CLD backgrounds so that they can serve as role models
to minority students. Finding similar cultural characteristics within one’s own role models could
also be important to self-perception and to finding a place of self in educational settings (WinkleWagner & McCoy, 2016). As found in the present study, many CLD students reported an instructor
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as their role models due to limited numbers of family members to serve in those roles; therefore,
increased access to faculty/instructor mentors can increase diversity in the CSD professions. As
previously found in the field of medicine (e.g., Cooper, Roter, Johnson, Ford, Steinwachs, & Powe,
2003; Laviest, & Nuru-Jeter, 2002), patients who receive care from physicians of the same race
reported greater satisfaction and positive affect than physicians of other races/ethnic backgrounds
and highlighted the importance of increasing diversity of physicians. Similarly, an increase of
diversity and client satisfaction with services in CSD is an important issue to be addressed in future
studies. Based on these current findings, having both a positive role model and a strong
emotional/moral support system are prerequisite elements for academic success and improved
graduate admissions outcomes. Previous research has also shown that students from low SES
backgrounds have less academic preparedness even before college, which would impact academic
outcomes and future success (Chang et al., 2014; Crisp, Nora, & Taggart, 2009). Therefore, it is
critical to provide guidance and moral/emotional support early (e.g., mentoring program,
personalized academic advisement) to support minority students to become competitive candidates
in the selective CSD application and admissions process. Since lack of financial support serves as
a great barrier for CLD students, it is essential to provide financial assistance (e.g., scholarships,
application fees) for those who participate in mentoring programs throughout their undergraduate
studies. These approaches would allow students from underrepresented backgrounds to receive
both academic and financial support to facilitate their career development and success in the CSD
field. Additionally, it is recommended that CSD programs consider implementing training for
current faculty and administrators so that these programs can better advocate to raise awareness
and to meet the unique needs of CLD students. Implementation of a program for provision of
emotional/moral support in addition to financial supports to increase retention will similarly create
opportunities to increase diversity. These institutional initiatives will help to support CLD students
and will ensure more diverse representation in university programs and in CSD professions.
Conclusion
The lack of diversity in CSD graduate programs and the profession could be due to various reasons.
Students from low SES who have limited financial resources are largely at risk for continuing
college education. Therefore, consistent financial support for admissions such as waivers of
application fees for students from low SES and/or CLD backgrounds as well as tuition support for
graduate education at the time of admissions decisions (e.g., tuition assistance packages to extend
to program completion) would largely assist students coming from financially disadvantaged
families. Waivers of application fees would help to expand the pool of CLD applicants to a larger
variety of programs and would, therefore, increase the likelihood of favorable admissions
outcomes for those from underrepresented groups. As previously reported, greater financial
responsibilities of those from low SES groups results in the need for employment to support
education, which may in turn negatively impact on academic success (e.g., GPA) (Chang et al.,
2014, Seymour & Hewitt, 1997). In general, students who are equipped with strong academic
preparedness and financial support demonstrate better college retention (Chang et al., 2014). To
increase the retention rate of CLD students moving from undergraduate to graduate studies,
institutions can offer not only academic and financial, but emotional/moral support, as well. As
revealed in the present study, finding a place in a program and establishing a sense of belonging
could be critical for retention. Graduate programs can create a supportive environment which can
be enhanced by offering mentorship programs and/or role models for students from
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underrepresented minorities. These multidimensional supports would be important additions for
CLD students to have successful admissions and a career in the field of CSD.
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Appendix
Survey questions.
How old are you? Please enter your age in years. (fill-in)

Gender: (multiple choice)
What is your ethnicity? Please select all that apply. (multiple choice)
Did you attend graduate school in SLP or AuD? (yes/no)
What is your total annual household income (including your wages if you are employed)?
(fill-in)
What is your mother’s highest level of education? (multiple choice)
What is your father’s highest level of education? (multiple choice)
What is the highest level of education obtained in your household? (multiple choice)
Who has earned the highest level of education in your household? (multiple choice)
To what extent does your family support and/or encourage attending graduate school?
(Likert scale)
What percent of your total tuition for your undergraduate degree did your family provide?
(fill-in)
For graduate school tuition approximately what percent would/did your family provide?
(multiple choice)
What was your cumulative GPA upon completion of your undergraduate CSD degree? (fillin)
How would you rate the strength of your emotional/moral support system? (i.e. friends,
spouses, teachers, family that you can talk to about stress, issues, or seek advice,
encouragement, etc.) (Likert scale)
How important did you feel having an emotional/moral support system has been for your
academic success? (Likert scale)
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Have you previously sought academic help (i.e., tutoring, Learning Center, individual
instructor advisement, etc.)? (multiple choice)
How likely are you to seek academic help in the future, if needed? (Likert scale)
Have you previously sought emotional support (i.e., personal counseling, from a friend,
instructor, professional, family member, mentor, etc.)? (multiple choice)
How likely are you to seek emotional support if needed (this could be from a friend,
instructor, professional, family member, mentor, etc.)? (Likert scale)
Who is your academic role model? Please select all that apply if you have more than one.
(multiple choice)
Which graduate programs did you apply to? (fill-in)
Which graduate programs were you accepted to? (fill-in)
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