
 
 

ABSTRACT 

BARBER, BRITTANY RENEÉ. A Phenomenological Approach Exploring the Experience and 
Persistence of Millennial Black Women Faculty in Counselor Education. (Under the direction of 
Dr. S. Raymond Ting). 

The purpose of this transcendental phenomenological study was to understand the lived 

experiences of millennial Black women counselor educators and what contributed to their 

persistence in their roles as counselor educators. For this study, the millennial generation 

included the birth years 1979-1994. Black Feminist Thought was utilized to guide this study and 

was utilized as a descriptive tool to capture the experiences of millennial Black women counselor 

educators. The research questions of the study were “What are the experiences of millennial 

Black women counselor educators?” and “What contributes to their persistence as millennial 

Black women in counselor education programs?” This study included six millennial Black 

women counselor educators within CACREP-accredited programs who were selected through 

criterion and snowball sampling. Semi-structured interviews were used to collect the data. A data 

analysis spiral was used to capture the essence of the experiences. The data analysis included a 

priori coding that was guided by Black Feminist Thought, descriptive, emotion, process, and 

evaluation coding were also used. From the data, five main themes and their corresponding 

subthemes emerged.  

The findings of this study indicate that millennial Black women counselor educators have  

nuanced experiences within their roles, which highlight areas of transformation within counselor 

education programs. The experiences included complexities related to their academic 

preparation, challenges within their roles, academic activism, and the influence of being a part of 

the millennial generation. Their persistence as counselor educators was due in part to the 

perceived impact on students, teaching classes that they are passionate about, and receiving 



 
 

mentoring. The findings of this study yielded implications for practice, limitations of the study, 

and recommendations for future research. The theoretical implications of utilizing Black 

Feminist Thought were also provided in connection to the findings of the study. 
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Chapter 1: Introduction 

Chapter Introduction 

  There has been continued progress related to increasing diversity and inclusion within 

higher education settings and increasing the presence of Black women (Wilder et al., 2013). 

However, among faculty, Black women do not represent a large mass; they make up 2.9 % of all 

faculty, and White women faculty represent 32.1 % of faculty. (Wilder et al., 2013). Black 

women continue to have unique experiences within the academy due to several interlocking 

oppressions (Wilder et al., 2013). According to Labaree (2012), schooling in America has a 

historical context to solve all social problems. These social problems may include but are not 

limited to unjust treatment due to differences in religion, inequities across gender, unfair 

treatment due to differences in social class, and racism and discrimination. From this notion of 

schooling being the solution to social problems, systemic problems are perpetuated, and social 

inequities are maintained. In connection to schooling in higher education, considering the 

experiences of counselor educators, especially those historically and presently excluded from 

these spaces as faculty and students, such as Black women, seems worthwhile in addressing 

systemic problems that are perpetuated at the higher education level. 

Background of the Problem 

 The American Counseling Association (ACA) is one professional organization that 

provides ethical standards for professional counselors to uphold. The mission of the ACA is “to 

enhance the quality of life in society by promoting the development of professional counselors, 

advancing the counseling profession, and using the profession and practice of counseling to 

promote respect for human dignity and diversity” (ACA, 2014, p.2). According to the ACA Code 

of Ethics, Section F. 11. b entitled “Student Diversity”: 
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Counselor educators actively attempt to recruit and retain a diverse student body. 

Counselor educators demonstrate commitment to multicultural/diversity competence by 

recognizing and valuing students' diverse cultures and abilities in the training experience. 

Counselor educators provide appropriate accommodations that enhance and support 

student well-being and academic performance. (p.15) 

 This ethical standard highlights the importance of recruiting and retaining a diverse 

student body. According to Mirick and Wladkowski (2020), attrition from doctoral programs in 

the United States is high, with 40-60% of students not completing their programs. Students from 

underprivileged populations may face even more challenges contributing to attrition (McBain, 

2019). Black students have an added burden of encountering race-based exchanges while 

pursuing their graduate degrees (McBain, 2019). It seems plausible that the experiences of 

minoritized students may influence their retention or attrition within a program. While the code 

of ethics acknowledges the importance of having a diverse student body, being adequately 

prepared to support a diverse student body is essential.  

This preparedness may include having diverse faculty. According to the ACA Code of 

Ethics section F. 11.a. entitled “Faculty Diversity,” “counselor educators are committed to 

recruiting and retaining a diverse faculty” (ACA, 2014, p.15). According to the National Center 

for Education Statistics (2020), in the fall of 2018, 40 % of full-time faculty were White men, 35 

% were White women, seven percent were Asian/Pacific Islander men, and five percent were 

Asian/Pacific Islander women. Of the remaining full-time faculty, three percent were Black men, 

Black women, Latinx men, and Latinx women. Within CACREP accredited programs, 28.33 % 

of full-time faculty were White men, 43.01 % were White women, 1.15 % were Asian American 

men, 2.88 % were Asian American women, 4.11 % were Black men, and 10.4 % were Black 
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women. While the racial demographic makeup in higher education has excluded some groups, 

higher education is experiencing a demographic shift as more millennials pursue faculty 

positions as faculty from earlier generations retire (Kilber et al., 2014; O’Meara, 2013). 

Counselor education has a history of redefining counselor educators’ identities influenced by 

external factors (Lloyd et al., 2010). With a shift in demographics, it seems plausible that a shift 

in expectations, characteristics, and ways of doing will follow. According to Taylor and Keeter 

(2010), the Pew Research Center released a report that suggests that millennials are more 

comfortable advocating for themselves, having progressive beliefs about society, and function in 

a more optimistic perspective with an internal definition. Seminal work on the millennial 

generation completed by Howe and Strauss (2000) identified seven traits to define the millennial 

generation. These traits included: special, sheltered, confident, team-focused, conventional, 

pressured, and achieving (Howe & Strauss 2000). It seems worthwhile to consider the 

characteristics of Black women millennial faculty and if these characteristics may influence their 

experiences within counselor education programs. Encompassing faculty diversity may also 

include generational diversity and other factors such as race and gender. 

Statement of the Problem 

 Black women statistically have earned more degrees at higher rates than Black men; this 

further supports the necessity of ensuring their experiences are worthwhile and kept at both the 

student and faculty level (Wilder et al., 2013). Only three percent of faculty positions nationwide 

are held by Black women, despite the percentages of Black women obtaining degrees (Ryu, 

2010). According to CACREP (2017), 10.4 % of full-time faculty positions in counselor 

education were held by Black women. Because there is limited extant published literature 

exploring Black women faculty's experiences in counselor education, the possibility of having 
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foundational knowledge toward influencing a transformative change in protocols or policies that 

perpetuate racism and oppressive systems is also limited. The experiences of millennial Black 

women faculty and how they navigate their roles as faculty in counselor education are limited in 

the literature. According to McChesney and Bichsel (2020), the median age of tenure-track 

faculty is 49. The median age of tenure-track faculty further highlights the importance of gaining 

insight into the experiences of millennial faculty, including their challenges and contributors to 

persistence. Gaining insight into the experiences of millennial faculty may be beneficial in 

making progress toward transforming and shifting historical practices in higher education that 

are no longer beneficial. Amplifying the voices of Black women millennial faculty may validate 

their experiences and provide insight into their challenges and successes that may differ or be 

similar to previous generations of faculty. Increased knowledge of their interpersonal challenges 

invites the opportunity for practical strategies to be implemented on a micro level which may 

ultimately impact the recruitment and retention of Black women who pursue roles in academia 

within counselor education. The retention of Black women faculty within counselor education 

may impact enrollment of Black students within counseling programs, diversifying the number 

of Black counselors available for people of minoritized races. Exploring the experiences of 

millennial Black women faculty within counselor education programs is one step closer toward 

upholding the ethical standards of the profession that promote student and faculty diversity. 

Rationale for the Study 

 There is a paucity in the literature on the lived experiences of millennial Black women 

counselor education faculty. This study will seek to better understand the lived experiences of 

millennial Black women faculty within counselor education. While previous studies have 

explored the experiences of Black women faculty (Alfred, 2001; Chambers, 2012; Jones & 
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Osborne-Lampkin, 2013; Pittman, 2010; Porter et al., 2020), they do not focus on a specific 

generation, such as millennials. Limited extant literature has explored millennial faculty and their 

experiences as faculty within higher education non-specific to discipline. While professor rank is 

often associated with seniority, there is less representation among women and those belonging to 

racially minoritized groups in senior academic positions (McChesney & Bichsel, 2020). It is 

worthwhile to explore the experiences of women who belong to a racially minoritized group and 

may not be well represented in higher ranks, contributing to the outsider-within construct of 

BFT. Exploring these experiences may provide perspective on areas of improvement that may 

make progress toward upholding faculty diversity standards.  

Lewis-Flenaugh et al. (2019) assert that exploring the experiences of young Black 

professionals is significant because it influences advancing social justice education within higher 

education. As the demographics of higher education continue to shift, there is an increase in 

millennials taking on faculty and staff positions (Strawser and Carpenter, 2019). According to 

Strawser and Carpenter (2019), millennials will challenge the status quo of higher education. In 

this context, the status quo could include dismantling oppressive practices and developing a more 

inclusive and supportive academic space, specifically counseling education programs. Lewing 

and York (2017) examined millennial faculty’s engagement in service-learning. However, their 

study did not focus on millennial Black women faculty within counselor education programs. 

Exploring the experiences of millennial Black women faculty within counselor education is an 

opportunity to better understand their motivation for pursuing a role, transition to a faculty 

position, and what contributed to their persistence. Contributions to persistence may assist in 

retaining and recruiting Black women faculty with consideration to the historically exclusive 

setting of higher education.  
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   Lester et al. (2021) explored the experiences of Black women faculty in counselor 

education; critical race theory (CRT), a race-based theory, was used to frame the study. In 

alignment with the future research recommendation provided by Lester et al. (2021) which 

included using a gender theory, exploring the lived experiences of millennial Black women in 

counselor education through the lens of Black feminist thought (BFT) articulates the subjugated 

knowledge that is silenced within social institutions (Hinton, 2010). Exploring these lived 

experiences, with BFT as the framework, may assist in understanding and acknowledging the 

barriers Black women encounter within institutions of higher learning with consideration to their 

salient identities, such as race, and gender.  

Purpose of the Study 

 This phenomenology study aimed to explore the lived experiences of millennial Black 

women faculty in counselor education. The purpose was to understand their lived experience as 

millennial Black women counselor educators and what contributed to their persistence in their 

roles as counselor educators. Through the exploration of their transition into a faculty role and 

maintaining their roles, the shared and individual difficulties that Black women have faced and 

continue to engage in within academia were acknowledged in hopes of making progress toward 

addressing issues that impede their experiences. These experiences may impact the retention and 

representation of Black women within counselor education programs with generational 

considerations. This increased understanding of their experiences and contributors of persistence 

may assist in developing efforts in retaining other current Black women counselor educators or 

provide insight for the preparation of Black women doctoral students who are considering 

pursuing a faculty position within counselor education. This study may also assist in providing 
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insight on the recruitment efforts and retention tactics that can be utilized or shifted within 

counselor education programs in effort to align with shifting demographics. 

 This qualitative phenomenological study is essential because it contributes to the 

literature by exploring the experiences of millennial Black women faculty in counselor education 

and adds to Black feminist discourse within academia. This study also validated the participant’s 

experiences as it relates to being a millennial Black woman faculty member within counselor 

education through challenging the status quo. It also provided insight into potential shifts that 

can assist in retaining faculty of diverse backgrounds, specifically Black women. This research is 

important because it could potentially address underlying problems within counselor education 

that may play a role in contributing to the lack of representation of Black women faculty. This 

lack of representation may impact Black women students in counselor education, affecting and 

impeding diversity within the counseling profession. A limited representation may limit students 

from pursuing certain degrees, which could lessen the number of counselors from diverse 

backgrounds, influencing the number of people seeking professional counseling services.  

Theoretical Framework 

 The theoretical framework used for this study is Black Feminist Thought (BFT). BFT as a 

theoretical framework strongly aligned with this study because of its centering and empowering 

of Black women’s voices and experiences, the purpose of resisting intersecting oppressive ideas 

and practices, emphasis on collective knowledge and individuality, and an aim to find ways to 

escape, survive, or oppose social injustice (Collins, 2000). Patricia Hill Collins developed BFT 

in 1990, a critical social theory that describes the unique oppression commonly experienced by 

women of color (Hein, 2017). BFT comprises four dimensions: lived experience as a criterion of 

meaning, the use of dialogue to assess knowledge claims, the ethics of caring, and the ethic of 
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personal accountability (Collins, 2000). BFT addresses the oppression of Black women through 

the unique intersections of race, class, and gender within the matrix of domination and 

emphasizes resistance. According to Hein (2017), women of color in the United States workforce 

experience a feeling of belonging without genuinely belonging. This experience is an example of 

the outsider-within concept from BFT. Other key constructs of BFT include the matrix of 

domination, controlling images, and self-definition. While there are several other features and 

tenets of BFT, the aforementioned key constructs will be further defined. 

 The matrix of domination addresses the intersection of oppressions that Black women in 

the United States experience (Collins, 1990). There are four domains within the matrix of 

domination which are structural, disciplinary, hegemonic, and interpersonal (Collins, 2000). 

Controlling images are symbolic negative images and ideas that inaccurately portray Black 

women. To combat these negative controlling images, BFT emphasizes the concept of self-

definition. Collins (1990) identifies self-definition as the power to redefine one’s reality and 

resist negative controlling images. Therefore, self-definition exemplifies one of the forms of 

resistance and empowerment that BFT aims to promote. 

 BFT has been used to highlight the obstacles Black women students in higher education 

have encountered (Walkington, 2017). BFT has also been used to explore Black women faculty 

and the process of seeking tenure and promotion, evaluations, and departmental climates 

(Walkington, 2017). BFT has been used as a methodological and interpretive lens to help identify 

some tensions for Black women within academia (Henderson et al., 2010). While extant 

literature supports the effectiveness of BFT being used to explore the experiences of Black 

women, BFT is ideal for this study because one of the aims of BFT is to resist oppression 

through practices and ideas (Collins, 2000). This study aimed to better understand the essence 
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experiences of Black women faculty and focused on understanding their strategies of persistence 

in their roles. BFT also addresses recent suppression patterns, namely symbolic inclusion 

(Collins, 2000). For this study, a current pattern of suppression relates to an increased focus on 

diversity and inclusion within higher education without transformative changes that could 

potentially enhance the experiences of Black women as a result of symbolic recruitment and 

retention efforts. BFT aligns with the phenomenological research design. BFT emphasizes being 

simultaneously subjective and objective, which is stressed by bracketing as the researcher within 

a phenomenological study. 

Significance of the Study 

 The significance of this study is related to the low representation of Black women faculty, 

resulting from the recruitment and retainment efforts within counselor education programs that 

may influence the overall experiences of Black women faculty. By bringing increased attention 

to these experiences, relative to challenges and strategies of persistence, leaders within higher 

education may have increased opportunities to develop more effective recruitment and retention 

efforts. There is a gap in the literature within counselor education that focuses on Black women 

faculty across rank and institution types. There is less literature about Black women faculty who 

are millennials. By centering Black women faculty who are millennials, the significance of the 

study increases as their identity of being a millennial provides context to their experiences in 

connection to historical implications of exclusion within higher education settings. It allows 

comparative insights into previous generations' experiences as discussed in extant literature.  

 There is limited literature on practical recommendations that may address some barriers 

Black women faculty may experience within academia. This study is significant in contributing 

to the literature related to exploring the experiences of Black women faculty within counselor 
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education programs to explore their persistence, which may benefit other Black women 

counselor educators or doctoral students interested in the professoriate. In addition, this study 

may contribute to the literature and assist in increasing awareness of and developing practical 

strategies for addressing the influence of low recruitment, low retention, and the experiences of 

Black women faculty within counselor education. Finally, while adding to extant literature that 

focuses on Black women faculty is significant, focusing on those who are millennials increases 

the significance of this study. 

 Exploring the experiences of millennial faculty could offer a unique perspective on the 

experiences of Black women counselor educators in connection to the extant literature and assist 

in transformative change for ongoing generations. While the demographic shifts are taking place 

in higher education and older generations are retiring from their positions (Kilber et al., 2014; 

O’Meara, 2013), exploring millennial faculty experiences and strategies of persistence may help 

make progress within counselor education as it relates to generational differences. Additionally, 

making progress toward change within counselor education as it relates to recruiting and 

retaining Black women counselor educators is one step toward upholding the ethical expectation 

of faculty and student diversity within the counseling profession.  

Research Questions 

The research questions for this study are: 

1. What are the experiences of millennial Black women faculty in counselor education? 

2. What contributes to their persistence as millennial Black women faculty in counselor 

education programs? 

 These research questions were identified to learn more about the experiences of Black 

women faculty. These questions also address the identification of challenges and direct factors 
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influencing their persistence. This study aimed to better understand Black women's experiences 

in counselor education programs and what has motivated them to persist as faculty. 

Amplification of their voices, as well as identifying existing modes of coping, may be beneficial 

for future students who pursue faculty roles within counselor education. In addition, exploring 

their experiences may help increase accountability for those in leadership roles to actively 

dismantle the interpersonal barriers encountered by those with multiple minoritized identities 

within counselor education programs. 

Definition of Terms 

The following terms will be used in this study: 

Black: A person having origins in any of the Black racial groups of Africa. This includes people 

who self-identify their race as Black or African American (U.S. Census Bureau, n.d.). For this 

study, Black and African American are synonymous. 

Faculty: Faculty refers to adjuncts, instructors, assistant professors, associate professors, or full 

professors employed at part-time or full-time status.  

Lived Experience: Lived experience represents understanding a participant’s experiences and 

decisions and the knowledge gained from those experiences and choices (Given, 2008). 

Millennial: Considering the lack of a unified birth year range to classify a millennial, millennials 

for this study will include individuals born between 1979 and 1994 (Myers & Sadaghiani, 2010).  

Women: For this study, women will include individuals who self-identify as a woman, including 

cis, trans, nonbinary, and genderqueer women.  
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Chapter Summary 

 Chapter 1 introduces the problem of exploring the experiences of millennial Black 

women faculty within counselor education programs. First, background information on the 

problem and the historical implications of schooling and higher education was discussed. Next, 

the purpose of the study is provided. Next, the rationale, theoretical framework, research 

questions, and key terms were defined. Next, the significance of the study was discussed. 

Chapter 2 will review extant literature, including empirical studies with BFT as the theoretical 

foundation, Black and racially minoritized faculty experiences, counselor education, and 

millennial faculty. Chapter 3 will describe the method, research design, and procedures. Chapter 

4 will discuss and present the findings of the study. Chapter 5 will discuss limitations, 

implications, and recommendations for future research. 
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Chapter 2: Literature Review 

Chapter Introduction 

 In chapter 2, I describe and discuss Black Feminist Thought (BFT) and how it relates to 

exploring the experiences of Black women faculty within counselor education. Limited results 

were yielded upon searching for published peer-reviewed empirical studies about Black women 

counselor educators' experiences. The reviewed literature is generalized to encompass 

components of this study's topic. Literature was selected and considered relevant if its focus was 

on any of the following: Black faculty, counselor education, women faculty, BFT, or millennial 

faculty and within the last 25 years of being published. A literature search using the online 

database ProQuest with the terms “Black Faculty,” and “Black Faculty Experiences” yielded 

98,528 search results. Empirical articles that were outdated or did not include any of the 

aforementioned focus areas were not included in the literature review.  

The literature review is presented in the following order: I discuss the four dimensions of 

BFT. Next, I review literature on millennial faculty and its connection to BFT and Black women 

faculty. Next, I review empirical studies that utilize this study’s theoretical framework, BFT, to 

examine the experiences of Black women faculty to assist in informing this study. Next, I review 

prior studies related to the experiences of Black and racially minoritized faculty within higher 

education. Next, I review empirical studies that have been completed within counselor education. 

Lastly, I review previous empirical studies related to the experiences of women faculty within 

counselor education programs.  

Black Feminist Thought 

 According to Clemons (2019), positivistic methodological approaches have been used 

historically to distance researchers from communities and academic institutions. However, 
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qualitative research incorporating BFT by Black women researchers often highlights 

communities and their lived experiences (Clemons, 2019). This study aimed to amplify the 

voices of millennial Black women counselor educator faculty in alignment with highlighting the 

lived experiences of a community of millennial Black women faculty. Traditionally, the 

silencing of Black women’s ideas within social institutions has impacted how Black women 

construct their awareness of their destiny and self-definition as Black women (Collins, 2000). 

For this study, social institutions refer to educational institutions of higher learning. 

 While there are several features and tenets of BFT, the key constructs of BFT that were 

previously discussed in chapter one included the matrix of domination, controlling images, and 

self-definition. The matrix of domination explains issues of oppression through social 

classifications (Collins, 2000). Self-definition is a concept that assists in resisting the controlling 

images that are symbolic negative images that inaccurately portray Black women (Collins, 

2000). In addition to the selected constructs of BFT discussed in chapter one, four overall 

dimensions of epistemology contribute to the knowledge validation process of BFT. The four 

dimensions of epistemology further connect to this study’s topic as it enhances justification for 

the study to fill a gap in extant literature by expanding literature on the lived experiences of 

Black women faculty. Typically, the knowledge validation process is Eurocentric and masculine, 

making it difficult for scholars to justify a knowledge claim (Collins, 2000). The four dimensions 

within BFT that contribute to the knowledge validation process include lived experience as a 

criterion of meaning, the use of dialogue to assess knowledge claims, the ethics of caring, and 

the ethic of personal accountability (Collins, 2000).   
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Lived Experience as a Criterion of Meaning and the Use of Dialogue 

 Exploring the lived experience of millennial Black women faculty aligns with this 

dimension of BFT, which views lived experiences as a criterion of meaning. This dimension 

depicts two types of knowing: knowledge and wisdom (Collins, 2000). According to Collins 

(2000), Black women who know intersecting oppressions exist must have the wisdom to survive 

within the United States. Encompassing knowledge and wisdom from lived experiences 

increases the credibility behind the meaning of those experiences and how they can be helpful to 

others. BFT aims to create safe spaces where Black women can express their experiences and 

contribute as educators and activists (Clemons, 2019; Collins, 2000;). The use of dialogue 

implies humanizing communication between two subjects that invoke connectedness while 

challenging and resisting domination (Clemons, 2019; Collins, 2000). 

 The Ethics of Caring and Personal Accountability 

 The ethics of caring promotes the centrality of the knowledge validation process, which is 

completed through personal expressions, emotions, and empathy (Clemons, 2019; Collins, 

2000;). The ethics of caring has three interrelated components. These components include 

emphasizing individual uniqueness, appropriateness of emotions in dialogue, and developing a 

capacity for empathy (Collins, 2000). The ethic of personal accountability demands that personal 

knowledge claims are held accountable. Personal accountability of knowledge claims that are 

presented is simultaneously evaluating the individual’s character, values, and ethics (Collins, 

2000). Personal accountability knowledge claims suggest that the person making the knowledge 

claim is simultaneously assessed with the claims of knowledge, ideas, or experiences that are 

being shared. In summary, BFT helps understand how Black women faculty experience, adjust, 

and develop their coping strategies withing their roles as counselor educators. 
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Millennial Faculty 

 The review of relevant literature on this study’s topic yielded few results from published 

peer-reviewed empirical studies examining millennial faculty experiences. As mentioned in 

chapter one, from the search results, one extant study (Lewing & York, 2017) examines the 

experiences of Millennial faculty who engage in service-learning. Another empirical study that 

examines millennial faculty (Litchfield, 2016) compares faculty experiences with technology 

between millennials and baby boomers. One study (Lewing & York, 2017) will be reviewed on 

millennial faculty experiences. Their phenomenological study examined the experiences, 

motivations, and perceptions of millennial faculty who use service-learning. Howe and Strauss 

(2000) assert that the millennial generation is generally team-oriented, focused on egalitarian 

practices, and interested in community engagements. 

  There was a total of eight participants in the study, and they were from varying 

disciplines, including art, natural sciences, education, management and leadership, and 

psychology (Lewing & York, 2017). Of the eight participants, five self-identified as women, and 

three self-identified as men. The racial background of the participants was not provided. Three 

key findings emerged from the semi-structured interviews: the role of the undergraduate 

experience, an alignment with intrinsic motivations, and the perception of organizational fit 

within institutions that value service-learning and community engagement (Lewing & York, 

2017). Participants who participated in service-learning during their undergraduate experiences 

were more likely to utilize service-learning once they became faculty. Each participant in their 

study identified service learning as a requirement within their roles and expectations of service-

learning to be considered valuable for tenure and promotion (Lewing & York, 2017). While 

Lewing and York (2017) provide some insight into the experiences of millennial faculty and 
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service-learning experiences, it does not have direct connections to counselor education. The 

absence of studies focused on millennial counselor educators further supports the previously 

identified gap in the literature examining the experiences of millennial Black women faculty 

within counselor education.  

BFT and Millennial Black Women Faculty 

 According to West (2020), Collins asserts that Black women as outsiders within higher 

education settings may offer critical perspectives and identify patterns of practice that others 

cannot recognize because of their privilege as insiders. Exploring the experiences of millennial 

Black women counselor education faculty increases the opportunity for micro-level challenges to 

be identified and progress toward addressing and transforming those concerns. While there may 

be some shared experiences among millennial Black women faculty, individuality may impact 

their experiences. Collins (2000) asserts that the diversity among Black women regarding social 

class, sexual orientation, age, location, and other identities may influence how their experiences 

are perceived, interpreted, and addressed. According to Collins (2000), engaging in Black 

feminist research and scholarship addresses daily life and intergenerational realities. This further 

connects to exploring the millennial generation of faculty. It may provide insight into their 

experiences as Black women faculty in counselor education and address a gap in the literature.  

 According to Howard-Hamilton (2003), applying an appropriate theoretical framework 

for Black women can be challenging because many theoretical frameworks do not consider 

intersectional identities. Howard- Hamilton (2003) identified critical race theory and BFT as 

suggested choices of frameworks that may be appropriate for and applied to the concerns of 

Black women in higher education. BFT aligns with exploring the experiences of Black women 

faculty to amplify their voices, validate their experiences, and contribute to transformative 
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change for institutions and society through resisting intersectional oppression. The four 

dimensions connected to the knowledge claim process with BFT also are appropriate for this 

study and will be further discussed in chapter three. 

 BFT commits to addressing oppression and advocating for justice and social change 

among minoritized groups while centering Black women. Within BFT, the complexities of 

identities are considered and inclusive of identities beyond race and gender. BFT also 

acknowledges how oppression occurs at various levels, whether micro or macro. In connection to 

a participant focus composed of millennial Black women faculty, BFT may explain and describe 

their experiences within counselor education through centering and amplifying their voices. The 

use of BFT as the framework to better understand the experiences of Black women faculty 

within counselor education may progress efforts in social change relative to those in counselor 

education who are not a part of the dominant group. Components of the four dimensions of BFT 

help in informing the research process. The use of dialogue in semi-structured interviews may 

emphasize lived experiences and an opportunity for meaning-making of those experiences. 

Application of Black Feminist Thought in Research 

Faculty Experiences at PWIs and HBCUs 

 Research efforts that examine women and work should also explore the unique 

experiences women face regarding the intersection of race, class, and gender (Walkington, 

2017). Studies of Black women faculty focusing on predominantly White institutions (PWIs) and 

historically Black colleges and universities (HBCUs) reveal some commonalities and differences 

in their experiences and how BFT is applied to prescribe meaning to those experiences. For 

example, Dade et al. (2015) conducted a five-year-long collective case study between 1995 and 

2000 that examined the experiences of five Black women faculty who were part of a critical 
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mass in an education department at a predominantly White institution (PWI). As part of the 

critical mass, they made up 12% of department faculty, holding the highest number of faculty of 

color than any other department (Dade et al., 2015). Dade et al. (2015) explored the experiences 

of Black women faculty at a PWI to resist the assumption that critical mass or increased 

representation at PWIs decreases discrimination against Black women faculty. Similarly, Porter 

et al. (2020) later discussed how the number of contingent faculty had surpassed a critical mass, 

and Black women across ranks share many of the same challenges. This assertion aligns with the 

idea that while there are differences among Black women, some common everyday challenges 

may be experienced (Collins, 2000). 

 Dade et al.’s (2015) research study was framed with multiple critical social theory 

perspectives, including a race theory and gender theory with a phenomenological approach. 

Critical theory, CRT, BFT, and a critical multicultural theory were used to frame the study (Dade 

et al., 2015). BFT was identified as the most helpful theory in making meaning of the findings 

that included common and divergent experiences among the participants. BFT was identified as 

the most useful framework due to the participants experiencing challenges related to racism, 

power, domination, and gender discrimination at their institution (Dade et al., 2015). From the 

narrative data, two themes emerged from a BFT lens. These themes were: a critical mass of 

Black women faculty did not make a difference in institutional treatment for the Black women 

faculty, and being a part of the critical mass affirmed the institution’s role in the differential 

treatment that the Black women faculty were experiencing (Dade et al., 2015). Strategies for 

recruitment and retention were identified and included culturally responsive training, choosing a 

culturally competent senior faculty mentor, having mentors outside of the institution, and staying 

focused on what is needed for new professors to acquire promotion and tenure (Dade et al., 
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2015). These strategies differ from those identified by Bradley and Holcomb-McCoy (2002). 

Bradley and Holcomb-McCoy (2002) identified knowing the present status of faculty of 

minoritized races as the primary step toward developing effective recruitment and retention 

strategies. 

 While Dade et al. (2015) explored the experiences of Black women faculty at PWIs, 

Blackshear and Hollis (2021) expanded on examining the experiences of Black women faculty at 

more than one institution type. They studied the experiences of Black women faculty at PWIs 

and HBCUs in a comparative study. Like Dade et al. (2015), Blackshear and Hollis (2021) used 

CRT alongside BFT to examine Black women faculty experiences at PWIs and HBCUs. BFT 

has often been used alongside race theories to acknowledge the role that gender and race have on 

the experiences of Black women (Blackshear and Hollis, 2021; Dade et al., 2015; Del Priore, 

2022). When considering the intersection of two minoritized identities, CRT does not fully 

convey Black women’s concerns (Blackshear & Hollis, 2021). Having CRT as a framework 

would not fully capture the narrative to describe the experiences of Black women faculty as it 

would remove gender as a salient identity that may influence experiences. A phenomenological 

approach was used to interview the nine participants (Blackshear & Hollis, 2021). Four of five 

participants at PWIs were also targets of ageism due to being in their 30s and 40s and the 

youngest among the remaining faculty group. The fourth participant was in her 50s and did not 

report experiencing ageism. The faculty (n=4) employed at HBCUs were over 50 years old 

(Blackshear & Hollis, 2021). From these findings, those younger than 50 and faculty members at 

PWIs, experienced some form of ageism within their faculty roles. 

  Experiencing ageism influenced the participants’ overall experiences within the 

institution. Since BFT emphasizes different identities within an overarching structure rather than 
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as an additive approach, ageism interconnects with race and gender within this study. Blackshear 

and Hollis (2021) found that the participants employed at an HBCU experienced sexism and 

silencing of their experiences with sexism within the institution. The participants employed at 

PWIs, experienced both sexism and racism, acknowledging the racial battle fatigue and sexist 

battle fatigue as factors within the tenure-track experience (Blackshear & Hollis, 2021). 

Blackshear and Hollis (2021) did not discuss ageism or the possible generational impact that may 

have existed within the experiences of Black women faculty. However, Dade et al. (2015) 

identified how age had a role in the participants’ experiences while being a part of a critical 

mass. From these studies, sexism appears to be prevalent in the experiences of Black women 

faculty employed at PWIs and HBCUs. Considering the presence of sexism within both PWIs 

and HBCUs, a race theory only as the theoretical lens would have limited the opportunity of 

capturing the participants’ experiences with sexism. 

 Further expanding on examining the experiences of Black women faculty at HBCUs with 

the incorporation of BFT as a lens, Del Priore (2022) conducted a study that explored the 

experiences of Black women faculty at HBCUs with a larger sample size of 109 participants. Of 

the participants,  37 were tenure-track faculty, 44 were tenured, and 28 were non-tenure-track 

faculty. The study aimed to identify what supports Black women faculty used inside and outside 

the institution to advance their careers (Del Priore, 2022). Finding internal and external strategies 

to cope has been identified within previous research (Kelly & Winkle-Wagner, 2017) to assist 

racially minoritized women faculty in persisting within their programs. However, Del Priore 

(2022) used a quantitative approach and surveys to examine Black women’s support for career 

advancement. Previous research has used qualitative methods and included the use of dialogue 

through interviews and narratives (Blackshear & Hollis, 2021; Dade et al., 2015). When 
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comparing survey data results, academic discipline and faculty rank were considered (Del Priore, 

2022). Del Priore (2022) provided their participants with a survey with the following strategies 

to be selected: collaborating with colleagues, religion, mentors, family, networks, retreats, 

working harder and more intelligent, knowing the unwritten rules, getting help with the 

household chores, something else, or they did not use strategies to advance their career (Del 

Priore, 2022). 

  Collaboration was an essential strategy that Black women faculty chose across 

disciplines as internal support for their career advancement (Del Priore, 2022). Religion was the 

most selected strategy among Black women faculty within different fields and faculty ranks (Del 

Priore, 2022). It seems that faculty rank and discipline did not significantly influence the general 

support strategies used among Black women faculty in higher education. However, there were 

differences among tenured faculty and non-tenured faculty when considering relationship status. 

Relationship status was considered a more supportive strategy among already tenured faculty 

(Del Priore, 2022). This finding aligns with previous research (Stinchfield & Trepal, 2010) that 

has indicated how work-life balance among tenured women looks different from other faculty 

ranks. Since a quantitative approach was used, key aspects of BFT were missing, such as the use 

of dialogue and self-definition, which limited the opportunity to fully capture Black women 

faculty's experiences within the study. Del Priore (2022) identified the use of a quantitative 

approach as a limitation of the study, which impacted the opportunity to fully capture Black 

women’s faculty experiences. Del Priore’s (2022) study differs from previous studies 

(Blackshear & Hollis, 2021; Dade et al., 2015) because it has a quantitative approach, focusing 

exclusively on HBCUs.  
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  Qualitative approaches seem to be the most helpful approach to use when examining the 

experiences of Black women faculty when examining their unique experiences at HBCUs or 

PWIs. BFT and CRT were commonly identified as theoretical frameworks to make meaning of 

the experiences of Black women faculty within their institutions. BFT has widely been used 

conjointly with other critical social theories to frame and interpret research. However, using CRT 

alone to examine Black women’s experiences does not seem to be sufficient as it limits the 

opportunity to consider the influence of gender within those experiences. A quantitative 

approach limits opportunities for applying the key constructs, dimensions, and tenets of BFT to 

findings and emerging themes.  

Black Women Faculty Experiences with Tenure and Promotion 

 While previous studies have explored the general experiences of Black women faculty at 

PWIs and HBCUs, other studies related to Black women faculty have examined their 

experiences with tenure and promotion (Jones et al., 2015; Kelly & Winkle-Wagner, 2017; 

Porter et al., 2020). Similar to other studies (Blackshear and Hollis, 2021; Dade et al., 2015; Del 

Priore, 2022) that have focused on the experiences of Black women faculty at PWIs and HBCUs, 

Jones et al. (2015) used BFT alongside another theory to frame their study. Jones et al. (2015) 

used BFT and relational-cultural theory (RCT) as a lens for their phenomenological study to 

amplify Black women faculty’s voices and understand how they overcame challenges while in 

the process of tenure or promotion. Three prominent themes emerged. These themes included 

systemic oppression at PWIs, external support, and internal coping mechanisms (Jones et al., 

2015).  

 While the purpose of Jones et al.’s (2015) study was to examine the journey toward 

tenure of Black women at PWIs,  Kelly and Winkle-Wagner (2017) expanded on this with a 
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target population of faculty who were the only women of color in their academic program. Kelly 

and Winkle-Wagner (2017) found that women could cope and survive as the only women of 

color in their program by creating collective spaces and finding and using their voices. 

According to Porter et al. (2020), the intersections of racialized and gendered experiences 

increase the marginalization of Black women faculty. Porter et al. (2020) examined the 

experiences of Black women faculty who hold full-time non-tenured track contingent faculty 

roles. Porter et al. (2020) extended the outsider-within construct of BFT to outsider-outsider-

within. The outsider-within applies to Black women’s realities of having outsider positions 

within mainstream academic discourses (Collins, 2000) and other social locations. The outsider-

within concept of BFT was extended to outsider-outsider-within to capture the social positioning 

of being outsiders as Black women within academia and as an extended outsider within the 

tenure-track system in their department (Porter et al., 2020). 

 While the counseling profession generally emphasizes multicultural competence and 

social justice, those ideas are often not upheld (Salazar, 2009). Social work also focuses on social 

justice for underrepresented and disenfranchised groups (Bryson & Lawrence-Webb, 2000). 

Fields and Cunningham-Williams (2021) conducted a study to explore the experiences of nine 

Black women faculty within social work at research-intensive institutions. One of the study’s 

goals was to examine if Black women faculty in social work had similar experiences to those in 

other disciplines. Similar to previous research (Blackshear and Hollis, 2021; Dade et al., 2015; 

Del Priore, 2022; Jones et al., 2015) that implemented BFT, an additional critical social theory 

was used. BFT and Intersectionality theory was used to inform this exploration. All but one of 

the participants was the only Black woman faculty within their social work department, similar 

to the participant pool in the study conducted by Kelly and Winkle-Wagner (2017). Fields and 
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Cunningham-Williams (2021) found that Black women faculty in social work experienced 

imposter syndrome and felt the need to code-switch and conform to the dominant culture. The 

use of BFT provided an opportunity for counter-narratives and the amplification of silenced 

voices within their study.  

 From the literature review, BFT has been applied to empirical studies to examine the 

various experiences that Black women have had within higher education. BFT has been used 

alongside other critical social theories that may not incorporate gender identity. BFT appears to 

assist in making meaning of experiences. The majority of the reviewed literature used a 

qualitative approach; this approach is aligned with BFT. Since BFT incorporates an overarching 

structure rather than an additive approach, it increases the opportunity for exploring other salient 

identities. 

Experiences of Racially Minoritized Faculty in Higher Education 

 Bradley and Holcomb-McCoy (2002) identified the recruitment and retention of racially 

minoritized faculty as a challenge to higher education across the United States. This challenge 

impacts counselor education by promoting research interests related to education and career 

development barriers and improving all counselors' multicultural competencies (Bradley & 

Holcomb-McCoy, 2002). Bradley and Holcomb-McCoy (2002) examined the status and 

undertakings of racially minoritized counselor educators through a survey. Their study aimed to 

explore the career experiences of racially minoritized counselor educators, including their 

experiences with research, teaching, and service activities. (Bradley & Holcomb-McCoy, 2002). 

Findings from a study that Blackshear and Hollis (2021) conducted aligned with the expectations 

of service identified as burdensome and undervalued toward tenure. Concerning research and 

tenure, Bradley and Holcomb-McCoy (2002) found that Black and Latinx faculty were less 
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likely to be asked to collaborate on referred publications and are overrepresented at the 

untenured and assistant professor levels.  

 To further explore the experiences of Black faculty, Bradley and Holcomb-McCoy 

(2004) later conducted a different study to examine the career experiences of Black counselor 

educators. They offered a profile of Black counselor educators. From their research (Bradley & 

Holcomb-McCoy, 2004), it was identified that participants used the terms racism, unequal 

treatment, not being validated, and stereotypes to describe the promotion and tenure process as a 

part of their career experience. Most of the participants in the study discussed having excessive 

service and committee responsibilities relating to diversity within their department and college 

(Bradley & Holcomb-McCoy, 2004). Bradley and Holcomb-McCoy (2004) suggest that there is 

almost an equal number of Black women and Black men counselor educators. In their participant 

pool, half of the Black counselor educators are untenured or in lower ranks of faculty status, 

aligning with findings in their previous study, which asserted that Black and Latinx faculty were 

overrepresented at the untenured and assistant professor level. The primary stress factors that 

Bradley and Holcomb-McCoy (2004) found among Black counselor educators included research 

and publishing, faculty meetings, racism by colleagues, and teaching. These findings align with 

the conclusions of their previous study (Bradley & Holcomb- McCoy, 2004) related to 

challenges with publication and tenure. Overall, the results concluded that race matters, and no 

mentorship or collegial support was present (Bradley & Holcomb-McCoy, 2004). They noted 

one aspect of the Black counselor educator profile as intriguing: most Black counselor educators 

were between 49 and 60 years old. Resultantly, there is a possibility that the general profile of 

Black counselor educators may look different among participants of a different generation. 
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Microaggressions 

 A literature search using the online database ProQuest, with the terms “Black Faculty”, 

and “Black Faculty Experiences,” yielded 98,528 search results. The results were narrowed after 

removing irrelevant and outdated material. The relevant articles selected for review seem to have 

a common trend that discusses the experience of microaggressions among faculty. Before 

reviewing the extant literature exploring the lived experiences of microaggressions among 

faculty, I briefly acknowledge the critique of the conceptual and methodological basis of 

microaggressions, followed by a counter-critique. Lilienfeld (2017) critiqued the conceptual and 

methodological basis of microaggressions due to unanswered scientific questions being 

unaddressed and unanswered. Lilienfeld (2017) purports that certain microaggression items may 

not be sufficiently considered to stem from other actions that are not the result of implicit racial 

biases. Lilienfeld (2017) states that microaggressions are an open concept and are imprecisely 

defined. Lilienfeld (2017) critiqued what was identified as the five core assumptions of the 

microaggression research program: microaggressions are operationalized with sufficient clarity 

and consensus to afford rigorous scientific investigation, interpreted negatively by most or all 

minority group members, reflect implicitly prejudicial and implicitly aggressive motives, can be 

validly assessed using only respondents’ subjective reports, and exert an adverse impact on 

recipients’ mental health.  

 Williams (2019) responded to Lilienfeld’s (2017) critique on the absence of conceptual 

and methodological basis of microaggressions. Williams (2019) purports that the concept of 

microaggressions is connected to pathological stereotypes, power structures, structural racism, 

and several forms of racial prejudice. Williams (2019) argued that microaggressions are well 

defined. According to Williams (2019), an adequate agreement exists regarding what constitutes 
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a microaggression; microaggressions are correlated with valid measures of racism, 

microaggressions can be validly assessed using respondents’ subjective reports, and 

microaggressions are linked to adverse mental health outcomes. Williams (2019) defines 

microaggressions as deniable acts of racism that reinforce pathological stereotypes and 

inequitable social norms. It was argued that the approach that Lilienfeld (2017) used for 

understanding microaggressions was a cultural-deficit model. Williams (2019) emphasized that 

microaggressions are context-dependent and require discernment to give meaning. 

 According to Berk (2017), microaggressions have been directed at minoritized and 

underrepresented groups. Cartwright et al. (2009) conducted a study to extend previous research 

(Constantine et al., 2008) related to Black faculty’s experience of microaggressions in counseling 

and counseling psychology programs; However, Cartwright et al. (2009) focused on 

rehabilitation counselor education programs. Cartwright et al. (2009) classified microaggressions 

as more subtle expressions of racism, while Sue et al. (2008) defined microaggressions as 

commonplace daily verbal derogatory or harmful slights toward a person or group. The 

participants in the study that Cartwright et al. (2009) conducted were tenure-track or tenured 

faculty. The findings of their study were consistent with six of the seven identified themes from 

the previous Constantine et al. (2008) study. Both studies have significant findings from the data. 

The following are the themes that the two studies have in common: invisibility, marginalization, 

and hypervisibility, qualifications and credentials questioned by faculty, staff, or students, 

receiving inadequate mentoring, expectations to serve in roles with low-perceived value, 

difficulty determining if the discrimination was race-based or gender-based, identified coping 

strategies to address racial microaggressions, and unequal different treatment (Cartwright et al., 
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2009). Constantine et al. (2008) found that Black faculty also felt self-conscious about the choice 

of clothing or the manner of speech they used.  

 While contributing to examining the microaggressions experienced by minoritized groups 

within counseling programs, Salazar (2009) conducted a study to explore the survival and coping 

strategies that assisted faculty of color in withstanding the damaging effects of microaggressions. 

Exploring the survival and coping strategies resulted from emerging themes in an earlier study 

that Salazar (1999) completed. Expanding on the emerging theme of strategies used for coping 

may help identify ways to recruit and maintain Black faculty. To avoid researcher 

preconceptions related to the experience of microaggressions, Salazar (2009) avoided using the 

words: discrimination, racism, and microaggressions during their interviews with participants. 

The strategies to help faculty of color rise above the effects of microaggressions included: 

safeguarding self, affirming one’s sense of selfhood, having a support network, coping, and 

choosing to leave or remain (Salazar, 2009). One of the themes that Cartwright et al. (2009) 

found also included coping strategies for experiencing microaggressions. These coping strategies 

that Cartwright et al. (2009) found included: embarrassing the offender, maintaining one’s 

demeanor, expressing anger, prioritizing, increasing determination to succeed, withdrawing, 

choosing battles, and relying on spiritual and partner support (Cartwright et al., 2009). Salazar 

(2009) focused on faculty of color, non-exclusive to Black faculty, while Cartwright et al. (2009) 

focused solely on Black faculty’s experiences of microaggressions.  

 Considering previous studies (Cartwright, 2009; Constantine et al., 2008) that have 

addressed the impacts of microaggressions among faculty of color, Decuir-Gunby and Gunby 

(2016) sought to understand how microaggressions affect job satisfaction. Similarly, Louis et al. 

(2016) examined the experience of Black faculty members at PWIs with microaggressions in the 
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workplace. Decuir-Gunby and Gunby (2016) extended the coping skills for microaggressions to 

include having a strong sense of racial identity. The narrative study by Louis et al. (2016) yielded 

four themes on the experiences of Black faculty with microaggressions: common occurrences of 

microaggressions, futility to address issues, high levels of stress, and resilience in White-

dominated fields. These findings are aligned with an earlier study that Pittman (2012) conducted. 

The narratives from their earlier research revealed that racial microaggressions among Black 

faculty were a common and negative aspect of their lives on their campus (Pittman, 2012). 

Pittman (2012) found that White colleagues commonly executed microinvalidations, while 

White students commonly executed microinsults. Participants in the study that Salazar (2009) 

conducted discussed obligations related to teaching multicultural courses, serving on diversity 

committees, and being viewed as race experts. These assertions align with race-relevant service 

obligations that emerged from the study Pittman (2012) conducted. The participants were from 

different academic disciplines and were of varying ages. However, they all shared the everyday 

experience of microaggressions (Pittman, 2012).  

 Participants in the above studies were commonly given responsibilities related to service 

work and committees that were not valued in the tenure-seeking process. Black faculty have a 

shared experience of subtle forms of racism and the challenge of protecting oneself, seeking 

external support, and coping. The studies generally focused on racially minoritized groups and 

their experiences of microaggressions and perceived differential treatment. Considering the 

selected group for this study, the reviewed literature on racially minoritized faculty experiences 

has provided some insight into experiences with a racialized focus. However, the reviewed 

literature on racially minoritized faculty did not acknowledge possible gender differences in 

participant experiences or how experiences may vary across disciplines.  
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Experiences of Faculty in Counselor Education 

 While the experiences of racially minoritized faculty in extant literature have been 

reviewed, it is worth exploring the experiences of counselor educators. Niles et al. (2001) 

conducted a study to examine the strategies that counselor educators use to complete the 

expected primary tasks of their roles. The sample was composed of counselor educators who had 

made prominent contributions to research and service to the counseling profession (Niles et al., 

2001). Of the 14 participants in the study, eight were White men, three were Black men, and 

three were White women aged 48 to 69 years old (Niles et al., 2001). Absent from the participant 

pool was the presence of Black women faculty. The findings revealed that 36% of participants 

identified having a disciplined approach as the most helpful strategy in achieving success as a 

researcher, 37% of participants identified using multiple teaching strategies as the most helpful 

strategy to be helpful in teaching, and having effective interpersonal skills was helpful in 

successful service activities. The majority of participants, 34 %, identified interpersonal 

challenges as obstacles they have encountered in research, teaching, and service (Niles et al., 

2001). Participants indicated that they overcame interpersonal challenges by processing and 

learning from negative interpersonal experiences. While several strategies were recommended, 

frequently endorsed strategies emphasized maintaining professional growth through 

collaboration and keeping clinical skills current (Niles et al., 2001).  

 Niles et al. (2001) explored strategies used by individual counselor educators who have 

made significant contributions to the counseling profession. Later, Holcomb-McCoy and Bradley 

(2003) sought to identify CACREP programs’ strategies to recruit and maintain racially 

minoritized faculty through an exploratory study. The participants were composed of 73 

CACREP liaisons. The survey results indicated that several programs did not have specific 
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strategies to recruit and retain faculty of minoritized races (Holcomb-McCoy & Bradley, 2003). 

Within the survey instrument, participants were asked to describe strategies used in their 

programs to recruit racially minoritized faculty, and 26 explained their process. At the same 

time, the remaining 47 liaisons left the item blank or responded that there were no strategies in 

place (Holcomb-McCoy & Bradley, 2003). For the programs that had strategies for recruitment 

and retention of racially minoritized faculty, the following strategies were identified for 

recruitment: contacting establishments that specialize in minoritized groups and concerns, 

advertising faculty openings in publications with a racially minoritized audience, encouraging 

minoritized individuals to apply, networking with colleagues about minoritized doctoral students, 

and directly contacting prospective applicants (Holcomb-McCoy & Bradley, 2003). In addition, 

most liaisons identified mentoring as a way that racially minoritized faculty were retained within 

their programs.  

Upon further examining the experiences of counselor educators, Levitt and Hermon 

(2009) examined the experiences of pre-tenure counselor educators in a phenomenological study. 

The mean age of the eight participants was 42.4 years old, and they had between five through 10 

years of experience in higher education settings. Of the eight participants, five were men, and 

three were women. Seven of the participants were White, while one participant was Black. Semi-

structured interviews were the primary source of data collection. The interview questions 

focused on their experiences and expectations related to teaching, research, and scholarship. The 

focus areas of the interview questions are similar to the identified primary tasks of counselor 

educators that were used in Niles et al.’s (2001) study, which included teaching, service, and 

research. Levitt and Hermon (2009) found that participants needed support during their transition 

to tenure, which they often did not have due to interpersonal conflicts and a sense of competition. 
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Participants also discussed not feeling prepared from their doctoral programs for the realities of 

academia and the difficulty of balancing career and life (Levitt & Hermon, 2009). It is suggested 

that the participants in their study expressed a need for clear expectations on the tasks required 

within academia while pursuing tenure. This aligns with previous research (Holcomb-McCoy & 

Bradley, 2003) that identified mentoring as the primary factor for retention.  

 Expanding on Levitt and Hermon’s (2009) study of pre-tenure counselor educators, 

Wilde et al. (2015) used a phenomenological approach to examine beginning counselor educator 

experiences in developing a research agenda. There were five participants with an age range 

from the middle 20s to the late 30s. Four participants identified as women, and one participant 

identified as a man. The racial breakdown of the participants was not provided. From the two 

rounds of semi-structured interviews, three themes emerged. Participants described their 

experience developing a research agenda as a beginner counselor educator as a combination of 

isolation, evaluation, and balance. Isolation and balance align with findings in previous research 

(Levitt & Hermon, 2009) that explored counselor educators’ general experiences of navigating 

their roles and common tasks and interpersonal challenges. Participants discussed isolation as 

lacking support around the expectations for conducting research and publication (Wilde et al., 

2015). Participants expressed evaluation through the expectation of engaging in research that 

was only evidenced by publication in peer-reviewed journals and the difficulty of balancing 

professional and personal goals (Wilde et al., 2015). Interplaying with the three essential themes 

of isolation, evaluation, and balance is the central theme that emerged from the findings. The 

main theme that emerged was the need for trusting relationships with colleagues (Wilde et al., 

2015). 

https://www.proquest.com/central/docview/1704359915/B15153E678C440DAPQ/6?accountid=12725
https://www.proquest.com/central/docview/1704359915/B15153E678C440DAPQ/6?accountid=12725


34 
 

 Extant literature related to counselor education has examined strategies that may help 

complete the associated tasks of research, teaching, and service. Literature has addressed 

strategies for recruiting and retaining faculty of diverse racial backgrounds and revealed the 

absence of strategies within several CACREP programs. The challenges and benefits of 

beginning counselor educators and their experiences toward becoming tenured have also been 

explored. A need for balance was indicated for beginning counselors to assist in completing the 

research, teaching, and service tasks. The extant literature provides insight on the general 

research trends within counselor education, such as strategies to help counselor educators 

balance the three task areas and the need for increased strategies for recruiting and retaining 

racially minoritized faculty. Literature relevant to counselor education also highlights gaps and 

research areas that have not been explored as much, such as the experiences of Black women 

counselor education faculty and strategies for balancing tasks while experiencing double 

marginalization by race and gender. There is no extant literature that examines millennial 

counselor educators’ experiences. 

Experiences of Women Faculty in Counselor Education 

 According to Hill et al. (2005), representation, salary, and promotion discrepancies 

continue to exist between women and men faculty. Hill et al. (2005) conducted a study to explore 

the encouraging and discouraging factors influencing women counselor educators. The sample in 

the study that Hill et al. (2005) conducted consisted of 115 women counselor educators, with the 

majority of participants being White women at 86.1 %. Seven percent of the sample were Black 

women, and a combined six percent of the participants were Asian, Latinx, and Native 

American. The study involved 147 different counselor education programs (Hill et al., 2005). 

From the 91-item survey instrument, the following were identified as discouraging to neutral 
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factors influencing women counselor educators: expenses related to faculty-related work, 

colleagues who are hurtful, toxic faculty environment, office politics, need for additional income 

beyond salary, office gossip, lack of mentors, less knowledgeable colleagues, understanding the 

unwritten rules for merit pay, and a sense of being overcontrolled by others (Hill et al., 2005). 

The following were identified as the most encouraging to very encouraging factors influencing 

women counselor educators: personal control over choosing courses to teach, short-term student 

growth post-graduation, professional presentations to other professionals, making significant 

contributions to the counseling profession, actively involved in professional organizations, 

enthusiasm from students, sense of autonomy in work, positive student growth in the program, 

and teaching classes within counselor education (Hill et al., 2005). However, the identified 

strategies did not consider within-group differences among the women counselor educator 

participants or strategies that may be specifically for Black women faculty within counselor 

education. 

 With further exploration of the experiences of women counselor educators, Stinchfield 

and Trepal (2010) conducted a mixed-methods study to examine how women counselor 

educators who are mothers balance work and family. Their research suggests that as women 

counselor educators reach higher faculty ranks, the balance between work and family increases 

(Stinchfield & Trepal, 2010). A survey was used to gather data and better understand the 

percentage of women counselor educators that delayed starting their academic career to start a 

family, had fewer children to achieve academic success, timed new children to arrive over 

summer break, and believed that balance between personal and professional needs and goals had 

been found. The results of the survey revealed that counselor educator mothers delayed academic 

careers to start a family, found a balance between personal and professional goals, had at least 
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one supportive colleague at work, had a tenure timeline that was not beneficial to having 

children, and continued management of household responsibilities compared to their men 

counterparts (Stinchfield & Trepal, 2010). The age of the child also influenced the rank of the 

faculty. Stinchfield and Trepal (2010) found that most faculty who had children under six were 

assistant professors rather than associate and full professors. 

  While considering the challenges that women faculty experience within counselor 

education and exacerbated challenges for minoritized groups, Shillingford et al. (2013) 

conducted a phenomenological study to explore the wellness of racially minoritized women 

counselor educators. Demographic questionnaires and interviews were used as the primary form 

of data collection. The participants consisted of eight women who identified with the following 

racial groups: African, Asian, Black, Latinx, and West Indian (Shillingford et al., 2013). The 

data analysis revealed descriptive themes: attraction to counselor education, challenges 

associated with racially minoritized woman counselor educators, feelings of personal success, 

and wellness practices for personal and professional success. All participants reported wanting to 

train and educate counselors, which attracted them to counselor education. This finding aligns 

with previous research (Hill et al., 2005) that identified teaching as an encourager for women 

counselor educators. Challenges identified included challenges with students, high expectations, 

and lack of support (Shillingford et al., 2013). The challenges with students were also reported in 

previous research (Cartwright et al., 2009; Constantine et al., 2008), which revealed students’ 

experiences of questioning their credentials. The overwhelming workload of serving as a 

representative for student and faculty committees focused on diversity has also been discussed in 

previous research (Bradley & Holcomb-McCoy, 2004; Salazar, 2009) as a concern for Black 

women faculty. Shillingford et al. (2013) identified the following as being relevant to the 
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participants’ wellness: spirituality, a self-care plan, motivation to excel, setting boundaries, 

development of strong professional identity, development and maintaining a positive support 

system.  

 Further, Haskins et al. (2016) contributed to exploring counselor educator mothers. They 

delimited their study to include women counselor educators with at least one child under 19 

living in the home. They further suggested that future research explore the experiences of 

mothers whose children are in different age cohorts (Haskins et al., 2016). Haskins et al. (2016) 

used a transcendental phenomenological study to examine the experiences of eight Black tenure-

track counselor educators who are mothers. Previous studies (White-Johnson et al., 2010) that 

were quantitative and examined patterns of racial socialization among Black mothers indicated 

that Black mothers experience more significant discrimination within the workplace from 

colleagues and employers compared to White counterparts. Haskins et al. (2016) emphasized 

intersectionality as a framework for their study to understand the experiences of Black counselor 

educators who are also mothers. Haskins et al. (2016) participant sample differed from the 

sample composition of previous research (Stinchfield & Trepal, 2010). Haskins et al. (2016) had 

a smaller sample size and used interviews as the primary data collection form. Stinchfield and 

Trepal (2010) had a sample size of 70 participants and a 44-item survey. The Haskins et al. 

(2016) study participants were at various career stages and were all employed at PWIs. 

 Haskins et al. (2016) identified six themes from their data analysis. The following were 

the themes identified to represent the experiences of Black counselor educators who are mothers: 

makes you susceptible to racialized marginalization, precipitates professional strain and neglect, 

creates internalized success, brings mothering into scholarship and pedagogy, affects work-life 

balance, and necessitates support structures (Haskins et al., 2016). The last three themes include 
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success and sacrifices that the participants made; this is similar to the study that Hill et al. (2005) 

conducted, which explored both encouraging and discouraging factors that women in counselor 

education programs may experience. Despite these similar categories, the themes that emerged 

are different. The reviewed literature aligns with the assertion that Black women counselor 

educators’ experiences differ from other racial and gender identities.  

 Expanding on the counselor education research trend of exploring tenure-track women 

counselor educators who are mothers, Neale-McFall et al. (2018) conducted a quantitative study 

to examine the job satisfaction of 107 counselor educator mothers. Of the participants, 88 

identified as White, eight identified as Black, three identified as Asian, three identified as Latinx, 

one identified as Native American, three identified as other, and one declined to answer. The 

study participants were between 29 and 63 years old, with at least one child living at home under 

23 years old. This differs from an earlier study (Haskins et al., 2016) that examined counselor 

educator mothers with children under 19 years old. A demographic questionnaire, Occupational 

Satisfaction in Higher Education Scale-Revised, and the Work-Family scale were used to collect 

data. From the analysis, 11.2 % of participants scored high in job satisfaction (Neale-McFall et 

al., 2018). In addition, those who scored high in job satisfaction were at a teaching university, 

had no children younger than six, and were assistant professors (Neale-McFall et al., 2018). 

  In previous research (Stinchfield & Trepal, 2010), most women counselor educators at 

the assistant rank were found to have children younger than six years old. Neale-McFall et al. 

(2018) found a positive correlation between work-to-family enrichment and overall job 

satisfaction; work-to-family enrichment was the strongest predictor of overall job satisfaction 

(Neale-McFall et al., 2018). Support from colleagues and the number of children at home under 

six years old were also strong predictors of job satisfaction for women counselor educator 
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mothers (Neale-McFall et al., 2018). Counselor educator mothers of children younger than six 

years old experienced higher work-to-family enrichment (Neale-McFall et al., 2018). Counselor 

educator mothers employed at teaching universities also reported higher job satisfaction than the 

counselor educator mothers employed at research universities; assistant professors also had the 

highest job satisfaction. Stinchfield and Trepal (2010) found that a balance between work and 

family seemed to happen to women counselor educator mothers once they are tenured and have 

fewer work demands.  

 Further examining the experiences of women counselor educators and similar to previous 

research (Cartwright et al., 2009; Constantine et al., 2008)  that discussed microaggressions 

toward Black faculty within counseling psychology and rehabilitation education programs, 

Avent Harris et al. (2019) explored the experiences of women counselor educators’ experiences 

of microaggressions. Women counselor educators experience unique challenges that influence 

occupational and life satisfaction  (Hill et al., 2005). It seems plausible that their belonging to a 

minoritized group, identifying as women, may impact these unique challenges experienced. 

Avent Harris et al. (2019) identified five themes that emerged from the data: the continuum of 

awareness, responding to microaggressions, power in academia, the impact of microaggressions, 

and the intersection of identity. From these findings, awareness of microaggressions significantly 

influences how and if the microaggressions are confronted depending on who is involved and the 

weighing of the possible consequences of confronting the microaggressions. The findings 

validated the experience of microaggressions against women of diverse races, suggesting that 

microaggressions are not solely race-focused and may encompass other identities. The 

participants discussed choosing not to confront the offender of the microaggressions due to the 

potential negative consequences on their career (Avent Harris et al., 2019). This seems to align 
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with one of the emerging themes related to power in academia and its strong influence on the 

actions taken or not taken by others, specifically women in counselor education. 

 As an extension of the exploration of power in academia, Chaney et al. (2019) used a 

collective analytic autoethnography to examine women counselor educators’ experiences of 

microaggressions. Chaney et al. (2019) determined that sexism influenced the participants’ 

professional lives with negative and positive consequences. These negative and positive 

consequences include low self-confidence, internalized oppression, negative affect, institutional 

sexism, lack of support, empowerment, externalized sexism, advocacy, and relations with others 

(Chaney et al., 2019). Similar to the study findings that Avent Harris et al. (2019) conducted on 

microaggressions, a focus on the consequences of sexism rather than the sexist events themselves 

was present in the study's significant findings. According to Sue (2010), the most common 

response to microaggressions is no response; the conclusions of the study conducted by Avent 

Harris et al. (2019) are aligned with this assertion. In the study conducted by Chaney et al. 

(2019), the academic position of the women counselor educators’ participants did not create a 

sense of safety and power due to their authority still being challenged by colleagues. According 

to Hill et al. (2005), there is a lack of research related to the experiences of counselor education 

faculty and the differential experiences of women faculty. This assertion aligns with previously 

reviewed literature (Holcomb-McCoy & Bradley, 2003; Levitt & Hermon, 2009; Niles et al., 

2001; Wilde et al., 2015) related to counselor educators and the absence of acknowledging how 

gender identity may influence faculty experiences. 

 One empirical article that is closely relevant to this study was identified during the 

literature search. Lester et al. (2021) conducted a phenomenology study to examine the 

experiences of Black women counselor educators. There were nine participants with an average 
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of five years of experience at universities within the United States (Lester et al., 2021). 

Participants had an average age of 44 years old. The average age is slightly lower than the 

participants’ reported age in a previous study (Bradley & Holcomb-McCoy, 2004), with a 

participant pool between 49 and 60 years old. Within the scope of Bradley and Holcomb-

McCoy’s (2004) and Lester et al.’s (2021) study, this shift in age may indicate slight changes 

related to the demographic profile of counselor educators. Lester et al. (2021) found seven 

themes from the data analysis to describe the experiences of Black women counselor educators. 

These themes included: a range of institutional experiences, the importance of being advocates 

and educators, being a race representative, managing expectations, the reality of discordant 

behaviors in patriarchal spaces, mechanisms to survive, and the need to confront strategies to 

develop safe spaces for Black women. CRT was used as the framework of the study to align with 

literature that had indicated race as having a more significant impact on experiences than gender 

(Lester et al., 2021). Lester et al. (2021) suggested that gender theories in future studies might be 

warranted to further conceptualize Black women faculty's experiences in counselor education.  

 From the literature review discussing women’s experiences within counselor education, it 

seems a common need is an increase in autonomy and an environment that considers work-life 

balance. For women faculty that are mothers, challenges with perception and balancing work and 

family become present and is a more significant challenge for those with younger children and in 

assistant faculty ranks. The reviewed studies showed differences among the women counselor 

educators when their race was considered. Black women faculty incorporated their motherhood 

within scholarship and pedagogy and identified how racial marginalization impacted their 

experiences as counselor educators. These studies provided insight into some of the experiences 

that women counselor educators have in general and the experiences of those who are also 
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mothers. However, there is still a gap in the reviewed literature that could identify strategies or 

change for women counselor educators that can be implemented within programs.  

Integrative Summary and Rationale for the Study  

 There has been some literature on Black faculty’s experiences in higher education, 

women’s experiences in counselor education, and counselor education in general. Black and 

Latinx faculty were highly represented within untenured professor levels. While in the lower 

rank professor levels, microaggressions were experienced and impacted their overall 

experiences. While the literature has examined the experiences of microaggressions that Black 

and other racially minoritized groups have encountered, it may be beneficial to explore their 

experiences beyond microaggressions and experiences that may have influenced persistence 

within their roles. 

 Earlier research in counselor education was focused on strategies for counselor educators 

to balance research, teaching, and service better. Strategies were also examined related to the 

protocols in place for recruiting and retaining racially minoritized faculty. These strategies differ 

from those identified by racially minoritized faculty (Dade et al., 2015). Difficulty with the 

tenure process and promotion was also identified among faculty within counselor education. The 

experiences that women have in counselor education as a minoritized group differ from the 

experiences of racially minoritized faculty. The literature reviewed related to women counselor 

educators has a trend toward examining counselor educators who are mothers and the difficulties 

with balancing roles. The challenges of being a mother and counselor educator lead to exploring 

work-life balance. The literature reveals that there is limited published peer-reviewed literature 

on the experiences of Black women faculty in counselor education programs. The reviewed 

literature that explored women’s experiences in counselor education and women in counselor 
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education does not utilize BFT as the framework of the study as the literature was generalized to 

all women. It may be worthwhile to explore the experiences of women counselor educators who 

are not mothers and their experiences with work-life balance or lack thereof.  

 BFT has been used in several studies to examine the experiences of Black women within 

higher education. Since BFT has seemed to be useful for qualitative studies in exploring the 

experiences of Black women, this further supports using BFT for this as the framework for this 

study. However, there has been limited use of BFT within published peer-reviewed literature 

within counselor education, regardless of the institution type under exploration. There is a 

shortage of literature that explores the experiences of millennial Black women faculty within 

counselor education programs. The extant literature provides some insight into the experiences 

of Black faculty, women in counselor education, and counselor educators in general; however, 

research that combines those individual components of study to gain new knowledge is absent 

from the literature. Generally, limited literature examines millennial faculty and their 

experiences within higher education. This further supports the significance of exploring 

millennial Black women faculty in counselor education to contribute to filling a gap in the 

literature relevant to counselor education and higher education.  

Research Questions 

1. What are the experiences of millennial Black women faculty in counselor education? 

2. What contributes to their persistence as millennial Black women faculty in counselor 

education programs? 

Chapter Summary 

 In chapter 2, an extensive review of the literature was presented to identify what is known 

related to this study and the gaps in the literature related to this study’s topic. Chapter 2 
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explained BFT and justified its relevance to this research topic. This chapter reviewed empirical 

studies associated with Black and racially minoritized faculty within higher education, counselor 

education, the experiences of women faculty within counselor education programs, and studies 

regarding BFT as the theoretical foundation. Chapter 3 will explain the methodology that will be 

employed in this study to explore the experiences of millennial Black women counselor 

educators.  
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Chapter 3: Method 

Chapter Introduction 

 This chapter describes the method that was employed in this qualitative 

phenomenological study. Justification is provided for using a qualitative approach and using a 

phenomenological design. This chapter reviews the procedures for data collection and data 

analysis. This chapter includes the researcher’s positionality. The provisions for enhancing 

credibility, transferability, confirmability, and dependability are provided. This chapter 

concludes by discussing ethical issues. 

Research Design 

Rationale for Qualitative Research Approach 

 When considering the research questions, the theoretical framework, and the purpose of 

this study, a qualitative study was used to capture and amplify the participants’ voices. A 

qualitative approach is more fitting than a quantitative study due to the alignment of the purpose 

of this study and the nature of qualitative research. According to Bhattacharya (2017), qualitative 

research focuses on conducting in-depth inquiries within a small sample size. Furthermore, the 

nature of qualitative research encompasses understanding experiences, how people interpret their 

experiences, and their meaning to these experiences (Merriam & Tisdell, 2016). Merriam and 

Tisdell (2016) purport that qualitative research has four primary characteristics: the focus on 

meaning and understanding, the researcher as the primary instrument, an inductive process, and 

rich description.  

 These characteristics align with this study’s purpose of exploring, understanding, and 

making meaning of the experiences of millennial Black women counselor educators and their 

persistence within their roles. This study’s research questions sought an understanding of the 
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phenomenon of being a millennial Black woman navigating the role of a faculty member within 

counselor education. The interview questions sought out the understanding and meaning of those 

experiences from an emic perspective. Direct collection of the data with rich descriptions to 

inductively develop abstract categories aligns with the three remaining characteristics of 

qualitative research. The experiences of millennial Black women counselor educators have been 

absent in extant literature. It was essential to explore these experiences to better understand how 

they experience the phenomenon and identify what changes can be made to enhance their 

experiences as faculty. 

Phenomenology  

 According to Bhattacharya (2017), phenomenology is one of the most common types of 

qualitative studies. This qualitative study utilized a phenomenology approach. The purpose of 

phenomenological studies is to explore the meaning of an experience of a shared phenomenon so 

that the essence of the experience can be captured and abstracted (Bhattacharya, 2017). The 

purpose of phenomenology aligns with the research questions to understand the phenomena of 

being a Millennial Black woman counselor educator and how they make meaning of their 

experiences. The phenomenon explored in this study aimed to capture the essence of being a 

Black woman faculty member within counselor education programs. 

  According to Creswell and Poth (2017), in the phenomenology approach, the researcher 

collects data from those who have experienced a phenomenon and develops a description to 

capture the essence of the experience for all the participants. This study directly captured the 

experiences of Black women faculty within counselor education programs. The description that 

captured the essence of the experiences consists of “what” the participants experienced as well as 

“how” they experienced it (Moustakas, 1994). Bhattacharya (2017) identifies the following as 
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the key tenets and assumptions of phenomenology: a phenomenon has a fixed essence through 

lived experiences, the meaning of those experiences of the phenomenon can be captured through 

lived experiences, and prior cultural experiences may influence meaning-making. According to 

van Manen (2014), lived experiences include active and passive living through our human 

existence before a reflective view can be made of the experiences.  

 As a part of phenomenology, the researcher uses bracketing by discussing their own 

experiences with the phenomenon being studied (Creswell & Poth, 2017). To enhance the study's 

trustworthiness, my positionality and connection to the study's topic were addressed. Bracketing 

or epoché was used throughout the research process using a reflective journal. Two common 

approaches are connected to phenomenology; these two common approaches include the 

hermeneutical and transcendental approaches (Creswell & Poth, 2017). The hermeneutical 

approach involves interpreting texts or objects; the transcendental approach offers a systematic 

method of analyzing experiences (Moustakas, 1994). Considering the two common approaches, 

the transcendental approach seems most appropriate for this study as it emphasizes 

understanding subjective experiences more than the researcher’s interpretations of those 

experiences. Direct experiences are analyzed through in-depth semi-structured interviews to 

capture an emic perspective on the phenomena. As phenomenology describes the essence of the 

experiences, it can also serve as an interpretive process to aid in making meaning of the lived 

experiences (Creswell & Poth, 2017).  

 Creswell and Poth (2017) identified a constructivist view or paradigm as being the most 

aligned with phenomenological approaches. The constructivist paradigm aims to understand and 

describe human nature. The constructivist paradigm also has assumptions that there are multiple 

socially constructed realities (Chilisa, 2011). According to Larsen and Adu (2022), theoretical 



48 
 

frameworks can be used in a phenomenological study differently. These ways include serving as 

a guide that informs the interview protocols, transforms research findings, or within the data 

analysis process by using the theory’s concepts to assist in developing codes and themes from 

the results (Larsen & Adu, 2022). For this study, the four dimensions of Afrocentric feminist 

epistemology were used to inform the overall research process (Collins, 2000). These four 

dimensions include: lived experience as a criterion of meaning, the use of dialogue to assess 

knowledge claims, the ethic of caring, and the ethics of personal accountability. Since extant 

literature is limited in research that explores the specific experiences of Black women in 

counselor education, this study examined how millennial Black women experience their roles as 

faculty, specifically, related to their experiences within counselor education programs. The 

following are the research questions that guided in exploring the experiences of millennial Black 

women counselor educators and aligned with the BFT dimension of lived experiences as a 

criterion of meaning: 

1. What are the experiences of millennial Black women faculty in counselor education? 

2. What contributes to their persistence as millennial Black women faculty in counselor 

education programs? 

Researcher Subjectivity and Positionality 

 Since this study involved examining the experiences of millennial Black women 

counselor educators, I need to address my subjectivity within this study. As a characteristic of 

qualitative research, the researcher serves as an instrument; I must recognize how my 

subjectivities may shape the collecting and interpreting of the data. Because I share identities 

with potential participants related to generation, gender identity, and profession, bracketing will 

be used to decrease researcher bias and limit assumptions. I may be considered an insider within 
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this study, and as a result, interactions with participants may be impacted and the knowledge 

obtained (Jankie, 2004).  

 As a first-generation college student, my experiences while enrolled within institutions of 

higher learning have, at times, been somewhat challenging. I attended a historically Black 

college university (HBCU) for my bachelor's degree, and for my master's degree, I attended a 

different HBCU. My interest in the experiences of Black women within counselor education 

began to develop during the first semester of my doctoral program in counseling and counselor 

education. As a millennial Black woman and current student within a counseling and counselor 

education program, my interest in this topic was influenced by the absence of a Black woman 

professor to instruct any of my major-related courses. This further increased my interest in 

gaining knowledge on the experiences of Black women counselor educators and how they can 

persist within their roles. 

 Compared to my previous experiences in higher education at HBCUs, my experience at a 

PWI was more challenging, not academically but socially. These differences had a less than 

positive impact on me. Everything was different from what I was accustomed to, from the 

differing dynamics of the department as a whole to the dynamics of my cohort group. While in 

my doctoral program, not having any Black women within my department teaching a doctoral-

level course has captured my attention. This is something that I had not experienced since being 

in higher education. Since having attended a predominantly White high school, I chose to attend 

HBCUs due to my experiences during high school. All of these factors sparked my interest in 

thinking about the reasons that may be influencing this lack of representation of Black women 

within my doctoral program. It also indirectly made me question my chances of possibly 

pursuing a role within the professoriate while reflecting on the lack of representation within my 
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department. Because of this interest, it is important that I identify this as a limitation as the 

researcher. It is important that I continuously reflect on my own beliefs, views, and values to 

limit the influence of my positionality (Savin-Baden, 2012). 

Data Collection 

Instrumentation 

 Semi-structured interviews served as the primary data collection method. The use of 

semi-structured interviews aligns with the use of dialogue dimension of BFT that assesses 

knowledge claims (Collins, 2000). The ethics of caring dimension of BFT was used throughout 

the interviews, being mindful of what is being shared and incorporating intentional listening for 

understanding. The ethic of personal accountability dimension exerts that the participants are 

accountable for what is shared related to their experiences.  

 According to Bhattacharya (2017), semi-structured interviews involve preparing 

questions in advance with potential probing questions. The purpose of having pre-prepared 

questions and probing questions is to maintain consistency across interviews and increase ease in 

comparing responses for each question (Bhattacharya, 2017). Considering these reasons, semi-

structured interviews were the best approach for data collection for this study.  

The interview protocol aimed to provide a way for structuring the interview and ensuring the 

data during the interview will be responses geared toward answering one of the research 

questions (Workbook E: Conducting in-depth interviews, n.d.). The interview protocol can be 

found in Appendix A. The semi-structured interview questions are listed in Table 1. 

 The interview protocol was developed to help structure the interviews and focus on 

gaining data relevant to the study's research questions. Interview questions were mainly open-

ended and will have RQ# or BFT assigned to connect them with a research question or the 
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study's theoretical framework. BFT and reviewing extant literature helped guide the interview 

questions' development as it highlighted gaps in information and what has been explored. The 

interview questions and protocol were reviewed by a peer for feedback related to clarity and 

relevance. A pilot interview was conducted with a committee member to review questions and 

their alignment to the research questions and the purpose of the study. To increase content 

validity, the interview questions on the interview protocol were also developed to be closely 

connected with the main research questions and related to the study's theoretical framework. 

Before completing the semi-structured interviews, communication with participants separately 

via email was completed to coordinate and confirm the coordination related to the virtual 

interview, including time, date, and duration. Interview times and dates were determined using 

Calendly to see available options to complete the interview. The research questions that helped 

to inform the semi-structured interview questions are below, followed by Table 1. 

Research Questions 
 

1. What are the experiences of millennial Black women faculty in counselor education? 

2. What contributes to their persistence as millennial Black women faculty in counselor 

education programs? 

Table 1. Connecting of Interview Questions to Research Questions and Theory. 

Interview 
Question 
Number 

Interview Question Research Question/Theory 

1 Can you please tell me about yourself? What are 
your salient identities related to race and gender? 
What are your pronouns? 

Background and information-
gathering 
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Table 1 (continued). 

2 What is your age/birth year? Background and information-
gathering 

3 What is the highest degree that you have earned? 
What discipline is the degree in? 

Background and information-
gathering 

4 What influenced you to pursue a faculty position? RQ # 1 
5 Describe your transition into the professoriate. 

How did you choose which university to seek 
employment at? 

RQ # 1 

6 What is your professorship rank? RQ # 1 
7 Tell me about the university where you are 

currently employed at. Describe the demographic 
and racial characteristics of your department. 
Institution type. 
Has this demographic makeup impacted your 
experience as a millennial Black woman 
counselor educator? If so, how? 

RQ # 1 

8 What experiences have you had while being 
employed in counselor education in your current 
role? Of those, what has been the most 
prominent? 
What general feelings do you have while 
reflecting on these experiences? 

RQ#1, BFT 

9 When you first began your role as a faculty 
member, what was your ideal environment? How 
does that compare/contrast to your current 
experiences? How would you describe the 
department’s climate? 

RQ#1 

10 Tell me about your interactions with your 
colleagues? Students? From your observation, 
how has your identity as a Black woman 
influenced these interactions? 

RQ#1, BFT 

11 Knowing what you know/have experienced now, 
what would you do differently within your role as 
faculty? 

RQ#1 

12 How has the COVID-19 pandemic impacted your 
experiences as a faculty member? 

RQ#1, BFT 

13 What does it mean to be a millennial Black 
woman counselor educator? 

RQ#1, BFT 

14 What recommendation would you give to other 
millennial Black women pursuing faculty roles? 

RQ #1, RQ #2 

15 What success have you achieved while in your 
faculty position? What are you most proud of 
within your role? 

RQ #2 
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Table 1 (continued). 

16 What has helped you to persist within your role? 
What external actions, people, and services do 
you think could be more helpful? 

RQ #2 

17 What has helped balance teaching, service, and 
research? 

RQ # 2 

18 Describe the formal and non-formal support you 
receive/have received from your department. 

RQ #2 

19 As a millennial Black woman, how do your 
experiences in your faculty role parallel/not 
parallel with your experiences within society? 

RQ #1, BFT 

20 What feelings or descriptors would you use to 
describe how you see yourself as a millennial 
Black woman counselor educator? 

BFT 

21 If you could change one thing within your role as 
a Black woman counselor educator, what would it 
be and why? 

BFT 

22 What else would you like to share about your 
experience as a millennial Black woman faculty 
member? 

BFT 

Note. RQ - Research Question. #X - the research question that the interview question aims to 

address to provide content validity for the interview question. BFT - Black Feminist Thought. 

The first three interview questions gather the participants' demographic information and their 

social location. 

Sampling 
 
 Criterion and snowball sampling was used for the recruitment of participants for this 

study. Criterion sampling acquires participants that meet some criteria (Creswell & Poth, 2017). 

The selection criteria, which align with the phenomenon under study and the research questions, 

will include: 

1. Self-identify as a Black (or African American) woman; 

2. Born between the years 1979-1994; 
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3.  Current faculty, full-time and part-time at a CACREP-accredited four-year institution 

within a counselor education program in the United States. 

 Criterion sampling enhanced the data, enriched the research questions' findings, and 

provided related data. Selected participants had completed at least one academic year within a 

faculty position within a counselor education program. Duration within a faculty role was 

important to enhance the possibility of participants having more experience within their program 

and having more to discuss related to their experiences enriching the collected data and 

providing more data to answer the research questions.  

Table 2. Participants’ Demographic Profiles 

Pseudonym Professor  

Rank 

Level of 
Education 

Birth Year Institution  

Type 

Pronouns 

Dr. Kayla 

 

Adjunct PhD 1986 Private PWI 
(R)- Midwest 
Teaching 
University 

She/Her(s) 

Nicole 

 

Adjunct Master’s 
Degree 

 

1992 Private PWI- 
Southeast 
Teaching 
University 

She/Her(s) 

Dr. Taylor Assistant PhD 1985 Public PWI- 
Midwest 
Research 
University 

She/Her(s) 

 

Danielle 

 

Adjunct Master’s 
Degree 

1983 Private PWI- 
Northeast 
Teaching 
University 

She/Her(s) 
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Table 2 (continued). 

Dr. Amber 

 

Assistant PhD 1989 Private PWI- 
Southeast 
Teaching 
University 

She/Her(s) 

Dr. Jessica Assistant PhD 1988 Private PWI 
(R)- Southeast 
Teaching 
University 

She/Her(s) 

Note: (R) indicates - remote teaching. 

Participants and Procedure 

 Polkinghorne (1989) recommends 5- 25 individuals who have experienced the 

phenomenon. While 8 people expressed an interest in the study during the recruitment phase, 

only 6 completed the consent forms and the interview. This study had a total of six participants. 

Snowball sampling was also implemented to assist in recruiting participants. Snowball sampling 

occurs when potential participants are identified by people who know others who fit the study’s 

criteria (Creswell & Poth, 2017). The four-year university criterion was chosen instead of other 

educational settings, as counselor education programs are typically at four-year universities.  

 Before beginning the recruitment process, permission and approval from the institutional 

review board (IRB) were obtained from completing the IRB application. Then, using the 

CACREP program directory, the recruitment process for the study began by contacting program 

directors and faculty at four-year universities within the United States with a CACREP-

accredited counselor education program with a letter of invitation. Recruitment also included 

making a post on professional counseling listservs. The purpose of the communication through 

email and online forum posts was to provide information about the study and provide forms of 

contact for those interested to express an interest in participating in the study.  
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 The letter of invitation provided brief information about the study as well as my contact 

information should potential participants have any questions that may assist them in deciding to 

participate in the study or not. The participants also received the consent form through Qualtrics. 

The consent form provided more information about the study, the possible associated risks, and 

ethical concerns of participating in the study. Appendices for this study included an interview 

protocol (see Appendix A), an informed consent form (see Appendix B), a letter of invitation 

(see Appendix C), a member-checking email (see Appendix D), the recruitment flyer (see 

Appendix E), and an excerpt of the codebook (see Appendix F). A pilot study was not 

completed. 

 Engaging in reflexive writing before the interviews assisted in having an open mind and 

fewer preconceived judgments that may impact the interview. Epoché, or bracketing, is a concept 

developed by Edmund Husserl, the principal founder of phenomenology (Creswell & Poth, 

2017). Epoché involves researchers setting aside their experiences as much as possible to have 

an open perspective toward the phenomenon being studied (Creswell & Poth, 2017). Individual 

interviews lasted approximately 60 minutes. Interviews occurred one-on-one to welcome the 

opportunity for participants to share more freely and not to feel constrained by having to share 

time with other participants. Interviews took place virtually on the Zoom platform and were 

audio-recorded. The interviews were conducted to discuss and ask participants to discuss their 

experiences within counselor education. The researcher transcribed the interviews from the audio 

recordings once the interviews were completed. Participants had the opportunity to follow-up 

after interviews through phone calls or emails if further exploration or clarification was needed 

or if they wanted to provide more information related to their experiences. All interviews 
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occurred within one month. The reflective journal was utilized immediately after the interviews 

to debrief and write down any immediate thoughts or feelings following the interview.  

Data Analysis 

  According to Bhattacharya (2017), inductive analysis is iterative. It consists of the 

following: becoming familiar with the data, using writing as a form of inquiry, chunking data 

into manageable units of analysis, analytical clustering units into categories, and identifying 

patterns within the categories. According to Larsen and Adu (2022), transcendental 

phenomenology involves practicing epoché and phenomenological reduction, using a 

description-focused coding strategy to create emerging themes, and applying imaginative 

variation to arrive at essential themes. Theories and frameworks are often used to assist in 

making sense of what people have experienced (Larsen & Adu, 2022). Larsen and Adu (2022) 

purport that while using a transcendental phenomenological perspective, the explanatory features 

are set aside, and the frameworks or theories are used as a descriptive tool. Creswell (2007) 

suggests the following to be included in a procedural map in analyzing a phenomenological 

study: the phenomenon of interest identified, recognition of the assumptions of phenomenology, 

data collected directly from those who are or have experienced the phenomenon, and “clusters of 

meaning” guide the data analysis and provide organization to assist in capturing the essence of 

the participants’ experiences. 

 Considering the previously provided analysis guidelines (Bhattacharya, 2017;  Larsen & 

Adu, 2022), a data analysis spiral was used to analyze the data in this study (Creswell & Poth, 

2017). The data analysis spiral included managing and organizing the data, reading and noting 

emergent ideas, describing and classifying codes into themes, developing and assessing 
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interpretations, and representing and visualizing the data (Creswell & Poth, 2017). Field notes 

were kept providing additional data to help analyze the data collected from the interviews.  

Managing and Organizing the Data 

 Two common strategies exist to organize the notes created from the transcripts 

(Workbook E: Conducting in-depth interviews, n.d.). These two common strategies include 

organizing the data by the question and organizing the data by theme (Workbook E: Conducting 

in-depth interviews, n.d.). Both approaches were used for each research question, and themes 

were identified and represented separately underneath each research question. The interview 

transcriptions were uploaded to a password-protected electronic database, Google Drive. The 

transcripts and notes were organized by date and time within individual participant folders.  

 Reading and Noting Emergent Ideas 

Bracketing or epoché were completed to align with the nature of a phenomenological 

approach. Bracketing, or epoché, allowed me to discuss my direct experiences with the 

phenomenon and how I am connected to the topic. Bracketing allowed me to set aside 

prejudgments that I may have had about the participants’ experiences. Within phenomenological 

research, researchers with experience with the phenomenon under study utilize bracketing to 

explore their experiences with the phenomenon to increase awareness of their viewpoints, 

prejudices, and assumptions (Merriam, 2009). As a current doctoral student in counselor 

education, I am directly connected to the study topic and hold my own biases and perceptions of 

Black women’s experiences within counselor education. To assist in the epoché process and 

minimize my personal biases, I used a reflective journal for memos and processing of 

assumptions before completing each interview and before reviewing the data to limit 

prejudgments that may influence the interview or analyzing data. In addition, the reflexive 
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journal was used after each interview to write down any emergent ideas or significant statements 

relevant to the research questions that stood out during the interview. The reflective journal 

documented my reactions, expectations, and biases throughout the research process, including 

after completing the semi-structured interviews and while in the pre-coding stage before coding 

and identifying categories and themes. 

 Describing and Classifying Codes into Themes 

 In alignment with theoretical frameworks being used as a descriptive tool, key concepts 

within BFT assisted in serving as descriptive tools to code data aiding in the development of 

categories or themes. According to Saldaña (2016), coding is a connector between data 

collection and analysis. I used an Excel document as the codebook to keep track of all the 

identified codes by color, and then commonalities among those codes were highlighted by 

designated colors. The codebook included the list of codes, a description of the code, and an 

example of what is considered to match that code from the data (Saldaña, 2016). These codes 

served as key points related to the participants’ experience. This aligns with horizontalization, 

which involves highlighting significant statements and sentences that provide an understanding 

of the participants’ experiences (Creswell & Poth, 2017).  

Once horizontalization was complete,  I developed categories and themes to group the 

identified codes based on relationships related to certain concepts. To support the themes, I 

employed thick descriptions. According to Creswell and Poth (2017), thick descriptions allow 

the researcher to provide details about the participant or setting when describing a theme; details 

can involve the use of quotes. In this study, thick descriptions were identified to describe the 

participants’ experiences using direct examples of data from the interview transcripts. Structural 

and textural descriptions of what was experienced and how the experience happened, including 
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the setting and context of the phenomenon, were included within the thick description. Lastly, I 

provided a composite description to express the essence of the experience, which consists of the 

“what” of the experience as well as the “how” of the experience (Creswell & Poth, 2017).  

As the researcher, I read the interview transcripts while simultaneously listening to the 

audio-recorded interview to ensure accuracy. I highlighted significant statements and phrases in 

connection to the a priori codes related to the concepts and tenets of BFT while reviewing the 

interview transcripts. I used outsider-within, self-definition, and the domains of power within the 

matrix of domination constructs as a priori codes in the first coding cycle. These tenets were 

selected in response to extant literature identifying women faculty’s experiences as outsiders-

within and a need to self-define. I read the interview transcripts a second time using elemental 

and affective methods (Miles et al., 2014). Elemental and affective methods include descriptive, 

emotion, process, and evaluation coding. I highlighted and found significant statements that 

described how the participants were experiencing the phenomenon. These statements were listed 

equally and in a nonrepetitive list. I developed categories that were based on underlying 

meanings and relationships among the codes. I used pattern coding to generate the themes based 

on the categories. 

Developing and Assessing Interpretations and Representing and Visualizing the Data 

 I identified the emerging themes from the specified codes and categories to capture the 

essence of the participants’ experiences. A priori codes in the initial coding utilized concepts 

from the theoretical framework. The remaining codes were used to assist in developing a 

contextual understanding of the phenomenon. A table was used to represent the frequency of the 

emergent themes and subthemes from the data. While reviewing and interpreting the table and 

representing the data in a discussion, the following questions suggested by Grbich (2013) were 
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used as a guide: (a) what surprising information did you find that was not expected, (b) what 

information is conceptually interesting or unusual to the participants and audiences, (c) what are 

the dominant interpretations and what are the alternate notions? 

Trustworthiness 

 According to Lincoln and Guba (1985), trustworthiness incorporates credibility, 

transferability, dependability, and confirmability. While Creswell and Poth (2017) identify nine 

validation strategies, they advise at least two of them are used within any given qualitative study. 

The following validation strategies were used to increase the trustworthiness of this study. 

 Credibility and Transferability 

  Credibility refers to the fit or accuracy of the participants’ views and how the researcher 

presents those views (Tobin & Begley, 2004). Bracketing and self-reflection were used 

throughout to increase credibility. Aside from providing my positionality as the researcher, self-

reflection included utilizing a reflexive journal before each interview. The reflexive journal 

writing was used to acknowledge my assumptions related to the potential experiences of 

millennial Black women faculty. It also served the purpose of reflecting after each interview on 

the participant responses that connected to my perspectives and experiences as a doctoral 

student. This study's credibility was enhanced by member checking. Member checking involves 

seeking the participants’ views of the credibility and accuracy of the findings (Creswell & Poth, 

2017). Member checking enhances the study's credibility, and participants received a follow-up 

email to participate in the member checking process (see Appendix D). For member checking, 

the participants could review their interview transcript in an individually shared Google Drive 

folder. In connection with member checking, participants had the opportunity to review the 

themes for accuracy in depicting their experiences. While all participants were emailed and sent 
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a link to their Google Drive folder for access to their transcript and the identified themes, four of 

the six participants actively participated in member checking by confirming reviewing their 

transcript and agreeance to the identified themes. For transferability, thick descriptions are 

recommended. Thick descriptions are recommended to efficiently use the findings within 

different settings (Lincoln & Guba, 1985).  

Confirmability and Dependability 

 Confirmability ensures that the findings and interpretations are the results of and 

connected to the data (Tobin & Begley, 2004). Confirmability is established once credibility, 

transferability, and dependability are achieved. To demonstrate confirmability, a reflexive 

journal was used to limit subjectivity. The journal documented the reasons behind making 

decisions, experiences throughout the research process, and writing down assumptions. Using 

direct excerpts from the interviews were used to increase confirmability. Analytic memos, field 

notes, and member checking enhanced confirmability further. A code-recode procedure was used 

to evaluate the data and the initial codes to improve dependability. 

Ethical Issues 
 
 Ethical issues may occur in various stages of the research process (Creswell & Poth, 

2017). Before conducting the study, university approval was sought through the Institutional 

Review Board (IRB). Creswell and Poth (2017) suggest ethical standards are consulted for 

designated professional areas. When beginning to conduct the study, Creswell and Poth (2017) 

suggest disclosing the purpose of the study and introducing consent forms in a non-pressuring 

way, considering the needs of vulnerable populations. When collecting data, Creswell and Poth 

(2017) suggest that deception is avoided, potential power imbalances are respected, and rewards 

are provided to the participants. 
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 The approach to addressing ethical issues included informing participants that their 

participation is voluntary and can terminate participation at any time. They can decline to answer 

any questions at any time during the interview. Participants were informed that their identities 

would be protected. The participants’ real names were not used to protect their anonymity. The 

researcher received electronic informed consent from all participants to participate in the study 

and to be audio-recorded on Zoom. Zoom was selected as the platform of choice due to its 

security measures of having password-restricted meetings and the use of waiting rooms. Zoom 

also has the option of recording a meeting and transcribing. Using an online platform also 

provided convenience in scheduling and completing the interviews since the participants resided 

throughout the United States. Zoom also allows participants to change their names to a 

pseudonym to maintain confidentiality while reviewing the audio transcripts of the interviews. 

Each participant received a pseudonym based on the most popular millennial women’s names. 

They were given the option to select a pseudonym for themselves; all participants preferred to be 

assigned a pseudonym rather than choosing one.  

 The participants were informed about how the interview responses and the retrieved 

documents will be used in the study and how they will be stored. The informed consent form (see 

Appendix B) contained information about the data collection methods, the purpose of the 

interviews, and how all data will be secured throughout the process. Data was stored securely in 

an electronic password-protected vault. Disclosure of information that may harm participants 

will be avoided in the results and findings section of the study. Participants who completed the 

individual interview and participated in member-checking received a $25 gift card for their full 

participation in the study. This study presented a minimal risk to participants. The national crisis 

hotline number was provided within the informed consent form if participants were triggered 
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from discussing any of their experiences +1 (800) 273-8255. All participant identifiers and 

responses were held confidential.  

Chapter Summary 

 Chapter 3 described the proposed method of the study. This study is qualitative and used 

a phenomenological approach to explore the lived experiences of millennial Black women 

faculty within counselor education programs. The study aimed to discover what millennial Black 

women faculty within counselor education experience, how they make meaning of those 

experiences, and identified strategies of persistence. The interview protocol, informed consent 

form, and invitation letter were discussed. Semi-structured interviews were identified as the 

primary source of data collection. The data analysis spiral process was provided as the preferred 

method of analysis. Researcher positionality, trustworthiness, and ethical issues were also 

offered. 
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Chapter 4: Findings 

Chapter Introduction 

This chapter presents the study's findings to the research questions. The purpose of the 

study was to highlight the essence of the experiences of millennial Black women counselor 

educators and to understand what contributes to their persistence in their roles as counselor 

educators. Five major themes were identified from the data analysis, and a data analysis spiral 

was utilized to assist in analyzing the interview transcripts. These themes provided the 

foundation for describing the essence of the lived experiences of millennial Black women faculty 

within counselor education programs and for answering the two research questions addressed in 

this study. 

This chapter reviews the research questions, provides both visual and written summaries 

of participants’ demographics, offers a table with an excerpt of the codebook of BFT constructs, 

as well as a table that depicts the themes across participant interviews, and review the identified 

themes that emerged, which are supported with thick descriptions through direct quotes from the 

participants’ interviews.  

The research questions for this study are as follows: 

1. What are the experiences of millennial Black women faculty in counselor education? 

2. What contributes to their persistence as millennial Black women faculty in counselor 

education programs?  
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Overview of the Participants 

At the onset of the study, eight prospective participants expressed interest in the study 

and met the study's criteria. Six of those eight prospective participants completed the informed 

consent document and participated in semi-structured interviews. Two follow-up emails were 

sent to the remaining two prospective participants; neither responded to the follow-up 

correspondence. Each of the six participants was assigned a pseudonym. Each participant’s 

demographic information was shared by the participant during the interview. To adhere to 

confidentiality requirements, further demographic information was not collected, thus limiting 

the potential reidentification of participants. The participant's age within the written demographic 

summaries reflects her age when the interview was conducted. Table 2. Includes a visual of the 

demographics of the participants followed by a written demographic overview of the participants 

also includes direct quotes that describe the motivation to pursue faculty roles in counselor 

education. 

Dr. Kayla 

Dr. Kayla is a 35-year-old adjunct professor at a remote university at a private PWI 

teaching university located in the Midwest. She was previously a tenure-track assistant professor 

at a PWI with a co-existing role as the student dispositions coordinator. Dr. Kayla’s first role was 

as adjunct faculty before transitioning into a tenure-track assistant professor role. Later, she 

fulfilled an adjunct role instructing for clinical practicums and internship experiences for 

master’s level counseling students. She holds a doctorate in counseling and counselor education. 

Dr. Kayla identified the reasons for her pursuit of a faculty position: 
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I think when you're in the doctoral program, there are many messages, both overt and 

covert messages, that the next step would be to pursue a full-time faculty position, 

ideally, a tenure-track position. And so that really wasn't necessarily on my radar the 

whole time that I was in my doctoral program, but it definitely came to a head, I would 

say, once I was in my third year. 

Nicole 

Nicole is a 29-year-old adjunct professor who teaches classes in person at a private PWI 

teaching university located in the Southeast and is currently pursuing her doctorate. In addition 

to her adjunct role, she is actively practicing as a school counselor. She began her adjunct role 

virtually during the beginning of the pandemic and has since transitioned to in-person teaching. 

For Nicole, pursuing a faculty position aligned with her childhood aspirations: 

So, honestly, when growing up, I always wanted to work in higher education…So, the 

position to adjunct kind of just fell into my lap. The program director was my professor 

during my time as a student, and she really appreciated my commitment to the field and 

how hard I worked as a student. And there was an opportunity to teach a class over the 

summer, and it was my personal favorite class to be in as a student. So, since they were 

looking for a teacher and we had kind of kept in touch, she offered the position to me… 

And then, like a year from the date of that opportunity, another opportunity presented 

itself, and I had enough credits in the program at that point to be qualified to teach the 

class based upon their preferred qualifications. 

Dr. Taylor 
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Dr. Taylor is a 37- year-old assistant professor at a public PWI research university located 

in the Midwest where she teaches in-person classes. Previously an associate professor and 

department chair at a different university. Her background is in school counseling, and she is 

dually licensed as a clinical mental health counselor. Dr. Taylor identified her dual licensed as 

one factor that motivated her to pursue a position as a counselor educator. 

I wanted to train counselors. I’m dually licensed in school, and clinical mental health and 

I know it was a high need for school counselors in counselor education. And, of course, 

there was also a need for diverse faculty, and so those are probably my main driving 

forces for [pursuing] a faculty position. 

Danielle 

Danielle is a 38- year-old adjunct professor and a doctoral candidate. She is currently 

teaching in-person at a private PWI teaching university located in the Northeast. Her background 

is in mental health counseling within a private practice setting. Danielle stated that pursuing an 

adjunct role was an alternative to her role as a therapist in private practice. 

So, I don't think, for me, it really wasn't like, oh, I’m super interested in being an adjunct 

faculty. At the time, I saw the postings and thought that I was qualified, and I thought, let 

me just try this. I actually — during the pandemic, I was very, felt really isolated like I'm 

really bored with my work because I also work private practice, and I was looking to do 

something different. I felt very stagnant with activities that I did within my private 

practice and with the same population. So, I thought, let me try something different, so it 

wasn't really like, oh, I’m super interested. It was more so, I’m qualified, and I’m bored 

with what I’m currently doing in my private practice work. 
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Dr. Amber 

Dr. Amber is a 33-year-old assistant professor who began her professorial journey during 

the pandemic in a virtual environment. She provides in-person classes at a private PWI teaching 

university located in the Southeast and is also the clinical coordinator within her department. Dr. 

Amber reported that her motivation for pursuing a faculty position related to flexibility. 

I think I always wanted to be a teacher. So, my first role of my undergraduate program 

was as an elementary school teacher… I just felt like the faculty role will allow me to do 

a variety of things, so I will be able to continue to counsel, I will be able to teach, I’ll be 

able to train new counselors, do research in areas related to children, especially children 

from marginalized communities, and just like the faculty role would give me that 

diversity of experience. 

Dr. Jessica  

 Dr. Jessica is a 34-year-old assistant professor at a private PWI teaching university 

located in the Southeast; she is teaching classes remotely. She was an adjunct professor before 

she transitioned to a full-time assistant professor position at the same university. Dr. Jessica’s 

motivation for teaching developed after she acquired teaching experience by instructing 

undergraduate courses. 

After I earned my Ph.D., — I was already teaching at the college level for undergrad, but 

then I wanted to teach at the graduate level after I got my degree. So, I was teaching 

adjunct, and, honestly, I started loving that more than my full-time counseling job. And 

my heart and my mind were just drawn more towards teaching… because upon entering 

my PhD program, I didn't think I was going to teach. That was not my angle. But after 
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my co-teaching experience and teaching at the undergraduate level and then transitioning 

to graduate level, I realized that — the impact that I had on the students and on their 

training and development to become counselors. So that's what really encouraged me to 

say you know what I want to pursue teaching full time. 

Themes and Subthemes 

 The themes and subthemes emerged from utilizing a data analysis spiral by managing and 

organizing data, reading and memoing emergent ideas, describing and classifying codes into 

themes, developing and assessing interpretations, and representing and visualizing the data. I 

used emotion, process, evaluation coding, and a priori codes composed of constructs from BFT 

were used to assist in analyzing the data an excerpt from the codebook is provided (see Appendix 

F). Table 3. Presents a visual of the themes and subthemes that emerged from the data analysis of 

the participant interviews. Following the coding process in the data analysis process and 

interpreting the results, themes and subthemes emerged and is visualized in Table 3. 

 Table 3. Emerging Themes and Subthemes. 

Emerging Themes and Subthemes 

Research Question 1: What are the experiences of millennial Black women faculty in 

counselor education? 

Theme Subtheme 
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Table 3 (continued). 

Challenges within Roles Academic Preparation Complexities 

 COVID-19 

Need for Connection 

Tokenism 

  Emotional Labor 

Credibility Challenged 

 

Academic Activism Utilizing Transgressive Pedagogy 

 Staying True to Oneself 

Serial Reciprocity 

Research Question 2: What contributes to their persistence as millennial Black women 
faculty in counselor education programs? 

Millennial Influence  

Theme Subtheme 

Student Impact and Support Subject of Classes Taught 

Mentorship  

 

Research Question 1 Findings 

Research question one: 

What are the experiences of millennial Black women faculty in counselor education? 

Challenges Within Faculty Roles 

While reflecting on their experiences of transitioning into faculty positions, participants 

also discussed ongoing challenges within their roles. In connection to the theoretical framework 
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of BFT, the constructs of gendered racism, controlling images, and nuanced outsider-within 

experiences were evident throughout the identified challenges. All participants reported 

challenges within their faculty roles in different ways. Some participants reported that their 

complex experiences impacted the development of their professional identities as counselor 

educators in comparison to their experiences as Black women in society. Nicole stated, 

 I think in terms of being a Black woman, and of course, it's bound by— is shaped by my 

own experiences, and, you know, just that feeling, like, I have to be, like, twice as good 

and work twice as hard to get half the recognition. I can see how that seeps over into my 

professional role. And even how it can manifest itself in terms of like imposter syndrome 

and really feeling like, telling myself almost, that I deserve to be here, I’m not here 

because it was handed to me. If anything, I’m probably more qualified… I think that 

mirrors my experience in society. 

Additionally, Nicole shared her experience of becoming a colleague among faculty who had been 

her instructors in courses that she has completed: 

So, it has been an adjustment for me. I am grateful for my program director… She has 

kind of, like, forced me to consider myself as her colleague, in that, like, it's just so easy 

for me to fall into, like, this student role with everyone because of all the people that I 

work with now. There was only one person who did not teach me as a student, and that's 

because he is new faculty…This is my fifth year as a school counselor, so it's been about 

five years; they all had me as a student, so it has been kind of difficult for me to like take 

off this student hat and to view them as colleagues. But I will say that they have all been 

kind of, like, intentional in forcing me to look at myself in a different way. Like, they 
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won't, even if I try to call them Dr. so-and-so or, you know, Ms. so-and-so, they'll make 

me call them by their first name. They're like, “We're kind of even now. I am not your 

professor anymore.” So, I'm grateful that they're kind of, like, forcing me to view myself 

in a different perspective in our relationship. 

Nicole further stated that her age has challenged her level of comfort as a faculty member and 

that perception of her age could influence how her colleagues and others interact with her as a 

professional. 

So, I think, in addition, to the race, the age plays a huge role, because I am the youngest 

person by leaps and bounds. I think it does make it a little bit harder for me to view 

myself as their peer. And I — something that I'm working on myself because, you know, 

fortunately, I'm in this situation where I can view most, if not all, of my colleagues, as 

people who are genuinely interested in seeing me succeed. But, you know, if I were to go 

to another university, that may not be the case, and you know, people may kind of take 

advantage of the fact that it's hard for me because of my age, you know. And being so 

young, it's a little bit [challenging] for me to identify myself as a professional in that way. 

And, you know, we do have to kind of teach people how to treat you [us]. So, it's, like, I 

feel like if people notice that I have that insecurity, for lack of a better word, you know, 

that could be something they go play upon or take advantage of. 

Dr. Jessica identified that finding her footing has been her most significant challenge in her role 

as a counselor educator: 

With my current role, the biggest challenge, I would say, is still finding my footing… I’m 

still learning who [is] best to reach out to if I have questions. And I feel like, you know, 
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the teaching part is, you know, is perfectly fine. I feel very comfortable in that. That’s my 

most confident piece. 

Danielle shared that her challenges since beginning her faculty position have been with students 

and their preconceptions of her as their instructor: 

Currently, in the role I'm in now, oh man, I experienced [challenges] from Day 1. I 

experienced students’ entitlement, students judging me based on what I believe to be just 

again Black woman stereotypes. Students saying that I'm intimidating, and I haven't even 

opened my mouth yet. They see me walk into the class, and I later hear, “Oh, when I first 

saw you, I thought you were so intimidating.” Like, huh. So, you hear these inklings of 

bias and stereotype perceptions. 

Academic Preparation Complexities. For this study, academic preparation complexities 

refer to participants’ challenges with the transition from being a doctoral student to becoming a 

faculty member. First, however, many participants discussed their intentionality in considering 

the geographic location of the positions to which they were applying and the institutions' 

proximity to their families. Participants also noted their perceived level of preparation for faculty 

positions and their level of preparedness for choosing a university. The disenfranchisement 

pattern of Black women in social institutions emerged as participants recounted their perceived 

lack of preparation for a faculty role. While differences in each participant’s perceived level of 

preparation, the standpoint theory of complexities related to preparation is discernable. Dr. Kayla 

discussed a disparity in her research experience. She stated, 

I think I was prepared in the sense that I could get a job… I knew I met all the 

requirements from my program. And I knew I had done all the necessary work on my 
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application on my job search prep, and all of that to be able to present myself in a way 

that someone would give me an offer. Now as far as the actual job of being a faculty 

member and all the expectations that come with that, I do think I lacked a lot of research 

experience. I think people who are GA's [Graduate Assistants] with a faculty member or 

within the department, I think they have much more access to be able to do research with 

faculty members, and those of us who, like myself, who had a GA outside of the 

department… I took a professional development course at [an Ivy League institution] that 

provided that knowledge that I needed and training that I needed in order to be able to 

understand the fundamentals of just teaching that I didn't get in my doctoral program. 

Although Dr. Taylor expressed that she felt adequately prepared for a faculty role, she further 

discussed her mixed feelings regarding her preparation for academia. 

I did a— we did a lot of teaching in my— that program, I would say it prepared me 

adequately. I don't know that it prepared me for academia. I don't know, like, I feel 50/50 

about this. I think that counselor education programs like a doc program usually helps 

you, like, become a researcher if it’s,— especially if it's a PhD program. You might get 

some experience in teaching, but I don't know that it prepares you fully— for my 

program—to be like a full faculty member, I guess. 

Dr. Amber reported that she felt prepared. However, after further reflection, she disclosed her 

feelings of unpreparedness to conduct research: 

I would say [I was prepared] in all areas but research. So, I, so you know, I was getting a 

lot of experience with service, and I think, especially as a Black woman, we know that 

we are tasked with more service responsibilities. I was getting a ton of experience with 
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teaching in my doctoral [program] because our graduate assistantships required that we 

taught undergraduate classes in addition to all my co-teaching master’s-level classes for 

our CACREP requirements, and we took a lot of research classes. So, I think that's maybe 

five in total quantitative and qualitative [courses], but what I have found difficult to 

implement is like new study design, and really like honing in on my niche area. You 

know, creating a study from scratch, and I think like in my faculty role, it's really hard to 

find that mentorship because I think we are kind of expected to know how to do it. So 

that is something I will say I feel ill-prepared for. 

In summary, participants discussed their experiences of transitioning from being doctoral 

students to becoming faculty and their perceived level of preparation for academia as well as 

their positions as counselor educators. The quotes highlight their individual experiences of 

preparedness related to being counselor educators and navigating academia. 

COVID-19 Impact. For some participants, the coronavirus pandemic of 2019 (COVID-

19) impacted their experiences as they transitioned into faculty roles in counselor education. 

Some participants began their faculty roles at the start of the pandemic, and mentioned the 

challenge of transitioning to in-person teaching while actively developing their professional 

identities as faculty. Teaching remotely during COVID-19 presented a challenge for others. 

Nicole defined herself as a “pandemic professor” because she began her faculty role during the 

pandemic. She further stated, 

Oh yes, I actually am a pandemic professor. The first class that I taught; it was during the 

pandemic. I do think that it, um, it definitely had an impact. It made it more difficult, in 

my opinion, because all of the classes were online, and the very first class that I taught 

was a practicum experience class. And, of course, because of the pandemic, everything 
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about practicum had to change because we weren't allowed in schools…it was hard for, 

you know, was hard for my students to get their hours if they can't work with students 

because it's a field experience. So, it made it very difficult. It forced me to be very 

innovative and creative. 

Nicole further discussed the ongoing impact of teaching during COVID-19 on her role as an 

emerging adjunct faculty member: 

 I still feel the effects of COVID because I feel like the students are, like, looking for a 

degree of leniency that I think the time has passed for. It's like, and— you know, I 

understand we're all still feeling the effects of the pandemic, but um, I think that there's 

another thing that has kind of like made it hard [to start] teaching during the pandemic. I 

don't know. I feel like I was forced, as I was cultivating my professional identity as a 

professor. I felt like I had to be, like, a little bit more lenient, than I maybe would have 

liked to be. So now it's hard for me to find that balance again because it's like I was super 

lenient because we were in a pandemic, and now, we're not in the pandemic. But then I 

now have, like, this reputation for being more lenient. 

Similar to Nicole, Dr. Amber began her faculty position during COVID-19 and mentioned her 

challenges in adjusting as an emerging assistant professor. 

 You know I started my faculty role during COVID. So, I started August of 2020, and my 

first position was in [redacted state], so in the midst of a pandemic, I moved to [redacted 

state] from [redacted state], and that entire year [the] program was completely online, so 

it was difficult. It was very isolating because I didn't, you know, have that traditional 

experience where I will be on campus, I will have an office, I will be building 

relationships with my colleagues and students, because everything was virtual but also 
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was away from family. As far as the workload, you know, [being a] new faculty member 

was actually less work than being a being a doctoral student.…They work you hard as 

students. So, you know, just being able to focus on my course prep, building relationships 

with my colleagues, I was protected in a sense that my service roles would not be 

overwhelming because I was a brand-new faculty member. 

Dr. Amber further recounted her adjustment to teaching in person and the influence of her 

identity as a Black woman on her teaching. Dr. Amber shared, 

It's been an adjustment. I didn't mind teaching online, honestly. I came to like it more 

than I thought I would. So being face-to-face is definitely— you got to be on your A 

game…  I really feel the pressure face-to-face, you know, to make sure that the students 

are engaged and you know that … your lecture is engaging, different things like that so 

just, I think that's the difference, I mean, I think both of them are hard they both have 

their challenges, but you know face to face, you know, you notice that we [are] not the 

sage on the stage and kind of a guide on the side, but we are being watched. And Black 

women are definitely being watched. They hold you to high expectations. They want 

perfection. Every class, you got to do a little jig and impress them, so that can be 

exhausting. 

Need for Connection. COVID-19 pandemic measures, various institution types 

(including distance learning or brick-and-mortar institutions), and exclusion practices left some 

participants feeling isolated. Some expressed a lack of community or limited interactions with 

colleagues while others mentioned a desire for more interactions. The need for community was 

also noted by participants at remote institutions. Dr. Kayla discussed her need for connection: 
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 I think the biggest challenge with being remote faculty is trying to get a feel for the 

culture and just feeling like you're a part of the community. I do think it was a lot more 

difficult for remote faculty to have that visible presence because [it’s] not like you're 

going to campus every day, and so… I’ll say there was definitely a challenge with trying 

to just build that community… that presents another challenge that I ended up 

encountering after my first year. [Another challenge] was support from the department, so 

after my first year, we kind of, we had high turnover in that particular program. 

Dr. Kayla’s need for community presented itself as a challenge due to the remote nature of her 

employing institution. Danielle and Dr. Jessica discussed the need for a connection from a 

different perspective, which related to in-person roles as faculty. Danielle stated,  

 I would think, um, most— [I] mostly have interactions with leadership because [of] all 

these complaints. That's the sad part. I really don't have [the] opportunity to connect more 

with other faculty that's actually teaching [courses] because of how disorganized the 

setup is of the program itself, but also with all — everything else that's going, on all the 

problems due to issues with the specific instructors, full-time faculty. So, most of the 

time [I’m]meeting with leadership about complaints because I’m getting feedback from 

students, students of color, about certain things, or certain things happened in my class 

that I observed that's just not appropriate…I wish I had more interactions with actual 

faculty that had nothing to do with complaints and problems about this or problems about 

students and stuff like that. 

Similarly, Dr. Jessica identified a desire for connection, stating a formal group could provide 

support in her faculty position: 
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I always— just for me and for, like, most of the people I talked to— I always think 

groups are so helpful. Like having a group. You know, like for me, I know there's no 

formal group. There are, like, Black faculty that I reached out to and I talked to and that I 

vent to, and they vent to me. So that, I think it’s really helpful because it's someone who 

you know went through a similar process and can have a better understanding than 

someone who hasn't been through that process, maybe. Like for me a family member 

who like loves me, but like hasn't been through it, you know, whose advice is very 

meaningful— means well but is so out of context, you know, it's just really hard, but I'm 

having my—my Black female faculty that I talked to that I can make connections with I 

just feel like I say less and I get more because they get it. 

Tokenism. For half of the participants, tokenism emerged in their interviews. Tokenism 

in this study includes participants’ experiences of observing performative acts, symbolic 

inclusion, or discrimination. Emotional labor resulting from experiences of tokenism also 

emerged. Dr. Kayla described tokenism in her previous full-time role as an assistant professor: 

 But I do feel like there were times where because I was one of only, you know, a handful 

of faculty of color, but I was kind of— I don't,— I don't think my dean meant it to be this 

way, but I certainly saw and perceived that some of her suggestions were essentially 

tokenism. And what I mean by that is I would get suggestions from my dean or other 

faculty for me to join specific committees, and you know I get on those committees, and I 

see, you know, I’m the only person of color. Because, again, I was at a PWI in my full-

time role, and so I definitely— I didn't really think about it, like conscious like— I wasn't 

really conscious of the tokenism while I was in it, but definitely after I had time to reflect 

on things. I felt like it's kind of— it's kind of a two-edged sword. Like, you want your 
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new faculty to have, you know, service opportunities,— especially remote faculty [you] 

want to get them involved and stuff, but at the same time, it's like are you giving them 

suggestions on certain committees because you — just want [you] there to be a Black 

person on the committee. 

While Dr. Kayla perceived her experience of serving on committees as tokenism, Danielle shared 

an experience with tokenism that differed in perception and occurred during her interview 

process.  

Most of the time, the interviewer, who might be in a higher-level position, will say to me 

well, “We're going through CACREP accreditation, and I'm going to be honest, they are 

looking for us to have some faculty of color”. They actually say this, so it's not like it's 

like alluded to, or camouflaged, or behind closed doors. It’s very explicit, in my opinion. 

Interviewers are hiring me because I’m Black, and we need people to pass our CACREP 

study. It’s [as] simple as that. So, for me, I’m already offended. I'm — I’m looking at, 

you know, I have the credentials. I have the educational requirements. I have the 

experience. I have so many skills that relate to this position, but all you're focusing on 

really is my skin color. So, to me, that's highly discriminatory. Yeah, it's so offensive. And 

at the same time, I feel helpless because I can't do anything about it. 

Similar to Dr. Kayla, Dr. Jessica reported service expectations that were geared toward Black 

people and other people of color. Dr. Jessica identified her experience with tokenism. 

I feel like there's this, um, expectation, in my opinion, for Black faculty to kind of like I 

said earlier, like work twice as hard, and maybe twice as it is an overstatement, but do 

your main duties and then some. So, I have my main duties, and then, you know, I get the 
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unique obligations of hey, do you want to be a part of the you know — this minority 

initiative we're doing for CACREP and do you want to do this for Black students?, And 

it's just that extra piece. That, I know that's why I’m here, you know. Almost like the—

this affirmative action type thing. We need you here because you have to fulfill these 

roles… But I don't see my White counterparts— they may very well run, you know, teach 

the multicultural course, too. 

Emotional Labor. While reflecting on her experiences, one participant directly disclosed 

negative feelings related to some of her challenges. Dr. Kayla mentioned that, while experiencing 

tokenism, she was emotionally exhausted as a result of the administrative role she performed in 

addition to teaching courses as an assistant professor. 

I know there's been a lot of research with faculty of color, particularly Black women in 

academia, how you know they have so much emotional labor that's put on them,— the 

labor that other faculty don't want to do. And I can definitely say that that was my 

experience. Because, like I told you, when I stepped into the role of student dispositions 

coordinator, it was extremely emotionally taxing for me to be in that role. And I know for 

a fact that nobody, nobody else at the time, really wanted to take that on voluntarily. 

Danielle discussed students approaching her as one of few faculty of color and the negative 

emotions associated with advocating with students to resolve complaints that they have placed 

against other faculty members.  

It's frustrating for me. It’s sad, I'm sad to be — to see that and witness that still in 2022. 

It’s disappointing and I'm disappointed in the leadership. I'm disappointed at how the 

institution is handling the situation. I have made so many — I have had so many 
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meetings with leadership about what I'm hearing and what I'm seeing [from students]. 

And I get the same response [from leadership]. “Oh, that's so sad” or “I've heard that 

from so many people” or “an investigation was ongoing and I can't really give you the 

details on”. It's like, okay, you're hearing this from so many students…But what has been 

done in the immediate. You know, like in the immediacy, in the present moment. There’s 

nothing [being done in the immediate] because the students keep coming up to me, 

reiterating, or new students of color, keep saying “I don't feel safe, I don't feel welcome”. 

Credibility Challenged. Most participants experienced their credibility and role as 

instructors being directly challenged by students. Nicole describes her experiences of how 

students received information from her as the instructor: 

I think another challenge could be my age,— related to my age and the age of my 

students, because you know I do work primarily with master’s-level students. You know, 

most master's-level students are going to be truly adult learners, so, you know, these are 

people, in, specifically in my program. Most of the people, that I'm working with, they 

are significantly older than me, but I am in the role of, in a role of power. In the ways that 

matter to them, of course, I'm not, like, trying to go in there and be like, you know you 

got to listen to me or whatever the case may be. But just by virtue of the fact that I’m the 

instructor in class and I'm awarding you a grade, there is a power differential, and I think 

that sometimes I have seen it be very difficult. I think—I don't have concrete proof— but 

I think when you factor in my gender, as well as my race and then my age, I think that it 

can be very difficult for some people to receive that coming from me. You know, because 

whether there's a racial bias, whether there's a gender bias, whether there's an age bias, it 

just happens to all be compiled into one, you know, because of my multiple identities. 
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But I do find that it can be hard for some people, more than others, to receive information 

from me and to take what I say as fact. And I have had to stand very firm in multiple 

occasions and say, like, no, this is my class, and this is the way this class will be run 

because it's my class. 

Dr. Taylor shared a similar experience related to interactions with students because of her age: 

 I was the youngest there. Interestingly, I had a really difficult time there. [There] was not 

really a lot of diversity there, and so a lot of White students there— so actually early on, 

they really struggled with calling me doctor, and things like that, so that was difficult, and 

so I think it was— it made it more difficult for them to want to give me the professional 

respect that they gave to my colleagues. So, in that way, I don't necessarily think that the 

rapport was easy. As an early faculty member, this caused me to take on more of a 

probably rigid role, and [that was] probably necessary in order to probably hinder some 

of that. 

Similarly, Danielle was directly challenged by some of her students. 

 As the semesters move along, I have had a lot of, um, I would say tense moments with 

the White male students in the program, typically the older ones. There's been a lot of 

pushback on just feedback and constructive feedback and them, actually— how to phrase 

it— like, valuing my experience to take what I'm educating them about as actual 

information that they should apply, not only within the class, but in the program and in 

their career. It's been very challenging. 
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Dr. Amber’s challenge came from students through her clinical coordinator role. Additionally, 

she identified negative triangulation between students, herself, and her White colleagues in the 

department. 

I know me and Black women [colleagues] have discussed, you know, just students 

getting out of pocket. I think that is more of a shared experience…the students do interact 

differently with some of the White professors. You know, just even the way, you know— 

I think they just see them as more knowledgeable and experienced, so, you know, they 

come to us to get an answer and the answer is not acceptable, so they like to go to a 

White faculty member to get a different answer. So sometimes triangulation happens.…I 

don’t know if that is because I’m Black, I don't know if that's because the student was 

White, but just, just stuff like that. 

In summary, the study participants discussed their challenges. In their interactions with 

students and colleagues. Additionally, their challenges highlighted how their salient identities 

related to race, gender, and age may have actively influenced their experiences. 

Academic Activism  

 Although participants’ experiences varied, all identified issues in their faculty roles and 

some participants discussed what they would change if they were provided the opportunity. In 

connection to the theoretical framework, of BFT, the constructs of self-definition and being 

social agents of change were noted among the emerging theme and subthemes. Additionally, 

Intellectual activism was discernable, as participants shared methods of resisting the status quo 

within academia. For this study, academic activism, in particular, refers to the changes noted by 

participants that may help address ongoing challenges within higher education and various acts 
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of resistance against the status quo. Dr. Kayla mentioned a need for greater support from 

leadership: 

I think if I could change one thing, it would be better support. Like I said, I was very 

disappointed that I didn't get the graduate assistant that I was told I should have had and 

I'll say also support just from leadership in that we have such high turnover— this kind of 

goes into the turnover part, but because we have such high turnover, it was hard to like 

get stability and support from leadership with following through on stuff… I definitely 

think there could have been done more …to try to retain faculty and staff of color 

because when I left— this is a small liberal arts institution, PWI,— and by the time I left, 

there was an exodus of Black and Brown staff and faculty members that were leaving 

around the same time. 

Dr. Kayla further expressed her concerns regarding pay and the different income in an ideal 

environment. She stated, “Another ideal would be the pay. To be paid fairly and equally with 

other professors at my same rank would be the ideal situation. That’s what I would have 

wanted”. Dr. Taylor discussed leadership as an area that she would transform: 

 Administratively, I think leadership across the board. I’m not sure. It's a weird dynamic 

to me the way academic leaders are chosen, and so, when you think about [how] a 

president of an institution [has] been moved up in higher education— [it] is based on 

rank and is dependent on your ability to publish,— and the interesting thing about that is 

nowhere in there is, is a necessity for any type of leadership skills or training. So, when 

you think about any of the whatever instance, wherever you are, your dean necessarily 

has never, may have never had any training, as the chair of the department, may have 

never had any leadership [training]. The reason why they are [in that position is because] 
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they either hold the highest rank, either an associate professor, or that they are a full 

professor, and the only reason they are there is probably primarily also the fact that they 

have the ability to publish, and so I think that we— so that's just so, it's so backwards to 

me… we use that as a threshold for how we identify the leaders; [that] is why we have 

the problems we have in academia. Because, just because you're a great researcher, just 

because you might be a great teacher, doesn't mean you understand how to run a unit or 

an institution, and we're thinking about policies and what makes the most sense, I think 

we missed the mark a lot. And so, I would really like to see more trained leaders who 

actually understand. 

Dr. Taylor described her concerns with the tenure and promotion process as an area within 

higher education that needs to be overhauled. 

I think tenure is good, but I mean, I've seen it go horribly wrong as well. I’ve seen people 

abuse that process for people, and I see people get harmed through that process.…I think 

it could use some tweaking. I've been at two institutions that are union. I love it. I think 

unions are great; I think they're necessary, but I also think there are some— some things 

[that] can probably be fixed. 

Danielle mentioned that students of color in doctoral programs need a curriculum that 

acknowledges their potentially unique experiences in seeking faculty positions. Danielle 

specified,  

Doctoral programs should really start teaching, specifically, doctoral students of color, 

the nuances of their journey to whatever they might pursue after graduation. If it's 

teaching full time in a counselor education program or research or leadership, it’s not the 

same path for students of color compared to White [students]. It's really a lot of obstacles, 
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and there's a lot of roadblocks thrown in, which is not going to be just— a lot of times— 

I hear a lot, I will just write you a letter saying you graduate in [redacted month and] 

you'll be able to get that job. It doesn't work that way for me, maybe that way for 

someone else. You writing me that letter is not getting me that job. 

Transgressive Pedagogy Usage. For this study, transgressive pedagogy includes 

teaching efforts that incorporate multiculturalism, advocacy, mutual co-learning, empowerment, 

and vulnerability that may oppose dominant hegemonic practices. Utilizing transgressive 

pedagogy was identified as a theme in response to identified teaching styles and interactions with 

students. Dr. Jessica recounted her experiences engaging students in a multicultural course. 

 I feel like, you know, every Black professor teaches the multicultural course, like a given 

almost for most. But in that particular class…we were talking about different cultural 

groups and happened to get to, you know, the Black cultural group. I tell them, I'm Black 

[and]I'm part of this group; what are your interactions with this group? I had them write 

down their biases with this group. I tell them you don't have to share, but you need to be 

aware of your biases and one student …she said, “Why can’t I say the N-word?” Every 

fiber of my being was like, why would you want to say that word?… I look at their 

[racial] identity development as my way to approach topics. So, my students who have a 

higher [racial] identity development, one, wouldn’t ask that question. Two, I talk to them 

[students at a higher racial identity development stage] in a different way. This particular 

person, I was like, yeah, your [racial] identity development is probably on the pre-

encounter level. 

Danielle shared her experience with incorporating multiculturalism in her courses and the 

response from students: 
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With students of color, I had like this welcoming response from them because, “Oh, my 

God, you're the only instructor that really sees us, and you really take our feedback and 

our voice into consideration, and your classes and your lessons you incorporate 

multicultural points and differences in your curriculum and discussions”. 

Dr. Kayla discussed a mutually impactful teaching practice that involved an advocacy project 

that she completed with her students in her previous role as an assistant professor. 

I actually started to do some advocacy work with another faculty member, and we were 

able to bring students into that. And that led to doing some really great projects related to 

advocacy work and anti-racism within the profession. We were able to present, we were 

able to do a virtual conference. We did a presentation on our work with the students, so 

the students are able to present with us. We wrote letters to counseling organizations and 

other counselor educators. 

Nicole discussed the importance of equitable exchanges and how it shows up in her classroom: 

But any of my students, like I'm here for equal exchange, we all have information to 

contribute, and if we all contribute to the ecosystem of this classroom everyone, it will 

benefit everyone because everyone has an experience or thoughts to bring to this class 

that can enhance our learning. 

Staying True to Oneself. Participants reflected on their experiences and their 

understanding of being millennial Black women counselor educators; hence, authenticity and 

faithfulness to oneself repeatedly emerged in the data as a subtheme as, transgressive pedagogy 

emphasizes some level of modeling and vulnerability from the instructor. Danielle confirmed 

that her identities present themselves in the classroom as a form of modeling vulnerability 
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toward students. “I definitely show up authentically myself. So, in the classroom, I am the same 

way. I am in regard to my communication, how I present, present maybe different clothing, but 

I'm still the same when I’m outside”. Dr. Kayla described what it meant to be a millennial Black 

woman counselor educator and what has enabled her to remain true to herself. Dr. 

It means that I can show up for my students and my colleagues as my fully authentic self. 

One of the things that I did in my previous role was [I] actually went fully natural [with 

my hair]. I was already natural, but I was getting, I was getting thermal treatment presses. 

But I went fully natural in my first position and, for me, it was just kind of like this 

freedom, I would say that I had not experienced before, and I feel like my confidence just 

in who I am, and you know who I know myself to be really came through once I did 

that…For me, it's about just showing up authentically as myself, making no apologies for 

who I am, and holding space for other people and their experiences, especially my 

students. 

Nicole noted that representing and being her authentic self was recognized by her students. 

I think that, for my students, some of which are young Black millennials or Black young, 

Black women millennials, I think it's important for them to see that representation [of 

Black women faculty] because I've had some of my students tell me, like, “it’s so dope to 

see you in this role [as a counselor educator] being your authentic self, like, not trying to 

fit into this mold of what a professional should be but truly in yourself and still making 

an impact”. I think it helps them to be their authentic selves as well. 

Dr. Taylor mentioned that staying true to oneself should be a recommendation for other 

millennial Black women who are interested in pursuing faculty roles. 
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 So, I think the same thing that still keeps K-12 teachers going is the same thing that 

keeps faculty coming back. As being still connected drives them, and knowing their 

passion and knowing what's important to you and [what’s] significant. Being true to who 

you are and knowing your authentic self and by allowing yourself to show up as your 

authentic self. Because until you do that, you also won't be happy. As a faculty [member], 

even when it won't allow, or I won't feel like you're allowed to do so, you have to give 

yourself permission to show up as your authentic self. 

Serial Reciprocity. While some participants were aware of their challenges with 

professional identity, some were helped by others and desired to help other newcomers, which is 

often called serial reciprocity (Moody, 2008); this concept refers to receiving support from others 

as they transitioned into their faculty positions or wanting to return such support by assisting 

their students. Nicole discussed her relationship with her program director, who is also her 

mentor. “That’s my charge to myself, now that I’m in this role as I, hopefully, continue to 

progress higher, to always be the kind of mentor she is to someone else.” Furthermore, Dr. Taylor 

noted that her motivation for selecting her university and her desire to serve her community 

sprung from her gratefulness for the opportunity to return to the institution in her hometown: 

I wouldn't say I was recruited but to bring back an alum who had— already pretty much 

been a tenured faculty who has already established themselves professionally, who will 

be returning to their hometown to contribute back to their own community. Like, that was 

what they were looking for, at the time, and so more kind of like inviting soft, soft invite, 

and I had been softly invited to apply back at that institution years prior. 
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Dr. Taylor’s return to her hometown institution enabled her ability to help her community. She 

stated that she was most proud of her role as a counselor educator because “I train counselors 

that go out and help others.”  

Millennial Influence  

Considering the participants’ generation and the additive nature of intersectional 

identities, discussions surrounding age occurred throughout the interviews. However, millennial 

influence emerged as a separate theme as participants reported that being part of the millennial 

generation has affected their view of themselves and their careers as well as the way they 

structure their classes. Participant responses revealed a nuanced difference in their experiences 

regarding age versus being part of the millennial generation. Dr. Amber shared the following 

descriptors of the millennial generation in connection to careers and jobs:   

Independence, advocacy, multiple career changes, like multiple jobs just— I guess, I just 

see millennials as being more like we’re not our parent's generation, where we [are] 

staying at a company and provide loyalty for 30- 40 years, well, we [millennials] don't 

keep staying when we’re unhappy.  

Nicole acknowledged differences in her class structure compared to a previous co-teaching 

experience: 

Oh, I do think that it has to do with being a millennial because she is, I believe she's in 

her 50s. Yeah, like she— she's probably in her 50s, and of course, I’m not even 30…  I 

think that shapes a lot of my identity as a professor, and I feel like as millennials, we are 

very much, like, tell me how it's relevant, don't give me anything that I don't absolutely 

need, you know, like, if it's not relevant to what I will actually be doing…and that’s very 

much how I am as a professor… Whereas I find it, she and other professors are like, nah, 
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if the syllabus says we [are] staying in here until 10:15, then we’re staying until 10:15. I 

also think that even on the way [that] I prioritize self-care. I think it has a lot to do with 

the fact that I'm a millennial and, you know, I don't want to work my students into the 

ground. 

Dr. Taylor expressed the complexity of identifying whether her millennial status has shaped her 

role as faculty: 

Like all of the descriptors that have traditionally [been] used as, like, these badges of 

honor, I feel like at this point for the millennial woman probably have turned into being a 

lot more problematic. I can't really think, I don't know, I can't think of anything. I’m 

friggin’ surviving.… I think we're having to do it different in a world that's different than 

the people who trained us. And I don't know that the people who trained us could have 

ever even prepared for like what it is now. And so, it's almost like you can say like you 

got your basic training and everything or even your mentors can't even really prepare us 

for what we're doing, so it's almost like you're literally having to figure this out on your 

own and do it in a whole different way. 

While participants discussed their experiences, they also identified ways of advocating 

for shifts in academia, specifically in counselor education. Participants emphasized remaining 

true to themselves and desiring to help others beyond the traditional mentorship role. Through 

their teaching efforts, transgressive pedagogy was identified as being used by the participants. 

Finally, participants expressed that being part of the millennial generation has influenced them as 

counselor educators and their experiences of being a millennial Black women counselor 

educators. 
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Research Question 2 Findings 

Research question two: 

What contributes to their persistence as millennial Black women faculty in counselor 
education programs? 

Student Impact and Support 

Some participants indicated that their impact on students contributed to their persistence 

within their roles as counselor educators. Personal accountability was evident in participants’ 

responses related to their influence on students and vice versa, as well as their passion for the 

subjects that they teach. However, student impact and support was different for each participant. 

Dr. Taylor received indirect encouragement from her students. She stated, 

I have probably, this last couple of years, considered leaving higher ed more than I ever 

have. In this last year in particular, I've debated leaving higher ed. And there's always 

something that happens in a class that reminds me that I still love this. That is the top 

thing. The students probably helped me persist, so kind of like— it sounds cheesy— but, 

like, [it is] the “what’s your why” kind of thing. 

Danielle discussed how receiving support from a group of students contributes to her persistence 

as she journeys throughout ongoing semesters. 

I think it is the students, the core group that I have. They are like my cheerleaders. They 

rah-rah-rah. They support me. To have those students that continue to take classes with 

me because they love my classes, my teaching style, and they kind of follow me along in 

the program, It's really nice to have that core group because then I feel like it's familiar to 

me; I’m like, okay, I know them, know their names, and I have good rapport with them. 
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Dr. Jessica was most proud of her ability to impact students and recounted receiving positive 

evaluations from her students: 

I'm really proud of my impact or the perception of the impact that I have on students. 

When I get my evaluations, of course, you know you always have maybe one student 

who's like complaining about something. But, for the most part, they're glowing remarks 

about students feeling comfortable, feeling safe in my class, being able to share and ask 

questions in my class. It's kind of one of those almost backhanded compliments because I 

care so much about my students and want them to feel comfortable that I do encourage 

them to ask questions. 

Subject of Classes Taught. Throughout the interviews, participants discussed their 

proudest achievements in their roles and what contributed to their persistence. Dr. Kayla 

expressed that she enjoyed teaching the clinical practicum and internship experiences: 

In my current role, as I mentioned before, I'm only working— or only teaching students 

in the clinical courses. So, for me, that's been very fulfilling because I really get to help 

students with their, you know, self-awareness and their clinical skill development and just 

helping them to work through the things that come up when they're working with actual 

people. Also, like, one of my classes is an internship 2 class. Those students [within the 

internship 2 class] are at the very end of their program and so answering questions about 

licensure and just supervision and all that, so helping students to really start thinking 

about and bridging their clinical training to actual clinical practice has been really 

rewarding. So those are, I would say are, probably the two things that I’ve enjoyed the 

most. 
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 Dr. Jessica shared that her passion for teaching career and research courses contributed to her 

persistence. 

 I teach career, I teach my passion area, so it's a thrill for me to share with others how 

passionate I am about a particular topic, especially since the classes— I teach those 

counseling classes that [the] majority of the counselors don't really care for. You know, 

like career, research, and things like that, you know, so I’m trying to create that joy 

around  [career counseling classes to show that] hey, this is just a piece of it, and this is 

something I really like and let, let me give you a little bit of that. Because in my master's 

[program], I remember I was one of those people, I really liked, like, career [class]. Okay, 

you know, like I’ll take that, but my teacher was so passionate. It was like, oh my gosh, 

and she brought passion to me. And I actually worked as a career counselor after that …I 

try to just bring that into my classroom, that passion that maybe could just spark another 

student’s interest, even though they think they might not be interested like me. 

In summary, participants reported that impacting students and receiving support from students 

enhanced their desire to persist within their roles. Additionally, participants confirmed that their 

passion for teaching courses motivated them to persevere. 

Mentorship 

Some participants reported that their determination to persist was reinforced by a mentor 

or senior faculty member who guided them while they transitioned into their faculty positions or 

while they performed their roles as faculty members. Some participants further discussed 

mentorship beyond the traditional sense. This connects to the concept of community 

othermothering, which is highlighted within the theoretical framework as part of BFT. Nicole 

shared her interactions with a program director: 
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I would just like to say that the role of mentorship is like something that has been 

instrumental in my journey… the fact that I am working with a program director who has 

made it like it made an intentional effort from one Black woman to another to mentor me, 

has been an amazing experience for me. It has done wonders for my personal and 

professional self-esteem; it has mitigated a lot of the effects of the imposter syndrome 

that tries to creep in, so that is something that's worth noting, and that's why I’m saying 

that you know when we get into these roles— whether we're millennials or maybe not 

even millennials— we have a responsibility, because I just think about how she could 

have— she could have not mentored me intentionally. 

Dr. Taylor discussed her mentor’s integral influence upon her role as a faculty member while she 

worked at a different school then when she returned to the same school as her mentor. She 

described the shift in dynamics between herself and her mentor once she returned to her alma 

mater as a faculty member and the need to find another mentor to encourage her persistence. 

I would say that my dissertation chair has also been much of a mentor.… So [I] go away 

for six years and work at another institution and to have him mentor me through that 

where I could call him, and we could have those conversations. It’s [been] a lot different 

once I came to the institution. He's also in a whole different role now, so I think now we 

are colleagues. The mentoring relationship will always be. [I will] always have the most 

respect for him, but it has had to shift, which means that I also now have to find a new 

person that will want to do what he did. 

Similar to Dr. Taylor, Dr. Amber expressed a shift in dynamics with her mentor once she became 

a faculty member. “My mentor is now my chair, so that came full circle.” Dr. Amber also 
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discussed mentor’s role in her determination to persist as she transitioned into a different faculty 

role after a family crisis required her to return home.  

Whether employed or unemployed, I just need to get back home to my family, so I think 

just the upheaval [of the unexpected family emergency]. Then I’ve experienced so like 

trying to get settled into that role, and then, you know, as I’m just getting my— not even 

getting my foot—in this one semester, and I feel like I’m floating downstream in some 

rapid water, and then this family crisis comes. And I’m like, oh goodness, I need to go 

home…my mentor is my mentor from my master’s program. She also is at [redacted 

university], so she’s like, we got this job opening at [redacted university]; you need to 

apply”. 

Mentorship was an emerging theme as participants identified forms of support. The importance 

of mentorship and its various forms among participants were discussed as contributors to their 

determination to persist in their roles. 

Chapter Summary 
Chapter 4 presented the findings of the data analysis, which was conducted by coding and 

identifying the emerging themes from the individual interviews. From the data analysis, five 

major themes were revealed that addressed the two research questions that informed this study: 

challenges within roles, academic activism, millennial influence, student impact and support, and 

mentorship. 
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Chapter 5: Discussion 

Chapter Introduction 

This phenomenological study explores the personal encounters of millennial Black 

women faculty who are navigating counselor education programs; this study’s goal is to provide 

understanding of their lived experiences and of the contributors to their persistence in their role 

as counselor educators. BFT is the theoretical framework for this study, which enables improved 

understanding of the essence of millennial Black women counselor educators' collective and 

diverse experiences as faculty members. BFT emphasizes lived experience as a criterion of 

meaning and highlights the use of practice and ideas as resistance of oppression (Collins, 2000). 

Lester et al. (2021) examine the experiences of Black women counselor educators; their average 

participant was 44 years old. Furthermore, an earlier study by Bradley and Holcomb-McCoy 

(2004) features a participant pool of Black counselor educators between 49 and 60 years of age. 

These studies inform the need to better understand the nuanced experiences of those who were 

not highly represented within extant literature, such as millennial faculty. 

This chapter provides an analysis of the themes that emerged from the study. The 

following themes are discussed: challenges within roles, academic activism, millennial influence, 

student impact and support, and mentorship. In this chapter, the findings are discussed in 

connection to the theoretical framework, BFT, and the reviewed extant literature from Chapter 2. 

Essentially, based on the data analysis, the study participants experienced complex challenges 

within their roles as counselor educators and identified student impact and mentorship services 

as contributors to their persistence and retention. The research questions for this study are as 

follows: 
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1. What are the experiences of millennial Black women faculty in counselor education? 

2. What contributes to their persistence as millennial Black women faculty in counselor 

education programs? 

Discussion of Findings 

Research Question 1 

Research question one: 

What are the experiences of millennial Black women faculty in counselor education? 

Challenges Within Faculty Roles 

 Although participants discussed challenges with their overall professional identity 

development as new counselor educators, there are areas of earned privilege for millennial Black 

women faculty related to their educational status. Previous literature (Collins, 2000; West, 2020) 

has identified Black women in higher education as having outsider-within status in academia. 

These assertions align with the need for self-definition to develop a stronger professional identity 

and correlate with the findings of this study, as participants recounted challenges in developing 

professional identities that reflected their salient identities and rejected the possible influence of 

imposter syndrome.  

 Participants responded to the interview question, regarding their transitions from being 

doctoral students to being faculty members by recounting their experiences and perceptions of 

preparedness or the lack thereof for faculty positions. While this study focuses on their 

experiences as faculty, it is worthwhile to understand these transitions because they identify areas 

that were challenging as well as areas for which the participants felt unprepared. Knowing their 
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challenges may be beneficial for program leaders who seek to better prepare their students for 

faculty positions and may influence the likelihood of recruiting faculty of diverse backgrounds.  

Several participants discussed feeling unprepared by their doctoral programs to excel in 

at least one area related to teaching or research expectations. One participant sought an external 

course to increase pedagogical skills that were not enhanced within her doctoral program. 

Another participant felt that she was adequately prepared through her doctoral program to 

conduct and balance the role expectations of a counselor educator. Participants also discussed 

feeling unprepared for academia. In this sense, academia was depicted as a separate challenge to 

navigate in conjunction with the faculty role as a counselor educator. Participants did not feel 

fully prepared to perform the tasks related to researching, teaching, and navigating academia, nor 

did they feel equipped for the unspoken rules they encountered, which created another 

complexity in their transitions into faculty roles. According to Strawser and Carpenter (2019), 

institutions should explore ways to enhance faculty members' teaching and learning skills. This 

could indicate the need to improve preparation for teaching and researching within counselor 

education doctoral programs. 

Participants’ experiences transitioning into faculty roles also elicited discussions 

regarding recruitment efforts, or the lack thereof, utilized by their institutions. Holcomb-McCoy 

and Bradley (2003) identify that several CACREP-accredited programs do not have formal 

recruitment strategies for faculty of diverse backgrounds. Based on the participants' responses, 

this dearth of recruitment strategies is consistent with this study's findings. None of the 

participants recalled any formal recruitment efforts made by their employing institution. Two 

participants reported that they knew at least one faculty member at their prospective institution 

that played a role in them seeking a position at the institution because of familiarity. However, no 
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formal recruitment efforts were in place at the participants' institutions. This suggests that 

informal recruitment or transforming formal recruitment among universities regarding diverse 

faculty should be re-evaluated. Notably, all of the participants were employed at PWIs; 

experiences may differ for those at HBCUs, Hispanic-Serving Institutions, and Tribal Colleges 

and Institutions.  

  While reflecting on the lack of recruitment efforts, participants recounted their 

motivations for pursuing faculty positions, participants professed that their internal motivations 

and aspirations were primary reasons for seeking faculty roles as opposed to external motivators 

or recruitment efforts. For example, Nicole and Dr. Amber discussed their lifelong desires to 

work in higher education as educators, which suggests that despite the academic preparation 

complexities and lack of recruitment efforts, some participants' personal aspirations shaped their 

motivations as they transitioned into faculty positions. Findings related to the challenges of 

transitioning to faculty roles and feeling insufficiently prepared aligns with previous literature. 

For example, Levitt and Hermon (2009) also find that their participants felt unprepared by their 

doctoral programs to navigate academia. Discovering that participants in the current study 

perceived personal inadequacies for faculty positions was unexpected, as was the number of 

different areas in which they felt poorly prepared. Since participants attended different doctoral 

programs, possible reasons or interpretations of their inadequacies present a new area for 

exploration. COVID-19 was also identified as a common challenge for some of the study 

participants; two of the participants directly recalled starting their faculty careers during the 

pandemic, which added complexity to the ongoing development of their professional identities.  

The perceived level of academic preparation presents significance with consideration to 

the theoretical framework, BFT, as the standpoint knowledge of the participants’ collective 
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experience is evident. Despite their individual experiences while transitioning into faculty 

positions, each participant identified a deficit related to one of the primary task areas of their 

roles or with navigating academia generally. The academic preparation complexities provide 

insight into the transitional experiences and recruitment of millennial Black women faculty 

within counselor education programs. When considering their transitional experiences and 

intersectional identities, race, gender, and class are the social categories often used while 

examining interlocking systems of oppression within the matrix of domination (Collins, 2000).  

In connection with the academic preparation complexities, it is plausible that classism 

may influence this preparation. None of the participants attended the same educational institution 

for their doctoral learning, however, several participants were able to identify complexities in the 

preparation for their faculty roles. External support was sought, such as enrollment in a teaching 

course and past mentors, in order to supplement the insufficient cultural and social capital of 

support that were provided in their doctoral studies. The insufficient cultural capital for this study 

refers to the formal knowledge that the participants did not gain from within their doctoral 

programs while not belonging to the dominant culture. According to Bourdieu (1986), social 

class combines economic, cultural, and social capital. In the context of this study's findings, it 

seems that classism, as it relates to cultural and social capital, may have a part in the academic 

preparation complexities that the participants experienced.  

Among the individual challenges, participants discussed a need for connection, and 

mentioned experiences of tokenism, emotional labor, and having their credibility as the instructor 

of the course challenged, all of which align with Dade et al.'s (2015) assertion that neither a 

critical mass nor increased representation of Black women at PWIs lessens discrimination. 

Accordingly, Dr. Amber discussed having several Black women faculty members within her 
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department. However, she experienced triangulation among students and White faculty 

colleagues as well as other challenges related to gendered racism, which demonstrates that 

having greater numbers of Black women faculty do not impact or reduce the racism experienced 

from others. Individual circumstances influenced participants’ need for connection. For example, 

one participant was in a remote environment and therefore had no sense of community with other 

counselor educators within her department. Cooper (2017) asserts that community-based spaces 

provide opportunities for Black women to produce knowledge about themselves that resists 

dominant narratives that may undermine their experiences.  

Another participant discussed the need for community after indirect experiences with 

colleagues regarding reporting and following up on student complaints. This need for connection 

provides a different perspective that aligns with the outsider-within construct of BFT, which in 

this context, highlights the individualistic culture that has been adopted and normalized as the 

standard within academia and suggests a need for safe spaces. The need for connection highlights 

the dominance of individualistic culture as formal groups of support weren’t highlighted in the 

participants’ experiences. Participants expressed need for connection corroborates their social 

location within academia as well as Black women’s experiences of being considered outsiders in  

higher academic settings, which may relate to their cultural misfit within such settings and may 

lead to isolation. While participants were within counselor education programs as faculty, their 

socialization or lack thereof caused them to feel like outsiders, and they experienced a need for 

community and connection with others.  

Additionally, some participants also experienced that challenge of tokenism. Extant 

literature has supported that few Black women are faculty in counselor education, and tokenism 

is one consequence of such limited representation. In alignment with literature (Bradley & 
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Holcomb-McCoy, 2004; Salazar, 2009), many faculty of racially minoritized backgrounds, 

specifically, Black faculty, encounter some level of tokenism, which incorporates the 

expectations that such faculty have extended service responsibilities, serve on diversity 

committees, and mentor students of color. Participants' experiences aligned with the expectation 

that they would complete service tasks in addition to other faculty responsibilities. However, a 

novel finding herein contributes to the literature; one study participant also recounted tokenism 

within hiring processes. Tokenism, in this instance, further aligns with symbolic inclusion, which 

is one example of performative acts of inclusion that perpetuate patterns of suppression (Collins, 

2000). Each participant that experienced tokenism differently; for example, one participant 

underwent experiencing an overtly discriminatory hiring process, while another recalled in 

hindsight, being asked to serve on committees and later discovering she was the only Black 

person on those committees. 

While emotional labor was one of the less prominent challenges that emerged, it was 

directly present in two of the participant's experiences and is worth being discussed as it adds to 

the diverse experiences of the participants in the study. Emotional labor produced negative 

feelings regarding the participants’ experiences; one participant noted that her emotional labor 

resulted when she assumed an unpopular role, whereas another encountered this type of adversity 

when she advocated for students of color and their complaints. In connection with Black feminist 

discourse, the emotional labor and the disproportionate expectations of fulfilling the tasks 

allocated to their roles align with the superwoman schema that has often been assigned to Black 

women in the United States. According to Abrams et al. (2014), the strong Black woman trope 

socializes Black women to internalize obligations to fulfill numerous responsibilities while also 

exuding strength. Furthermore, this trope is frequently utilized as a socially acceptable way to 
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express anger (Harris-Perry, 2014). This emotional labor also aligns with race fatigue, which is 

described by Harley (2008) as a syndrome that involves being overextended, undervalued, and 

unappreciated. 

One prominent finding related to participants’ challenges was the challenges to their 

credibility. While this is a standpoint or collective theme, participants had diverse experiences in 

these challenges. Overall, most participants noted that students directly disputed their credibility. 

Age was included within their experiences, which added nuance to the confrontations. These 

findings also align with previous literature (Cartwright et al., 2009; Constantine et al., 2008) that 

has identified questioning of qualifications and credentials by other faculty, staff, and as an 

emerging theme. From the varied experiences noted herein, that gendered racism or, specifically, 

misogynoir— the racialized and sexist violence that is forced upon  Black women due to 

interlocking oppressions and marginalization (Bailey, 2021) — was factored into these 

encounters. The finding of these varied forms of bias support a study conducted by Pittman 

(2012), which found that Black faculty in their study experienced different forms of 

microaggressions from White colleagues and White students. 

Controlling images were also present in the findings regarding the challenges 

experienced by participants. According to Henderson et al. (2010), no popular representations of 

Black women intellectuals exist. Public recognition of Black women scholars is often attributed 

to other professional roles such as poets, writers, and novelists (Henderson et al., 2010). One 

participant mentioned that she was prejudged and labeled as intimidating by her students based 

on stereotypes assigned to Black women. This prejudgment aligns with the sapphire controlling 

image — a label Black women who blatantly express anger, bitterness, or rage (hooks, 2015) —

which has also been associated with the angry Black woman schema. The sapphire and angry 
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Black woman schemas have frequently shaped the depictions and mislabeling of Black women 

throughout history. This, in return, influences the way some Black women may express certain 

emotions or suppress emotions to resist the controlling images and invalidate the negative tropes. 

In connection to controlling images and stereotypes, according to Lewis-Flenaugh et al. (2019), 

young Black professional women may be categorized into oppressive stereotypical categories of 

being inexperienced due to their age. 

Several participants were uncertain why their credibility was challenged, expressing that 

racism, genderism, or age bias may have been factors. This uncertainty aligns with literature 

(Cartwright et al., 2009; Constantine et al., 2008) that has often been discussed concerning the 

covert nature of microaggressions. These experiences are congruent with the challenges that 

Shillingford et al. (2013) find in their study, which focuses on racially minoritized faculty. Their 

participants were challenged during their interactions with students, by high expectations, and 

through a lack of support, which suggests that higher education presents unique challenges for 

faculty that are a result of historical exclusionary practices that continue to persist in more covert 

forms.  

Academic Activism  

In contrast to the historical exclusionary practices, one characteristic assigned to the 

millennial generation is a focus on egalitarian practices (Lewing & York, 2017), which are 

included in the goals related to transformative pedagogy. According to Ladson-Billings (2014), 

although students often view the instructor as the expert in the classroom, new ways of 

understanding have been implemented to engage classes in conversations. Participants recalled 

experiences that aligned with transgressive or engaged pedagogy. According to hooks (1994), a 

central goal of transformative pedagogy is to convert the classroom into a democratic setting in 
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which everyone feels responsible to contribute. hooks (1994) posits teaching as a performative 

act that offers an opportunity for change and shifts that may influence unique classroom 

characteristics. Performative acts in this context refers to engaging students as an audience 

(hooks, 1994). In counselor education, limited extant literature discusses utilizing academic 

activism or more practical aspects of multiculturalism and advocacy within teaching roles; 

accordingly, hooks (1994) asserts that educators must resist the biases that have been the default 

in teaching practices and  promote different strategies and ways of doing.  

Related to resisting traditional teaching practices, Lester et al. (2021) identify the 

importance of Black women counselor educators, which aligns with this study’s findings related 

to academic activism, the knowledge related to acts of resistance and the acknowledgment of  

needed changes within counselor education and academia to reveal bias and eliminate the 

pervasiveness of White supremacy. According to Evans (2016), Black women in higher 

education are proficient in teaching and serving institutions because teaching and service do not 

challenge established gender roles and expectations. This is significant in connection with BFT, 

wherein intellectual activism in participants' lived experiences refers to speaking truth to power, 

which, according to Collins (2013), speaking truth to power involves confronting power relations 

and foundations within social institutions. Speaking truth to power requires resisting the status 

quo within academia. As agents of social change, participants discussed diverse ways of 

confronting academia's status quo, including the usage of transgressive pedagogy. This unique 

finding adds to extant literature and provides context to the teaching experiences of Black 

women faculty.  

As another form of academic activism that opposes academia’s status quo, participants 

emphasized the importance of remaining true to oneself through self-definition and valuation. 
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With consideration to being outsiders-within higher education, defining self as a form resistance 

within academia is activism. Finding power in oneself through self-definition allows one to resist 

negative controlling images and be empowered by redefining oneself as a means of survival 

(Smith & Niguel Moore, 2019). With the empowerment of defining self, one participant 

mentioned classism and her desire to receive pay equal to those of the same rank. While resisting 

the status quo in academia, several participants discussed the experience of helping others and 

being helped by others, which Moody (2008) define as serial reciprocity. Serial reciprocity in this 

study is depicted by participants’ expressing a desire to return assistance and support to students.  

The findings also revealed that, as part of their academic activism, participants wanted to 

shift procedures related to leadership, and who is considered leaders without having formal 

training, and how support from those leaders could be enhanced. Strawser and Carpenter (2019) 

purport that millennials prefer transparent leaders who communicate a clear and collaborative 

vision. The findings herein further suggest active thought toward advocating for shifts in the 

tenure and promotion process. This acknowledged need aligns with extant literature regarding 

the extended outsider-outsider-within concept proposed by Porter et al. (2020) to describe the 

experiences and social positioning of Black women with academia’s tenure-track system. Porter 

et al. (2020) demonstrate that Black women faculty are more than outsiders within academia, 

especially when navigating the tenure and promotion process. Acknowledging a necessary shift 

in this process also aligns with previous literature: Lewing and York (2017) indicate that 

millennial faculty describe their roles in connection to engagement and believe that institutions 

are responsible to support them through tenure and promotion.  
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Millennial Influence 

This study included participants who were a part of the millennial generation. While all 

participants were millennials, their perceptions of the impact of being millennials on their roles 

as faculty within counselor education differed significantly. One participant declared that her 

upbringing influenced her experiences and style of teaching more than her status as a millennial. 

Other participants stated that their specific age impacted their interactions with students and 

faculty colleagues and presented their age as a challenge. Some participants discussed the 

difficulty in forming instructor-student relationships due to the closeness in age or with students 

who are older than them. Participants further noted the nuance of being the youngest people in 

their departments and new roles as colleagues among professors who were previously their 

instructors. These experiences exemplified the subtle differences between age and generational 

cohort, further complexifying the transformation of higher education practices to fit demographic 

shifts. 

 Millennials have had general characteristics assigned to them throughout the literature 

(Howe & Strauss, 2000; Lewing & York, 2017; Litchfield, 2016; Taylor & Keeter, 2010), 

although, limited empirical literature discusses millennials as faculty. The characteristics that 

have been assigned to the millennial generation include: special, sheltered, confident, team-

focused, conventional, pressured, and achieving (Howe & Strauss 2000).  However, Lewing and 

York (2017) discuss millennial faculty and their experiences with service-learning, stating that, 

the incorporation of service-learning as a pedagogy that shifts the status quo connects to 

participants' experiences utilizing modernized pedagogical forms. Lewing and York (2017) 

further assert that millennials generally focus on egalitarian practices, which aligns with one 
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participant’s focus on having equal learning exchanges with her students and instructing 

differently than older faculty. 

The millennial generation is often discussed in connection to technology usage and 

advances, as noted in a study conducted by Litchfield (2016). However, most of this study’s 

participants did not believe that the usage of technology within their instruction exceeded that of 

previous generations or instructors. According to Strawser and Carpenter (2019), a singular 

definition of a generation may create inaccuracies, which may support participants’ diverse 

experiences related to the usage of technology within their instruction. This suggests that 

external factors may influence millennials' alignment with the general characteristics assigned to 

their generation. For example, personal upbringing, and demographic considerations may have a 

role in determining which millennial characteristics were prevalent for the faculty within this 

study. 

 According to Strawser and Carpenter (2019), millennials may acknowledge their feelings 

toward policies, procedures, and unwritten rules as outdated and unhelpful. Overall, the 

participants, as social agents of change, discussed a general perspective teaching differently than 

their previous instructors or even current colleagues and therefore suggested changes in the 

traditional methods, such as shifting the tenure and promotion process, transforming salary and 

benefits to fit the needs of millennial faculty, and adjusting the standard for leadership 

qualifications within academia. Strawser and Carpenter (2019) posit that recruiting and retaining 

millennial faculty requires university-wide efforts. In close alignment with this assertion, 

institution-wide and evidenced-based approaches that stress student learning equity among 

racially minoritized groups are pertinent in eradicating structural racism in academia (Barber et 

al., 2020). This approach may also be plausible for millennial faculty of minoritized races. 
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According to Strawser and Carpenter (2019), millennials prefer collaboration, shared 

responsibilities, and electronic communication. Millennials’ assigned characteristics and the 

limited presence of those traits among the faculty in this study, indicate generalized 

characteristics of millennials may have been based on a subset of people. This may be due in part 

to those whom the characteristics were based and the criteria that were utilized to identify the 

characteristics for a generation. 

Daily life and the intergenerational realities of Black women intellectuals, both inside and 

outside academia, shape BFT, as some experiences and challenges are intergenerational (Collins, 

2000). This may relate to similarities between this study's findings and extant literature with 

participant pools of varying ages, which suggest that despite belonging to different generational 

groups, Black women’s challenges within academia persist despite performative acts of diversity 

and inclusion efforts made within higher education. This may additionally provide complexity in 

understanding intersectional identities, such as age or generation. The intersectional identities of 

the participants in this study and their identification of dysfunctional practices and procedures 

within their roles illustrate the four interrelated domains of power within the matrix of 

domination are evident: structural, disciplinary, hegemonic, and interpersonal, which construct 

oppression patterns among Black women in the United States. 

Research Question 2 

Research question two: 

What contributes to their persistence as millennial Black women faculty in counselor 
education programs? 
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Student Impact and Support 

Extant literature has focused on women's experiences in counselor education (Avent 

Harris et al., 2019; Chaney et al., 2019; Haskins et al., 2016; Hill et al., 2005; Neale-McFall et 

al., 2018; Shillingford et al., 2013; Stinchfield & Trepal, 2010) and has revealed that the act of 

teaching is a contributor to their persistence. Additionally, several participants reported that 

students were  primary contributor to their persistence within their roles, which were indirect 

forms of support. Despite credibility challenges from some students, participants’ student 

interactions were generally positive. This adds to the literature on women faculty's experiences 

within counselor education, as previous literature has identified (Hill et al., 2005) enthusiasm for 

student and positive student growth as encouragers for women counselor educators. 

In alignment with literature (Hill et al., 2005), the subject of courses taught significantly 

impacted some participants' persistence within their roles. Hill et al. (2005) suggest that personal 

control over the courses one teaches as an encouragement for women counselor educators. This  

is supported by a similarity in this study’s women counselor educators as a factor in their 

persistence. However, the pedagogy utilized in teaching those courses may differ due to other 

factors, such as race and age, that were not considered in previous literature. Passion regarding a 

course and confidence as the course instructor were important to this study's participants, which 

suggests that exercising autonomy within courses and connecting with students motivates 

women faculty within counselor education programs. 

Mentorship 

Holcomb-McCoy and Bradley's (2003) study reveals that that mentoring contributed to 

retaining racially minoritized faculty within counselor education programs, which aligns with the 

findings of this study, as mentorship was a theme that repeatedly emerged in participants' 



114 
 

interviews, although differences by the participants. For instance, some participants' mentors 

were in leadership positions over participants’ current roles, but this fact did not influence their 

relationships. One participant noted that her relationship with her mentor shifted due to 

leadership roles and additional responsibilities, which suggests the importance of having multiple 

mentors to offer more holistic guidance. Previous literature (Constantine et al., 2008; Hill et al., 

2005) has identified a lack of or inadequate mentorship within faculty experiences. 

 Participants in this study identified having mentors, wanting to be a mentor, and the 

importance of mentorship while working as a student and as faculty. Some participants 

established relationships with their mentors while they were doctoral students and continued 

these relationships after completing the doctoral program. Mentorship as a factor in persistence 

also aligns with a study conducted by Dade et al. (2015), who demonstrate the importance of 

having a competent senior faculty member as well as external mentorship in retaining Black 

women faculty as part of a critical mass within their departments. According to Henderson et al. 

(2010), career advancement and retention are frequently reported results of mentoring, as 

mentoring is a form of resistance, perhaps to individualism, experienced by Black women 

faculty. 

Of the participants who expressed having a mentor, all but one had mentors who were 

also Black women. This significantly connects to the BFT concept of community othermothering 

and having women-centered networks. Community othermothering, as a tradition, supports 

relationships among Black educators, leaders, and students (Collins, 2000). Full professors and 

senior faculty could utilize their rank to guide and provide opportunities for tenure-track women 

(Dominguez, 2017). According to Collins (2000), "mothering the mind" extends beyond the 

traditional mentoring styles cited in the literature; it is a form of resistance to individualism, 



115 
 

while connectedness to others is valued (Collins, 2000). In recent years, the online hashtag 

#CiteASista, as a form of peer mentoring and support, has offered a digital counterspace that 

provides opportunities for co-mentorship and encouragement among Black women faculty and 

Black women graduate students through shared experiences, knowledge, and literature (Kelly & 

Fries-Britt, 2022). While #CiteASista is a digital counterspace that highlights Black women’s 

experiences, and in consideration of the millennial generation's characteristics of technology 

usage, however, study participants did not disclose involvement in any digital forums or spaces 

of support as contributors to their persistence. 

In summary, the findings of this study reveal millennial Black women faculty's 

experiences related to preparedness for faculty positions, recruitment, challenges within roles, 

the influence of belonging to the millennial generation, and persistence. Their experiences were 

complex, as many nuances related to their multiple minoritized identities, such as age and status 

as part of the millennial generation. The participants felt unprepared to advance in academia and 

to fulfill the unwritten expectations of balancing tasks. Once in their faculty positions, 

participants encountered various challenges in connection to their age, COVID-19, and 

interactions with students and faculty. While conscious of their experiences, participants were 

also actively aware of deficits within the structural procedures and the traditional ways of doing 

within academia, thus leading them to identify areas of improvement. Despite these challenges 

they persisted in their roles by impacting students and receiving mentorship from others. 

Increasing awareness of these contributors to Black women faculty’s persistence may be helpful 

in the development of strategies that increase retention. According to Smith and Niguel Moore 

(2019), Black women faculty navigate academia in hostile conditions that also exist in society. 

Essentially, their experiences as Black women within their faculty roles, in some ways, mirror 
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their experiences within society. Navigating educational systems for which they felt unprepared, 

lacking a sense of belonging, having their credibility challenged, and encountering uncertainty 

related to gendered racism are how this study’s participants experienced being millennial Black 

women faculty members within counselor education.  

Implications  

Theoretical Implications 

The implications of this research derive from the findings that emerged as answers to the 

two research questions and from the usage of BFT as a theoretical framework that enabled the 

unraveling of the findings. BFT as the theoretical framework of this study was beneficial and 

suitable in understanding the phenomenon of millennial Black women faculty navigating their 

roles as counselor educators. In this study, BFT underscored participants’ descriptions of their 

experiences. The study's findings are informed by several BFT tenets, including standpoint 

theory, intellectual activism, and Black women as social agents of change; furthermore, BFT 

constructs, such as outsider-within, self-definition, and interwoven domains of power within 

higher education, became a priori codes that supported understanding of the data to explain the 

experiences of millennial Black women counselor educators. Higher educational institutions and 

professional organizations provide diversity and inclusion statements; however, faculty and those 

in leadership positions within higher education are strongly encouraged to develop strategic 

recruitment tactics and effective retention policies to address the low number of Black women 

faculty in academia.  

The outsider-within construct presented itself in layered and decontextualized forms that 

were relevant to the participants; for example, the outsider-within construct’s meanings have 

shifted from describing social group placement in a specific and historical context related to race, 
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gender, and class inequalities to more general contexts (Collins, 1999). For some participants, 

working from a remote learning space further influenced their positionality as outsiders. For 

others, their roles as adjuncts placed them as outsiders within the faculty ranks in a contextual 

sense of the meaning of outsider-within. Previous literature has identified that lower rank 

positions are heavily occupied by people of racially minoritized groups; therefore, this social 

location acknowledges the unequal power dynamics across faculty ranks. Several participants 

expressed the need for connection and a sense of belonging as it pertains to cultural fit. The 

historical exclusion of racially minoritized groups and women in higher education, for the 

participants, merely existing within higher education aligns with the contextualized meaning of 

the outsider-within construct, whereby meaning is assigned to outsider experiences pertaining to 

race and gender within the social hierarchies in academia.  

While navigating the experience of being an outsider by existing within higher education, 

participants utilized self-definition as a form of self-empowerment and resistance against the 

external definitions and expectations established as the status quo within higher education. The 

matrix of domination explains the interconnectedness among social categories (Collins, 2000); In 

this study, the prominent social categories include race, gender, age, and generational status. The 

structural, disciplinary, hegemonic, and interpersonal domains of power were discernable within 

participants' experiences and underscored their experiences and thoughts related to activism. 

Nuances arose when they recounted academic preparation and challenges, as the 

interconnectedness of their identities and the domains of power increased the complexity of 

identifying practical strategies of increasing recruitment and retention. The domains of power are 

seen in the historical exclusion of Black people within higher educational settings; contingent 

faculty challenges; established procedures and practices regarding tenure and promotion; value 
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assigned to tasks associated with tenure and promotion; expectations related to teaching, service 

and research; and the everyday interpersonal challenges experienced in direct interactions. 

Related specifically to the tenure and promotion process, Kelly and Fries-Britt (2022) assert that 

citations are political as the number of articles published and cited structurally disenfranchises 

Black women scholars, as the low number of Black women in academia, research interests, their 

audiences reading their research being primarily people of color, and not being highly ranked in 

their fields are each factors that disadvantage Black women in the tenure and promotion process. 

Implications for Practice 

This study may inform the practices of current counselor educators who instruct doctoral-

level courses by increasing awareness of new faculty members’ potential lack of preparedness for  

such positions. This implication derives from the academic preparation complexities that 

emerged from the findings of this study. Accordingly, adjusting curriculum to fit the needs of 

students of diverse backgrounds seems worthwhile, as does considering the generational 

demographic differences that may have a part in expectations of learning and preparedness. 

Leaders within higher education across disciplines may better understand some of the 

characteristics of millennial faculty and choose to transform current practices and procedures that 

are archaic and do not align with the characteristics that have been assigned to the millennial 

generation. Some of the practices and procedures that should be amended relate to recruitment, 

retention, tenure and promotion processes, benefits, and criteria for leadership positions. 

Academia must acknowledge the shifting demographics of faculty and adapt policies and 

procedures to ensure relevance to and effectiveness for faculty, thus providing a space within 

educational institutions that promotes and fosters an inclusivity that is congruent with diversity 

statements. In connection to the participants' experiences, the recruitment efforts of those leading  
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counselor education programs should be revisited once structural changes and efforts have been 

enacted to support a faculty of diverse and minoritized backgrounds. 

To transform educational institutions to foster inclusivity, equity, and antiracism, senior 

faculty within counselor education programs should assume proactive roles in addressing 

concerns for junior faculty, including millennial Black women faculty who may be apprehensive 

about impacting their reviews or chances for tenure and promotion. Senior faculty and other 

institutional actors within counselor education programs should also assist in the socialization 

process of incoming faculty within counselor education programs. This may include additional 

interactive events among the faculty to enhance a sense of belonging and community. Other 

ways to foster a supportive environment may include organizing mentoring programs, 

establishing a community, and increasing transparency of the tenure and promotion processes. 

Millennial Black women doctoral students interested in pursuing roles as counselor 

educators may find this study helpful, as it offers knowledge about the experiences of other 

millennial Black women counselor educators. Awareness of current millennial Black women 

faculty, their transitions into faculty roles, their challenges, and the contributors to their 

persistence may enable students to make a more informed decision regarding career pursuits. For 

example, knowing that mentoring contributes to persistence may proactively motivate students to 

seek mentors or external guidance for support. This implies that formal or informal mentoring 

efforts could be implemented among faculty in counselor education programs. 

Limitations 

This study included only one source of data collection: participants were asked to engage 

in one virtual semi-structured interview that lasted approximately 60 minutes. This may be a 
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limitation as other forms of data, such as focus groups, could have revealed more about 

participants’ experiences and may have better captured their collective knowledge. Another 

possible limitation may have been my personal identities that I share with the participants. 

However, this was addressed through bracketing. Member-checking and thick descriptions were 

also utilized to ensure the study’s trustworthiness and to further address this limitation.  

External factors such as living through a pandemic may also have impacted the 

participants' experiences and influenced their perceptions of their experiences. This may be a 

limitation as the trustworthiness of these findings may be further limited despite the small sample 

size. The unintentional homogeneity of the sample may be another limitation of this study and 

may have limited the opportunity for more diverse voices and other salient identities. All of the 

participants were employed at PWIs when the interviews were conducted. Data on the 

participants’ number of years of experience as a faculty member was not collected and may also 

present itself as a limitation in contextualizing the findings. The findings are therefore limited to 

the experiences of the participants who are millennial Black women faculty employed at PWIs. 

This limitation does not provide insight into the experiences of millennial Black women faculty 

across different institution types. 

Recommendations for Future Research 

This study yields information about millennial Black women faculty within counselor 

education programs; however, some areas related to this topic can be further explored through 

research. This study’s findings suggest that future scholars should replicate this study with a 

larger sample, various forms of data collection, and varied institutional types with consideration 

of regional differences, as these changes may allow more diverse experiences to be shared. 

Incorporating participants' racial identity development may also provide context to their 
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experiences and their perceptions of these experiences. Future research should examine the 

experiences of doctoral students transitioning into faculty roles to better prepare doctoral 

students who may pursue faculty positions. 

Additionally, it may be helpful to replicate this study with a generational or intersectional 

theory to add to the literature regarding the academic discourse on generations. BFT was utilized 

in this study; however, other critical social theories could rationally be utilized to explore the 

experiences of millennial Black women faculty within counselor education programs. Cross-

generational analyses of Black women faculty member’s experiences may also better explain 

how cross-generational experiences are navigated within counselor education programs. 

Suggestions for future research also include utilizing quantitative or mixed methods to better 

understand the employment, retention, and attrition rates among faculty within counselor 

education programs. 

Conclusion 

This transcendental phenomenological study explored the experiences of millennial 

Black women faculty within counselor education programs. The study illustrated the essence of 

their experiences and what contributes to their persistence within their roles. The findings 

included their experiences that pertained to their perceived preparation levels for faculty roles, 

their transitions into faculty roles and the challenges they experienced within their roles. The 

initial goal for the study was to provide insight that could impact recruitment and retention of 

Black women faculty; however, findings reveal that recruitment did not occur. Rather, personal 

motivations influenced participants’ pursuit of faculty roles. The participants' perceived 

inadequate preparation for their faculty positions; hence, the preparation received within doctoral 

programs may indirectly affect the recruitment process as it relates to self-efficacy. Additionally, 
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the participants noted that mentorship and student impact were essential factors in their 

persistence. The challenges experienced were complex, as their salient identities as millennial 

Black women presented unique challenges related to expectations, ways of doing, and 

interpersonal interactions. 

Millennial Black women faculty within counselor education navigate numerous 

challenges and express direct contributors to their persistence. These challenges are both 

systemic and interpersonal. Current procedural rules and expectations are archaic and have not 

undergone adjustments to match the shifting demographics within academia. Dominant norms, 

expectations, and ideas continue to perpetuate throughout counselor education programs and 

mimic social hierarchies that actively oppress those who do not belong to the dominant group. 

The findings highlight the ongoing need for transformative shifts in counselor education to make 

progress toward decolonizing higher education. These changes should be intentional to uphold 

professional ethical standards regarding student and faculty diversity and to deliberately prepare  

faculty of diverse backgrounds by offering mentoring opportunities, autonomy over class 

choices, and student engagement.  
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Appendix A: Interview Questions Protocol Form 
Study Title: 

Date of the Interview: ___________________________________________________________ 

Time of the Interview: Start_____________________End:______________________________ 

Interviewer: Brittany Barber 

Interviewee (Pseudonym): ________________________________________________________ 

Researcher: Hi, thank you for agreeing to participate in the interview! As a review, my study 
aims to explore the experiences of millennial Black women faculty within counselor education. I 
am interested in exploring your general experiences and factors that have influenced your 
persistence within your role. I would like to know what these experiences mean to you as a 
millennial Black woman within a faculty role in counselor education.  

Before we begin the interview, I ask that you read and sign the Informed Consent Form. The 
findings from this study will be used to fulfill the requirements for my doctoral degree. Our 
discussion will not last longer than 1 hour. Participation is voluntary, and you may stop at any 
time and for any reason. I welcome you into the interview with this initial question: 

Background 

1. Can you please tell me about yourself? What are your salient identities related to race and 

gender? 

 -What are your pronouns? 

2. What is your age/birth year? 

3. What is the highest degree that you have earned? What discipline is the degree in? 

Research Q1: Experience as millennial Black woman faculty Counselor Education 

4. What influenced you to pursue a faculty position? 

5. Describe your transition into the professoriate. 

 - How did you choose which university to seek employment at? 

6. What is your professorship rank? 

7. Tell me about the university where you are currently employed at? 

 -Describe the demographic and racial characteristics of your department. 
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   -Institution type (HBCU, HSI, PWI,TCI) 

 - Has this demographic makeup impacted your experiences as a millennial 

 Black woman? If so, how? 

8. What experiences have you had while being employed in counselor education within 

your current role? 

- Of those experiences, which has been the most prominent? 

- What general feelings do you have while reflecting on these 

experiences? 

9. Reflecting on when you first began your role as a faculty member, what was your ideal 

environment? 

 -How does that compare/contrast to your current experiences? 

 -How would you describe the department’s climate? 

10. Tell me about your interactions with your colleagues? 

 -and with students? 

 - From your observations, how has your identity as a Black woman influenced       

 these interactions?  

11. Knowing what you know/have experienced now, what would you do differently within 

your role as faculty? 

12. How have your experiences as a faculty member been impacted by the COVID-19 

pandemic? 

13. What does it mean to be a millennial Black woman counselor educator? 

14. What recommendations would you give to other millennial Black women pursuing 

faculty roles? 
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Research Q2: Persistence within Role as millennial Black woman faculty in counselor 

education 

1. What successes have you achieved while in your faculty position? 

 -What are you most proud of within your role? 

2. What has helped you to persist within your role? 

 -What external actions, people, and services do you think could be more helpful? 

3. What has helped balance teaching, service, and research? 

4. Describe the formal and non-formal support you receive/have received from your 

department. 

Black Feminist Thought: 

1. As a millennial Black woman, how do your experiences in your faculty role parallel/ or 

not parallel with your experiences within society?   

2. What feelings or descriptors would you use to describe how you see yourself as a 

millennial Black woman counselor educator?  

3. If you could change one thing within your role as a Black woman counselor educator, 

what would it be and why?  

 

Closing question: What else would you like to share about your experience as a millennial 

Black woman faculty member? 
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Informed Consent for Participation in Research  

Appendix B: Informed Consent Form 
Consent Form 

Title of Study:  A phenomenological approach exploring the experience and persistence of 
millennial Black women faculty in counselor education (eIRB #24621) 

Principal Investigator(s): Brittany Barber, brbarbe3@ncsu.edu, 704-269-8357  

Funding Source: None   

NC State Faculty Point of Contact: Dr. Siu-Man Ting, ting@ncsu.edu, 919-515-6362  

 

What are some general things you should know about research studies? 

You are invited to take part in a research study.  Your participation in this study is voluntary. 
You have the right to be a part of this study, to choose not to participate, and to stop participating 
at any time without penalty. The purpose of this research study is to gain a better understanding 
of the experiences of Black women faculty within counselor education programs and capture 
how these women make meaning of their experiences. We will do this by asking you to 
participate in a virtual semi-structured interview. You are not guaranteed any personal benefits 
from being in this study. Research studies also may pose risks to those who participate. You may 
want to participate in this research because information gained from this study may help in 
making progress toward addressing concerns that faculty have within their roles. You may not 
want to participate in this study because it will involve disclosing experiences and strategies of 
persistence that may have happened recently or are ongoing in your current role. 

Specific details about the research in which you are invited to participate are contained below. If 
you do not understand something in this form, please ask the researcher for clarification or more 
information. You may download a copy of this informed consent upon completion. If, at any 
time, you have questions about your participation in this research, do not hesitate to contact the 
researcher(s) named above or the NC State IRB office. The IRB office’s contact information is 
listed in the What if you have questions about your rights as a research participant? section of 
this form.  

What is the purpose of this study? 

The purpose of the study is study aims to explore the lived experiences of millennial Black 
women faculty in counselor education to understand the informal strategies implemented and 
used for their persistence in participation in academia and techniques to overcome interpersonal 
challenges that they have encountered within counselor education. Through this exploration, 
shared difficulties that Black women have faced and continue to engage within academia will be 

mailto:brbarbe3@ncsu.edu
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validated in hopes of making progress toward addressing systemic issues that impede their 
experiences as faculty within counselor education. 

How many people will be in the study? 

There will be approximately 5 -10 participants in this study. 

 

Am I eligible to be a participant in this study? 

In order to be a participant in this study, you must agree to be in the study and (1) Self-Identify 
as a Black woman, (2) be currently employed at a 4-year institution within a CACREP counselor 
education program, (3) Have maintained active enrollment/employment for at least two 
semesters, and (4) Born between the years of 1979 and 1994. 

You cannot participate in this study if you do not meet the inclusion criteria. 

What will happen if you take part in the study? 

If you agree to participate in this study, you will be asked to do all of the following: 

1. Review, agree, sign and return the informed consent form 
2. Schedule individual semi-structured interview 
3. Participate in a virtual semi-structured interview that will last approximately one hour. 

The interview will be audio recorded. 
4. Participate in member-checking. This will take place after all of the interviews are 

completed. And it will take less than an hour. 
The total amount of time that you will be participating in this study is two hours. 

Recording and images 

As a part of this research, I would like your consent to audio record you. Please initial next to the 
sentence(s) that you agreed to. 

 _____ I consent to be audio recorded. 

 _____ I do not consent to be audio recorded. 

Risks and benefits 

There are minimal risks associated with participation in this research. The risks to you as a result 
of discussing previous experiences may lead to some level of discomfort or anxiety. Should you 
experience any discomfort or concern, you may discontinue your participation in the study. It is 
also recommended that you seek professional counseling services if you experience any adverse 
responses detrimental to your mental, emotional, or psychological wellbeing. The national crisis 
number +1 (800) 273-8255 is provided if any circumstances within the research process are 
triggering. 

There are no direct benefits to your participation in the research. Sharing experiences as a 
millennial Black woman faculty member within counselor education may assist in self-
empowerment and validate others’ experiences. Information shared in this dissertation may assist 
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in addressing problems that may enhance the experiences of Black women faculty within 
counselor education programs and potential faculty. 

Right to withdraw your participation. 

You can stop participating in this study at any time for any reason. To do so, just stop any 
research activity you are doing or contact the student researcher, Brittany Barber, at  
brbarbe3@ncsu.edu and 704-269-8357. You can also contact the faculty advisor for this 
research, Dr. Siu-Man Ting, at  ting@ncsu.edu and 919-515-6362. If you choose to withdraw 
your consent and to stop participating in this research, you can expect that the researcher(s) will 
redact your data from their data set, securely destroy your data, and prevent future uses of your 
data for research purposes wherever possible. This is possible in some, but not all, cases. 

Confidentiality, personal privacy, and data management 

Trust is the foundation of the participant/researcher relationship. Much of that principle of trust 
is tied to keeping your information private and in the manner that I have described to you in this 
form. The information that you share with me will be held in confidence to the fullest extent 
allowed by law.  

Protecting your privacy as related to this research is of utmost importance to me. Your 
information collected in this research study could be reviewed by representatives of the 
University, research sponsors, or government agencies (for example, the FDA) for purposes such 
as quality control or safety. In other cases, I must report instances in which imminent harm could 
come to you or others. As a mandated reporter, I have an obligation to report child abuse, elderly 
abuse, abuse against a disabled person, threats of suicide, self-harm, or threats to harm others. 
Disclosing any of the mentioned forms of abuse associates the risk of third-party involvement of 
law enforcement to ensure safety. 

Confidentiality will be maintained using pseudonyms in replacement of your identified legal 
name. Your email address will be collected to assist in communication while in the member-
checking process of the study. I will be the only individual that will directly contact participants 
and the identifiers for participants. Data from the interviews and a copy of this informed consent 
form will be collected and stored electronically. How I manage, protect, and share your data are 
the principal ways that I protect your personal privacy. Data that will be shared with others about 
you will be reidentifiable and identifiable. 

 Re-identifiable. Re-identifiable data is information that I can identify you indirectly from 
because of my access to information, role, skills, combination of information, and/or use 
of technology. This may also mean that in published reports others could identify you 
from what is reported, for example, if a story you tell us is very specific. If your data is 
re-identifiable, I will report it in such a way that you are not directly identified in reports. 
Based on how I need to share the data, I cannot remove details from the report that would 
protect your identity from ever being figured out. This means that others may be able to 
re-identify from the information reported from this research. 

Identifiable. Identifiable data is information that directly links you to the data. This includes, but 
is not limited to, your name, e-mail, phone number, or other details that make you easily 
recognizable to me and others. Identifiable data has your real identity directly on the 
information that is shared with me and other people.  
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Future use of your research data 

Your information, even with identifiers removed, will not be stored or distributed for future 
research studies.  

Compensation 

For your participation in this study, you will receive an eGift card of $25 sent to an email address 
of your choice. If you withdraw from the study prior to its completion, you will not receive 
compensation. 

What if you have questions about this study? 

If you have questions at any time about the study itself or the procedures implemented in this 
study, you may contact the student researcher, Brittany Barber, at brbarbe3@ncsu.edu and 704-
269-8357. You can also contact the faculty advisor for this research, Dr. Siu-Man Ting, at 
ting@ncsu.edu and 919-515-6362. 

What if you have questions about your rights as a research participant? 

If you feel you have not been treated according to the descriptions in this form, or your rights as 
a participant in research have been violated during the course of this project, you may contact the 
NC State IRB (Institutional Review Board) office. An IRB office helps participants if they have 
any issues regarding research activities. You can contact the NC State University IRB office at 
IRB-Director@ncsu.edu, 919-515-8754, or fill out a confidential form online at 
https://research.ncsu.edu/administration/participant-concern-and-complaint-form/ 

Consent to participate 

By signing this consent form, I am affirming that I have read and understand the above 
information. All of the questions that I had about this research have been answered. I have 
chosen to participate in this study with the understanding that I may stop participating at any 
time without penalty or loss of benefits to which I am otherwise entitled. I am aware that I may 
revoke my consent at any time. 

Yes, I want to be in this research study. 

Name_____________________________________________ 

Email_____________________________________________ 

Today’s Date ______________________________________ 

 

No, I do not want to be in this research study. 

 

Thank you for your consideration.  

 

 

 

mailto:ting@ncsu.edu
mailto:IRB-Director@ncsu.edu
https://research.ncsu.edu/administration/compliance/research-compliance/irb/irb-for-participants/#what-if-i-have-a-concern-or-complaint-about-the-research-i-participated-in
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Appendix C: Letter of Invitation to Participate 
 

Dear Faculty Member: 

 

My name is Brittany Barber, and I am a doctoral candidate at North Carolina State University, 
majoring in Counseling and Counselor Education. I am writing to ask if you are interested in 
participating in a research study on the experiences of Black women faculty within counselor 
education programs at 4-year universities. As a current doctoral student, I acknowledge that there 
are unique experiences that you may have had within your program, and I am interested in 
capturing those experiences and learning more about them.  

 

Participation will be entirely voluntary and include a virtual interview that will last 
approximately 60 minutes over the Zoom platform. The interview will be audio-recorded with 
your consent, and your identity will be kept confidential.  

 

If you are interested in participating in the study or have any questions that may aid in deciding 
to participate in the study, please respond to this email as soon as you are able. 

 

Sincerely, 

 

Brittany Barber, MS, LCMHCA, NCC 

Email: Brbarbe3@ncsu.edu 

 

 

 

 

 

 

 

 

 

mailto:Brbarbe3@ncsu.edu
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Appendix D: Member-Checking Email 
 

Hello, 

 

I hope this e-mail finds you well. I am contacting you to request that you review your interview 
transcript and the themes identified using your interview transcript. This process is referred to as 
“member checking” and will involve the following steps: 

1.  I  will share your interview transcript and a document of themes identified in your 
interview transcript in the Google Drive via my private North Carolina State University 
Google Drive folder. 

2. You are asked to gain access to the document(s) using your personal computer and a 
secure network. Both of us will be the only ones to be able to access this private folder. I  
suggest completing this activity in a private location, on a private internet connection, 
and accessing this folder using a web browser that is in private/incognito mode. 

3. You will read through the document(s) in the private folder and comment in the 
document if you agree, disagree, or would like to clarify or change the content in each 
document and how you would like to do so. I expect this will take about one hour of your 
time.  

4. You will e-mail me to inform me that you have completed reading through your 
document(s) and commenting on them as appropriate. I am requesting that you do this 
within two weeks of this email. Please do not provide information or feedback in the 
email you send to us regarding your completion of the task. 

5. Once the verification process by you is completed, I  will remove your access to the 
private NC State University Google Drive folder with your document(s) in it. 

 

 I  expect that the member-checking activities will take about one hour of your time. Please let 
me know if you have any questions.  

 

Thank you! 

Sincerely, 

Brittany Barber 

brbarbe3@ncsu.edu 

704-269-8357 
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Appendix E: Recruitment Flyer 
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Appendix F: Display of Codebook Excerpt 
 

Self-Definition 

 

 

 

 

 

 

Participant provides positive 
words and sentiments of self-
valuation to describe 
themselves. 

“It means that I can show up 
for my students and my 
colleagues as my fully 
authentic self. One of the 
things that I did in my 
previous role was [I] actually 
went fully natural [with my 
hair]”. 

“I definitely show up 
authentically myself. So, in 
the classroom, I am the same 
way. I am in regard to my 
communication, how I 
present, present maybe 
different clothing, but I'm still 
the same when I’m outside.” 

A Priori Code (BFT) Description Example 

Outsider-Within 

 

 

 

 

 

 

 

 

 

 

Participant discusses being 
alone or having no sense of 
community or belonging 
within their department. 

“I wish I had more 
interactions with actual 
faculty that had nothing to do 
with complaints” 

“ I think the biggest challenge 
with being remote faculty is 
trying to get a feel for the 
culture and just feeling like 
you're a part of the 
community. I do think it was 
a lot more difficult for remote 
faculty to have that visible 
presence because [it’s] not  
like you’re going to campus 
every day.” 
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Matrix of Domination 

 

 

 

 

 

 

 

 

 

 

Participant describes 
experiences relevant to 
structural oppression, 
procedures/ideologies, 
policies, and everyday 
subordination that connects to 
structural, hegemonic, 
disciplinary, and/or 
interpersonal domains of 
power. 

“Another ideal would be the 
pay. To be paid fairly and 
equally with other professors 
at my same rank would be the 
ideal situation. That’s what I 
would have wanted.” 

“ We are having to do things  
different in a world that’s 
different than the people that 
trained us” 

“It's a weird dynamic to me 
the way academic leaders are 
chosen, and so, when you 
think about [how] a president 
of an institution [has] been 
moved up in higher 
education— [it] is based on 
rank and is dependent on your 
ability to publish.” 
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