
   
 

   
 

  
 
 
 
 
 
 

 

 

 

 

The Impact of Multicultural Training on the Cultural Competency 
 Levels of Resident Advisors 

 
 

 

A dissertation presented to 

the Graduate Faculty of 

the University of Southern Indiana 

 

 

 

 

In partial fulfillment 

of the requirements for the degree 

Doctor of Education in Educational Leadership 

 

 

 

 

Heidi L. Tasa 

May 2025 

  



  
 

   
 

The Impact of Multicultural Training on the Cultural Competency Levels of Resident 
Advisors 

 
By: Heidi L. Tasa 

 
May 2025  

 
 

Submitted in Partial Fulfillment of the Requirements for the Doctor of Educational Leadership 
degree. 

 
 

Approved:  
 
Dr. Elizabeth Wilkins, Ph.D., Assistant Professor, Teacher Education 
Committee Chair  
 
Dr. Robin Carroll, Ed.D., Assistant Professor, Teacher Education 
Committee Member  
 
Dr. Elise Murray, Ed.D., Assistant Professor, Teacher Education  
Committee Member  

 
 
Dr. Elizabeth Wilkins, Director of Doctoral Programs 
 
Dr. Michael Dixon, Dean of Graduate Studies 

 
 
 
 
 

 

 

 

 

 



  
 

   
 

Abstract 
 
US universities are becoming more diverse within the areas of race, gender, socioeconomic 

status, and ability (US Department of Education, 2022).  Moreover, studies have revealed that 

university members lack cultural competency or the ability to effectively navigate an 

intercultural environment, even noting the presence of bias within higher education, contributing 

to student isolation and attrition (Enyeart Smith et al., 2017; NCES, 2022; Rodriguez-Izquierdo, 

2022; Sandell & Tupy, 2015; Sheridan, 2001; Sierra-Huedo & Nevado-Llopis, 2022; Wolf, 

2016).  Much of the available literature has examined the cultural competency of university 

students, faculty, or leadership (Booker et al., 2016; Chen & Yang 2022; Hudson, 2020 

Rodriguez-Izquierdo, 2022; Sandell & Tupy, 2015; Sierra-Huedo & Nevado-Llopis, 2022).  

Little to no research has been conducted on university staff, particularly resident advisors who 

uniquely serve as both university students and staff.  The present qualitative study investigated 

the impact of multicultural training on the cultural competency of public university resident 

advisors as well as identified factors that influence said impact. Thirty-one workbooks taken 

from a multicultural training session for training improvement were used. Two major findings 

were revealed: a dominant stagnation in cultural competency levels of participants after 

multicultural training and a dominant accepting view of culture. This research contributes to the 

importance of resident life in cultural competency development and its relation to students’ sense 

of belonging and academic success. It is recommended that future studies examine the effects of 

longitudinal multicultural training on the cultural competency levels of resident advisors.  

Keywords; cultural competency, multicultural training 
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Chapter 1: Introduction 
Introduction to the Problem  

The university population has become increasingly diverse within the areas of race, 

gender, socioeconomic status and ability (US Department of Education, 2022).  Studies have 

revealed that university members lack cultural competency or the ability to effectively navigate 

an intercultural environment, even noting the presence of bias by student, faculty, leadership, and 

resident advisors within higher education, contributing to student isolation and attrition (Enyeart 

Smith et al., 2017; Rodriguez-Izquierdo, 2022; Sandell & Tupy, 2015; Sheridan, 2001; Sierra-

Huedo & Nevado-Llopis, 2022; Wolf, 2016). These attrition rates are noted by the concerning 

on-time graduation rate for undergraduates (NCES, 2022). These deficiencies elicit a need for 

cultural competency training in higher education. 
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Literature has shown that the best practice for cultural competency growth is 

multicultural education, particularly in the forms of multicultural experiences and self-awareness 

investigation (Feize & Gonzalez,2018; Glickman, 2015; Havis, 2019; Kondor et al.,2019; 

Lambert Snodgrass et al., 2018; Makaiau and Freese, 2013). Numerous studies have examined 

the impacts of multicultural education on the cultural competency levels of students, particularly 

pre-service teachers, but far less research has been done on the impact of multicultural training 

on staff in higher education, particularly student staff (Rodriguez-Izquierdo, 2022; Sandell & 

Tupy, 2015; Sheridan, 2001; Sierra-Huedo & Nevado-Llopis, 2022). This gap in research serves 

as the catalyst for this study.  

Comeaux and colleagues (2021) conducted a critical review of the literature, examining 

the cultural competency training of resident advisors. Their initial article search examining 

cultural competency training in higher education yielded 2,300 articles. When the inquiry was 

reduced to student affairs professionals, there were only 45 studies. Anecdotally, this was also 

true in my research, as the majority of studies focused on the cultural competency development 

of students, particularly pre-service teachers. Little to no research was done on the impact of 

multicultural training on the cultural competency levels of resident advisors.  
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  Uniquely enough, resident advisors hold both the position of student and staff. Moreover, 

they play an integral role in the lives of students who reside on campus, often serving as the first 

person of support (Arvidson, 2003; Melear, 2003; Tribbensee & Mc Donald, 2009; 

Scheuermann, 2013). Additionally, researchers have deemed residential housing to be an 

impactful place of learning that mimics the larger campus climate (Hurtado, 2001; Howard & 

Kerr, 2019). Researchers in student affairs have identified a need for resident advisors to be 

culturally competent due to the expansiveness of their roles in students’ lives (Barr, 1993; 

Howard-Hamilton & King, 2000; Pope & Reynolds, 1997). Pope and Reynolds (1997) argued 

that multicultural competence was a necessity for student affairs professionals. The researchers 

identified 29 characteristics of a multicultural student affairs professional. It is for these reasons 

that resident advisors will serve as the participants of my study.  

Currently resident advisor training focuses on safety more than cultural competence 

(Koch, 2012; Twale & Muse, 1996). The lack of research regarding resident advisors as well as 

the need of these individuals to be culturally competent is the reason the researcher chose them 

to be the participants in this study. The purpose of this case study will be to examine the impact 

of multicultural training on the cultural competency levels of resident advisors at a small public 

university in the Midwest. This is done in an attempt to respond to students’ need for a sense of 

belonging just behind safety on Maslow’s Hierarchy of Needs. See the hierarchy below.  

 

 

Figure 1 

Maslow’s Hierarchy of Needs  
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Note. Maslow’s Hierarchy of Needs is displayed with the most essential needs listed at the 

bottom of the pyramid and the most facultative at the top of the pyramid. From “A Theory of 

Human Motivation,” by H. Maslow, 1943, Psychological Review, 50, p. 370.  

A sense of belonging can be used to improve student success, academic achievement, and 

student persistence (Freeman, 2007; Maslow, 1943; Osterman, 2000; Strayhorn, 2018; Wenger 

1998). A sense of belonging has been proven to be paramount to student success.  

Purpose of the Study   

 

The purpose of this study will be to examine the impact of multicultural training on the 

cultural competency levels of resident advisors at a small public university in the Midwest. This 

study will add to the current literature on cultural competency in higher education that exists 

primarily about students and faculty but will fill in the research gap found in examining 

university staff, particularly resident advisors (Enyeart Smith et al., 2017; Rodriguez-Izquierdo, 
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2022; Sandell & Tupy, 2015; Sheridan, 2001; Sierra-Huedo & Nevado-Llopis, 2022; Wolf, 

2016). The intent of this study is to share best practices in multicultural training.  

Background 
Class Diversity 

Originally, universities in the US were reserved for the Christian clergy who were 

predominately male (Perkin, 1997). Later, higher education was a sort of gentlemen's club 

reserved for the wealthiest of young men (Wechsler, 1997). Over the years legislation like The 

Morrill Act of 1862, the Higher Education Act of 1965, and the use of subsidized loans, 

improved the federal funding of higher education pursuits, allowing for low-interest loans and 

federal work-study programs (Labaree, 2017; Mirzoyan, 2020; Mumper, 1991). These changes 

led to increases in students from lower-economic backgrounds.  

Ability Diversity  

President Lincoln was the first to normalize the education of those with diverse abilities 

by founding the Columbia Institution for the Deaf and Dumb (Madaus, 2011). The National 

Deaf-Mute College enrolled its first student in 1864, by 1866 the school had twenty-five students 

(Gallaudet, 1983). 

 The 1944 GI Bill increased funding for veterans, many of whom were disabled.  (Strom, 

1950). In 1973, Section 504 of the Rehabilitation Act improved campus access, addressed 

discrimination, and increased the population of university students with disabilities (Bailey, 

1979; Scales 1986). In 1990, the Americans with Disabilities Act led to more improvements and 

increased public awareness of those with disabilities. In 2008, students with learning disabilities 

accounted for 3.3% of college freshmen. In 2019, 21% of undergraduates reported having a 

disability (NCES, 2023). Twenty percent of students from the institution to be studied requested 
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an accommodation. This number represents a 3% increase in accommodation requests within the 

last year. (university diverse abilities director, personal communication, November 11, 2024). 

This indicates that this population is increasing nationally and within the institution to be studied.  

Gender Diversity 

Before the World Wars, women’s roles in American colleges were mostly non-existent 

(Gordon, 1997, p.136). During the Victorian Era (1837-1901), some believed that a college 

education could ruin the health of women or worse yet, diminish the academic rigor for men 

(Wechsler, 1997). Most women during this time did not attend college, but those who did mostly 

attended women’s colleges like Wellsley, Radcliffe, and Mount Holyoke (Thelin, 2011). 

Between the World Wars, women made up about 40% of undergraduate enrollment. 

 The 1964 Civil Rights Act called for equal treatment of minority groups, including 

women (Tuttle, 2004). In 1972, Title IX of the Education Amendments provided legal protection 

for employees and students in educational spaces. Today, women make up 58% of the 

undergraduate population in the US (US Department of Education,2022). This indicates a strong 

shift to an active female collegiate student body. It is important to note that little information is 

present about the role of Black women in higher education, as they have effectively been effaced 

from history within higher education, often being absorbed in White women’s history and that of 

Black males.  

During the Pre–Victorian Era, it was a rarity for a Black woman to be admitted to a 

public university, and if they were, they often faced persecution (Gordon,1997). Gregoria Fraser, 

a young Black woman, entered Syracuse University in 1901 as a music student. The dean of the 

school told her that “dishwashing and scrubbing floors would make her hands unfit for piano 

practice” (Gordon, 1997, p. 148). When Ms. Fraiser shared, she had not done any of those things, 
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the chair of the music department told her that “ambition was a dangerous thing; some had to be 

hewers of wood and drawers of water" (Gordon, 1997, p. 148). Unfortunately for Ms. Fraiser, the 

mainstream students were also unwelcoming; the only students who spoke to her were German, 

Jewish, or Catholic. In 1900, Black women made up less than half of all African American 

college students (Anderson, 1997). 

 Black women made up 14% of American master's degree recipients in 2022 (US 

Department of Education). These numbers demonstrate an increase in the presence of Black 

women in American universities.  

Racial Diversity 

Before the Civil War, only vocational and secondary schools were available to African 

Americans. After the Emancipation Proclamation, Black colleges in Atlanta, Washington, DC 

and other sites opened their doors between 1865-1867. In 1900, there were only 750 Black 

students in the country (Perkins, 1997). In 1938, 97% of Black college students were in 

segregated colleges. Post WWII Black veterans received GI Bill benefits, increasing the overall 

number of Black students (Thelin, 2011). Additionally, 2021 enrollment data shows students of 

color make up 49% of the nation’s undergraduate students, while higher education faculty 

remained predominantly White (US Department of Education, 2022). 

The presence of diversity in class, ability, gender, and race demonstrates a need for 

cultural understanding by those in higher education. This need could be fulfilled through 

multicultural training.  

 
 
Rationale 
Statement of the Problem 
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The need for cultural competency may be present, but research has identified a lack of 

cultural competency in higher education (Booker et al.,2016; Chen & Yang 2022; Enyeart et 

al.,2017; Gonzales et al., 2021; Luster et al, 2021; Hudson, 2019). 

Research has found that most students initially tested at the minimization level of cultural 

competency before any multicultural education (Rodriguez-Izquierdo, 2022; Sandell & Tupy, 

2015; Sierra-Huedo & Nevado-Llopis, 2022). This stage of development minimizes cultural 

differences (Bennett, 1993).  

Some education students reported an inability to understand the culture of the students 

during a field experience (Yan et al., 2009). Other education students have demonstrated an 

initial prejudice toward multicultural education (Akcaoglu, 2021). Additional studies have 

identified racial and other biases present among faculty and leadership in higher education 

(Booker et al.,2016; Chen & Yang, 2022). The inefficiencies in cultural competency in higher 

education and their linked effects to a sense of belonging and student success, necessitates the 

need for practices that increase cultural competency (Dotz & Mazzoli Smith, 2023; Pedler et al., 

2021). Multicultural training addresses these deficiencies and promotes a sense of belonging and 

along with-it student success (Freeman, 2007; Maslow, 1943’ Osterman, 2000; Strayhorn, 2018; 

Wenger 1998). Student success has directly been linked to a sense of belonging. 

Best Practices  

Studies have shown that multicultural education is a key component in cultural 

competency growth (Banks & Banks, 2004; Gay, 2004, Ladson-Billings, 2005; Nieto, 2023). 

J.A. Banks (2004) defined multicultural education according to five dimensions: (a) content 

integration—integrating a variety of historical perspectives into the curriculum  (b) knowledge 

construction—an awareness of the influence of cultural frames on the interpretation of content   
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(c) prejudice reduction—the act of fighting stereotypical images of cultural groups (d) equity 

pedagogy—pedagogies designed specifically to create equity among students; and (e) 

empowering school culture- promoting the empowerment and self-efficacy of all students. These 

five dimensions work to promote cultural competency growth. Multicultural education can be 

conducted through coursework, community programs or life experiences.  

Studies have identified best practices in multicultural education to be those of 

multicultural experiences and self-awareness investigation (Feize & Gonzalez,2018; Glickman, 

2015; Havis, 2019; Kondor et al.,2019; Lambert Snodgrass et al., 2018; Makaiau and Freese, 

2013).  Lambert Snodgrass and colleagues studied undergraduate students before and after a 

service-learning project. They found that 76% of the class increased their cultural competency by 

one level after completion of the service-learning project. Kondor and colleagues (2019) studied 

pre-service teachers before and after completing an exchange tutoring program in a local urban 

school. The above researchers found that students went from the defense stage of cultural 

competency to the acceptance stage after completion of the program.  

Gap in Research  
Much of the available literature has examined the cultural competency of university 

students, particularly pre-service teachers before and after multicultural education of some sort, 

be it a class or other multicultural education experience (Rodriguez-Izquierdo, 2022; Sandell & 

Tupy, 2015; Sierra-Huedo & Nevado-Llopis, 2022). Other studies have concentrated on studying 

faculty or university leadership (Booker et al., 2016; Chang & Yang 2022; Hudson, 2020; 

Lacerenza et al., 2017; Maikaiau & Freese, 2013). Little to no research has been conducted on 

university support staff, particularly resident advisors who uniquely serve as both university 

student and staff.  
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Resident Advisors 

Resident advisors (RAs) began as far back as the Middle Ages when poorer students 

came to European universities and needed housing and guidance (Cowley, 1934). In the Oxford 

model, faculty served as resident advisors. This tradition was originally used in the American 

colonies. The ever presence of faculty soon became a source of student resentment, and 

university officials were forced to abandon faculty members as resident advisors and use 

students instead.  

In the 1913 case of Gott v. Berea, the court found that the university acts in loco parentis 

(Melear, 2003). This was in response to the expulsion of students from the university after they 

dined at an establishment that was not approved by the university. This court case pushed 

colleges to hire residential staff to maintain order outside the classroom. Colleges maintained the 

in loco parentis (or role of the parent) status until the 1960s when it was overturned by the 

groundbreaking case. Dixon v. Alabama State Board of Education (1961). 

In this case, students were expelled for participating in a civil rights protest. This case set 

a precedent, excluding the university and in correlation, the resident advisors (RAs) from a 

parent role in students’ lives (Melear, 2003). This change would reshape the face of the RA role.  
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This change in statute changed the face of the resident advisor’s (RA) role from 

disciplinarian to mentor (Arvidson, 2003; Melear, 2003). Legislative changes in the 1970’s to 

1990’s pushed RAs to also focus on safety concerns. The Family Educational Rights Act 

(FERPA) provided privacy for student records while the Clery Act of 1998 required timely 

warnings announcing campus crimes. These new statues required RAs to be increasingly 

responsible for the well-being of their residents (Tribbensee & Mc Donald, 2009; Scheuermann, 

2013). These changes transformed the role of the RA yet again.  Blimling (2010) summed up the 

role of RA as “student, role-model, mediator, campus resource, trained observer, community 

builder, group facilitator, counselor, and administrator” (p.33). This role has become increasingly 

challenging in the face of America’s struggle with class and multicultural differences (American 

Association of Colleges & Universities, 2002). The terms “resident advisor” and “resident 

assistant” have been used interchangeably but both indicate the resident assistant as an advisor 

encompassing all the roles as explained by Blimling as: “student, role-model, mediator, campus 

resource, trained observer, community builder, group facilitator, counselor, and administrator” 

(p.33).  The importance of this role and the diversity of university students demonstrate an 

essential need for cultural competency of resident advisors.  

University of Study  
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At the university being studied, 60% of students live within residential housing (personal 

interview, university housing director, January 17, 2025). These include apartments with a 

communal kitchen, single apartments, and shared one-room spaces. Over 70% of students live 

within a shared room space. The RAs are required to be on call every other evening and every 

other weekend. They respond to emergency situations like resident conflict and resident health 

concerns, among other issues. The RAs are required to attend monthly staff meetings, complete 

two, two-day training sessions, and hold monthly activities for the residents on their floor. 

Similar duties and expectations are found regionally for resident advisors. See table below for a 

description of their role and training throughout the region.  

The resident advisor (RA) role was compared to two other institutions in the region. 

Similar qualifications, job descriptions, training, and conflicts were recorded. Please see the table 

below for specific information about each institution.  

Table 1 

Regional Resident Advisor Role and Training 

 Regional Institution 
A 

Institution of 
Study 

Regional Institution 
B 

Institution 
Type  

Private Public  Public  

Student Pop. 5,454 4,026 20,400 
Res. Pop.  1,000 840 8,160 
RA Duties Personal, community, 

and leadership 
development, safety 

Conflict resolution, 
policy 
implementation, 
reporting, 
community 
development, 
student support, and 
safety  

Community 
development, 
emergency and safety 
implementation, 
administrative duties 
(policies, student 
engagement activities 
etc.) 
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RA 
Requirements 

Full time status, good 
academic standing, 
(2.75 minimum GPA), 
resided in residence 
hall for at least two 
semesters prior 

18 years old by the 
hire date, 12 on 
campus credit hours 
(completed and 
passed), 2.00 GPA 
(cumulative), good 
disciplinary 
standing prior to the 
date of hire, able to 
read, write, 
understand, and 
speak the English 
language 

Hold at least a 2.5 
cumulative grade 
point average. 
Must complete EDHI 
200 with an earned 
grade of B or higher 
prior to the first day 
of employment 
(cannot be employed 
and enrolled). 
Be in good academic 
and conduct standing 
with the Housing and 
Residence Life Office 
and the University. 
Be able to work the 
entire academic year 
as specified by the 
contract. 
Maintain no less than 
12 and no more than 
18 credit hours each 
semester. 
Have completed at 
least 27 credit hours 
by the contract start 
date. 
Completed living at 
least two semesters in 
the university’s 
residence halls by the 
contract start date. 
Successful completion 
of a background 
check. 
 

Compensation 100% Room Credit 
(regardless of 
location); Stipend 
$1200 per semester 
(semesters 1-2) and 
$1300 per semester 
(semesters 3 or more). 
 

free room and 
board (meal plans-
19 
meals a week), (1st 
and 3rd shifts), 
leadership 
opportunities, and 
resume experience. 

Full room and board. 
Stipend of $1,300 per 
year (paid in 
installments every two 
weeks). 
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Training 
Sessions 

Summer course of 4 
hours, training 8-9 
days prior to resident 
move-in fall, on-going 
training every week 
throughout the 
semester, training 2-3 
days prior to resident 
move-in in the winter. 
 

Fall semester, about 
a week and a half of 
training, Spring 
semester training a 
week’s worth of 
training  

A course of 30 hours 
before beginning, 8 
hrs. of training before 
each semester, 
monthly training 
sessions  

Training 
Type 

Ethics, community 
building, mental 
health, cultural 
competence, conflict 
management, 
teamwork, policy, 
emergency and safety, 
reporting, mediation 

Policy, reporting, 
campus and local 
resources, team 
building, cultural 
competency, 
emergency 
 

Safety, emergency, 
cultural competency, 
community building 
(culture), policy, 
student development 
 

Main Conflicts  Roommate issues, 
cleanliness, hygiene, 
bullying  

Roommate issues, 
hygiene, 
cleanliness, cultural 
conflict, alcohol, 
fights etc.  

Roommate issues, 
cleanliness, policy 
breaking, bullying 

Note.  Both private and public, small, and midsize institutions saw similarities in the 

resident advisor role. Most of the training of resident assistants is done within a few hour 

sessions. Cultural competency was covered in these trainings, but no longitudinal training was 

given with this specific purpose.  

Theoretical or Conceptual Framework/Theoretical Foundations 
Intercultural Development Continuum (IDC) 

The researcher will be using Hammer’s (1998) Intercultural Development Continuum 

(IDC), the modified extension of the Developmental Model of Intercultural Sensitivity (DMIS) 

as the theoretical framework.  

To explain the IDC, one must first understand the Developmental Model of Intercultural 

Sensitivity (DMIS). The DMIS represents a grounded theory based on constructivist perception 

and communication theory (, 2017). The DMIS assumes that individuals construct boundaries of 
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“self” and “others” that guide an individual’s experience within intercultural contexts. This 

perception then influences an individual's communication within social contexts. There are six 

stages of intercultural development. Defense, denial, and minimization represent the most 

ethnocentric (centered on the self) perceptions, while acceptance, adaptation and integration 

represent the most ethnorelative (centered on the other) stages of development. The IDC changes 

the DMIS but describes the stages on a continuum instead of a progressional line. The two stages 

of defense and integration are removed from the continuum; polarization is added. The 

minimization stages serv as the mid-way point between monocultural and intercultural 

competency. Adaptation serves as the final stage of cultural competency (Bennet,2017). See 

Figure 2 for a visual representation of this framework. 

Figure 2 

The Intercultural Development Continuum 

 

From Intercultural Development Continuum by Intercultural Development Inventory, 2023. 

https://www.idiinventory.com/idc 

 
 
 
 

https://www.idiinventory.com/idc
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Figure 3  

Hall’s Cultural Iceberg Model 
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From Halls Cultural Iceberg, by the British Columbia Council for International Education, 2024. 

Note. Figure 3 displays the superficial components of culture and those deeper, internal 

components. 

Research Questions 

(1) What is the impact of multicultural training on cultural competency levels of resident 

advisors? (2) What factors influence the impact of the training on resident advisors? 

These questions will be used to promote best practices in multicultural training for 

improving cultural competency in university staff. The questions will be answered by comparing 

participants' pre-training and post-training responses and aligning them to the cultural 

competency levels established by Hammer’s Intercultural Development Continuum (2012). 

These results will reveal the apparent impact of training on the cultural competency levels of 

resident advisors.   

 
Research Methods 

This study will use the qualitative case-study method. Case study designs are used to 

answer questions about the case being studied in its natural context (Hancock, 2021; Yin, 2018). 

The participants of this study will be a cohort of 34 first and second-year resident advisors at a 

small predominantly white institution in the Midwest, all 18 years of age and older. These 

participants underwent a multicultural training session as a part of the university’s training 

improvement plan in August of 2024. This study will use the pre- and post-reflective journals 

collected by the university officials. The homogeneous method of sampling was used to gain 

participants for this improvement plan. The housing director served as the gatekeeper providing 

participants for this training (Creswell & Guetterman, 2019). Additionally, steps were taken by 

the internal university team to remove the power dynamics of the training by asking the housing 



18 
 

 

director not to attend the session, so participants would not fear judgement by their employer. 

The removal of power dynamics is essential to the comfortability of study participants (Denzin & 

Lincoln, 2011). This study will examine the completed reflective journals before and after a 

multicultural training session introducing self-awareness and multicultural experiences. 

Participants of the training were asked not to supply their names.  The researcher will assign 

aliases before the analysis stage to ensure greater reliability of data (Creswell & Guetterman, 

2019). The aliases will maintain the anonymity of participants.  

Definition of Terms 

culture  

the totality of the values, beliefs, practices, customs, and social behavior of a particular nation or 

people (Sue & Sue, 2012, p. 7).  

cultural competency 

the awareness, knowledge, and skills needed to function effectively with culturally diverse 

populations (Sue & Sue 2012, p. 697h).  

cultural humility  

lifelong process of self-reflection and self-critique whereby the individual not only learns about 

another's culture, but one starts with an examination of her/his own beliefs and cultural identities 

(Tervalon & Murray-Garcia, 1998, p. 117). 

ethnocentric 

the assumption that one's own culture is central to all reality (Bennett, 1993, p. 30). 

monoculturalism   

the belief that one's own culture and cultural values are superior to others, and using one's own 

cultural standards to judge other culture (Sue & Sue 2012, p. 697o) 
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multiculturalism  

a philosophical position and movement that assumes that the gender, ethnic, racial, and cultural 

diversity of a pluralistic society should be reflected in all its institutionalized structures but 

especially in educational institutions, including the staff, norms and values, curriculum, and 

student body (Banks, 2016, p .2).  

multicultural education 

an educational reform movement and a process whose major goal is to change the structure of 

educational institutions so that male and female students, exceptional students, and students who 

are members of diverse racial, ethnic, language, and cultural groups have an equal chance to 

achieve academically in school (Banks, 2016, p. 13) 

multicultural experience 

exposure to or interactions with elements or members of a different culture(s) (Maddux et al., 

2021, p. 345) 

intercultural competence 

the awareness, knowledge, and skills needed to function effectively with culturally diverse 

populations (Sue & Sue, 2012, p. 697h).  

self-awareness 

self-reflection entails truthfully taking stock of one’s emotions, beliefs, values, thoughts, and 

actions and how those impact the self and others (Sue & Sue 2012, p. 697h). 

Summary  
In conclusion, as US universities become more and more diverse, so does the need for 

diversity (Enyeart Smith et al., 2017; NCES, 2022). Without intervention, bias has been reported 

within higher education causing student attrition and isolation (Enyeart Smith et al., 2017; 
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Rodriguez-Izquierdo, 2022; Sandell & Tupy, 2015; Sheridan, 2001; Sierra-Huedo & Nevado-

Llopis, 2022; Wolf, 2016). Moreover, considerable research has been done examining the 

cultural competency levels of university students, faculty, and leadership, but very little 

investigation has occurred in regard to university staff, particularly resident advisors (Booker et 

al., 2016; Chang & Yang 2022; Hudson, 2020; Lacerenza et al., 2017; Maikaiau & Freese, 2013 

Sierra-Huedo & Nevado-Llopis, 2022). Best practices of multicultural experiences and self-

awareness investigation will be used. This qualitative study will examine the impact of 

multicultural training on the cultural competency levels of resident advisors, addressing the 

aforementioned research gap. Moreover, it will be used to recommend best practices for cultural 

competency growth.  
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Chapter 2: Literature Review 

This chapter attempts to answer the pre-stated research questions: (1) What is the impact 

of multicultural training on cultural competency levels on the cultural competency levels of 

resident advisors? (2) What factors influence the impact of the training? To respond to these 

questions, this chapter looks at the current literature examining cultural competency within 

higher education. Moreover, it examines the historical background and development of 

multicultural education which has been identified as an effective measure of improving cultural 

competency (Banks & Banks, 2004). The evolution of the role of the resident advisor is also 

explored, as this group will serve as the population of the study. Best practices are identified, 

gaps in research are outlined and factors affecting cultural competency growth are identified. 

Finally, this chapter examines widely used assessment tools like the Developmental Model of 

Intercultural Sensitivity (DMIS) and Intercultural Development Continuum (IDC) and describes 

the theoretical frameworks to be used in this study.  

Background and Rationale 

Originally, the main purpose of US universities was to educate young men for the clergy 

(Thelin, 2011, Labree, 2019). Over the last four centuries, the purpose of the university and the 

student body has expanded. In 2022, there were six fields of study (liberal arts and sciences, 

general studies, humanities, health professions, and business) offered in the US to male and 

female students of differing ability and economic means (NCES, 2023). Recent data show an 

increase in racial, gender, ability, and economic diversity among US undergraduates (US 

Department of Education,2024). See Figure 4 for the current trends in the racial and ethnic 

makeup of US undergraduate students. 

Figure 4 
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National Undergraduate Enrollment per Race and Ethnicity 

 

Note. Data are for the 50 states and the District of Columbia.  

From, Spring 2011, Spring 2020, and Spring 2022, Fall Enrollment Component by the U.S. 

Department of Education, National Center for Education Statistics. 2022. 

https://nces.ed.gov/fastfacts/display.asp?id=98 

The figure above shows the growing trends in racial diversity at the university level. 

American Indian/Native American remains very low and fairly steady in this trend. Asian student 

enrollment has remained fairly steady since 2010, while Black student enrollment has seen a 

slight decrease. The group with the highest decline is that of White students. Hispanic student 

enrollment demonstrates the largest growth. Students with two or more races have doubled in 

size from 2010-2019 and remain steady when recorded in 2020.  

In terms of gender, the number of female undergraduates has been increasing since 1970. 

In 1980, female students began outnumbering male students slightly. This trend is predicted to 

continue with the ratio of male to female undergraduates being 57% female to 43% male (US 

Department of Education, 2017). In 2020, 6.7 million men (about twice the population of 

https://nces.ed.gov/fastfacts/display.asp?id=98
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Oklahoma) and 9.2 million women (about half the population of New York) were enrolled in 

undergraduate studies. In 2023, 5.5% of college students identified as non-binary (American 

College Health Organization, 2024).  

Just as the gender make up became diversified among US undergraduates, so did the 

economic make up of these students (NCES, 2023). An NCES (2023) report revealed that nearly 

three-quarters of students received some type of financial aid between 2019-2020. In 2020, 21% 

of undergraduates in the US reported having a disability (NCES, 2023). 

The increase in class, ability, gender, and racial diversity indicates an increase in cultures 

present on campus. This cultural presence, in turn, creates an inherent need for cultural 

understanding to promote a sense of belonging which in turn helps with the attrition rates in the 

US. According to a 2022 NCES report, 67% of the US’s undergraduates in the public sphere 

graduate within a 6-year time period. Per a 2023 Gallup poll, a quarter of enrolled students cited 

a lack of belonging and feelings of being discriminated against as reasons to leave (Marken, 

2024).  The same trends in the diversity of its students were present in the institution to be 

studied. The institution to be studied is a small public institution in the Midwest. 

 Though the racial and ethnic make-up of students remains predominately White, from 

2020-2024 the institution saw considerable increases in racially underrepresented students. See 

Figure 5 for a visual representation. 
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Figure 5 

Institutional, Racial, and Ethnic Trends in Undergraduate Enrollment 

 

Note. This figure demonstrates the racial and ethnic make-up of undergraduates at a small, public 

university in the Midwest from 2020-2024. From US Department of Education, National Center 

for Education Statistics, Integrated Postsecondary Data System (IPEDS), 2004-2020.   

In the above figure, considerable increases for White, Black, and Hispanic students were 

accounted for between 2020-2024.  Black student numbers increased by 1,681students. White 

student numbers increased by 3,000 over the four-year period. Students of other ethnic make-up 

increased by 275, and Hispanic students decreased by 1,054 students. These increases represent a 

significant amount of diversity within this university’s undergraduate population (US 

Department of Education, 2024).  

Institutionally, the number of accommodation requests for students with diverse abilities 

increased by 89% over the last four years (director of diverse abilities, personal communication, 
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November 19, 2024).  At this institution, the ratio of males to females is almost at 50%, the male 

undergraduates outnumbering the female undergraduates by 252 students. In terms of graduation 

rates, only 25% of this institution's undergraduates graduate on time.  The institutional 

withdrawal survey also indicated a lack of belonging as a primary cause for student withdrawal. 

Eighty percent of the students who withdrew were not a part of any club or organization and 

79% of those students had never attended an on-campus activity.  

Cultural Competency 

The concept of cultural competency first began in the 19th and 20th centuries with the 

concept of cultural relativism (Boa, 1911; Benedict, 1934; Dewey, 1939; Malinowski, 1922). 

Cultural relativism is the examining culture within its own context, without judgement and 

comparison to one’s own culture. Cultural Anthropologist Franz Boa (1911) first brought the 

concept to life when he argued against the belief of inferior races and cultures. This idea grew in 

popularity and became widely supported by numerous anthropologists of the time.  

 Global conflicts in the 1940’s-1960’s necessitated the need for cultural understanding 

and effective communication across cultures (Hall, 1959; Goffman, 1959; Hofstede, 1960; 

Sapir,1949; Straus, 1955). After his service in WWII, Edward Hall (1959) developed cultural 

communications concepts such as high-context (cultures basing communication on body 

language tone, and context) and low-context cultures (explicit, verbal communication) to 

facilitate global relations. During this time, other researchers examined the cultural influence on 

communication (Goffman, 1959; Hofstede, 1960; Sapir,1949; Straus, 1955). Sapir (1949) 

believed that language was a result of culture, and that language can explain the behaviors of 

people as a product of their culture. Sapir established the concept of ethnolinguistics (the study 
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of language and its connection to cultural behavior).   The above theories of communication were 

important to understanding cultural differences and mitigating the day’s global conflicts.  

 The Civil Rights Movements in the 1960s and 1970s brought attention to the need for 

cultural understanding, especially when serving the needs of those marginalized by race and 

ethnicity (Comas-Diaz, 2000; Sue et al., 1982; Sue & Sue, 1997; Sue & Sue, 2003). During this 

time many researchers did not study minoritized groups in depth but focused on general concepts 

of cultural understanding. 

 In 1986 Bennett coined the term intercultural sensitivity and outlined it as the sensitivity 

towards other cultures. He developed a continuum of sensitivity towards other cultures from an 

ethnocentric beginning to an ethnorelative end. These include the earliest stages of denial (of 

differences), defense (against difference), minimization (of difference), and the later stages of 

acceptance (of difference) adaptation (of difference), and integration of differences. This idea 

represented constructionist view of culture and brought attention to cultural understanding.  

  Cross and colleagues (1989) expanded the definition of cultural competency to include 

the ability to adapt to another culture as a means of serving severely emotionally disturbed 

children of racial minorities.  Cross and researchers defined culture from a continuum of 

destructiveness like the education reforms for Native American children (Wilkinson, 1980). 

 Cross and colleagues (1989) defined distinct stages of cultural competency. The early 

stages include cultural incapacity (the inability to understand culture), cultural blindness (the 

denial of cultural differences), cultural pre-competence (the realization of the need of cross-

cultural understanding), cultural competence, (the acceptance and respect for cultural 

difference), and finally cultural proficiency (advanced skill in cultural competency) (pp.13-17). 

These terms describe the prescribed mind set when treating culturally diverse children.  
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The frameworks of cultural understanding as developed by Bennett (1986) and Cross 

(1989) were instrumental in studying the concepts of cultural competency and are still used in 

studies today.  

  The 1990s and 2000s brought reform and an introspective view of culture 

(Bennett,1993; Crenshaw, 2010; Tervalon & Garcia, 1998; Gorski, 2016). In 1993, Bennett 

defined the term culturally competent as the ability to adapt to other cultures and integrate 

another’s culture into one’s own. In 1998, Tervalon & Garcia proposed cultural humility (the 

lifelong commitment to social justice through self-reflection and the redressing of power 

imbalances) as a better goal in multicultural medicine education. In the 2010s, Kimberle 

Crenshaw’s concept of intersecting identities (race, gender, class etc.) gained popularity. The call 

for equity in healthcare, education, and other societal systems gained steam.    

Today, a focus on global competence, particularly in the fields of education and social 

justice has become prominent (, 2009; Gorski, 2016; Miller, 2014; Zhai & Zhang, 2016). For 

example, Gorksi (2016) reiterated the importance of social justice efforts within the definition of 

cultural competency. He argued that the concept of equity should replace culture, so that efforts 

are made to address structural inequities among diverse student bodies.  

  Most recently there has been a political shift, calling for the neutrality of viewpoints and 

a push toward intellectual freedom (Indiana Senate Enrolled Act 202; Texas Senate Bill 17; 

Florida Senate Bill 266). For example, Indiana’s Senate Enrolled Act 202 (2024) promotes 

neutrality in student and employee recruitment and classroom content. This bill is similar to bills 

in other states like Texas’s Bill 17, and Florida’s Bill 266 that promote neutrality and limit the 

discussions and funding of diversity, equity, and inclusion efforts, focusing on the merit of the 

individual.   
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The above articles explain the evolution and current state of cultural competency today. 

These concepts were born of the need for cultural understanding within the national and global 

settings and have evolved to encompass differing viewpoints of equity.  

Multicultural Education 

It is difficult to discern the beginnings of multicultural education in the United States, but 

arguments can be made for its origins being rooted to the exchanges of European travelers and 

indigenous peoples (Banks, 1995; Ladson-Billings, 1995). John Dewey (1916) first brought the 

concept of multicultural education to light when he argued for a democratic and multicultural 

education. 

European immigrant waves from the 1920s to the 1940s changed the social structure in 

the United States, initiating the intergroup movement of the 1940s (Grant, 2012). Initially, 

immigrants continued to live in small cultural communities, speaking their own language. At the 

end of World War II, Americans were urged to sympathize with each other and co-exist, 

especially when it came to education.  

 The Civil Rights Movement of the 1960s brought attention to the need for cultural 

sensitivity when teaching an increasingly diverse population and the inclusion of diverse 

perspectives in history (Decosta, 1984; Guttman, 2004, McCormick, 1994). It also brought 

several landmark court decisions like Brown v. Board of Education (1954) that overturned the 

idea of “separate but equal” (Grant 2012). The Civil Rights Act of 1964 banned discrimination in 

employment and public spaces and promoted the equity of all Americans.  

 In the 1970s, ethnic studies (the study of experiences, perspectives, and histories of 

people of color) increased in popularity but not opposition (AACTE, 1973; Banks & 

Banks,1979; Prichard, 1970). Often two sets of textbooks were printed, one that included ethnic 
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studies in the North and one that did not in the South (Grant, 2012). Contrastingly, many 

colleges implemented ethnic studies as a part of the curriculum (Yang, 2000). James A. Banks 

(1979) argued that ethnic studies should help students take personal and public action to solve 

racial and ethical problems within society. Banks and his colleagues of the American Association 

for Teacher Education’s (AACTE) Commission on Multicultural Education (1973), influenced 

multicultural education by sharing the sentiment, “no one model American,” created to promote 

a multicultural perspective of America in American education. 

 The 1990s and 2000s further encouraged social equity (Gollnick & Chinn, 1994; Banks 

and Banks, 2204; Uribe, 1994). Gollnick and Chinn (1994) first coined the expression 

multicultural education to encompass minoritized groups in reference to race, gender, 

exceptionality, and social class. Eventually, Uribe (1994) advocated for meeting the needs of 

LGBTQ+ students. Later Banks and Banks (1995) proposed the inclusion of equity-based 

pedagogy in multicultural education reform. Banks and Banks advocated for new school policies, 

community input, and a diverse staff reflecting the demographics of our society. J.A. Banks 

(2004) defined multicultural education according to five dimensions: (a) content integration—

integrating a variety of historical perspectives into the curriculum  (b) knowledge construction—

an awareness of the influence of cultural frames on the interpretation of content (c) prejudice 

reduction—the act of fighting stereotypical images of cultural groups (d) equity pedagogy—

pedagogies designed specifically to create equity among students (e) empowering school culture- 

promoting the empowerment and self-efficacy of all students.  Finally, Kaplan and Leckie (2009) 

eventually brought to light the importance of meeting the needs of English language members. 

Moreover, they advocated for the professional development of teachers.  
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Each of the articles contributed to the development of the concept of multicultural 

education. Each subsequent generation added to it and prescribed different pedagogical strategies 

to improve cultural competency. 

On the campus to be studied, multicultural education can come in the form of 

coursework, professional development, and on-campus multicultural programming. This 

programming includes multicultural displays across campus and multicultural activities such as 

guest speakers and celebrations. For example, during Latinx History Month, a Latinx artist came 

to explain his art in relation to the Day of the Dead, while skull cookies could be decorated to 

add to the Day of the Dead Altar present at the university’s altar displayed at the student union. 

Resident Advisors 

The resident advisor (RA) role has evolved significantly over time and continues to play 

a vital role in American universities (Cowley, 1934; Bliming & Miltenberger, 1990; Melear, 

2003). Resident advisors began as far back as the Middle Ages when poorer students came to 

European universities and needed housing and guidance (Cowley, 1934). In the Oxford model, 

faculty served as resident advisors. This tradition was originally used in the American colonies. 

The ever presence of faculty soon became a source of student resentment and university officials 

were forced to abandon faculty members as resident advisors. The Morrill Act of 1862 

(allocating land to colleges) and the increase of women students who “couldn’t fend for 

themselves” colleges catapulted increased need of student support services (Blimling & 

Miltenberger, 1990, p. 19). The solution to this need was the creation of resident advisors, who 

reside with students and help them navigate their social and personal development (Rentz, 1994). 

Women were not the only residents who could not fend for themselves. In the 1913 case of Gott 

v. Berea, the court found that the university acts in loco parentis (Melear, 2003). This was in 
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response to the expulsion of students from the university after eating outside of the college 

approved eateries.  To maintain order outside of the classroom, there was a push for colleges to 

hire residential staff. This staff enforced the policies of the university.  

Colleges maintained the in loco parentis status until the 1960s (Ardvison, 2003; Melear 

2003, Rentz. 1994). The groundbreaking case that ended this status was that of Dixon v. 

Alabama State Board of Education (1961). In this case, students were expelled for participating 

in a civil rights protest. This case concluded that colleges “could not condition a student’s 

educational experience” (Melear, 2003, p. 129.) This ruling superseded the previous loco 

parentis ruling.  

This change in statute transformed the face of the resident advisor’s (RA’s) role from 

disciplinarian to mentor (Arvidson, 2003; Melear, 2003). Legislative changes in the 1970s to 

1990s pushed RAs to also focus on safety concerns. The Family Educational Rights Act 

(FERPA) provided privacy for student records while the Clery Act of 1998 required timely 

warnings for campus crimes. These new requirements required RAs to be increasingly 

responsible for the well-being of their residents (Tribbensee & Mc Donald, 2009; Scheuermann, 

2013). RAs were also responsible for the physical safety of their residents.  

In 2002, a case was filed against Ferrum College personnel, including an RA. for the 

suicide of Michael Frentzel, after college officials did not correctly intervene in Frentzel's 

attempts at self-harm (Schieszler v. Ferrum College). This incident further explains the 

importance and gravity of this RA’s role in the life of the resident. “RAs frequently are the first 

to intervene” and “...often respond long after administrators and other professionals have left 

campus for the day or week” (Boone et al.,2016; Letarte, 2013).  This includes Title IX (sexual 

harassment and similar incidents) cases.  Blimling (2010) summed up the role of RA as “student, 
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role-model, mediator, campus resource, trained observer, community builder, group facilitator, 

counselor, and administrator” (p.33).  

In conclusion, this role has evolved over time and become increasingly challenging in the 

face of America’s struggle with class and multicultural differences (American Association of 

Colleges & Universities, 2002).  The expansiveness of the role of RAs merits the need for 

cultural competency training (Chun & Evans, 2016).  

Theoretical Frameworks  
 
Developmental Model of Intercultural Sensitivity (DMIS) 

Several models of cultural competency exist, but the Developmental Model of 

Intercultural Sensitivity (DMIS) and the Intercultural Development Continuum (IDC) remain the 

most popular (Bennett, & Hammer 1993;1998; Cross, 1989.   Bennett (1993) created the 

Developmental Model of Intercultural Sensitivity. The DMIS represents a grounded theory based 

on constructivist perception and communication theory (Bennett, 2017). It assumes that reality is 

constructed through perception. The DMIS also assumes that individuals construct boundaries of 

“self” and “others” that guide an individual’s experience within intercultural contexts. There are 

six stages of intercultural development. Defense, denial, and minimization represent the most 

ethnocentric (centered on the self) perceptions, while acceptance, adaptation, and integration, 

represent the most ethnorelative (centered on the other) stages of development. Bennett’s model 

has been widely used in numerous studies measuring cultural competency. See Figure 6 below 

for a visual representation of the DMIS model. 
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Figure 6 

The Developmental Model of Intercultural Sensitivity  

 

Note. Frameworks indicate one’s orientation towards other cultures with the least orientation 

represented on the left of the scale and the most orientation at the right of the scale. From A, M.J. 

Benntt (1986). “A Developmental Approach to Training for Intercultural Sensitivity,” by M.J. 

Bennett, 1986, International Journal of Intercultural Relations, 10(2), 179-195.  

The above figure shows the evolution of cultural competency from an ethnocentric mindset (a 

mindset centered towards one’s own culture) to a more ethnorelative mindset (a mindset centered 

towards others). This evolution begins with a failure to perceive differences in the denial stage 

and ends with the inclusion of cultural context at its ending stage of integration.  

Intercultural Development Continuum (IDC) 
Additionally, Bennett and Hammer (1998) introduced the Intercultural Development 

Inventory Continuum (IDC) as an extension of DMIS. This model measures cultural competency 

from the monocultural mindset to the intercultural mindset.  To explain the IDC, one must first 

understand the DMIS. The DMIS represents a grounded theory based on constructivist 

perception and communication theory (Bennett, 2017). It assumes that reality is constructed 

through perception. The DMIS also assumes that individuals construct boundaries of “self” and 

“others” that guide an individual’s experience within intercultural contexts. There are six stages 

of intercultural development: defense, denial, minimization, acceptance, adaptation, and 
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integration. Defense, denial, and minimization represent the most ethnocentric (centered on the 

self) perceptions of culture while acceptance, adaptation, and integration represent a cultural 

mindset open to others.  

The Intercultural Development Continuum is an expanded version of the Developmental 

Model of Intercultural Sensitivity. The IDC represents cultural competency through a continuum 

moving from a monocultural mindset to an intercultural one. In the denial phase, an individual 

denies cultural differences. The stage of polarization judges another's culture often harshly from 

the perspective of their own culture. Minimization minimizes differences in culture and serves as 

a transitionary stage. This stage indicates a basic understanding of cultural differences but 

focuses on the common ground between cultures. For example, a person in the minimization 

stage may say that two different groups have different religions traditions, but both believe in the 

same God.  This is the most prominent stage of pre-invention with 60% of participants scoring at 

this level before multicultural training (IDI, LLC). Comments like this negate individual 

experiences others may have experienced like trauma, misogyny or racism (Bennett, 1993). The 

acceptance stage represents a deep understanding of cultural difference, and adaptation allows an 

individual to bridge cultural differences to navigate multicultural settings. These later stages of 

cultural development represent the most intercultural mindsets. This model has been used in 

numerous studies to measure the cultural competency of participants. See Figure 2 for a visual 

representation of the IDC model.  

The IDC model shows the evolution of cultural competency on an upward continuum in 

contrast to Cross’s (1989) linear one. Here the evolution of cultural competency begins at a 

monocultural mindset and ends with a multicultural mindset. Here evolution begins at denial but 
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ends at adaptation. Integration is absent but is encompassed by the description of bridging 

across cultural differences. 

 Cultural Competency Assessment Tool  
As important as one’s cultural competency is, so in turn, are the tools used to assess it. 

The primary tool for measuring cultural competency is the Intercultural Development Inventory 

created by Bennett and Hammer (1998). Since then, revisions have been made and debated as to 

its validity has arisen.  

Intercultural Development Inventory (IDI) 

There exist several tools for examining the cultural competency of participants, but the 

most popular one is the Intercultural Development Inventory (IDI), constructed by Bennett and 

Hammer (1998).  

The IDI is a fifty-question test that assesses cultural disengagement, which is the degree 

to which an individual or group experiences a sense of disconnection from a primary cultural 

community. This measure has been used nationally and internationally to test a variety of 

participants’ cultural competency. The IDI’s validity has been tested (much done by external 

researchers) in over 10,000 participants. It continues to be widely used in a variety of settings 

(Acheson, 2019).  

Cultural Competency Levels in Higher Education 
Studies examining the growth of cultural competency in higher education have 

principally included students. It was found that most students initially tested at the minimization 

level of cultural competency (Rodriguez-Izquierdo, 2022; Sandell & Tupy, 2015; Sierra-Huedo 

& Nevado-Llopis, 2022). Once again, this is the stage of cultural competency that minimizes 

cultural differences and concentrates on the sameness of individuals.  Studies examining the 

cultural competency levels of resident advisors are scarce. Similarly limited are studies focusing 
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on the cultural competency levels of graduate students in student affairs, as resident advisors 

work within the student affairs division. This stage of development minimizes the cultural 

differences between oneself and others. After multicultural experiences, students tested at a 

higher level of cultural competency. The following section describes the cultural competency of 

students within and outside the confines of student affairs.   

Sandell and Tupy (2015) used an IDI to assess the cultural competency of college 

sophomores and juniors entering a multicultural course. When students were asked to qualify 

their own intercultural competence, participants presumed that their level of cultural competency 

was much higher than their actual orientation. Most participants rated their own cultural 

competency as ethnorelative (being open and accepting of other cultures).  Though, 56% of 

students entered the course at the level of minimization.  

Correspondingly, Rodriguez-Izquierdo (2022) examined the cultural competency of first 

and fourth-year university students. IDI results revealed that 69% of first-year students and 67% 

of fourth-year students scored within the minimization stage of cultural competency. This study 

was done outside the examination of multicultural education work. The idea was to understand 

undergraduates’ cultural competency levels, independent of multicultural education work.   

Sierra-Huedo and Nevado-Llopis (2022) surveyed university students before and after a 

semester-long study-abroad experience. Researchers found that the majority of students tested 

within the minimization category of cultural competency before their study-abroad experience. 

After the study-abroad experience, students improved their scores by 4.45 points, moving most 

to the acceptance level of cultural competency in which participants acknowledge and respect 

cultural differences (Bennett, 2017).  
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These studies have increasingly offered insights into cultural competency across various 

levels of undergraduate studies. Students in these studies scored within the minimization level 

without the intervention of some type of multicultural education. This level of cultural 

competency deemphasizes cultural difference and fails to recognize the life experiences of 

individuals such as racism, misogyny and the like (Cross, 1989). Without work in multicultural 

education, it appears as though a majority of college graduates would lack the skills necessary to 

effectively work with others from different cultures as they fail to recognize oppression and 

trauma in their students which may prevent a sense of belonging for students.  

The few studies centered on graduate students majoring in student affairs and 

professionals working within student affairs. The study found that these individuals are aware of 

diversity-related issues but lack the knowledge and skills to effectively navigate a multicultural 

environment (Castellanos et al., 2007; King & Howard Hamilton, 2003). Such studies suggested 

the use of concrete frameworks when examining the cultural competency of these groups. The 

concept of an awareness or acknowledgement of cultural differences, but the lack of skills to 

navigate a multicultural environment is indicative of the acceptance level of cultural competency 

(Bennett, 2017). The acceptance stage of cultural competency surpasses the minimization stage 

in that these individuals acknowledge cultural differences. That being said, at this stage of 

development individuals have not yet accessed the adaptation stage of cultural competency that 

permits one to bridge cultural differences to effectively navigate a multicultural environment.  

 King and Howard-Hamilton (2003) examined the cultural competency levels of 84 

graduate students, 39 student affairs staff, and eight diversity educators. The study used surveys 

to collect participant information. One survey was the Multicultural Competencies for Student 

Affairs Preliminary Form (MCSA-P) instituted by Pope & Muller (2000). This survey assesses 
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cultural competency in terms of awareness, knowledge, and skills. Across all three groups, the 

participants scored higher in awareness than the higher ordered thinking categories of knowledge 

and skills. Once again, the skills mentioned above are indicative of the acceptance stage of 

cultural competency.  

Factors Affecting Cultural Competency  

Previous literature reveals that identity directly affects cultural competency levels. 

Participants with minoritized identities, particularly those of color, displayed higher levels of 

cultural competency (Mueller & Pope, 2003; Pope & Mueller, 2005; Sheridan et al., 2001; Watt, 

2007; Wilson, 2013). Women tend to score higher than men in cultural competency. Research 

participants with less conservative affiliations also scored higher in their cultural competency 

levels. Income also affects cultural competency levels. Those who came from low-income 

families exhibited a higher level of cultural competency. Members of the LGBTQ+ communities 

also scored higher than heterosexual individuals.  

Watts and colleagues (2004) found similar trends between cultural competency levels and 

demographic information. They used the Social Response Inventory (a 48-item inventory, often 

used to examine the cultural competency levels in American university students) to examine the 

cultural competency levels of 483 resident advisors at four different regional universities. The 

study found that those participants with underrepresented identities had greater levels in cultural 

competency. See Tables 2 and 3 for an illustration of this correlation. 
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Table 2 

Cultural Competency Levels of RAs per Three Demographics 

 

Note. This table represents the number of participants (N), average mean (M) of participants, and 

the standard deviation of the group (SD), the t-statistic (t), and the f-value (f). The Social 

Response Inventory was used to determine students’ cultural competency. From “Assessment of 

Multicultural Competence Among Resident Advisors,” by S. Watt, M. Howard- Hamilton, and 

E. Fairchild, 2004, Journal of College and University Student Housing, 33(1), p.33. Copyright 

2004 by Association of College & University Housing.  
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Table 3 

Cultural Competency Levels of RAs per Seven Demographics  

 

Note. This table represents the number of participants (N), average mean (M) of participants, and 

the standard deviation of the group (SD), the t-statistic (t), and the f-value (f). Once again, the 

Social Response Inventory was used to measure cultural competency. From “Assessment of 

Multicultural Competence Among Resident Advisors,” by S. Watt, M. Howard- Hamilton, and 

E. Fairchild, 2004, Journal of College and University Student Housing, 33(1), p.33. Copyright 

2004 by Association of College & University Housing. 

In conclusion, a correlation between unrepresented identities is linked to higher levels of cultural 

competency as [represented in the tables above.  
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Best Practices  
To enhance students’ cultural competency, studies have identified effective practices in 

multicultural education (Feize & Gonzalez,2018; Glickman, 2015; Havis, 2019; Kondor et 

al.,2019; Lambert Snodgrass et al., 2018; Makaiau and Freese,2013). Those noted were 

multicultural experiences and self-awareness investigation. Each of these strategies is 

highlighted below. 

Multicultural Experiences  
Lambert & Snodgrass et al. (2018) examined the cultural competency of undergraduate 

students before and after an agricultural social justice course with a service-learning component. 

Researchers gave students an IDI within the first three weeks of the course and within the final 

two weeks of the course. The study found that 76% of participants moved forward on the 

spectrum of cultural competency growth from the first assessment to the second.  

Likewise, Kondor et al. (2019) studied preservice teachers who participated in a tutoring 

program with students from local urban elementary schools. Participants met one-on-one with 

students and their families once a week for ten weeks. Before participation in the tutoring 

program, participants revealed an orientation toward a color-blind (ignoring the cultural aspect of 

race) philosophy of culture. The preservice teachers maintained that parents from diverse 

backgrounds were challenging. These participants did not accept students' vernacular and often 

ignored the input or questions of parents. These behaviors of defense and denial indicate an 

ethnocentric view of culture (Bennett, 1993). By the end of the tutoring experience, participants 

cited their belonging to a dominant culture and their inability to fully understand the challenges 

faced by minoritized students. This reflection indicates acceptance and a shift toward an 

ethnorelative level of cultural competency. This was not the only study noting a change in 

mindset of university students.  
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Furthermore, Glickman and colleagues (2015) conducted a study of two graduate student 

cohorts. One cohort completed an online cultural diversity module while the other cohort 

participated in the module as well as a six-week global immersion experience in Malawi. The 

study found that the students who completed the module as well as the global immersion 

experience in Malawi scored higher in emotional resilience (the ability to remain resilient in the 

face of new experiences) and perceptual acuity (the ability to accurately perceive different 

aspects of an environment). 

Haber and Getz (2011) examined the cultural competency levels of graduate students 

majoring in student affairs before and after a two-week study abroad experience in Quatrai. 

Students completed reflections before and after their trip. These reflections were analyzed by 

Papadopoulos and colleagues (2006) model of cultural competence. Analyses revealed students’ 

cultural awareness, knowledge, sensitivity, and competence had increased.  

Though assessing different populations of students, these articles signal the importance of 

multicultural experiences in increasing cultural competency. Continued interaction with others 

from a different culture allows not only observations but the opportunity to listen and exchange. 

It appears as though multicultural experiences may be a very effective step to growing one’s 

competency.  

 
Self-Awareness Investigation 
In addition to multicultural experiences, self-awareness investigation has also been 

attributed to growth in cultural competency (Feize & Gonzalez 2018; Havis, 2019; Makaiau & 

Freese 2013). Self-awareness investigation involves the examination of one’s identity within the 

context of the larger society. This examination usually includes a study of one’s own privileges 

and biases.   
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Feize & Gonzalez (2018) and Havis (2019) examined dialogue journals from 

undergraduate students enrolled in a multicultural course. The authors found that students’ initial 

comments remained in the ethnocentric stage of cultural competency development, often 

containing remarks that were defensive of their own culture. This type of defense is indicative of 

the polarization level of cultural competency which serves to defend one’s own culture as a way 

of preserving one’s original concept of themselves and others (Bennett, 2017). The instructors of 

the courses used self-reflection components to teach multicultural education. By the end of the 

course, student journal entries revealed acceptance of privilege and the validation of other 

cultures. This acceptance indicates a shift towards an ethnorelative view of culture, most likely 

on the acceptance level as an individual in this stage has a non-judgmental conception of culture, 

one culture being as valid as the other (Bennett, 1993).  Additional studies have examined 

growth through self-reflection.  

 Makaiau and Freese (2013) studied 117 of their high school and university students in a 

study examining the effects of self-study on cultural competency and multicultural acceptance. 

The authors used a personal-constructivist collaborative approach and used content focused on 

disrupting socially constructed ideas of race, culture, and ethnicity. Self-reflection journals 

revealed that self-study changed students’ prior stereotypical views and gave them a greater 

awareness of privilege and marginalization.  

Kunz (2024) conducted a study examining 20 higher education support professionals 

before and after a 24-hour multicultural training which included an additional five hours of 

service learning and three one-hour debrief/coaching sessions, focused on open-ended sharing. 

The Intercultural Development Inventory (IDI) was administered before and after the training 

session. Analysis of both IDIs revealed an increase in cultural competency of one level by 50% 
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of participants, but most participants did not access the level of adaptation, the stage indicating 

the use of skills to adapt to culture (Bennett, 2017). This change represents a considerable gain in 

cultural competency.  

Similarly, Mitchell and Westbrook (2016) conducted a study of a 10-day trip to Spelman 

College and Morehouse College as part of a minority-serving institution’s graduate course. The 

students completed pre-trip readings, writing and research. This type of coursework left room for 

the ability of the student to define and share their own experiences. The trip contained historical 

site visits and student panel discussions. The study found that students had increased their 

cultural awareness and knowledge but saw the lowest gain in skills after this trip. This type of 

cultural awareness is most likely indicative of the acceptance stage, as a deeper cultural 

awareness develops, but an inability to bridge cultural barriers still exists (Benett, 2017).   
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These studies parallel the importance of self-awareness within a societal context. Before 

being forced to examine one’s cultural identity, participants often demonstrate an ethnocentric 

view of culture. After multicultural experiences, students were able to reflect on their identity in 

society and shift toward a more ethnorelative view of culture. Self-awareness investigation 

seems to be a significant step in growing cultural competency. 

The Intercultural Development Inventory LLC as founded by Hammer, founder of the 

Intercultural Development Continuum, asserts that cultural competency growth normally 

requires 3-5 months of conscience effort (coursework, multicultural experiences, self-awareness 

investigation, among other work) to improve one’s cultural competence (IDI, 2024).  

Cultural Competence Training of Resident Advisors  

Specific literature about resident advisors was difficult to find. The closest category was 

that of student affairs graduate students. Previous literature has found that the concepts of 

cultural competency trainings in student affairs lack substance, without being tied to fundamental 

frameworks (Flowers, 2003; Pope et al.,2019; Mitchell & Westbrook, 2016). Research reveals 

that the objectives of these training courses were ill defined and remained vague, asking for an 

improvement in cultural understanding. Most of these studies focused on graduate student 

requirements and were fulfilled by one multicultural course (Comeaux et al., 2021). A lack of 

substance was repeated throughout the literature.  Flowers (2003) conducted a survey of 53 

student affairs graduate programs.  The study found that 74% had a required diversity course 

only being defined as a course that promoted a multicultural view of culture and history. 

Similarly, Pope and Mueller (2005) examined 147 student affairs faculty members and found 

that the student affairs programs included a diversity course broadly aimed at addressing 

diversity in the United States.    
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The above studies bear witness to the vagueness of course content and the degree to 

which student affairs graduate students study cultural competency; both appear to be at a 

minimum of clarity and breadth of time.  

As resident advisors serve as university employees their training differs from that of 

students. Resident advisors are more likely to undergo diversity training instead of multicultural 

course work. Diversity training became popular after the 1965 anti-discriminatory order (Dobbin 

& Kalev, 2013). In time, diversity training has moved away from compliance to a smarter 

business approach (Anand & Winters, 2008; Cox & Blake, 1991; Starck, et al., 2021). Today, 

diversity training is a multibillion-dollar industry (Paluck, 2006; Pendry, et al., 2007).  Much of 

the literature in this domain has shown that diversity training has produced little to no change in 

cultural competency (Bezrukova et al., 2016; Chang et al., 2019; Kalev et al., 2006).   

Predispositions  
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Literature insists that diversity training produces the most changes in those whose 

attitudes are already open to the viewpoints of others (Chang et al., 2019; Onyeador et al., 2020). 

Chang and colleagues found that those who completed diversity training improved their attitudes 

toward inclusive practices supporting women in the workplace. Predisposed societal norms can 

influence beliefs, attitudes, and behaviors toward underrepresented groups (Crandall et al., 2018; 

Miller & Prentice, 1996). Studies have revealed that common cognitive processes like system 

justification, loss aversion, motivated reasoning, can affect the impact of diversity training (Jost 

& Banaji, 1994; Jost et al., 2009; Knowles et al., 2014; Phillips & Lowery, 2020; Spears & 

Haslam, 1997). For example, stereotypical predispositions have affected girls 'performance in 

math, African American standardized test scores, and the severity of punishment for Black 

students (Chinn et al,2020; Riddle & Sinclair, 2019).  The above represents individual factors 

impeding cultural competency growth, but a lack of organizational concentration in diversity 

also affects the effectiveness of diversity training.   

Studies have shown that women and people of color have higher cultural competencies 

than White males (Castellanos, 2007; King & Howard-Hamilton, 2003; Wilson, 2017). Wilson 

(2007) studied 167 student affairs professionals using the Multicultural Competencies for 

Student Affairs Preliminary Form 2 (MCSA-P2) and found that marginalized groups had higher 

levels of positive attitudes towards multicultural issues.  

Iverson & Seher (2017) also studied graduate students using the MCSA-P2. Results of 

this service once again indicated that women scored higher in multicultural competence than 

men. Students of the lesbian, gay, bisexual, transgendered, queer, plus (LGBTQ+) community 

scored higher on the MCSA-P2 than their heterosexual counterparts. These studies support 

previous findings of the same type (Mueller& Pope, 2003; Wilson, 2013).   
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Higher levels of cultural competency are in part due to the practice of code-switching 

(Crumb et al, 2023; McCluney et al., 2021; Stewart, 2022). “Code-switching may involve 

adjusting one’s appearance, style of speech, behavior, and expressions to optimize the comfort of 

others in exchange for fair treatment, advancement, and employment opportunities” (Crumb et 

al., 2023, p. 233).  Code–switching can occur in a variety of settings including the workplace and 

educational environments in which one is minoritized by race, gender, and the like (Crumb et al., 

2023).  

In higher education today, behavioral expectations are based on standards of Whiteness 

(Haskins & Singh, 2015). Instances of code-switching were noted in higher educational 

environments, ranging from a woman of color straightening her hair to appear “whiter” to Black 

women educators, monitoring their voice to remove any accusations of anger or intimidation 

often used to stereotype Black women (Cartwright et al., 2018; Erby & Hammond, 2020). These 

practices by minoritized individuals inherently lead to higher levels of cultural competency. 

Unfortunately, stereotyping like those endured by Black women educators can also be 

perpetuated in diversity training.  

 Deemphasis of Organizational Responsibility  
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Research reveals that most diversity training focuses on the growth of the individual not 

on the organization (Charlesworth & Banaji, 2022; Salter et al., 2018; Wetherell & Potter, 1992). 

Diversity training often focuses on the idea of a few bad apples can affect an organization while 

it is known that stereotypes are rooted in society’s institutions. This type of diversity training can 

actually increase automatic stereotyping, discount discrimination, and even legitimize unfair 

practices (Duguid & Thomas-Hunt, 2015; Gundemir & Galinsky, 2018; Kaiser et al., 2013; 

Kirby et al., 2015).  The above literature has shown that a lack of organizational responsibility 

can directly affect the effectiveness of diversity training. The same can be said for the often-used 

one size fits all approaches.  

Deemphasis on Social Identities 
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A one size fits all approach can ignore the realities of majority and minority identities, 

often lumping different minoritized identities of race, ethnicity, gender, sexuality, or ability into 

one boat (Bezrukova et al., 2012 Brown & Jacoby-Senghor, 2022; Iyer, 2022; Lowery, et al.., 

2007; Morrison, et al., 2011; Phillips & Lowery, 2020; Plaut et al., 2011). For example, referring 

to “people of color” blurs the lines of historical inequities. The African American experience is 

not the same as the Asian American experience. Nor is it the same experience for African 

American females or those with non-binary gender identities.  Although many minoritized 

groups may have common experiences of discrimination, their group histories, the way in which 

inequities and inequalities manifest, and possible strategies for solving them can be very 

different (Martin & North, 2022). For example, acknowledging and discussing intergroup 

differences is an effective way to reduce bias and increase empathy toward racial minorities 

(Apfelbaum et al., 2016; Gundemir et al., 2019; Martin &  Gundemir, 2023; Ragins & Ehrhardt, 

2021; Rattan &  Ambady, 2013; Richeson & Nussbaum, 2004; Sasaki & Vorauer, 2013; Todd & 

Galinsky, 2012). 

Often, diversity training is geared towards reducing discrimination by White participants. 

White participants often find multicultural concepts as exclusionary or attacking, often reducing 

their support of efforts in diversity (Plaut et al., 2011; Yogeeswaran & Dasgupta, 2014).  
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On the other hand, diversity programs may put pressure on minoritized individuals to 

share their “stories” of discrimination, causing these participants to withdraw from the training 

(Oneyeador et al., 2024). Asking an individual with a diverse ability to explain workplace 

discrimination can unnecessarily embarrass the individual and cause them to withdraw 

emotionally from training. The pressure to speak on behalf of a whole group can also cause 

emotional shutdown. In short, diversity training focusing on a one size fits all approach can 

promote the perpetuation of bias which can negatively affect the impact of diversity training 

(Apfelbaum et al., 2008; Apfelbaum et al., 2012; Knowles et al., 2014; Ray & Purifoy, 2019). 

Studies indicate that those from minoritized identities people of color, women etc. tend to score 

have higher scores in cultural competency than non-minoritized individuals. This is due in part to 

the adaptation of minoritized individuals to the dominant culture (Friedlaender, 2018).  

A color-blind (the denial or minimization of racial differences) mentality is becoming more of 

the norm in our society (Diggles, 2017; Hardy & Laszloffy, 2008; Sue et al., 2007).  This can be 

indicative of the minimization stage of cultural competency (Bennett, 2017). This mentality can 

be harmful as it can function as a micro aggression or unintentionally discriminate people of 

color (Sue et al., 2007). Furthermore, color blindness can prevent advances in social justice as 

color blind individuals will often not support racial equity due to an inability to recognize it 

(Wise, 2010). Correspondingly, color blindness can lead to engagement and retention issues as 

people of color may not feel validated or understood in the workplace (Sue et al., 2007). 
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 Often White individuals can exhibit elements of colorblindness due to lack of exposure 

to racial oppression and the fear of being viewed as racist if they were to recognize racial 

differences (Diggles, 2017; Hardy & Laszloffy,2008). Color-blind mentality can exist within 

individuals of color as well. For example, President Barack Obama (2006) exhibited color 

blindness when he wrote, “. . . what ails the working-class and middle-class Blacks and Latinos 

is not fundamentally different from what ails their White counterparts...” (245). In this comment, 

President Obama failed to recognize the historical oppression of the Black and Latinx 

experience. This is simply an example of a comment containing an element of color blindness, 

not an evaluation of President Obama. In short, a one-size fits all approach lacks the 

individuality needed to make true progress in cultural competency.  

Vagueness of Content 
Diversity training tends to focus on general ideas of bias but does not address deeper 

issues that can impede diversity efforts (Flowers, 2003; Pope et al.,2019; Mitchell & Westbrook, 

2016; Roberson et al., 2003).  For example, diversity training tends not to discuss specific 

organizational issues. For example, addressing bias does not touch the need for inclusive 

interviewing questions or diverse employee recruitment efforts. Moreover, general diversity 

training cannot encompass deeper issues of employee retention like mentoring or 

accommodations for those with diverse abilities.   

Brevity of Time  
Literature reveals that most diversity training spans less than one day, and this brevity in 

time may be to blame in its ineffectiveness (Bezrukova et al., 2016; Drsicoll & Field, 2007; 

Samuel, 2014). When Samuels (2014) asked participants if three hours was long enough to 

induce change, 100% of participants responded, “No.” Moreover, short term diversity programs 

tend not to have a lasting effect on participants (Dobbin & Kaley, 2016; Noe, 2010). The best 
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training programs are said to be made over a significant period of time (Bezrukova et al., 2016; 

Campbell et al., 2016; Goldstein et al., 2018).  

Bezrukova and colleagues (2016) conducted a study analyzing over 260 studies 

examining diversity practices. The researchers determined the impact of diversity training over 

time. Overall, the study found that diversity training led to small changes in knowledge but very 

little change to behavior or attitude over time. The study also concluded that training was more 

effective when paired with other kinds of diversity initiatives like recruitment over an extensive 

period of time.  

Chang (2019) examined the impact of a voluntary one-hour online training intended to 

promote the inclusion of women in the workplace. The study found that this training had no 

significant impact on behaviors but did have a positive impact on attitudes towards the inclusion 

of women. The authors concluded that the one-time diversity trainings, typical in the US, are not 

effective to behavioral changes on their own. 

 Gap in Research 
As previously mentioned, many of the studies examining cultural competency used 

students, mostly pre-service teachers, as participants (Rodriguez-Izquierdo, 2022; Sandell & 

Tupy, 2015; Sierra-Huedo & Nevado-Llopis, 2022). For example, Comeaux and colleagues 

(2021) conducted a critical review of the literature examining the cultural competency training of 

resident advisors. The researchers identified the gap in research as the majority of literature 

regarding cultural competency development is focused on students and faculty within the higher 

education realm. Their initial search examining cultural competency training in higher education 

yielded 2,300articles. When reduced to student affairs professionals, only 45 studies were found. 
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Anecdotally, this was also true in my research, as the majority of studies focused on the cultural 

competency development of students, particularly pre-service teachers. 

Summary 
The literature has revealed that cultural competency has evolved to include several 

underrepresented groups, including, most recently, the LGBTQ+ community (Bennett, 1986; 

Cross, 1989; Gorski, 2016).  The most widely used tool to examine cultural competency is the 

Intercultural Development Inventory (Hammer, 2012). The idea uses Hammer’s (2012) 

Intercultural Development Continuum (the evolutionary continuum evolving from a 

monocultural mindset to that of a multicultural mindset). to examine cultural competency levels. 

Literature supports multicultural education as the primary tool for cultural competency growth 

(Rodriguez-Izquierdo, 2022; Sandell & Tupy, 2015; Sierra-Huedo & Nevado-Llopis, 2022).  

Within this tool, best practices were defined as multicultural experiences and self-awareness 

components (Feize & Gonzalez,2018; Glickman, 2015; Havis, 2019; Kondor et al.,2019; 

Lambert Snodgrass et al., 2018; Makaiau and Freese,2013). Literature has examined university 

students and faculty but has not done many studies examining the impacts of multicultural 

training on the cultural competency levels of university staff.  

These findings reveal a lack of cultural competency within higher education and a lack of 

literature examining the cultural competency of university resident advisors (Comeaux,2023; 

Rodriguez-Izquierdo, 2022; Sandell & Tupy, 2015; Sierra-Huedo & Nevado-Llopis, 2022). 
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Chapter 3: Methodology 

 
American campuses are becoming more and more diverse. In the 2019-2020 school year, 

21% of undergraduates reported having a disability (National Center of Education Statistics, 

2023.) Additionally, 2021 enrollment data shows students of color make up 49% of the nation’s 

undergraduate students while higher education faculty remained predominantly White (United 

States Department of Education, 2022). The above changes within our society and within higher 

education indicate an apparent need for cultural competency within the university setting. The 

purpose of this study is to examine the impact of multicultural training on the cultural competency 

levels of resident advisors at a small university in the Midwest.  

There is sufficient research regarding the impacts of multicultural education on students 

and teachers within higher education, but little information regarding university staff (Feize & 

Gonzalez,2018; Glickman, 2015; Havis, 2019; Kondor et al.,2019; Lambert Snodgrass et al., 2018; 

Makaiau and Freese,2013). For this reason, resident advisors (of at least 18 years of age) were 

chosen to represent the duality of students and staff. Furthermore, research has shown multicultural 

education to be the best practice for improving cultural competency levels (Feize & Gonzalez, 

2018; Glickman, 2015; Havis, 2019; Kondor et al.,2019; Lambert Snodgrass et al., 2018; Makaiau 

and Freese, 2013). Previous studies regarding student affairs majors revealed that only one broadly 

defined diversity course was required for this major (Flowers, 2003; Kunz 2024; Mitchell & 

Westbrook, 2016; Pope, 2019).  Much of resident advisor training focuses on safety and conflict 

resolution, not cultural competence (Koch, 2012; Twale & Muse, 1996). 

Universities use assessment programs to improve the quality of chosen programs 

(Creswell & Guetterman, 2019). At a small university in the Midwest, one of the programs 
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assessed is the multicultural training of resident advisors. Resident advisors undergo a training 

session of four hours and are asked a series of reflective questions before and after the training 

sessions. The workbooks remain anonymous and are collected to determine the effectiveness of 

the training program. These results are shared with the administrator, and improvement plans are 

made for the multicultural training.  

Due to the duality of participants (both university students and employees) and the ability 

to answer the initial research questions (1) What impact does multicultural education have on the 

cultural competency levels of those in higher education? (2) What factors impact these results? 

The documents from this project will be chosen as the topic of this study.  

Research Design 
Type 

The case study method was used to examine the impact of multicultural training on the 

cultural competency levels of resident advisors. All resident advisors are at least 18 years of age. 

Case study designs are used to answer questions about the case being studied in its natural 

context (Hancock, 2021; Yin, 2018). This is the perfect design as the researcher is examining 

resident advisors within their annual training session.    Additionally, steps were taken by the 

internal university team to remove the power dynamics of the training. Those in charge of the 

training asked the housing director not to attend the session, so participants would not fear 

judgement by their employer. The removal of power dynamics is essential to the comfortability 

of study participants (Denzin & Lincoln, 2011). By removing the housing director, students did 

not have to worry that their statements could be held against them by their employer. The 

workbooks were collected by assigned numbers to protect the anonymity of participants. The 

workbooks contain no identifying information. 
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Workbooks were collected by the training facilitator and given to the responsible 

university employee who used them to compile an improvement plan for this training. The 

training facilitator is a member of the student affairs team, serving as the university’s director of 

the Career Center. He is a White cisgender male and a former special education teacher. He used 

training materials based on the University of Michigan (2022) Lansing diversity, equity, and 

inclusion resources. The trainer previously worked and currently works in a multicultural 

environment. The trainer returned these to the student affairs secretary who kept them in a locked 

filing cabinet until the international student coordinator from the Global Diversity Department 

used them for the internal improvement assessment plan. With permission of university officials, 

the documents will be given to the researcher. Please see the appendix for these letters. The use 

of documents allows the researcher to address specific research questions (Creswell & 

Guetterman, 2018; Hancock, 2021). In this instance, the documents referenced are Resident 

Advisor training workbooks. These documents were used to answer research questions (1) How 

does multicultural training impact the cultural competency levels of resident advisors? (2) What 

factors impact these results?  

The researcher used the framework analysis method when analyzing the workbooks. 

Framework analysis consists of two major components: creating an analytic framework and 

applying this analytic framework (Ritchie & Spencer, 1994). These two components containing 

five steps: (a) data familiarization; (b) identifying a thematic framework; (c) indexing all study 

data against the framework; (d) charting to summarize the indexed data; and (e) mapping and 

interpretation of patterns found within the charts. The researcher conducted data familiarization 

by conducting two initial readings of the workbooks. First, the researcher read the documents to 

assess content. Then, the researcher will write notes in the margins. Hammer’s (2012) 
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Intercultural Development Continuum (IDC) was used to connect the responses of participants. 

This continuum explains the evolution from a monocultural mindset to that of a multicultural 

mindset within five stages: denial, polarization, minimization, acceptance, and adaptation. The 

university trainer shared that a series of multiple-choice questions were given before and after 

the training to identify cultural competency growth. In addition to these multiple-choice 

questions, the demographics (age, race, gender etc.) of and written perspective of the participants 

were included. The third phase of this process connected the workbook responses to the IDC to 

determine the participants’ cultural competency levels before and after the multicultural training 

session. A chart was used to explain the cultural competency makeup of the resident assistant 

cohort. The chart identified how many participants were in the minimization stage etc. The 

demographic was charted and aligned with each stage of cultural competency. In this way, the 

researcher was able to determine if any demographic identifier corresponds with any particular 

level of cultural competency. The training's impressions were charted to identify common 

themes revealed as best practices. The documents will stay in a locked filing cabinet during the 

study and three years after it is completed. The three-year storing method is a recommended 

practice among researchers (Schreier et al.,2006).  

Research Questions 
The research will examine the following research questions: 

(1) How does multicultural training influence the cultural competency levels of resident advisors 

at small universities in the Midwest?  

 (2) What factors influence the impact of the training on resident advisors? 
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Research Procedures 
Participants 

Each year, the participating university asks each office to conduct an improvement plan 

for one of its objectives. One of the primary objectives for the Office of Global Diversity is to 

provide multicultural training for university students and staff. For this reason, the Office of 

Global Diversity has used the multicultural training of resident advisors as the improvement 

project on its current three-year cycle. Previous literature has examined the cultural competency 

of university faculty and students but has very little information about university staff (Feize & 

Gonzalez, 2018; Glickman, 2015; Havis, 2019; Kondor et al., 2019; Lambert Snodgrass et al., 

2018; Makaiau and Freese, 2013). 

  It is for that reason the researcher chose to assess the workbooks of resident advisors (at 

least 18 years of age) who underwent this multicultural training as they represent both the 

student and staff population. There were 34 participants, with varying levels of resident advisor 

experience. This type of participant selection is part of criterion sampling. Criterion, purposive, 

and convenient sampling were used to choose participants. “Criterion sampling involves 

selecting cases that meet some predetermined criterion of importance” (Patton, 2002, p. 238). 

Criterion sampling can be useful for identifying and understanding cases that are information 

rich (Patton, 2002). In this instance, resident advisors were chosen for participants because they 

represent apparent gaps in literature regarding university staff. As mentioned earlier, studies have 

examined students in depth but staff far less (Feize & Gonzalez, 2018; Glickman, 2015; Havis, 

2019; Kondor et al.,2019; Lambert Snodgrass et al., 2018; Makaiau and Freese, 2013). The dual 

nature of resident advisors being both students and staff would allow us to identify general best 

practices for improving cultural competency within the greater higher education context. 
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Additionally, this selection is purposive as resident advisors were previously a part of t Global 

Diversity assessment improvement plan. Purposive sampling is “used to select respondents that 

are most likely to yield appropriate and useful information” (Kelly, 2010, p. 317) and is a “way 

of identifying and selecting cases that will use limited research resources effectively” (Palinkas 

et al., 2015, p. 533). This is particularly true as resident advisors represent students who are 

thoroughly studied within the confines of cultural competency gains and staff who have not been 

participants in many university studies involving cultural competency. Thirty-four secondary 

documents represent a feasible number because some documents may not be rich in content. 

Experts promote the use of 8-20 documents (Creswell & Guetterman, 2019; Creswell & Poth, 

2015; Patton, 2015). Following these procedures will increase validity.  

Participants were asked to examine a social identity wheel indicating the following: 

ethnicity, socioeconomic status, gender, sex, sexual orientation, national origin, first language, 

presence of a disability, age, religion, and race. They were asked to identify how many 

underrepresented and represented identities they had out of 11. For example, a participant might 

have observed that they were both female and had a diverse ability, so they would have put down 

2/11 on their workbook, indicating two underrepresented identities. Three participants did not 

complete this section of the workbook and were thus removed from the analysis, resulting in 31 

records to examine. 

Data Collection 
The Office of Global Diversity conducts a yearly improvement program to assess its 

effectiveness. This office's Fall 2024 improvement Project was to assess the effectiveness of its 

multicultural training of resident advisors. The office provided multicultural training containing a 

self-awareness component and a multicultural experience, both promoted as best practices (Feize 
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& Gonzalez, 2018; Glickman, 2015; Havis, 2019; Kondor et al.,2019; Lambert Snodgrass et al., 

2018; Makaiau and Freese, 2013). The training took place within four hours in the morning on a 

particular Tuesday in August.  

As an employee of this university, ease of access was also a deciding factor. “Researchers 

purposefully sample individuals or sites based on membership in a subgroup that has defining 

characteristics” (Creswell & Guetterman, 2019, p. 208). Once again, resident advisors were used 

because they represent university staff who are often absent from the current literature of cultural 

competency examination in higher education. Moreover, the housing director served as a 

gatekeeper, locating the resident advisors (Hammersely & Atkinson, 2007). The housing director 

did not attend the session, to ensure a safe environment without fear of retribution. Additionally, 

the facilitator of the training session was not an employee of the Office of Global Diversity, 

attempting to remove bias (Creswell & Guetterman, 2019). The removal of power dynamics is 

important to the reliability of participant responses (Creswell & Guetterman, 2019; Patton, 

2022).  

The training facilitator, a member of the student affairs team, provided resident advisors 

who were at least 18 years of age with an anonymous workbook using a numbering system. The 

students were informed that the answers to these workbooks would remain anonymous but 

would be used for assessment purposes. See the workbook attached to the appendix. Anonymity 

is important to ensure the reliability of participant responses. Furthermore, "documents represent 

a good source for text (word) data for a qualitative study (Creswell & Guetterman, 2019). The 

current workbooks allow participants to openly respond to data that is uninterrupted by the 

researcher. They provide the advantage of being in the language and words of the participants, 

who have usually given thoughtful attention to them. They are ready for analysis...” (Creswell & 
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Guetterman, 2019, p.223). Unfortunately, there are issues of reliability when relying on self-

reporting data, as participants may not be completely honest (Creswell & Guetterman, 2019). To 

ensure the reliability of participant responses, triangulation of data was used within the 

workbooks. Multiple-choice questions were used to determine resident advisor’s cultural 

competency level before and after the training, while the longer open-ended questions were used 

to allow for the revelation of longer narratives. The same questions were given before the 

training and after the training, allowing for a true comparison.  

Triangulation of documents, methods, or theories is important to the validity of the study. 

Social Sciences Research Laboratories (2018) expose six ways researchers can achieve this: 

methodical triangulation, data triangulation, investigator triangulation, theoretical triangulation, 

environmental triangulation, and multiple triangulations (Bans-Akutey & Tiiumb, 2021). Due to 

time constraints between the dissertation proposal and defense stage, as well as the use of 

secondary documents, the researcher will only be limited to data triangulation.  

An in-depth survey to a larger group at another site could have been used as data 

triangulation, method triangulation, and environmental triangulation. It is true that mixed- 

method studies allow for a broader understanding of the topic at hand but are said to have 

competing ideologies that may oversimplify the data being analyzed (Adu et al., 2022; Mc 

Chesney & Aldridge, 2019). Time constraints between the dissertation proposal and defense 

would have made this a difficult process.  

Finding another resident advisor group with a similar experience would have been a 

challenging task. Also, the time constraints would have been difficult to navigate and the 

compensation for survey participation would have been costly Conducting in-depth interviews 

could have also been valuable but then again, participants may not want to have an individual 
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conversation without the inherent anonymity of the study. Furthermore, the lapse in time could 

prevent participants from correctly recalling notable events or nuances of what they learned in 

the training itself.  

The use of pre-tests and post-tests are rooted in best practices. Behavioral researchers 

most frequently use the one group pre-test post-test design to determine the effect of an 

intervention on a designated participant group (Cranmer, 2017). The researchers also utilize the 

design “to evaluate the effectiveness of educational programs, the restructuring of social groups 

and organizations, or the implementation of behavioral interventions” (Cranmer, 2017, p. 1114). 

The university uses these workbooks to improve the multicultural training of the resident 

advisors This training is done in an attempt to make the resident advisors more sensitive to the 

needs of their residents, including those minoritized by race, sexual orientation, gender identity, 

or disability.  Moreover, the training is meant to give resident advisors the tools to effectively 

confront their own biases and those of others.  

After the training was completed, the training facilitator collected the anonymous 

workbooks and kept them in a closed box until they gave them to a university employee to 

conduct their internal improvement assessment. The documents have been held and are currently 

held within a locked filing cabinet. With approval of university officials, the university employee 

will give these files to the researcher. See these approval letters in the appendix. The documents 

will stay in a locked filing cabinet during the study and three years after it is completed. The 

three-year storing method is a recommended practice among researchers (Schreier et al., 2006). 

Data Analysis 

The Framework Analysis Method was used to analyze data. Framework analysis is used 

to “identify, describe, and interpret key patterns within and across cases of and themes within the 
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phenomenon of interest” (Goldsmith, 2021, p. 2061). The Framework Analysis Method can 

provide clear structure for one’s research as it is a straightforward and systematic approach can 

also allow for easy entry for novice researchers and ease of use in multidisciplinary and mixed-

methods research teams (Gale et al., 2013; Parkinson et al., 2016; Ward et al., 2013). It is 

growing in popularity due to its use of explicit outlined steps ((Dixon-Woods, 2011; King & 

Brooks, 2018; Parkinson et al., 2016; Pope et al., 2019; Ward et al., 2013). These two major 

components occur through five steps: (a) data familiarization; (c) identifying a thematic 

framework; (3) indexing all study data against the framework; (d) charting to summarize the 

indexed data; and (e) mapping and interpretation of patterns found within the charts (Ritchie & 

Spencer, 1994). In Step 1, the researcher becomes familiar with the data, trying to obtain an 

initial understanding of it (Spencer et al., 2014). The researcher may start coding or writing notes 

in the margins to collect their thoughts (Goldsmith, 2021). They may even begin coding like 

themes. In the second stage, the researcher might highlight or take a tally of each repeated topic. 

“These themes and concepts are then grouped, ranked, or otherwise ordered in a way that helps 

the researcher address the focus of the study” (Goldsmith, 2021, p.2065).  

An initial framework is tested and then refinements are made such as the renaming of 

components, the collapse of certain components, and the reordering of others etc. (Ritchie & 

Spencer, 1994). In this study, the researcher will tie and Hammer’s (2012) Intercultural 

Development Continuum. This continuum explains the evolution from a monocultural mindset to 

that of a multicultural mindset within five stages: denial, polarization, minimization, acceptance, 

and adaptation. Stage 3 is done by connecting all the data of the study to the framework (Spencer 

at al., 2014). This process resembles the indexing process of a book. Finally, the charts will be 

compared; the notation of emerging patterns will be done. “Charting is an opportunity to revisit 
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and enhance earlier decisions around the appropriate units of analysis, the order of units of 

analysis and framework components, the appropriate level of data abstraction, and the adequacy 

of the framework for the data at hand” (Goldsmith, 2921, p.2068). These analytic structures will 

then be tied to Hammer’s (2012) Intercultural Development Continuum framework. This 

continuum explains the evolution from a monocultural mindset to that of a multicultural mindset 

within five stages: denial, polarization, minimization, acceptance, and adaptation. The first step 

in the process was an initial reading of the findings. Notes were taken in the margins of the 

journals. The second phase began with the color coding of like-themes. The third phase 

encompassed the reduction of themes to five. From there, the themes and their narrative 

descriptions were tied to various parts of the theoretical frameworks. These steps were conducted 

by hand without the use of computer software.  

Assumptions, Limitations, Scope, and Delimitations 
Context 

The study was conducted in a small midwestern university. At the institution being 

studied, 65% of students enrolled in the Fall of 2024 were White. 89% of students, faculty, and 

staff are White. Additionally, at the institution to be studied, there are currently have only a 

49.7% fall-to-fall retention rate for minority students. See Figure 7 for a visual representation of 

the institution's student demographics.  

The resident advisor group was chosen due to the duality of their position, being both students 

and staff. The literature has revealed a gap in the research involving staff. As this participant 

group was already participating in the university's improvement plan, it was a convenient group 

to sample.  

Assumptions 
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Research shows that most participants tend to test at the minimization level before 

intervention (Rodriguez-Izquierdo, 2022; Sandell & Tupy, 2015; Sierra-Huedo & Nevado-

Llopis, 2022). This stage indicates a basic knowledge of cultural differences but minimizes those 

differences. For example, a person at this stage may say that two different cultures discipline 

children differently but both love their children. The goal of most multicultural trainings is for 

students to have a deep understanding of different cultures and a great acceptance of those 

differences. This would be the acceptance stage. The final stage of cultural competence is the 

bridging of cultures to effectively navigate a cultural difference. Per the Intercultural 

Competency LLC (2024), who has catalogued countless cultural competency scores, a very small 

percentage of people score within this stage of cultural competency.  

Ethical Concerns and Reciprocity 
Some ethical concerns include the presence of power dynamics. University employees 

removed the housing director from the training so that resident advisors would not fear 

ramifications for their comments. The removal of power dynamics is essential to the 

comfortability of study participants (Denzin & Lincoln, 2011). Though the improvement plan is 

a part of this office’s assessment report, the researcher was not involved in the training or the 

internal assessment project.  

 The anonymity of participants was a concern, with only 34 resident advisors. The 

researcher does not oversee these individuals or their supervisors in any capacity. Furthermore, 

the Director of Housing served as the project’s gatekeeper, locating the resident advisors to 

participate in the training. Member checking was used when participants presented themselves 

anonymously through a numbering system. Researchers need to protect anonymity of 

participants by assigning numbers or aliases to them to use in the process of analyzing and 
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reporting data “(Creswell & Guetterman, 2019, p. 231). Moreover, the participant workbooks 

were assigned aliases. Reciprocity was inherently present as the training received assisted 

resident advisors in meeting the needs of their diverse group of residents. As these are secondary 

documents, there will be no explicit reciprocity from the researcher. The researcher will not 

compensate any university official for the use of these secondary documents.  

 
Reflexivity and Positionality 

As an employee of the university and a former faculty member, the researcher is well-

known by the university faculty but not the staff and students. As dean of an office, the 

researcher has little direct contact with students and has not taught any resident advisors 

obtaining the training. Furthermore, the researcher does not oversee the resident advisors or their 

supervisors in any capacity. As a white female and a scholar in diversity, equity, and inclusion 

efforts, the researcher is familiar with the tenets of Hammer’s (2012) intercultural frameworks in 

which this study is connected. Moreover, the previous literature review of multicultural training 

in higher education has left the researcher with a rather thorough knowledge of cultural 

competency. These experiences lead the researcher to believe the training being studied will 

positively impact the cultural competency of resident advisors. Moreover, the researcher has 

lived and worked abroad and believes in the importance of cultural competency. The use of 

secondary documents has allowed the researcher to remain as an observer without her views 

influencing the participants. The researcher will define a coding matrix and use the literal 

meanings of words to collect themes, so as not to make any personal inference 

Validity 
“Validity refers to the accuracy or truthfulness of a measurement” (Walonick, 2005, 

Chapter 3, Validity and Reliability Section, para 2). To ensure validity of the data, participants 
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are assigned a number and later a pseudonym to ensure anonymity. Researchers need to protect 

the anonymity of participants by assigning numbers or aliases to them to use in analyzing and 

reporting data. (Glesene, 2015)   Before analysis occurs, each participant will be assigned an 

alias (Creswell & Poth, 2018). Additionally, steps were taken by the internal university team to 

remove the power dynamics of the training by asking the housing director not to attend the 

session, so participants would not fear judgement by their employer. The removal of power 

dynamics is essential to the comfortability of study participants (Denzin & Lincoln, 2011). 

Self-reporting also presents concerns of validity as participants may overestimate their 

abilities (Creswell & Guetterman, 2019). In terms of cultural competency ratings, self-reporting 

has been known to be distorted because of concepts of privilege like whiteness, racism, 

patriarchy, and the like (Chung & Evans, 2017; Comeaux et al., 2021; Iverson& Seher, 2017).  

The literature also reveals a fundamental limitation of using self-reports as a means of measuring 

cultural competence; self-ratings were often distorted due to whiteness, racism, patriarchy, and 

so on, and do not reveal information about application or impact of one’s knowledge and skills 

(Chung & Evans, 2017; Comeaux et al., 2021; Iverson& Seher, 2017). In other words, self-

reporting one’s own level of cultural competence is fundamentally flawed if not paired with 

other data 

Though special care was taken to ensure the validity of results and the removal of power 

dynamics, as a researcher, the researcher has done an extensive literature review and has 

assumptions about the results. The researcher believes that the multicultural training will 

positively impact the cultural competency levels of resident advisors. Additionally, the 

workbooks contain self-reporting and is not always the most reliable measure as participants may 

not always be honest fearing that their results may have repercussions (Hancock, et al.,2015). 
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Nevertheless, the brevity of the training is not ideal per the literature (Hudson, 2022; Kondor 

2019). Ultimately, a longitudinal study is needed to determine cultural competency growth. 

Three to five months of intentional work are usually required to obtain cultural competency 

growth (Hammer, 2012). Moreover, a mixed-methods approach would yield stronger results 

(Adu et al., 2022; Mc Chesney & Aldridge, 2019).  

Further Implications 

This study serves as an examination of an understudied group, university staff. It is 

recommended that future research be done to examine other university staff including support and 

professional staff. As previously mentioned, many of the studies examining cultural competency used 

students, mostly pre-service teachers as participants (Rodriguez-Izquierdo, 2022; Sandell & Tupy, 

2015; Sierra-Huedo & Nevado-Llopis, 2022). This study was conducted in a Predominately White 

Institution (PWI) and therefore, many of the participants were White. Examining participants in a 

more diverse context would allow for the exploration of diversity as a factor of cultural competency 

growth. Furthermore, a longitudinal study with several types of data collection would be beneficial. 

For example, longitudinal workbooks with participants’ reflections or individual interviews about 

participants’ experiences could allow for greater understanding of the development of cultural 

competency. Longitudinal data allows the researcher to explain change over time, revealing repeated 

patterns (Creswell & Guetterman, 2019). Moreover, longitudinal data can reveal causal relationships 

as well as control for confounding variables, revealing reliable changes and possible best practices. 
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Chapter 4: Analysis and Results  

This study answered the following research questions: (1) What is the impact of 

multicultural training on cultural competency levels of resident advisors? (2) What factors 

influence the impact of the training on resident advisors? Elements of the qualitative analysis, 

including pre and post training data are shared. Major and minor findings are highlighted and 

demonstrated visually.  An interpretation of the findings as they relate to the chosen Intercultural 

Developmental Continuum frameworks and Hall’s Cultural Iceberg are explained (IDI, 2024; 

Hall, 1976). Two major themes developed: a dominant accepting view of culture and a dominant 

stagnation in cultural competency levels. Minor findings included the following: a modest 

growth in cultural competency levels, a slight regression in said levels as well as the presence of 

a superficial view of culture. 

Data Analysis 
The researcher used the framework analysis method for ease of analysis. Framework 

analysis is used to “identify, describe, and interpret key patterns within and across cases of and 

themes within the phenomenon of interest” (Goldsmith, 2021, p. 2061) It contains explicit outlined 

steps (Dixon-Woods, 2011; King & Brooks, 2018; Parkinson et al., 2016; Pope et al., 2019; Ward 

et al., 2013). There are five steps in the framework analysis process: (a) data familiarization (b) 

identifying a thematic framework (c) indexing all study data against the framework (d) charting to 

summarize the indexed data (e) mapping and interpretation of patterns found within the charts 

(Ritchie & Spencer, 1994). 

In the final stage, a chart was established, and all unique categories were entered. The 

categories with the most tallies were determined to be themes. In this research, each pre-and 

post-question response was recorded. Definitions of culture emerged identifying an accepting 
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view of culture as the dominant view followed by a superficial view of culture (Bennett, 2017; 

Hall, 1976). See the table below for a visual representation of these themes.  

Table 4 

Pre-Workshop Questions 

Questions Common Themes Illustrations  

   

In your opinion, what is 

culture? Explain with 2-3 

examples. 

beliefs, environment, 

customs, behaviors   

 

One participant, we will 

call Ares, remarked, 

“Culture is a style and way 

of life, for some people 

like: clothing, food, and 

music.” 

 

Another participant, 

Andromeda, noted, 

"Culture is where people 

come from what language 

they speak, what food they 

eat.” 
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Please explain with 2-3 

examples of how your 

culture compares with 

other cultures 

 

customs, similarities, 

beliefs, and family 

Andromeda, shared, “My 

culture shares a fashion 

with others.” 

 

 Icarus stated, “Irish culture 

isn’t too different than the 

average White American.” 

 

 Medea, acknowledged 

these differences by 

conceding, “My culture is a 

combination of many.” 

 

 Apollo spoke to his family 

dynamics, stating, “We live 

with or close to family but 

leave home at 18.”   

 

Please explain in 2-3 

examples how you will 

handle cultural differences.  

learn more, ask questions, 

understand the viewpoint of 

others, and talk.   

 

Aphrodite confirmed this 

desire to learn more. She 

shared, “I acknowledge the 

differences and usually 
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look about videos to learn 

more.” 

 

 Hesta shared a similar 

viewpoint. She commented, 

“I like to learn and hear 

about other people’s 

cultures.” 

 

“With verbal 

communication...I talk 

slower.” 

  Pandora expresses a similar 

train of thought when she 

said, “I talk out any 

differences.” 
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Table 5 

Post-Workshop Questions 

Questions Themes Responses 

 

What do you think about 

culture after completing the 

training? 

 

different views, important 

to learn more, and more 

complicated than 

previously thought 

 

Odysseus, one of our 

participants remarked the 

importance of the training 

by saying, “Everyone can 

have a different culture, and 

it’s important to learn about 

them,”  

 

Circe, recalled, 

“Everyone’s culture is 

different, and that’s what 

makes it beautiful.” 

 

Poseidon added, “I 

understand that not 

everyone is the same and 

most of us are different, 

and I have learned to 

embrace that, and learn.” 
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Hephaestus shared, 

“Culture is a lot more dense 

than I first thought.”   

 

Have your beliefs about 

your culture in comparison 

to others changed after this 

training? If so, how? 

Yes, responses composed 

4/34 responses or ~20% of 

responses, no, 20/34 ~59%, 

and somewhat 9/34 ~27%. 

One participant, Demeter 

recounted, “No, not really, I 

still think culture is 

important and unique.”  

 

“No, but I have a much 

better understanding of how 

to respect one’s culture,” 

added Ares.  

 

“No, but I have been 

through diversity trainings 

multiple times,” exclaimed 

Orpheus.   

How will you handle 

cultural differences in the 

future? 

respect, communication, 

and understanding 

“Ask questions to know 

more,” noted Aphrodite. 
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Hercules noted, “With calm 

and communication.”  

 

Hesta, confirmed, “Trying 

my best to listen and 

understand.”    

 

Another participant, 

Apollo, added, “I will take 

a step back and try to see 

where everyone is coming 

from. 

 

“I will try to find common 

ground/a solution,’ Hera 

stated. 

 

“Respect other people's 

cultures and understand 

where they come from,” 

remarked Odysseus. 
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What did you find most 

helpful about this training? 

getting different 

perspectives, learning more 

about the topic, and getting 

strategies for handling 

things better 

Hermes shared, “To learn 

how to handle problems 

with other cultures.” 

 

Pandora confirmed, 

“Seeing everyone’s 

perspectives.” 

 

 “Finding more resources,” 

noted Hesta.  

 

Hercules, “The different 

group talks.”  

 

“It taught me how to handle 

things better and tips on 

how to interact with 

international students 

better” remarked Demeter.  

 

Ares shared, “The different 

strategies.” 
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Please list any suggestions 

you have to make 

improvement to this 

training.   

blank, listed as N/A, or 

listed as don't’ have any. 

One participant shared, “I 

really like the people from 

different experiences 

talking about their 

experience. 

 

 Another participant stated, 

“I really like the 

presentation.” 

 

 The final written comment 

included: “Get more 

diverse perspectives from 

students that have had 

experience and difficulty.”    

 
Major Findings  
A Dominant Accepting View of Culture  

The pre and post questions of the resident advisor’s workbooks revealed a dominant view 

of culture that was accepting. In the table above responses referring to the environment, family, 

and beliefs are indicative of a deeper cultural level of understanding per Hall’s (1976) Cultural 

Iceberg. See Hall’s (1976) Cultural Iceberg Model in Figure 3.  

 These deeper core values of culture are often unconscious and unseen. A true sense of 

trust must be present for an individual to display these cultural criteria. Moreover, responses in 
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the workbook indicated a deeper level of cultural understanding. For example, Pre-Workshop 

Question 4: Please explain in 2-3 examples how you will handle cultural differences incited 

responses like Aphrodite’s. She confirmed the desire to learn more. Aphrodite shared, “I 

acknowledge the differences and usually look about videos to learn more.” Other resident 

advisors had similar responses.  Hesta shared a similar viewpoint. She commented, “I like to 

learn and hear about other people’s cultures.”  

 Post-workshop questions also remained predominately accepting. When asked what they 

thought about culture after the training, several responses acknowledged an understanding of 

cultural differences. Odysseus, one of the participants, remarked on the importance of the 

training by saying, “Everyone can have a different culture, and it’s important to learn about 

them.” Circe, recalled, “Everyone’s culture is different, and that’s what makes it beautiful.” 

Poseidon added, “I understand that not everyone is the same and most of us are different, and I 

have learned to embrace that, and learn.” Hephaestus shared, “Culture is a lot more dense than I 

first thought.”   

These statements correspond to the acceptance stage of the Intercultural Development 

Continuum (IDC) (IDI, 2024). See the IDC Frameworks in Figure 2. Categories like beliefs and 

self are more representative of the acceptance stage of cultural competency. In this stage 

individuals have a deeper understanding of culture, beyond the simple concepts of food and 

music like that of the minimization stage. A person within the acceptance stage of cultural 

competency discriminates the deeper meanings of culture by constructing a kind of self-

reflective perspective; people with this worldview are able to experience others as different from 

themselves, but equally valid (Bennett, 2004). In this stage of cultural competency development, 

individuals recognize and respect cultural differences, without judgement. Individuals within this 
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stage might say something like, “I don’t eat pork because of my religious beliefs, but you might, 

and that’s okay” (Bennett, 2017). This stage of cultural development lends itself to greater 

cultural understanding and communication among individuals from various backgrounds. 

These responses also correspond to the dominant number of resident advisors scoring at 

the acceptance level both before and after the multicultural workshop. Seventeen out of thirty 

participants, or roughly 57% of participants scored within the adaptation level of cultural 

competency. This level of cultural competency is the highest level of achievement. It indicates a 

deeper cultural understanding accompanied with strategies to move beyond cultural barriers to 

effectively navigate a multicultural environment (Bennett, 2017). A person in this stage of 

cultural competency may understand the concepts of bowing in Japanese culture and correctly 

bow when interacting with Japanese friends. The scores of resident advisors within the 

acceptance and adaptation levels of cultural competency would explain the dominant responses 

within the acceptance stage of cultural competency.  

  Students were asked to complete the same multiple-choice questions after completion of 

the workshop. Four workbooks contained blank or dual responses and were removed from the 

final post-workshop cultural competency level results, resulting in 30 participant responses for 

this workbook section. Beyond the themes of superficial and accepting cultural views, there was 

also the presence of dominant stagnation, modest growth, and slight regression in cultural 

competency levels.  Finally, there was a slight correlation between underrepresented identities 

and higher levels of cultural competency. See the table below for a visualization of these trends. 

A Dominant Stagnation in Cultural Competency Levels 

Table 6 

Participants Stagnant in Cultural Competency Levels 
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Alias YR Pre CC-Levels Post CC-Levels 

Hera 2 Acc Acc 

Ares 2 Acc Acc 

Thesus  2 Acc Acc 

Orpheus 2 Acc Acc 

Hades 1 Acc Acc 

Demeter 1 Acc Acc 

Hermes 1 Acc Acc 

Aphrodite 1 Acc Acc 

Hesta 1 Acc Acc 

Persephone 1 Acc Acc 

Jason 1 Acc Acc 

Medea 1 Acc Acc 

Persus 1 Acc Acc 

Andromeda 1 Acc Acc 

Agamonenon 1 Acc Acc 

Eurydice 1 Acc Acc 

Hercules 1 Min Min 

Note. The table above shows the first year and second year resident advisors who did not grow in 

cultural competency but stayed within the minimization or acceptance level. 

  Results indicate that more than half of the participants did not change in cultural 

competency level as 17/ 30 participants scored within the acceptance level of cultural 

competency before and after the multicultural training. One participant (1/30) stayed within the 
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minimization level before and after the training. This is a total impact of 60% of participants 

staying at the same level of cultural competency. See the table below for a visualization of those 

results.  Responses to the second open-ended question read: (2) Have your beliefs about your 

culture in comparison to others changed after this training? If so, how? indicate that 20/34 

~59% said no; thus, supporting the dominant stagnation in cultural competency growth per 

participants’ perceptions.  

Minor Findings 
Superficial Views of Culture 

Pre-Workshop questions reviewed cultural views from participants that equated culture 

with custom and similarities, often emphasizing the most simplistic forms of culture like food or 

music.  Equating culture with customs and with elements like food, and music are indicative of a 

minimization mindset. This mindset simplifies culture to very simple and enjoyable aspects of 

culture, not the more challenging aspects like conflict style etc. (Bennett, 2017). Over nine 

students mentioned the term food in their response to this question. One participant, Ares, 

remarked, “Culture is a style and way of life, for some people like: clothing, food, and music.” 

Edward Hall (1976), an American anthropologist, and cross-cultural researcher likened culture to 

an iceberg. Per Hall, 10% of culture is what he calls conscious culture. This is culture seen at the 

surface of the iceberg model. This type of culture is easily observable and consciously done. An 

individual can explain how and why something is done.  On the surface the most simplistic 

forms are revealed, things like food, music, and language.    

Participants expressed such views of culture in their workbook responses. One 

participant, Ares, remarked, “Culture is a style and way of life, for some people like: clothing, 

food, and music.” Another participant, Andromeda, noted, "Culture is where people come from, 
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what language they speak, and what food they eat.” This is shown in Figure 7 of Hall’s (1976) 

Cultural Iceberg below. 

This surface view of culture can also be connected to the minimization level of cultural 

competency as evidenced in the Intercultural Development Continuum (IDC). Recall that the two 

stages of defense and denial represent a monocultural mindset while the stages of acceptance, 

adaptation, and integration represent an intercultural mindset (2017). The minimization serves as 

midway point between the monocultural and intercultural mindsets. 

In the minimization level of cultural competency, an individual holds a superficial, often 

over simplified view of cultures. An individual at this stage tends to emphasize cultural 

similarities, not acknowledging the differences. For example, a person at the minimization level 

of cultural competency might say, “No matter what our religion, we are all children of God.” 

This comment suggests a universal view of religion negating the idea of those who believe in no 

God or several gods.” At this stage, an individual may also assume everyone has similar life 

experiences, ignoring things like trauma or racism.  

A White female may say to her Black female colleague, “We have to work hard in a 

man’s world, right?” This comment assumes that all women share the same lived experience of 

misogyny but forgetting that her Black colleague may have also known racism. This type of 

ignorance can actually oppress women of color. This type of ignorance has been prominent in 

White Feminism (Ortega, 2006). For example, White feminist movements have long ignored 

paid maternity leave because White women tend to have the financial means to stay at home, 

leaving other women of color to deal with their own maternity issues. This type of cultural 

understanding can prevent equity measures.  
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When asked how they would handle cultural differences, one of the most popular 

responses by resident advisors was talk. The category of talk represents more of minimization 

mindset of cultural competency. When we talk to someone it is more of an imposition than a 

discussion. This does not indicate an exchange or dialogue like a conversation does. Experts 

believe that conversation requires a coordination of beliefs and behaviors by the parties engaged 

(Clark et al., 20119; Jaques et al., 2019; Misyak et al., 2014; Rossignac-Milon et al., 2021). 

Meneleaus demonstrates this concept of talking instead of exchanging when he stated, “With 

verbal communication...I talk slower.” A coordination of beliefs indicates an exchange of core 

beliefs per Halls’ (1976) Cultural Iceberg, indicating a deeper understanding of culture. Pandora 

expressed a similar train of thought when she said, “I talk out any differences.” The lack of 

exchange, therefore, is indicative of a superficial view of culture as indicated by the 

minimization level of cultural competency (Bennet, 2017). 

This superficial view of culture corresponds with a small number of resident advisors 

(RA’s) scoring at this level before the multicultural training. Recall that resident advisors were 

given five multiple choice questions to determine their cultural competency levels before the 

multicultural training. It was found that one second-year resident advisor and four first-year 

resident advisors (RAs) 5/30 or 17 % of participants entered the workshop with a cultural 

competency of minimization. See the results below.  

Table 7 

Pre-Workshop Cultural Competency Levels of Minimization 

Alias Yr CC Level  

Paris 2 Min 

https://journals.sagepub.com/doi/10.1177/25152459231183919#bibr103-25152459231183919
https://journals.sagepub.com/doi/10.1177/25152459231183919#bibr143-25152459231183919
https://journals.sagepub.com/doi/10.1177/25152459231183919#bibr175-25152459231183919
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Hercules 1 Min 

Helen 1 Min 

Prometheus 1 Min 

Odysseus 1 Min 

Note. Participants are listed, starting with those resident assistants in their second year, followed 

by those in their first year. 

A Modest Growth in Cultural Competency Levels 
Contrastingly, some growth occurred as 11/30 participants advanced from the acceptance 

stage of cultural competency to the adaptation stage, while 2/30 participants moved from the 

minimization stage to the acceptance stage. Remember that the acceptance and adaptation stages 

of cultural competency are considered multicultural views of cultural competency (Bennett, 

2017). The acceptance stage of cultural competency is indicative of a deep understanding of 

cultural differences and non-judgmental views of culture (Bennett, 2017; Hall, 1976). 

 Adaptation is the final stage of cultural competency. This stage is indicative of a deep 

understanding of cultural differences accompanied by the ability to effectively navigate a 

multicultural environment. An example of a person with this level of cultural competency would 

be a US business professional, meeting colleagues from Japan. This professional realizes that 

direct confrontation is not appropriate in Japan, so he asks open-ended questions, encouraging 

feedback from his colleagues rather than just stating his views directly.  

The table below indicates that 43% of participants were positively impacted by the 

multicultural training session as they moved cultural competency levels on the Intercultural 

Development Continuum (IDC). See the table below for the visualization of these results. 

Table 8 
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Participant Growth in Cultural Competency Levels  

Alias YR Pre CC-Levels Post CC- Levels 

Poseidon 1 Acc Ad 

Athena 1 Acc Ad 

Dionsyeus  1 Acc Ad 

Menelaus 1 Acc Ad 

Circe 1 Acc Ad 

Atlas 1 Acc Ad 

Icarus 2 Acc Ad 

Paris 2 Min Acc 

Helen 1 Min Acc 

Prometheus 1 Min Acc 

Odysseus 1 Min Acc 

Note. The above table demonstrates a growth in participants from the acceptance stage to the 

adaptation stage as well as a movement from the minimization stage to the acceptance stage. 

  Yes responses composed 4/34 responses or ~20% of responses, 9/34 or ~27% or 

participants responded with somewhat. It can thus be said that 13/34 or ~38% of participants 

indicated a change in their beliefs as a result of the training. These numbers add to the multiple-

choice responses, identifying a growth in cultural competency.  

A Slight Regression in Cultural Competency Levels 
  Regression was also present among participants: 2/30 or 7% of participants moved down 

on the continuum from the acceptance to the minimization stage.  See Table 11 for a 

visualization of this regression.  
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Table 9 

Participant Regression in Cultural Competency Levels 

Alias YR Pre-CC Levels Post CC-Levels 

Hephaestus 1 Acc Min 

Apollo 1 Acc Min 

Note. The above table demonstrates a regression in participants from the acceptance stage to the 

minimization stage. 

Correlation Between Underrepresented Identities and Higher Cultural Competency Levels  

The blank responses were removed from the final total in each section; thus, percentages 

were used to simplify the results. The resident advisors (RAs) who attended the training were 

mostly first-year resident advisors who had completed at least 12 hours of university credits.  

Participants were asked to examine their social identities in terms of ethnicity, socioeconomic 

status, gender, sex, sexual orientation, national origin, first language, presence of a disability, 

age, religion, and race. They were then asked to calculate and list the number of minoritized and 

dominant identities.  Three participants did not complete this section of the workbook and were 

thus removed from the analysis, resulting in 31 records to examine. Each workbook was 

examined to determine the number of underrepresented identities for each participant. For 

example, Each identity which did not represent the majority within society was deemed 

underrepresented and counted 11 underrepresented criteria. For example, Achilles stated that 

they represented 5 of 11 underrepresented identities. 

Resident advisors who completed the workshop within the acceptance or adaptation level 

of cultural competency (29/30), tested within the ethnorelative or open view towards other 

cultures (Bennett, 2017). Once again, individuals at this level of cultural competency have a 
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deeper understanding of culture and view culture in a non-judgmental manner.  Of those 29 

participants, 19 of them had at least 2 underrepresented identities. Participants who completed 

the workshop at the minimization level of cultural competency (3/30 participants) had between 1 

and 2 underrepresented identities. Minimization is the level of cultural competency that serves as 

a transition between the monocultural and intercultural levels of cultural competency. At this 

stage, cultural understanding remains superficial and often focuses on the similarities between 

cultures, negating the differences.  

Summary 
In conclusion, it was found that close to half of participants, 14/30 or ~ 44% were 

impacted by the multicultural training, experiencing either a growth (the experience of 11/30 

participants) or regression (the experience of 2/ 30 participants) in cultural competency level. 

The remaining 18/30 participants remained stagnant in their cultural competency growth.  

 Moreover, 13/34 or ~38% of participants indicated a change in their beliefs of culture as 

a result of the training. Furthermore, workbooks revealed the presence of superficial and 

accepting views of culture as responses. Sixty responses equated culture as some sort of custom, 

while five responses revealed the desire to handle cultural differences with talking. These 

responses are indicative of a surface level understanding of culture and the minimization level 

(Bennett, 2017; Hall, 1976). Recall that the minimization level of culture often oversimplifies 

culture and emphasizes cultural similarities. Thus, responses within the minimization level of 

cultural competency represent 65 repeated responses. 

The workbook responses also revealed an accepting view of culture, equating culture 

with beliefs and environments. There was a total of 65 repeated responses with these terms.   

These themes were accompanied by the volition of participants to handle cultural differences by 
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learning more, asking questions and understanding the viewpoints of others, representing 27 

repeated responses by participants. This equates to 92 responses within the acceptance level of 

cultural competency. Remember that the acceptance level of cultural competency possesses a 

deeper level of cultural competency that recognizes cultural differences in a non-judgmental way 

(Bennett, 2017; Hall, 1976).  This in comparison to the 92 repeated responses within the 

acceptance level, shows that most participants tested within the acceptance level of cultural 

competency as is supported by the multiple-choice questions, identifying 17/30 participants 

within the acceptance level of cultural competency. 

 Some participants indicated a desire to gain strategies. This desire is indicative of the 

adaptation or final level of cultural competency as it indicates actions needed to bridge cultural 

barriers (Bennett, 2017). This corresponds to the 7/30 participants who ended the multicultural 

training in the adaptation level of cultural competency.  

 Participants also shared that the most helpful aspects of the training were found in the 

guest students and faculty from various backgrounds. This type of exchange represents a 

multicultural experience.  

Finally, it is important to note that those participants scoring within the highest levels of 

cultural competency, either the acceptance or adaptation stages of cultural competency, 

possessed at least two underrepresented identities. 
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Chapter 5: Conclusions and Discussions 
Universities are becoming more and more diverse (US Department of Education, 2017). 

Experts agree that university members, particularly resident advisors, need cultural competency 

to effectively support university students. Moreover, cultural competency may be a link to 

reduce undergraduate attrition and improve students’ sense of belonging.  

This study examined the workbooks of resident advisors before and after multicultural 

training to respond to the following questions: (1) What is the impact of multicultural training on 

the cultural competency levels of resident advisors? (2) What factors influence the impact of the 

training on resident advisors? These questions compare this study’s findings with that of 

previous literature, describe future implications for the domain of multicultural training, and cites 

recommendations for future research.  

Major Findings 
 In response to the first research question: (1) What is the impact of multicultural training 

on the cultural competency levels of resident advisors? The dominant impact of the training was 

a dominant stagnation in cultural competency levels as well as a dominant accepting view of 

culture. See Table 8 for details.  

Stagnation 
Sixty percent (18/30) of the participants stayed within the same level of cultural 

competency before and after the multicultural training. Seventeen of 30 maintaining cultural 

competency levels at the acceptance stage and one participant maintaining the minimization level 

of cultural competency.  

Participants’ perceptions also indicated a stagnation in cultural competency levels. The 

second open-ended question read: (2) Have your beliefs about your culture in comparison to 
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others changed after this training? If so, how? yielded a majority (20/34) or 59% of no responses 

to this question.  

 Comparison to Current Literature  
  Similar results with little to no change in cultural competency were found in other short-

term multicultural training sessions (Bezrukova et al., 2016; Pendry et al., 2007; Samuel, 2014). 

Interestingly, the majority of participants tested the acceptance level of cultural competency 

before the multicultural training. According to the Intercultural Development Inventory LLC, 

2024) 65% of participants (among hundreds of studies) scored within the minimization level of 

cultural competency before intervention. This in fact may be due to the previous multicultural 

experience of participants who had lived within the residence halls for at least one year. In fact, 

researchers have found residential housing to be an impactful place of learning that mimics the 

larger campus climate (Hurtado, 2001; Howard & Kerr, 2019). This in essence serves as a 

multicultural experience within itself. 

 Accepting View of Culture  
The responses of participants post multicultural training revealed a dominant view of 

culture that was accepting. When asked, “What do you think about culture after the training?” 

The most popular responses were those emphasizing the importance of learning more about 

different views and the complexities of the topic of culture. One of the participants, Crice, noted, 

“Everyone’s culture is different, and that’s what makes it beautiful.” “Everyone can have a 

different culture, and it’s important to learn about them,” remarked Odysseus. Poseidon shared, 

“I understand that not everyone is the same and most of us are different, and I have learned to 

embrace that, and learn.” “Culture is a lot more dense than I first thought.”  emphasized Hesta.  

When asked how they will handle cultural differences in the future, the most prominent 

answers contained respect, communication, and understanding. “Ask questions to know more,” 
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noted Aphrodite.  Hercules shared, “With calm and communication.” Hesta, confirmed, “Trying 

my best to listen and understand.”  Another participant, Apollo, added, “I will take a step back 

and try to see where everyone is coming from. I will try to find common ground/a solution,” 

Hera stated. “Respect other people's cultures and understand where they come from,” remarked 

Odysseus.  

Responses like respect, understanding, and communication, correspond to the acceptance 

stage of the Intercultural Development Continuum (IDC) (IDI, 2024). In this stage individuals 

have a deeper understanding of culture, beyond the simple concepts of food and music like that 

of the minimization stage. A person within the acceptance stage of cultural competency 

discriminates the deeper meanings of culture by constructing a kind of self-reflective 

perspective; people with this worldview are able to experience others as different from 

themselves, but equally valid (Bennett, 2004). In this stage of cultural competency development, 

individuals recognize and respect cultural differences, without judgement. (Bennett, 2017). This 

stage of cultural development lends itself to greater cultural understanding and communication 

among individuals from various backgrounds. 

These responses also correspond to the dominant number of resident advisors scoring at 

the acceptance level both before and after the multicultural workshop. Seventeen of thirty 

participants, or roughly 57% and 7/30 participants or approximately 23% of participants scored 

within the adaptation level of cultural competency. This level of cultural competency is the 

highest level of achievement. It indicates a deeper cultural understanding accompanied with 

strategies to move beyond cultural barriers to effectively navigate a multicultural environment 

(Bennett, 2017). A person in this stage of cultural competency may understand the concepts of 

bowing in Japanese culture and correctly bow when interacting with Japanese friends. The scores 
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of resident advisors within the acceptance and adaptation levels of cultural competency would 

explain the dominant responses within the acceptance stage of cultural competency.  

  Comparison to Current Literature 
Similar studies have used reflective questions and found similar results. Feize & 

Gonzalez (2018) and Havis (2019) examined dialogue journals from undergraduate students 

enrolled in a multicultural course. The authors found that students’ initial comments remained in 

the monocultural stage of cultural competency development often containing remarks that were 

defensive of their own culture. This type of defense is indicative of the polarization level of 

cultural competency which serves to defend one’s own culture as a way of preserving one’s 

original concept of themselves and others (Bennett, 2017). The instructors of the courses used 

self-reflection components to teach multicultural education. By the end of the course, student 

journal entries revealed acceptance of privilege and the validation of other cultures. This 

acceptance indicates a shift towards an intercultural view of culture, most likely on the 

acceptance level as an individual in this stage has a non-judgmental conception of culture, one 

culture being as valid as the other (Bennett, 1993).   

Minor Findings 
 
Acquisition of Different Perspectives 

Additionally, when asked what they found most helpful about the training, the 

participants responded with the concept of getting different perspectives, learning more about the 

topic, and getting strategies for handling things better. Hermes shared, “To learn how to handle 

problems with other cultures.” Pandora confirmed, “Seeing everyone’s perspectives.”  “Finding 

more resources,” noted Hesta. Hercules, “The different group talks.” “It taught me how to handle 

things better and tips on how to interact with international students better,” remarked Demeter.  

Ares shared, “The different strategies.” 
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Comparison to Current Literature 
Kunz (2024) conducted a study examining 20 higher education support professionals 

before and after a 24-hour multicultural training which included an additional five hours of 

service learning and three one-hour debrief/coaching sessions, focused on open-ended sharing. 

The Intercultural Development Inventory (IDI) was administered before and after the training 

session. Analysis of both IDIs revealed an increase in cultural competency of one level by 50% 

of participants, but most participants did not access the level of adaptation, the stage indicating 

the use of skills to adapt to culture (Bennett, 2017).  

Similarly, Mitchell and Westbrook (2016) conducted a study of a 10-day trip to Spelman 

College and Morehouse College as a part of a minority-serving institution’s graduate course. The 

students completed pre-trip readings, writing and research. This type of coursework left room for 

the student to define and share their own experiences. The trip contained historical site visits and 

student panel discussions. The study found that students had increased their cultural awareness 

and knowledge but saw the lowest gain in skills after this trip. This type of cultural awareness is 

indicative of the acceptance stage, as a deeper cultural awareness develops, but an inability to 

bridge cultural barriers still exist (Benett, 2017).  See Table 10 for details.  

Modest Growth in Cultural Competency  

It has been revealed through the comparison of pre and post multiple-choice questions 

that there was a modest positive impact, as 43% of participants increased their cultural 

competency levels.  Forty-seven percent of participants also acknowledged a change in their 

beliefs as a result of the multicultural training. Moreover, there was a dominant accepting view 

of culture as a result of the multicultural training.  See the table below for a visualization of this 

growth. 
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Comparison to Current Literature  
The previous literature found that after a multicultural experience students tended to test 

into the acceptance level of cultural competence (King & Howard-Hamilton 2003; Pope & 

Miller; Sierra-Huedo & Nevado-Llopis, 2022). Furthermore, Sierra-Huedo and Nevado-Llopis 

(2022) surveyed university students before and after a semester-long study-abroad experience. 

Before studying abroad, students tested within the minimization category of cultural 

competency. After, most moved to the acceptance level of cultural competency in which 

participants acknowledge and respect cultural differences (Bennett, 2017).   

Such was the case in a study conducted by Lambert & Snodgrass et al. (2018). The 

authors examined the cultural competency of undergraduate students before and after an 

agricultural social justice course with a service-learning component. They gave students an IDI 

within the first three weeks of the course and within the final two weeks of the course. The study 

revealed that 76% of participants moved forward on the spectrum of cultural competency growth 

from the first assessment to the second.   

 Regression in Cultural Competency  
   Moreover, regression was also present among participants: 2/30 or 7% of participants 

moved down on the continuum from the acceptance to the minimization stage. Please see the 

tables below for a visual representation of these results. Please see the table below for the 

visualization of this regression. Please see Table 11 for details.  
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As previously mentioned, Intercultural Development Inventory (IDI) not only measures observed 

orientation (their actual level of cultural competency but participants’ perceived orientation (their 

perceived or even wished level of cultural competency). This tends to differ by one 

developmental stage on the Intercultural Development Continuum (IDC) (IDI, 2024). 

 
 
 
Comparison to Current Literature 
Acheson & Schneider-Bean (2019) argue that true cultural competency is not linear in 

nature and can swing from the focus on cultural similarities to the focus of cultural differences 

on a pendulum. See the figure below for a visualization of this process. 

Figure 7 

Intercultural Development Continuum as a Pendulum 

From 

“Representing the intercultural development continuum as a Pendulum: Addressing the Lived 

Experiences of Intercultural competence Development and Maintenance,” by K. Acheson and S. 

Schneider-Bean, 2019, European J. Cross-Cultural Competence and Management, 5(1), p. 50.   
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These researchers gave the example of Sundae, an expat, who moved forward and back 

per her lived experiences. Per Acheson and Schneider-Bean (2019): 

           Sundae’s story highlights times when she caught herself swinging to polarization-

 reversal by romanticizing her new home (“What got loaded onto motorcycles  seemed 

to be limitless… It felt exotic”) and polarization-defense when she made  more negative 

comparisons (“lower security measures at an amusement park  resulting in an injury for my 

son or waiting for the internet technician to come  back… for six weeks”). (p. 53).  

  At worst, diversity training has been shown to backfire in some cases by reinforcing 

stereotypes and prejudice among students (Robb & Doverspike, 2001) or creating new problems 

for the company (Kaplan, 2006), such as when air traffic controllers sued the Federal Aviation 

Administration because they had found diversity training traumatic (Epstein, 1994). These types 

of results can explain the experienced regression of some participants.  

Factors Influencing Impact of Training  
Research question (2) What factors influence the impact of training on residential 

advisors? revealed the factors that impacted the major and minor results: growth, stagnation, 

regression in cultural competency levels, as well as the accepting view of culture and the 

acquisition of different perspectives have several contributing factors. These factors include: the 

brevity of training time, the presence of best practices in cultural competency training, the 

presence of participant resistance, and the predisposition of participants. 
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The Brevity of Time  

Per the IDI LLC (2024), it can take 3-5 months to see an improvement in cultural 

competency levels. This improvement is the result of volition and conscious effort, often 

accompanied by research, multicultural experiences, or self-awareness investigation. The 

training session itself was three hours in length which did not allow for what Kruse and 

colleagues (2018) call the five measures needed for cultural competency growth. These 

conditions include: (a) time to meet, learn, and process new learning (b) time to monitor, 

evaluate, and refine processes and practices across the campus (c) communication structures that 

support the work of cultural competency (d) a climate of trust and openness to improvement and 

learning supportive leadership and (e) access to expertise designed to support new individual and 

organizational learning.  

 Diversity training that is less than one day has been found to be to blame in its 

ineffectiveness (Bezrukova et al., 2016; Drsicoll & Field, 2007; Samuel, 2014). When Samuels 

(2014) asked participants if three hours was long enough to induce change,100% of participants 

responded, “No.” Moreover, short term diversity programs tend not to have a lasting effect on 

participants (Dobbin & Kaley, 2016; Noe, 2010). The best training programs are said to be made 

over a significant period of time (Bezrukova et al., 2016; Campbell et al., 2016; Goldstein et al., 

2018).  
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Bezrukova and colleagues (2016) conducted a study analyzing over 260 studies 

examining diversity practices. The researchers determined the impact of diversity training over 

time. Overall, the study found that diversity training led to small changes in knowledge but very 

little change to behavior or attitude over time. The study also concluded that training was more 

effective when paired with other kinds of diversity initiatives like recruitment over an extensive 

period of time.  

Chang and colleagues (2019) examined the impact of a voluntary one-hour online 

training intended to promote the inclusion of women in the workplace. The study found that this 

training had no significant impact on behaviors but did have a positive impact on attitudes 

towards the inclusion of women. The authors concluded that the one-time diversity trainings, 

typical in the US, are not effective to behavioral changes on their own. 

Unfortunately, the time constraint did not allow for the conditions above to be achieved. 

This could explain the large stagnation (18/30 participants) in cultural competency levels, and 

the dominant number of participants (20/30) ending the training at the acceptance level of 

cultural competency. 

Best Practices in Cultural Competency Growth 
The training contained two of the strategies deemed best practices in multicultural 

training including a multicultural experience and self-awareness investigation (Feize & 

Gonzalez,2018; Glickman, 2015; Havis, 2019; Kondor et al.,2019; Lambert Snodgrass et al., 

2018; Makaiau and Freese,2013). Both of these strategies have proven instrumental in improving 

cultural competency levels.  

Multicultural Experiences  
 Kondor and colleagues (2019) studied preservice teachers participating in a tutoring 

program with students from local, urban elementary schools. Participants met one-on-one with 
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students and their families once a week for ten weeks. Before participation in the tutoring 

program, participants revealed an orientation toward a color-blind (ignoring the cultural aspect of 

race) philosophy of culture, complaining that the students’ parents were challenging. They 

deemed it difficult to understand the students' vernacular and often ignored the input or questions 

of parents. These behaviors of defense and denial indicate an ethnocentric view of culture 

(Bennett, 1993). By the end of the tutoring experience, participants admitted they belonged to a 

dominant culture and that their identity limited their ability to fully understand the challenges 

faced by underrepresented students. This reflection indicates acceptance and a shift toward an 

ethnorelative level of cultural competency. This was not the only study noting a change in 

mindset of university students.  

Glickman and colleagues (2015) conducted a study of two graduate student cohorts. One 

cohort completed an online cultural diversity module while the other cohort participated in the 

module as well as a six-week global immersion experience in Malawi. The study found that the 

students who completed the module as well as the global immersion experience in Malawi 

scored greater in emotional resilience (the ability to remain resilient in the face of new 

experiences) and perceptual acuity (the ability to accurately perceive different aspects of an 

environment). 

Haber and Getz (2011) examined the cultural competency levels of student affairs 

graduate students before and after a two-week study abroad experience in  Quatrai.Students 

completed reflections before and after their trip. These reflections were analyzed by 

Papadopoulos and colleagues (2006) Model of Cultural Competence. Analyses revealed 

students’ cultural awareness, knowledge, sensitivity, and competence had increased.  
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Though assessing different populations of students, these articles signal the importance of 

multicultural experiences in increasing cultural competency. Continued interaction with others 

from a different culture allows not only observations but the opportunity to listen and exchange. 

It appears as though multicultural experiences may be a very effective step to growing one’s 

competency.  

Self-Awareness Investigation 
In addition to multicultural experiences, self-awareness investigation has also been 

attributed to growth in cultural competency (Feize & Gonzalez 2018; Havis, 2019; Makaiau & 

Freese 2013). Self-awareness investigation involves the examination of one’s identity within the 

context of the larger society. This examination usually includes a study of one’s own privileges 

and biases.   

Makaiau and Freese (2013) studied 117 of their high school and university students in a 

study examining the effects of self-study on cultural competency and multicultural acceptance. 

The authors used a personal-constructivist collaborative approach and used content focused on 

disrupting socially constructed ideas of race, culture, and ethnicity. Self-reflection journals 

revealed that self-study changed students’ prior stereotypical views and gave them a greater 

awareness of privilege and marginalization.  

Kunz (2024) conducted a study examining 20 higher education support professionals 

before and after a 24-hour multicultural training which included an additional five hours of 

service learning and three one-hour debrief/coaching sessions, focused on open-ended sharing. 

The Intercultural Development Inventory (IDI) was administered before and after the training 

session. Analysis of both IDIs revealed an increase in cultural competency of one level by 50% 

of participants, but most participants did not access the level of adaptation, the stage indicating 
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the use of skills to adapt to culture (Bennett, 2017). This change represents a considerable gain in 

cultural competency.  
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Similarly, Mitchell and Westbrook (2016) conducted a study of a 10-day trip to Spelman 

College and Morehouse College as a part of a minority-serving institution’s graduate course. The 

students completed pre-trip readings, writing and research. This type of coursework left room for 

the student to define and share their own experiences. The trip contained historical site visits and 

student panel discussions. The study found that students had increased their cultural awareness 

and knowledge but saw the lowest gain in skills after this trip. This type of cultural awareness is 

most likely indicative of the acceptance stage, as a deeper cultural awareness develops, but an 

inability to bridge cultural barriers still exists (Benett, 2017). 

These studies parallel the importance of self-awareness within a societal context. Before 

being forced to examine one’s cultural identity, participants often demonstrate an ethnocentric 

view of culture. After multicultural experiences, students were able to reflect on their identity in 

society and shift toward a more ethnorelative view of culture. Self-awareness investigation 

seems to be a significant step in growing cultural competency. 

The Intercultural Development Inventory LLC as founded by Hammer, founder of the 

Intercultural Development Continuum, asserts that cultural competency growth normally 

requires 3-5 months of conscience effort (coursework, multicultural experiences, self-awareness 

investigation, among other work) to improve one’s cultural competence (IDI, 2024). 

Residential Life  
The participants in this study had already lived within the residence halls for at least one 

year before training. This type of experience can be considered a multicultural experience. In 

fact, researchers have found residential housing to be an impactful place of learning that mimics 

the larger campus climate (Hurtado, 2001; Howard & Kerr, 2019). This in essence serves as a 

multicultural experience within itself. 
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 Researchers found social learning to be one of the most effective ways of learning (Lave 

& Wenger 1991, Wenger 1998). Chen and colleagues (2011) examined communities of practice. 

The authors showed how organizational communities of practice (OCoP) are important for 

development of human capital resources through knowledge sharing at the organizational level. 

Cheng and colleagues (2020) examined the holistic competencies of 211 university 

student residents in Hong Kong.  The study found that residents who participated in hall 

activities had greater gains in the areas of justice, wisdom, courage, transcendence, and well-

being than did those residents who did not participate in hall activities.  

Participant Resistance 
  The regression in cultural competency levels may be attributed to participant resistance.  

It is important to note that predisposed societal norms can influence beliefs, attitudes, and 

behaviors toward underrepresented groups (Crandall et al., 2018; Miller & Prentice, 1996). 

Experts have concluded that common cognitive processes like system justification; loss aversion; 

motivated reasoning; and errors of perception, attention, learning, and memory can affect the 

impact of diversity training (Jost & Banaji, 1994; Jost et al., 2009; Knowles et al., 2014; Phillips 

& Lowery, 2020; Spears & Haslam, 1997).  

Experts contend that for inclusive professional development training to work, it must 

focus on changing people’s beliefs and giving them the skill to do so (Dixon et al., 2014; 

Berzukova et al., 2012; Anand & Winters, 2008; Lozano, 2014; Popli & Rizvi, 2016; Thelin, 

2011). For example, when addressing the cultural aspects of race, it may be a challenge because 

the individual’s beliefs may have been formed on misinformation. 

 It may very well be a question of race. Recall, that this is a predominatley White 

institution. When challenged, White fragility (White defensiveness) and immunity (to unfair 
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racial treatment) can become defensive and deflective (Abioye & Sasso, 2023). Moreover, 

attempts to change White pre-service teachers' racial attitudes and beliefs have been negligible or 

incremental (Larkin et al., 2016; Shah & Coles, 2020).  

Salmond-Mc Hellen & Sasso (2024) studied White pre-service teachers and found that 

characteristics of White fragility stood as a barrier between the participants and cultural 

competency growth. 

Additionally, when asked if their beliefs had changed after the multicultural training, 

59% of participants said no, while the other 41% of participants said yes or somewhat. Although, 

the question asked about beliefs, one may infer that participants were being asked if they had 

improved their cultural competency levels. Admitting improvement would also be admitting 

insufficiencies in cultural competency, which may have deterred participants from answering. 

This resistance might very well explain the stagnation as well as regression in cultural 

competency levels. 

Predisposition for Cultural Competency 
In this study, those resident advisors who completed the workshop within the acceptance 

or adaptation level of cultural competency (29/30) tested within the ethnorelative or open view 

towards other cultures (Bennett, 2017). Once again, individuals at this level of cultural 

competency have a deeper understanding of culture and view culture in a non-judgmental 

manner. Nineteen of 29 participants at this level of cultural competency had at least two 

underrepresented identities.  

Participants who completed the workshop at the minimization level of cultural 

competency (3/30 participants) had between one and two underrepresented identities. 

Minimization is the level of cultural competency that serves as a transition between the 
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monocultural and intercultural levels of cultural competency. At this stage, cultural 

understanding remains superficial and often focuses on the similarities between cultures, 

negating the differences. 

Per the literature, the presence of underrepresented identities like race, sexual orientation, 

gender, and the like are considered aptitudes for cultural competency (Castellanos, 2007; Iverson 

& Seher, 2017; King & Howard-Hamilton, 2003; Mueller& Pope, 2003; Wilson, 2013; Wilson, 

2017).  In general, women tend to have greater cultural competency levels than men 

(Castellanos, 2007; King & Howard-Hamilton, 2003; Wilson, 2017). Furthermore, people of 

color have greater cultural competency levels than their White counterparts as do members of the 

LGBTQ+ community (Iverson & Seher, 2017; Mueller& Pope, 2003; Wilson, 2013). 

For example, Wilson (2007) studied 167 student affairs professionals using the 

Multicultural Competencies for Student Affairs Preliminary Form 2 (MCSA-P2) and found that 

marginalized groups had higher levels of positive attitudes towards multicultural issues.  

Additionally, Iverson & Seher (2017) studied graduate students using the MCSA-P2. 

Results of this survey once again indicated that women scored higher in multicultural 

competence than men. Students of the lesbian, gay, bisexual, transgendered, queer, plus 

(LGBTQ+) community scored higher on the MCSA-P2 than their heterosexual counterparts.  

Studies indicate that those from minoritized identities, people of color, women etc., tend 

to score higher in cultural competency than non-minoritized individuals because many 

minoritized individuals adapt from a minoritized culture to a majority one within their daily lives 

(Friedlaender, 2018). 

Significance  
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Results from this study reveal the importance of time and residential living in growing 

cultural competency levels. 

 Prevention of Stagnation of Cultural Competency Levels 
Results from this study reinforce previous literature in the presence of a dominant 

stagnation in cultural competency levels after short-term diversity efforts. The majority of 

participants (17/30) scored within the acceptance stage of cultural competency before and after 

the multicultural training, while one participant scored at the minimization level, indicating no 

measurable growth. This constitutes 18/30 participants or 60% of participants. Similar results 

with little to no change in cultural competency were found in other short-term multicultural 

training sessions (Bezrukova et al., 2016; Pendry et al., 2007; Samuel, 2014). 

Most participants enter pre-training at the minimization level (IDIC, 2024). The IDI LLC 

serves as a repository for hundreds of studies examining cultural competency levels in varying 

sectors, including higher education. They reported that 65% of study participants scored at the 

minimization level before intervention. 

Sandell and Tupy (2015) examined undergraduate students before taking a multicultural 

course and found that 56% of students entered the course at the level of minimization.  

Similarly, Rodriguez-Izquierdo (2022) examined the cultural competency of first and 

fourth-year university students. IDI results revealed that 69% of first-year students and 67% of 

fourth-year students scored within the minimization stage of cultural competency before 

multicultural training. This study found that 18/30 or 60% of resident advisors scored at the 

acceptance level of minimization. 

Importance of the Intercultural Development Inventory (IDI) 
  The aforementioned studies used the Intercultural Development Inventory (IDI) to 

measure the cultural competency levels of participants (IDI, 2024). The IDI was developed by 
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Bennett and Hammer in 1998. Fifty-multiple choice questions were used to determine cultural 

competency levels, asking questions related to cultural perceptions, behaviors, and experiences. 

The Intercultural Development Continuum is used to measure cultural competency on said 

continuum from a monocultural view of culture to an intercultural mindset. Moreover, it has both 

construct validity (the ability of an instrument to accurately measure the theoretical concept it is 

intended to assess)  and content validity (the ability of the measurement instrument to accurately 

and adequately measure the specific content it was designed to assess) (Emmert & Barker, 1989; 

IDI, 2024).  

The Intercultural Development Inventory (IDI) has been validated cross-culturally using 

a variety of participant samples from different sectors across the globe (Hammer, 2011). The IDI 

LLC also sends a summary of the quantities analysis of the participants’ results. 

 The IDI LLC warns against shortening the exam as its proven validity is rooted in the 

full-length inventory. This study used an abridged questionnaire asking for cultural perceptions, 

behaviors, and experiences, consisting of only five multiple-choice questions.  

The Importance of Residential Life Experience 
It may be very important to note that the previous multicultural experience of participants 

who had lived within the residence halls for at least one year, may have in fact impacted the 

cultural competency level of participants.  Experts have determined that residential housing is 

known to be an impactful place of learning that mimics the larger campus climate (Hurtado, 

2001; Howard & Kerr, 2019). This in essence serves as a multicultural experience within itself.  

This type of learning can also be considered social learning, which is one of the most 

effective ways of learning (Lave & Wenger 1991, Wenger 1998). Chen and colleagues (2011) 

studied the concept of communities of practice. The authors showed how organizational 
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communities of practice (OCoP) are important for development of human capital resources 

through knowledge sharing at the organizational level. 

Cheng and colleagues (2020) examined the holistic competencies of 211 university 

student residents in Hong Kong. The authors found that residents who participated in hall 

activities had greater gains in the areas of justice, wisdom, courage, transcendence, and 

wellbeing than did those residents who did not participate in hall activities. 

 
 
 
 
 
The Importance of Multicultural Experiences 
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Resident advisors in this study also shared that the most helpful part of the training was 

the multicultural experience in which a variety of students came to share their experiences with 

the participants. Resident advisors met and spoke in small groups with the following individuals: 

(a) The director of the TRIO program and one of her students.  

The TRIO program is a government-funded program that supports students from diverse 

backgrounds (low-income, first generation, students with disabilities etc.) (US Department of 

Education, 2025). (b) Members of the Black Student Alliance and Latino Alliance (c) Members 

of the LGBTQ+ Club (d) Two international students and the English as an Additional Language 

(EAL) professor. This information reinforces the importance of multicultural experiences. It also 

incites the recommendation for a longitudinal multicultural experience. A multicultural 

experience of this type should be added to the current trainings to maximize cultural competency 

growth.  

This type of intervention can be seen as a multicultural experience. Recall that multicultural 

experiences are considered best practices in multicultural education (Feize & Gonzalez,2018; 

Glickman, 2015; Havis, 2019; Kondor et al.,2019; Lambert Snodgrass et al., 2018; Makaiau and 

Freese,2013). 

When studying the cultural competency levels of undergraduate students before and after 

an agricultural social justice course with a service-learning component, Lambert & Snodgrass et 

al. (2018) saw improvements in cultural competency levels post course. Students completed the 

Intercultural Developmental Inventory (IDI) within the first three weeks of the course and within 

the final two weeks of the course. The authors determined that 76% of participants moved 

forward on the spectrum of cultural competency growth from the first assessment to the second.  
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 Kondor and colleagues (2019) studied preservice teachers who tutored students from 

local urban elementary schools. Students, their families, and participants met once a week for ten 

weeks. Before participation in the tutoring program, participants exhibited color-blind behaviors 

(ignoring the cultural aspect of race). They deemed the students and their parents as 

“challenging.” Often, they did accept students' vernacular and ignored questions and feedback 

from parents.  Such behaviors are indicative of the defense and denial stages or a closed view of 

culture (Bennett, 1993). At the completion of this experience, participants acknowledged their 

belonging to the dominant culture group and their inability to fully understand the challenges 

faced by underrepresented students. This reflection indicates acceptance and a shift and a more 

open view of culture. This was not the only study noting a change in mindset of university 

students.  

Glickman and colleagues (2015) studied two graduate cohorts.  One cohort completed an 

online cultural diversity module while the other cohort participated in the module as well as a 

six-week global immersion experience in Malawi. Researchers found that the students who 

completed the module as well as the global immersion experience in Malawi scored greater in 

emotional resilience (the ability to remain resilient in the face of new experiences) and 

perceptual acuity (the ability to accurately perceive different aspects of an environment). These 

criteria fall within the acceptance stage of cultural competency (Bennett, 1993).  

Haber and Getz (2011) examined the cultural competency levels of graduate students in 

student affairs before and after a two-week study abroad experience in Quatrai. Students 

completed reflections before and after their trip. After the trip, students’ cultural awareness, 

knowledge, sensitivity, and competence had increased.  
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These studies note the correlation between multicultural experiences and cultural 

competency growth. Knowing the importance of multicultural experience in this study and 

others, it is recommended that all multicultural trainings should include a multicultural 

experience. Knowing that residential life serves in a multicultural training capacity, residential 

life can be maximized in this capacity. I would suggest to the housing director a longitudinal 

multicultural training program with opportunities for multicultural experiences. For example, 

resident advisors could serve as mentors to an international student over the space of a semester. 

Moreover, opportunities for weekly interactions and monthly social activities could be used to 

build rapport between mentors and mentees.  

Further Recommendations  
Due to the findings of stagnation and the dominant acceptance level of resident advisors 

pre training, it is recommended that the following changes be applied to the current multicultural 

training: (a) A longitudinal multicultural training program with a multicultural experience (b) 

Use of the Intercultural Development Inventory (c) A comparison group not living on campus  

Longitudinal Multicultural Program 
The IDI LLC (2024) insists that true cultural competency is a longitudinal process taking 

three to five months of consistent effort in multicultural education. Moreover, experts agree that 

it takes three to five months to improve in cultural competency.  

Per the IDI LLC (2024), it can take three to five months to see an improvement in 

cultural competency levels. Kruse and colleagues (2018) advocate for five measures needed for 

cultural competency growth: (a) time to meet, learn, and process new learning (b) time to 

monitor, evaluate, and refine processes and practices across the campus (c) communication 

structures that support the work of cultural competency (d) a climate of trust and openness to 

improvement and learning supportive leadership and (e) access to expertise designed to support 
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new individual and organizational learning. All of which takes time. The best training programs 

are said to be made over a significant period of time (Bezrukova et al., 2016; Campbell et al., 

2016; Goldstein et al., 2018).  

Bezrukova and colleagues (2016) reviewed over 260 studies and found that time 

mattered. Short-term diversity programs led to small changes in knowledge but very little change 

to behavior or attitude over time. The study also found that additional measures like diversity 

initiatives and recruitment were needed over an extended period of time.  

Chang and colleagues (2019) studied the impact of a voluntary one-hour online training intended 

to promote the inclusion of women in the workplace.  The author found that this training had no 

significant impact on behaviors but did have a positive impact on attitudes towards the inclusion 

of women. The author concluded that the one-time diversity trainings, typical in the US, are not 

effective to behavioral changes on their own.  

The brief timeframe of the study resulted in stagnation of cultural competency levels with 

20/30 participants ending the training at the acceptance level of cultural competency.   

Use of the Intercultural Development Inventory (IDI) 
The Intercultural Development Inventory (IDI) was created by Bennett and Hammer in 

1993. This is a 50 multiple-choice inventory that assesses cultural and behavioral adaptations. It 

has both construct validity (the ability of an instrument  to accurately measure the theoretical 

concept it is intended to assess) and content validity (the ability of the measurement instrument 

to accurately and adequately measure the specific content it was designed to assess) (Emmert & 

Barker, 1989; IDI, 2024).  

Cultural competency is measured per the Intercultural Development Continuum which 

measures cultural competency from a monocultural mindset to an intercultural one. The IDI also 
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measures perceived orientation (from the perception of the participant). This may even be an 

aspirational level of cultural competency. Direct Orientation (the actual orientation of 

participants) is also measured.  

The IDI has been cross culturally validated. In a particular study the IDI was 

administered to 4,753 individuals from 11 different cross-cultural samples including: 230 

managers from a wide range of countries, 150 members of a local church in the US, 2,693 

students from a major US university, 1,850 high school students from eight different countries 

(Hammer, 2011). Researchers found the confirmatory factor analysis confirmed the orientations 

of cultural competency, and inter-scale correlations supported the developmental frameworks of 

the continuum. 

When the IDI is used, IDI LLC summarizes data and provides a quantitative analysis of 

findings (IDI, 2024). Due to this validation and ease of access to results, the IDI should be used 

in future studies.  

A Comparison Group Not Living on Campus 
The resident advisors tested into the acceptance level of cultural competency before the 

multicultural training. This is a rarity as most participants in other studies tend to score into the 

minimization level before training (IDI, 2024).  It is important to examine this difference. It 

could have been due to the invalidity of the abridged Intercultural Development Inventory (IDI) 

or the presence of residence life for a period of at least one year. Experts have determined that 

residential housing mimics the larger campus climate and can serve as an important place of 

learning (Hurtado, 2001; Howard & Kerr, 2019). It serves as a multicultural experience within 

itself. 
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Learning within the residence halls can also be considered social learning, which experts 

consider to be one of the most effective ways of learning (Lave & Wenger 1991, Wenger 1998). 

In a study completed by Chen and colleagues (2011), they found organizational communities of 

practice (OCoP) are important for development of human capital resources through knowledge 

sharing at the organizational level. 

 Cheng and colleagues (2020) examined the holistic competencies of 211 university 

student residents in Hong Kong. They found that residents who participated in hall activities had 

greater gains in the areas of justice, wisdom, courage, transcendence, and wellbeing than did 

those residents who did not participate in hall activities. It is for this reason it would be useful to 

compare the results of resident advisors who obligatorily have residence life experience with 

those who don’t. This would confirm or deny the affirmation of residence life as a learning tool.  

Recommendations for Implementation of Knowledge  
Due to the dominant stagnation in cultural competency levels, it is recommended to 

institute a plan that allows for multicultural experiences and maximizes the learning environment 

that is campus housing. The following are needed: (a) Reliable pre and post measures of cultural 

competency (b) Adequate time for growth (c) Multicultural coursework (d) Multicultural 

experiences (e) Self-Reflection opportunities (f) Opportunities for program feedback. See the 

figure below for an explanation.  
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Figure 8 

Multicultural Training Plan for Resident Advisors 

 

 

Note. This figure indicates the steps needed in sequential order from first to last.  

Measure Pre-Cultural Competency Levels 

Currently, the most widely validated measure of cultural competency is the Intercultural 

Development Inventory created by Bennett and Hammer (2011).  This instrument has been used 

in hundreds of studies and is cross culturally validated. It allows for the participants perceived 

orientation (where the observer thinks they are or wants to be) and the direct orientation (which 

measures the participants’ current level of cultural competency (Emmert& Barker, 1989). 
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The IDI should be given to resident advisors before the multicultural training begins and 

at the end of the training. A control group of non-resident advisors made up of commuter 

students who do not live in the residence halls should be measured at these intervals using the 

IDI as a means of comparison. The use of control groups allows the researcher to have a baseline 

of comparison and to determine if the changes observed are due to the intervention or another 

factor (Creswell & Guetterman, 2019). This would be a useful addition to further studies.   

Begin Multicultural Training  

The multicultural training should begin shortly after the pre-measurement. Recall, the 

Intercultural Development Inventory (IDI) is accompanied by an individual growth plan (IDI, 

2024). This plan allows an individual to grow in cultural competency and takes three to five 

months on average to occur. Experts agree that longitudinal work is best for growth in cultural 

competency (Bezrukova et al., 2016; Campbell et al., 2016; Goldstein et al., 2018).  The 

semester is roughly 16 weeks and would allow for the suggested time frame of three to five 

months (IDI, 2024).  
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The best practices in multicultural training of multicultural experiences and self-

awareness investigation should be used (Feize & Gonzalez,2018; Glickman, 2015; Havis, 2019; 

Kondor et al.,2019; Lambert Snodgrass et al., 2018; Makaiau and Freese,2013).  Multicultural 

experiences like those experienced by pre-service teachers in an urban school and those who 

completed a study-abroad program, saw growth in cultural competency levels (Glickman, 2015; 

Kondor et al., 2019).  This type of multicultural experience allows for the transfer of deep 

cultural exchange (Hall, 1979).F or this reason, it is suggested that students complete a 

multicultural experience. I would suggest the resident advisors serve as mentors to the current 

international students. This would include obligatory weekly meetings and monthly outings with 

their international buddies to build rapport and understanding. 

A workbook with weekly self-awareness journal assignments would be used to further 

promote cultural competency growth. Growth in cultural competency was found after self-

reflective practices were used in multicultural courses (Feize & Gonalez,2019; Havis, 2018).  

Journals were used during multicultural training.  

Collect Midterm Survey Data 
At the midterm point, roughly eight weeks within the training, surveys could be given to the 

resident advisors so adjustments can be made for improvement (Alderman et al, 2012; Sozer et 

al.,2019). It can motivate students and instructors to make improvements to their work and stay 

better engaged in the course (Diamond 2004; Redmond, 1982).  

Moreover, Newburg and colleagues (1991) analyzed 147 mid-semester surveys and found that 

students shared poignant suggestions of how to improve the course. The suggestions received by 

students in mid-semester surveys can help in making needed adjustments to courses in a timely 

manner.  



119 
 

 

Measure Post-Cultural Competency Levels 
At the end of the semester, it is important to measure the cultural competency of 

participants post-multicultural training. The IDI should be used as a comparison as it is 

thoroughly validated (IDI, 2024). Moreover, pre and post testing can establish a baseline by 

helping researchers understand the starting point before intervention (Creswell & Guetterman, 

2019). It also allows for the researcher to determine the participant’s progress over time. Finally, 

by comparing pre and post IDI scores, the researcher can determine the impact of the said 

intervention.  

 Distribute End of Training Survey  
Just as midsemester surveys helped with program improvement, so do end-of-the 

semester surveys (Diaz et al., 2022). Nasser and Fresko (2002) surveyed faculty and found that 

even though faculty said end-of-the-year surveys were only moderately helpful, the majority of 

faculty did use end-of-the-year surveys to improve their courses for the next year. Furthermore, 

research maintains that end-of-the-course evaluations contribute to the enhancement of teaching 

and learning. Research suggests that student end-of-course evaluations do contribute 

considerably to the enhancement of teaching and learning when supplemented with teacher 

consultations (Marsh & Roche, 1993; Murray, 1997).  

Summary 
In conclusion, this qualitative case-study was used to examine the following research 

questions: (1) What is the impact of a multicultural training on the cultural competency levels of 

resident advisors? (2) What factors influence this impact? The impact of the multicultural 

training on resident advisors was a dominant stagnation, a modest growth, and a slight regression 

in cultural competency levels. There was also a dominant view of acceptance and the acquisition 

of different perspectives. This study added to previous research by confirming the existing 
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cultural competency level of acceptance and by confirming the importance of multicultural 

experiences. This study challenges that the dominant pre-intervention cultural competency level 

is minimization.   

This study reinforces the importance of longitudinal efforts as well. It is recommended 

those future studies be conducted using the intercultural development inventory, allow for 

longitudinal multicultural experiences, and contain a control group of participants with no prior 

residence in campus housing.  It is hoped that this study may add to the best practices in 

multicultural training to address the diversity in universities and the link cultural competency has 

to a sense of belonging and academic achievements (Freeman, 2007; Maslow, 1943; Osterman, 

2000; Strayhorn, 2018; Wenger 1998).  These efforts with the resident advisors may just have 

big outcomes on undergraduate student success. 
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Appendix D  
 

Student Workbook  
 

Vincennes University Inclusive Practices Workbook 

Pre-Session Activity   

 Before participating in the training or program, please provide detailed and honest responses to 

the following questions. Your answers will remain completely anonymous and will help us 

evaluate the effectiveness of this training and the acquisition of cultural competency.  

____________________________________________________________________ 

1. When encountering people from different cultural backgrounds, how do you typically 

feel?  

a) I try to emphasize similarities and common ground.  

b) Defensive or critical of their differences.  

c) Uninterested or indifferent  

d) I actively seek to adapt my behavior to be more effective in cross-cultural interactions.  

e) Curious and eager to learn more about their culture.  

2. How do you handle communication with someone who speaks a different language or has 

a strong accent?  

a) I feel frustrated and believe they should learn my language better.  

b) I usually avoid interacting with them.  

c) I listen carefully and use gestures or visuals to help understand each other.  
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d) I learn key phrases in their language and find culturally appropriate ways to communicate.   

e) I try to find common words or use simple language.  

3. When you learn about cultural practices that are very different from your own, what is 

your initial reaction?  

a) I respect and incorporate aspects of those practices in my own behavior when appropriate  

b) I seek to understand the context and reasons behind those practices.  

c) I acknowledge the differences but focus on universal values.  

d) I feel my cultural practices are superior.   

e) I think those practices are strange and wrong.  

4. How do you approach problem-solving in a multicultural team?  

a) I prefer to stick to my own ways of solving problems.  

b) I encourage my team to explore all perspectives and find a collective solution.  

c) I argue for my point of view and feel others should conform.   

d) I adapt my problem-solving approach to integrate the diverse perspectives of the team.  

e) I try to find a compromise that includes some of everyone’s ideas.    

5. How important is it for you to learn about and understand different cultural 

perspectives in your personal and professional life?  

a) Very important, but I focus on similarities more than differences.  

b) Only if it’s necessary for my job.  

c) Somewhat important, but I focus on similarities more than differences.  

d) Not important at all.  

e) Essential, and I strive to continually adapt and grow through intercultural experiences.  

Your Reflections  
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In your opinion, what is culture? Please explain with 2-3 examples.   
 
Please explain with 2-3 examples of how your culture compares with other cultures.  
 
Please explain with 2-3 examples of how you handle cultural differences.   
 
Self-Awareness 
 
Review the table below and answer the reflect questions how many areas are you within the 

main group in society? How many areas are you within the underrepresented group? Place 

that number next to the table. Ex: 2/11 underrepresented identities.  
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Post-Session Activity   

After participating in the training or program, please provide detailed and honest responses to the 

following questions. Your answers will remain completely anonymous and help us understand 

the effectiveness of this training and the acquisition of cultural competency.  

1. When encountering people from different cultural backgrounds, how do you now feel?  
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a) I try to emphasize similarities and common ground.  

b) Defensive or critical of their differences.  

c) Uninterested or indifferent  

d) I actively seek to adapt my behavior to be more effective in cross-cultural interactions.  

e) Curious and eager to learn more about their culture.  

2. How would you now handle communication with someone who speaks a different 

language or has a strong accent?  

a) I feel frustrated and believe they should learn my language better.  

b) I usually avoid interacting with them.  

c) I listen carefully and use gestures or visuals to help understand each other.  

d) I learn key phrases in their language and find culturally appropriate ways to communicate.   

e) I try to find common words or use simple language.  

3. When you learn about cultural practices that are very different from your own, what 

would your initial reaction now be?  

a) I respect and incorporate aspects of those practices in my own behavior when appropriate  

b) I seek to understand the context and reasons behind those practices.  

c) I acknowledge the differences but focus on universal values.  

d) I feel my cultural practices are superior.   

e) I think those practices are strange and wrong.  

4. How would you now approach problem-solving in a multicultural team?  

a) I prefer to stick to my own ways of solving problems.  

b) I encourage my team to explore all perspectives and find a collective solution.  

c) I argue for my point of view and feel others should conform.   
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d) I adapt my problem-solving approach to integrate the diverse perspectives of the team.  

e) I try to find a compromise that includes some of everyone’s ideas.    

5. How important do you now believe it is for you to learn about and understand different 

cultural perspectives in your personal and professional life?  

a) Very important, but I focus on similarities more than differences.  

b) Only if it’s necessary for my job.  

c) Somewhat important, but I focus on similarities more than differences.  

d) Not important at all.  

e) Essential, and I strive to continually adapt and grow through intercultural experiences.  

Your Reflection (After the Training)  
 
What do you understand about culture after completing this training?   
 
Have your beliefs about your culture in comparison to others changed after this training? If so, 
how?  
 
How will you handle cultural differences in the future?  
 
What did you find most helpful about this training?  
 
Please share any suggestions you have to make improvements to this training.   
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Appendix E  

 
Code Book Matrix 

  
Table 5 

Pre-Workshop Questions 

Questions Common Themes Illustrations  

   

In your opinion, what is 

culture? Explain with 2-3 

examples. 

beliefs, environment, 

customs, behaviors   

 

One participant, Ares, 

remarked, “Culture is a 

style and way of life, for 
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some people like: clothing, 

food, and music.” 

 

Another participant, 

Andromeda, noted, 

"Culture is where people 

come from what language 

they speak, what food they 

eat.” 

 

 

Please explain with 2-3 

examples of how your 

culture compares with 

other cultures 

 

customs, similarities, 

beliefs, and family 

Andromeda shared, “My 

culture shares a fashion 

with others.” 

Icarus stated, “Irish culture 

isn’t too different than the 

average White American.” 

 

Medea, acknowledged 

these differences by 

conceding, “My culture is a 

combination of many.” 
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 Apollo spoke to his family 

dynamics, stating, “We live 

with or close to family but 

leave home at 18.”   

 

Please explain in 2-3 

examples how you will 

handle cultural differences.  

learn more, ask questions, 

understand the viewpoint of 

others, and talk.   

 

Aphrodite confirmed this 

desire to learn more. She 

shared, “I acknowledge the 

differences and usually 

look about videos to learn 

more.” 

 

 Hesta shared a similar 

viewpoint. She commented, 

“I like to learn and hear 

about other people’s 

cultures.” 

 

“With verbal 

communication...I talk 

slower.” 
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  Pandora expresses a similar 

train of thought when she 

said, “I talk out any 

differences.” 

 

Table 6 

Post-Workshop Questions 

Questions Themes Responses 

 

What do you think about 

culture after completing the 

training? 

 

different views, important 

to learn more, and more 

complicated than 

previously thought 

 

Odysseus remarked the 

importance of the training 

by saying, “Everyone can 

have a different culture, and 

it’s important to learn about 

them,”  

 

Circe recalled, “Everyone’s 

culture is different, and 

that’s what makes it 

beautiful.” 

 

Poseidon added, “I 

understand that not 
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everyone is the same and 

most of us are different, 

and I have learned to 

embrace that, and learn.” 

Hephaestus shared, 

“Culture is a lot more dense 

than I first thought.”   

 

Have your beliefs about 

your culture in comparison 

to others changed after this 

training? If so, how? 

Yes, responses composed 

4/34 responses or ~20% of 

responses, no, 20/34 ~59%, 

and somewhat 9/34 ~27%. 

One participant, Demeter 

recounted, “No, not really, I 

still think culture is 

important and unique.”  

 

“No, but I have a much 

better understanding of how 

to respect one’s culture,” 

added Ares.  

 

“No, but I have been 

through diversity trainings 

multiple times,” exclaimed 

Orpheus.   
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How will you handle 

cultural differences in the 

future? 

respect, communication, 

and understanding 

“Ask questions to know 

more,” noted Aphrodite. 

 

Hercules noted, “With calm 

and communication.”  

 

Hesta confirmed, “Trying 

my best to listen and 

understand.”    

 

Another participant, 

Apollo, added, “I will take 

a step back and try to see 

where everyone is coming 

from. 

 

“I will try to find common 

ground/a solution,’ Hera 

stated. 

 

“Respect other people's 

cultures and understand 
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where they come from,” 

remarked Odysseus. 

What did you find most 

helpful about this training? 

getting different 

perspectives, learning more 

about the topic, and getting 

strategies for handling 

things better 

Hermes, shared, “To learn 

how to handle problems 

with other cultures.” 

 

Pandora confirmed, 

“Seeing everyone’s 

perspectives.” 

 

 “Finding more resources,” 

noted Hesta.  

 

Hercules, “The different 

group talks.”  

 

“It taught me how to handle 

things better and tips on 

how to interact with 

international students 

better” remarked Demeter.  
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Ares shared, “The different 

strategies.” 

Please list any suggestions 

you have to make 

improvements to this 

training.   

blank, listed as N/A, or 

listed as don't’ have any. 

One participant shared, “I 

really like the people from 

different experiences 

talking about their 

experience. 

 

 Another participant stated, 

“I really like the 

presentation.” 

 

 The final written comment 

included, “Get more 

diverse perspectives from 

students that have had 

experience and difficulty.”    
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