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ABSTRACT

The literature suggests that helping professionals are not prepared to
effectively meet the needs of increasingly diverse populations. Despite
professional standards and multicultural training curriculums, translating
diversity from theory to practice poses as a major barrier in acquiring
multicultural competence. The purpose of this thesis focuses on increasing
the competency of self awareness through an examination of how
experiential learning impacts graduate students’ perception of diversity.

Through the process of grounded theory, a model was identified to
explain how experiential learning is processed, the impact on cultural
empathy, and the long term effects of such learning. The emerging
framework, Challenging One’s Notions through Cultural Experiential
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the helping professions. Considerations are also discussed for experiential

learning in curriculum that addresses cultural diversity.

iii



ACKNOWLEDGEMENTS

Many people have been instrumental in helping make this research
possible. First, I would like to thank my supervisor Dr. Nancy Arthur who
has played a significant role in my growth as a graduate student, a
professional, and as a person. Thank you for sharing in this journey and
providing me with the support, guidance, and encouragement which has
helped me through times of excitement and moments of frustration. Not
only have I valued your supervision, but deeply respect you as a mentor and
role model.

I would also like to thank the University of Calgary, Department of
Educational Psychology for supporting my work through two Graduate
Research Scholarships. In addition, my thanks to the graduate students at the

time out of their hectic schedules. A special thank you to Dr. Dan McDougall
and Dr. Leslie Tutty for your time, interest and feedback as members of my
examining committee.

My friends have also played an important role in supporting me. I
would like to thank Mike Brown for the graphic design work. Special thanks
to Julie Egers my “editor”, Colleen Smith my “affectively attuned” friend, and
Hazel Lawley my “cheerleader” for each listening and providing me with
important feedback to keep me on track during this journey.

Finally, I would like to thank my family. To my husband Karl, who I
am very fortunate to have as such a wonderful partner in life. Thank you for
your love, patience and understanding. I would also like to thank my Mom
and Dad, Beth and Jim Insley. The three of you have always encouraged me
to follow my dreams and never doubted my ability to do so - even when I did.

iv



DEDICATION
This thesis is dedicated to my husband Karl and to my parents, Beth
and Jim Insley whose loving support and encouragement helped make this
dream a reality.



TABLE OF CONTENTS

APPIOVAL PAGE ...ttt ertetcssssiseser e s es s s s s as s s ar s e s s st e s ii
ADSITACE ..ttt b s e e s e e ifi
AcCKNOWIEdEMENLS ...ttt et s iv
DEdICAtION.....c.eciriiiieisitet ittt css sttt e e s shs b s s e R e e e R s b n e v
Table of CONLENLS ...t e aeneas vi
3 1 o) O xiii
LiSt Of FIGUIES ...ucniuiiecereecececeeccecc st eecsetse e e aseesaenesmesee s e ssssessananaaesstesesemnesecsnsnes Xiv
CHAPTER ONE: INTRODUCTION ....cccoiiricirircnennsiiesssnesessisssssesssssssessessssenseas 1
The Current StUAY ..ottt e snsaeaes 2
CHAPTER TWO: LITERATURE REVIEW ......ciiiriicieceenrccrenesessnsccsenesenes 5
The Meaning of CUltUre ..........ocoieviinieieineniniereeseecnirsresseeesceesreseecesessssesasaras 5
Defining Culture: Specific and Broad Applications...........cccceceuenene. 6

Rationale for the Ideographic Approach ..........cccccvecererrvcnnccernencnee. 6

The Need for a Multicultural Framework ........cccoovveeieicciiinnncinsincenienence. 7
Identifying Help Seeking Behaviors and Attitudes.......c..cecvrvucucnce 8
Ethnocentrism and Cultural Encapsulation ..........ccceeeceeeeereececcncnn. 9

Cultural Sensitivity and Perceptual Schema ........cccvceecevereruecnnane 10

The Dangers of Good INtentions .........cccccmmeeerrceeeerercensesereenssennaens 11

Establishing Multicultural COmpetence ..........coeveeceremeueemereenreeceeerenereennes 12
Delivery of Multicultural Training ...........coeceeeeeeeeerescrcrcecnecresssennaes 13

Perceptions of Graduate Students ........c.ccccccovueeurrrnruecrrruressnneennns 14

Challenges in Developing Multicultural Training.........c.cccovveueue. 15

vi



Curriculum Content and Methods ........ceeereenrrereccrecererrenneecearenesaees 15

The Evolution of Multicultural Training Programs ........ceeeeee. 17
Assessing Multicultural Competence in Training Programs .................. 18
Quantitative vs. Qualitative Methods ......ccoeeecveimnecricnccccnrcsccnreneen. 19
Understanding Process Through Qualitative Methods ................ 19
Emphasis on Knowledge and SKIlIS ......c..cceoieveemeienennneniicncnnee 20

The Concept of Self AWATENESS .......coccceurrenmrenireeininessesssinsesesesissssasssssasssseses 21
Cultural Self-RefleXiVity ......ccccccermsriesiecseesncssiennneessaneasiaseseessssnee 22
Empathy in Multicultural Training .......ceeeneecceceneeene 23

The Use of Experiential Learning in Multicultural Training ................. 23
Filling a Void in the Multicultural Curriculum ........................... 23
Immersion EXPeriences .......oeeoieomeereeeevieeceeecnteeetetee e cesnesnenees 24

The Use of Simulalion Games .......cicicceinsseeeccee e 26
Research Using Simulation EXercises .......cveenrirniirescrenianns 27

The RiSK ..ottt sensce s sassesesan s 28

The Role of the Student ... 29

The CUIrent STUAY ...ecoeeeeeeeeeeee ettt sacssatsatstssessstesssesseseasnessesas 30
Chapter SUMMATY .......ccoenerrereneeieienennrseserstsssensse e s ssst s s snsnanesssssnssssanens 32
CHAPTER THREE: THE METHODOLOGY ....cccccvieereirunieennennissssessessessesessssssneas 33
Rationale for Grounded Theory ...t 33
Theoretical Sensitivity .......cccoveueeeeeeeerieeiecieerecer e 34

The Researcher’s LenS ......cueivicrnieiintincinserenssnnesseessesosmsessansssmssnsessssaseenes 34
The Traveler Metaphor .......cocoeiiiieninneininiiirnninesesssciescesesenas 35
Personal Relevance of Experiential Learning .........c.cccceveccreeuenenncne 36

Data COLLECOMN ittt et seesss e e st steseneseanen e sens 38



Stage 1: A simulation eXerciSe .......ocoeeereccercnersnicinesernnens 39

Stage 2: Individual iNteIVIEWS ..cweceriicrrccrceecciiinee 39

Stage 3: FOCUS GrOoUPS .ccveemreccesieceecierinstsincnisenet e 40

The Simulation EXErCiSe ........coveememoeeeseimiieestencenncconcensscsannsemsansenes 40
BARINGA ....ooiociimnecserintsesinssssensssenessssirssnenessssssssssasassessassnssases 40

Critical incidents questionNAIITe ... viieeieeieneeneneeneeenncens 41

Procedure ........uiniiniciinninenennten e cnees st s s s se e e sresenas 41
SEAZE 1 oeecneereieenirete st s snen st rc s ettt e s sn s s e ens 42

SEAGE 2 c.vvverrucrcrneieninnrnsisesensssssasesnsssasiesmsasnstasnsssasses s s o n e asis 44

SEAGE 3 ettt ettt st s e s e e e 45
Opportunities for Participant Feedback .......ouerveeciniicccniincinnns 46
Transcription Of Data ......c.ceveeerieeeeesneee e 46

Data ANALYSIS ...ccceiviieieierirticsiciistie e se e s ssssss e sstes s s ssssss e sss e s ssssacs snassnees 47
Open COAING ....ccouuereerieeremnressienesnisinestssstststsnssissnss s essssse s ssseesesssassses 48

AXIA] COAING .ovorrucererninceirieinimreeie et ssen e ssnenne e s s snena s seanen 49
Selective COAING ....ccuovrurcreuiuirurerernsncenetsse ettt e s s s sss et sasesnnsnns 50

The Importance of DIiagrams .......c.ecceeeeerninriesiissesesses s enecaeas 52
PrOCESS ottt ittt s st ss st ssses s s snsn s as st ss s smmsansneas 53
Theoretical MemOS ...ttt s e ss e snasaaas 53
Grounding the Theory ... 55
Chapter SUMMATY ..ot e st e ssas s e seee 56
CHAPTER FOUR: THE CONCEPT THEORY .......covrummrriinenieenssesnisnssanensssssessess 59
Schematic Representation ... 59
Process of Experiential Learning.........ccceceeereennicenninniecnenisesicnsnsenesssseseenaens 63

viii



KeY EVENLS ... eeissesssssse s ens s ensnsnsssssssess s ssessansenssane 63

INCONGTUEIICE ......ueereenreceeeteccsteceecercssrena e ecsssannas s nsnnas 66

Negotiation ...t s 68

AdJUSENENE ....eeverereeeere ettt sa s ense 69

Evaluation ......occnecnccieecieiesen st n e sene s csncncss 71

Validation .....couecervmiscriicrenecenineee e ses s s e esesecas 72

The Influence of Key EVENts ...ocovioemeeenceeeeeeeeeccncnene 73
Outcome of Experiential Learning.........cccveereeereereresesernsesrionaseassscasescrassescens 73
The Development of EmMpathy .....ooeoeeeeoenmeecceeeens 74
Empathy as a Stage Model ..ot 74
Stages of EMPAthY ......c.cocoeevermcnnereenemeieeeeeesctsssesre e s enaeoes 76

Stage 1: Cultural blindness ..........coceiveviecnenecnnnnncn. 76

Stage 2: Cultural encapsuiation ...........eeeceneeecas 76

Stage 3: Differentiation .........evevvencnniiereecrnnnene. 77

Stage 4: Integration ......eeieiveeeceneeee e 78

The Impact of Life EXperiences ........ccoveervnicieeeiinncnisenernnnensaes 78

Long Term IMpact ...t e sas e e sae 79

Use it OF 10SE it wuuecevvreceminnincciicticnectinc et et 80

Implications for Professional Practice .........cccoueorervnsecrucrrrrcnncennn. 80
Increased awareness of self ...t 80

Training / SUPEIVISION ....c.ceviemeimirreeeenernscisneeeissnssesessnnessssnes 81

Debriefing of Experiential Learning .......ccoueeeeeereennmnuecnnieneeneneseasenssnenes 81
Impact of Debriefing ..........coeeemrmiicicinciict e ressenns 81
Process vs. OULCOME ........umierviuinerieenenreeecseirccasee s re s snesnanees 81
Participant Reactions to the Debriefing ........cccceeveveemmmmrvereicierceieeenns 82
The Impact of the Experience .........ccovveeveremeevircnncrnnricninccienene 82

ix



ODbSErving Others ......ueeeremeerereeeeciiteiicneeinctscsten e eneees 82

Emotional reaction of self doubt and validation ............... 83

Challenges of commUNICAtioN ....ccaemeeeeriencncscricnnsicnnnnees 83

Realizing not everyone plays by the same rules ................ 83

The debriefing ..........cocoeeevurerrmeieisnscmcnieseisee et seecenee 84

Seeing the world from a different perspective.................... 84

Challenges in Beliefs, Values, and Attitudes ........cccceeveeencnvencacenen. 84
Beliefs/ values/knowledge are not universal ...............c.... 85

Making assumptions about others ......coooveriverveeirnncnees 85

Realization about self ... 85

More than one way to commuNICate .......cveevercenenirnensee 86

Satisfied with own behavior/thoughts/actions ................. 86

Identified CHANEGES........ccocvmreeivumirnsnrreresmtessaesses s srassssssssnssssocs 87
Increase awareness toward others .......cooveecreeniecrnineniencnee 87

Becoming mMOore aWare.........cocueeierneniesissassenssessnnssnesssssensssesens 87

Becoming more patient/tolerant .........niianeienn.ns 87
Communicate more clearly ........cceoveeeennniniecnciicne 88

Seek more information about others ..o 88

Not sure/need more time .......c.ccecemrmveviereniesineennnisesscnsneans 88

FEOLINGS ettt s e e s snene et e s s e e 89

The Importance of Debriefing ........c.covveemeverimrinncincnciecceenncnscanene 90
Chapter SUMMATY ...t st sess e saesn s sasreaseas 91
CHAPTER FIVE: DISCUSSION .....cucovvemircriricnicsmsnisissssnsassssssssssisessssssessssssssasssses 93
Bridging the Gap Between Theory and Practice .........cccceeveevevcecriecsccccnenes 93
Cultural Empathy and the Individual .......cccocceveiuienrveecivnnicncneeas 93

X



The Effects of Cultural Schema ....cccceeeeeeeemeeceeeerrenccncrenesecenes 94

The schematic representation of culture ................. 95

Assessing the individual’s worldview ..................... 96

Novice and expert helping professionals ................ 97

Culture Shock in Helping Relationships .......cccccooeeuununc.ni. 98

Experiential Learning in the Multicultural Curriculum ........... 100
Ethical Considerations ...........cocceereimiecnennsercrnecenencensernnene 101

The importance of debriefing .........cccoucenrennnnnn.ee. 101

The goals of experiential learning ...........ccceeuenueene 103

Considerations for Using Experiential Exercises............... 104

Choosing experiential exercises .........cccecevvevevvrunnnen. 104

The timing of experiential learning ....................... 105

Structuring the debriefing ....ccocerreermerreriesneesrnesnnn, 106

Self-reflexivity .......cceivrinimvenrenrenecnnrrenesssesesenens 107

Long Term Impact of Experiential Learning ..................... 107

Increased eXpOSULe ......oe.eveememenieeeeeertreeee e 108

An infused curriculum ... 108

Can Empathy be Learned? ...........ccvreievneiieeececnnee 109
Limitations and Strengths ...t 110
Suggestions for Future Research ...........cccocveeoirernnrerieneeeeiccerececeenenennne 112
CONCIUSIONS ...ttt e e s st 114
REFERENCES .....ooeeecicncesisiscnssssessssscssestosastsessassesesstnssssssssasssssassasssssssesssasesess 115



APPENDIXES

Appendix A: Letter of INVItation ..o 127
Appendix B: Consent FOIM ...ttt 129
Appendix C: Interview Guide .......cooeeeieiientiineirnsneestsscenseseseesesecsacenes 130
Appendix D: Invitation to Focus GIoups ........eeeeeceevenneiecnneneeiseescesnnnnenna. 131



LIST OF TABLES

Table 4.1: The Relation of Key Events to Cultural Schema

--------------------------------



LIST OF FIGURES

Figure 3.1: Strauss and Corbin’s (1990) Paradigm Model ........ccccevervrnverrcnnnnnen. 51
Figure 3.2: Selective Coding using the Paradigm Model ..........cccuremrrrmrrunnnnen. 53
Figure 4.1: Schematic Representation ........cicccncninnreeccenneeeneneennnened 61
Figure 4.2: Influence of Schematic Representation ..........ccoeveremeccinenniinnnnna. 62
Figure 4.3: Representation of Key Events ... 64
Figure 4.4: The Development of Empathy .......cocomeeeeoiiioieieeee 75

Xiv



CHAPTER ONE: INTRODUCTION

It is estimated that the new millennium will find helping professionals
working with a rapidly growing clientele whose backgrounds are culturally
different from their own (Arthur, 1998a; Sue & Sue, 1990). While
professional standards have been adopted for working with multicultural
populations, a struggle continues to exist in providing culturally competent
services (Allison, Echemendia, Crawford, & Robinson, 1996; American
Psychological Association, 1993; Canadian Psychological Association, 1996;
Ponterotto, 1997; Weinrach & Thomas, 1996). Further, despite the inclusion
of a multicultural training component, many graduates working in the
helping profession report that graduate programs do not prepare them for
adequately addressing the needs of muificuiturai ciients (Arthur, 1555aj. in
effect, a large proportion of culturally diverse clients seeking services
continue to be misdiagnosed or misperceived due to a lack of cultural
competence by the professional (Leong, Wagner, & Tata, 1995; Sue & Sue,
1990).

In order to meet the present and future challenges of our shifting
society, educators and professionals alike must address the need for a
multicultural framework that will increase the competence by which
multicultural populations are served (Sue & Sue, 1990). However, one of the
primary challenges faced in increasing multicultural competence is
discovering how to translate diversity from theory to practice. The extent to
which multicultural training programs address the distinction between
knowing that and knowing how has been identified as a major challenge in
increasing multicultural competence (Johnson, 1987). Thus, while helping
professionals may possess knowledge about multicultural populations, there
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is a challenge in training professionals #ow to be competent in working with
diverse clientele (Pope-Davis & Ottavi, 1996).

Several factors have contributed to the challenge of teaching helping
professionals how to be culturally competent. First, the diversity within the
meaning of the term ‘culture’ itself has been found to influence the way in
which professionals perceive and respond to client needs (Draguns, 1996;
Helms & Richardson, 1997). Second, the inconsistency surrounding the
content and method in delivering multicultural training has contributed to a
large degree of variation in the way professionals are trained (Leach &
Carleton, 1997; Stone, 1997; Weinrach & Thomas, 1996). This inconsistency in
training ultimately affects the degree to which multicultural competence can
be assessed in iraining programs {Leach & Carleion, 1957). Third, a lack oi
emphasis on self awareness in education curriculums been identified as an
important factor in the challenge of translating theory to practice (Sodowsky,
et al., 1997). While awareness has been defined as a domain of multicultural
competence, more attention has been given to building knowledge and skills
in the education curriculum (Sue & Sue, 1990).

The Current Study

While the notion of awareness has been cited as an important
construct in the multicultural curriculum, little research is available in terms
of how student’s perception of diversity is impacted (Helms & Richardson,
1997). Self-reflexivity is perceived as a fundamental component in terms of
building cultural empathy by helping individuals to challenge their own
personal frameworks, and is believed to contribute to the missing link
between theory and practice (Heppner & O’Brien, 1994; Ridley & Lingle, 1996;
Sodowsky, 1996; Sue & Sue, 1990). It is suggested that individuals who are not



aware of their own personal beliefs, values, and attitudes may inadvertently
marginalize clients from diverse backgrounds simply because of a lack of self
awareness and an inability to separate one’s own world view from that of the
client (McIntosh, 1988; Ridley & Lingle, 1996).

Experiential learning has been used in the education curriculum as a
means for increasing self awareness and challenging one’s personal
framework (Fowler, 1994; Heppner & O’Brien, 1994). This type of learning has
been considered to fill a void in multicultural training programs (Pope-Davis,
Breaux, & Liu, 1997). The advantage of using experiential learning exercises
as opposed to traditional learning methods such as reading, lectures, and
audio-visual material is that students are exposed to a multicultural
experience and ailiowed to process and resoive information through an
affective domain (Pope-Davis et al., 1997; Pruegger, 1991; Sue & Sue, 1990).

It has been proposed that targeting self awareness rather than only
knowledge and skills in multicultural training allows individuals to
ultimately increase multicultural competence (Sodowsky et al., 1997). Thus,
the goal of experiential learning is to remove cultural “blinders” which may
interfere with the degree by which one is able to effectively work with
multicultural populations (Pope-Davis, et al., 1997). However, these exercises
are placed into the curriculum without a clear understanding as to how
perceptions of diversity are impacted or whether there are any long term
effects once in professional practice (Barak, 1990; Frykholm, 1997).

The purpose of this study is an initial exploration as to how
experiential learning influences awareness of multicultural populations. It is
proposed that the identification of the processes which take place during an

experiential learning exercise will lead to an increased understanding of the



efficacy of such learning in multicultural training programs. In order to be
accountable in training culturally competent practitioners, it is imperative
that further understanding of the impact of experiential learning in terms of
increasing awareness of diversity be explored. Chapter 2 provides a review of
the literature in order to develop the rationale for the current research.
Chapter 3 outlines the methodology used to understand the impact of
experiential learning on student’s perception of diversity. Chapter 4 discusses
the results which emerged through this inquiry. Finally, Chapter 5 links the
findings of the current study to the existing literature and provides a

discussion of the implications.



CHAPTER TWO: LITERATURE REVIEW

In this chapter, the literature is explored in order to provide the reader
with an understanding of the rationale for the current study. The chapter
begins by addressing the meaning of culture in order to facilitate the reader’s
understanding of the diversity existing within this term, and how this
variation impacts one’s approach in working with multicultural populations.
Second, the need for a multicultural framework in the helping profession is
identified, in order to prepare helping professionals for the present and future
challenges in working with diverse populations. Thirdly, the challenges
faced in establishing multicultural competence are discussed. Fourth, the lack
of attention paid to self awareness in multicultural training programs is
targeted as a key component in facilitating muiticuiturai competence. Thus,
the use of experiential learning as a tool for raising self awareness is explored.
Finally, the need for further exploration relating to the impact of experiential
learning is identified in order to provide insight as to the efficacy of this type
of exercise in multicultural training.

The Meaning of Culture

Understanding the meaning of culture is critical in defining how
professionals perceive and respond to client needs. The concept of culture is
based on a learned set of behaviors and meaning which transcends through
generations (Carter & Quereshi, 1995). However, w ho comprises the
multicultural population continues to be debated in the literature (Draguns,
1996; Helms & Richardson, 1997; Weinrach & Thomas, 1996). As the term
‘multicultural’ is often used interchangeably with diversity, ethnicity, gender,
disability, and race, the multiordinal use leads to confusion surrounding the
meaning of the construct (Fassinger & Richie, 1997; Stone, 1997; Helms &



Richardson, 1997). It seems that one of the reasons for this discrepancy in
meaning relates to whether the term is perceived and applied as a specific
cultural domain, or a more general construct (Stone, 1997).

Defining Culture: Specific and Broad Applications

The culture-specific definition tends to incorporate indigenous
characteristics of one’s culture, whereby racial and ethnic issues are
considered to be paramount (Draguns, 1996; Helms & Richardson, 1997). A
concern exists that defining all groups as multicultural will diminish the
importance of addressing specific ethnic, racial, and sociopolitical factors
inherent in professional practice (Helms, 1995; Ridley, Mendoza, & Kanitz,
1994; Sue & Sue, 1990). Further, it has been suggested that this may
perpetuaie a monocuiturai perspective which ieads to unfair treatment and
discrimination in the helping profession (Sue & Sue, 1990).

However, defining culture in such specific terms can result in
overlooking other societal influences that impact clients (Sodowsky, Kuo-
Jackson, Loya, 1997). A broader based application of culture refers to barriers
of access for marginalized populations beyond the scope of race and ethnicity
(Arthur, 1998a). Thus, it has been suggested that principles of multicultural
counseling should be embedded within all therapeutic relationships
(Pedersen, 1991b; Weinrach & Thomas, 1996).

Rationale for the Ideographic Approach

Pedersen (1991b) suggests that clients are not simply representative of
one culture. Rather, an individual may collectively belong to a number of
different cultural categories such as race, socio-economic status, and gender
(Hansen & Gama, 1996; Ridley, Mendoza, Kanitz, Angermeier, & Zenk,

1994b). Thus, these different categories combine together in creating a unique
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person, by which there exist several lenses to observe and understand human
behavior (Pedersen, 1991b). Thus, understanding a client by simply
addressing culture as a single construct would limit one’s ability to fully
understand the individual and their experience (Pedersen, 1991b; Ridley et al.,
1994b)

Further, defining culture in broad terms allows for a more inclusive
definition to exist (Arthur, 1998a; Ridley et al., 1994a). This idiographic
approach has prompted the construct of multiculturalism to be referred to as
the “fourth” force in psychology (Pedersen, 1991a). That is, in order for the
helping profession to become more effective in working with diverse
populations, the construct of culture must not be thought of as an element of
ihte clieni bui raiher as ihe core for undersianding an individuai’s experience
(Sue, et al., 1998).

The Need for a Multicultural Framework

One of the most apparent reasons to pursue research regarding helping
professionals in the area of multicultural issues is based upon the notion that
as we approach the new millennium, individuals working in the helping
profession are challenged in meeting the needs of increasingly diverse
populations (Arthur, 1998a; Sue & Sue, 1990). It is reported that in the year
2000, a significant proportion of clients will be from culturally diverse
backgrounds (Sue & Sue, 1990). Yet, with this new era rapidly advancing,
there are serious questions posed about the effectiveness of helping services
between clients whose backgrounds are different from that of the helping
professional (Helms, & Richardson, 1997; Sue & Sue, 1990). Thus, there is an
immediate need for professionals to evaluate how their practice addresses the

increasing diversity of populations in our shifting society (Sue & Sue, 1990).
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Professionals are no longer effective in practicing from a monocultural
perspective (Sue & Sue, 1990; Vasquez, 1997). Rather, the plurality found in
today’s society requires culture to be considered as a fundamental construct in
the contexts of professional practice (Sue & Sue, 1990). In order to meet this
formidable challenge, professionals must expand their repertoire of
competencies to prepare for working with clients who are culturally diverse
(Arthur, 1998a).

Developing a multicultural framework is a necessary step in preparing
for the present and future challenges of working in the helping profession
(Grieger & Ponterotto, 1995; Pedersen, 1995). It appears that professionals
continue to report low levels of competence despite receiving training in the
area of diversity (Allison, Crawford, Echemendia, Robinson, & Knepp, 1994;
Allison, Echemendia, Crawford, Robinson, 1996). This suggests that
professionals working in the helping profession may not be accurately
recognizing or responding to the needs of culturally different populations.
Indeed, it appears that one of the reasons why service provision falls short in
meeting the needs of diverse groups, is due to the often unspoken expectation
for persons to “fit the mold”. Moreover, professionals are frequently trained
to meet the needs of the status quo, whereby individuals who fall outside of
the norm are expected to assimilate into the realm of the service being
provided (Grieger & Ponterotto, 1995; Pedersen, 1995; Vasquez, 1997).
Ultimately, this bias in the helping profession has resulted in unfair and
unethical treatment of clients from diverse backgrounds (Leong, Wagner, &
Tata, 1995; Ridley et al., 1994a; Sue & Sue, 1990).

Identifying Help Seeking Behaviors and Attitudes

Historically, professionals working in the helping professions have



misperceived help-seeking behaviors and attitudes by culturally different
populations (Leong, et al., 1995; Sue & Sue, 1990). It appears that professionals
may not be aware that symptoms convey different meanings depending upon
one’s cultural background (Sodowsky, Kuo-Jackson, Loya, 1997). Further, a
mental health system based upon Western values may conflict with cultural
values of different populations (Leong et al., 1995). Thus, professionals may
be prone to misdiagnose, and provide inappropriate treatment (Allison et al.,
1996; Leong et al., 1995; Malgady, 1996; Zayas, Torres, Malcolm, & DesRosiers,
1996). In effect, this may account for negative perceptions towards therapy by
culturally different populations, in addition to the high prevalence of
individuals who fail to return to therapy (Allison, et al., 1996; Leong et al.,
1995; Malgady, 1996; Sue et al., 1990; Zayas et al., 1996).

Ethnocentrism and Cultural Encapsulation

Presuming uniformity across cultures in the helping profession creates
a disservice to clients (Malgady, 1996). However, the adherence to the
monocultural standards by helping professionals may be explained by
ethnocentric ways of viewing clients (Pedersen, 1995; Sue & Sue, 1990).
Ethnocentrism is defined as “a psychological phenomenon characterized by
the belief in the superiority of a set of values and a worldview that evolves
from one’s cultural, ethnic, or racial group. The groups that one identifies
with significantly influence the way one makes sense of life experiences and
establish norms for appropriate and inappropriate behaviors” (Daniels &
D’Andrea, 1996, p.157). Whereas ethnocentric thinking may not be
deliberate, the potential exists for life experiences of persons from diverse
backgrounds to be seen as pathological (Sodowsky et al., 1997). In effect,

ethnocentrism may pose as one of the greatest barriers in adopting
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multiculturalism as psychology’s “fourth force” (Pedersen, 1991a).

A major goal of the multicultural paradigm then, is to move
counselors out of a culturally encapsulated view of the world. Cultural
encapsulation refers to the tendency to make sense of the world according to
personal experiences, values, and beliefs, and an inability to incorporate the
client's world view, cultural socialization, sociopolitical factors, ethnicity, or
racial identity (Daniels & D"Andrea, 1996; Sodowsky et al., 1997). This lack of
awareness or skill to perceive situations outside of one’s own worldview has
been targeted for creating potential gaps in service which may result in the
client experiencing feelings of vulnerability, frustration, dissatisfaction, or an
unwillingness to return for therapy (Grieger & Ponterotto, 1995; Pedersen,
1995; Ridley & Lingle, 1996). Thus, culturally encapsulated counselors are
more prone to reinforce the idea of “problems” or “deficits” attributed to
diverse populations, rather than recognizing the many barriers created by
society. This can be due to a lack of cultural sensitivity and awareness of such
barriers, which may be invisible to the majority of helping professionals, who
are from white middle class backgrounds (Helms, 1995; McIntosh, 1988).
Cultural Sensitivity and Perceptual Schema

Ridley et al. (1994b) propose that barriers experienced by clients with
diverse backgrounds may be invisible to helping professionals due to a
hypothetical structure by which cultural information is processed. It is
proposed that cultural sensitivity can be conceptualized as a perpetual schema
model which enables individuals to perceive, organize, and interpret
incoming information (Ridley et al., 1994b). Thus, information which cannot
be organized or processed into a perceptual schema will not have meaning

and is consequently ignored or discarded. As a result, if incoming
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information is not processed, there is more likelihood that the individual
will not respond in a culturally sensitive manner.

This lack of impact on one’s affect, perceptions, attitudes, and behaviors
may provide an explanation for the low levels of competence reported among
helping professionals who have engaged in multicultural training activities
(Ponterotto, 1997; Ridley et al., 1994b). However, little research has been
pursued to validate the presence of a cultural schema or an understanding of
how perceptual schema function in terms of working with multicultural
populations.

The Dangers of Good Intentions

In effect, the culture bound professional may inadvertently
marginalize clients from diverse backgrounds (Pedersen, 1995; Sue & Sue,
1990). Pedersen (1995) has further stated that culturally encapsulated
professionals may be practicing unintentional racism. While professionals
may be well meaning and caring, this covert form of racism is dangerous,
because there is a lack of awareness or understanding between the intention
and resulting action (Pedersen, 1995). Professionals must become aware that
good intentions do not always lead to equal actions (Pedersen, 1996). This lack
of awareness about the influence of culture on one’s own behavior creates the
potential for professionals to further oppress clients with diverse
backgrounds, despite knowledge regarding concepts such as racism, equality
and justice as applied to others (Sue & Sue, 1990). In order to provide
effective services, helping professionals must become aware of their own
cultural values and learn to differentiate between their own cultural
experiences and those of their client (Ridley & Lingle, 1996). This cultural

self-other differentiation is imperative in order to prevent the tendency to
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impose the cultural values of the professional upon their clients (Ridley &
Lingle, 1996). If professionals do not understand how their own cultural
experiences have shaped their perceptions of reality, then it is impossible to
understand and respect the client’s worldview (Ridley & Lingle, 1996). Hence,
the recent declaration in the area of counseling, “Counselor, know thyself!”
(Sue et al., 1998).
Establishing Multicultural Competence

As societal needs are shifting, individuals in the helping professions
must become competent in addressing the cultural needs of the clients they
serve. The need for professionals to develop multicultural competence was
first identified by Sue et al. (1982) in a position paper regarding cross-cultural
counseling competencies. This seminal work provided a template for
individuals in the helping profession working with clients from diverse
backgrounds (Helms & Richardson, 1997). The premise of the multicultural
framework asserts that the traditional Western paradigm in the mental
health profession instigates further marginalization of culturally diverse
clients who do not comprise the cultural norms (Helms & Richardson, 1997).
The effort to communicate an immediate need for increasing multicultural
competence was renewed by Sue, Arredondo, & McDavis (1992) a decade later
after insufficient progress in training and professional development had been
made (Sodowsky et al., 1997). In a call for action, Sue et al. (1992) provided a
more detailed account of multicultural competence to be comprised. As a
result, the domains of knowledge, skills, and awareness have been identified
as the framework for establishing multicultural competence in assessment
and intervention (Arredondo et al., 1996; Sodowsky et al., 1997; Sue et al.,
1992).
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As a result of the increasing efforts by prominent researchers in the
field of multicultural counseling (Sue et al., 1982; Sue et al., 1992),
professional organizations have responded with the adoption of ethical
guidelines for working with diverse populations (American Psychological
Association, 1993; Canadian Psychological Association, 1996). Thus, while the
question no longer exists whether professional education curriculums should
provide multicultural training (Ridley et al., 1994a), the challenge has become
how multicultural training should be delivered in order to produce culturaily
competent professionals (D’Andrea, Daniels, & Heck, 1991; Ridley, Espelage, &
Rubenstein, 1997; Sue, et al., 1992). As has been suggested, teaching
professionals about the importance of multicultural competence is much
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Delivery of Multicultural Training

With professional organizations adopting ethical guidelines for
working with culturally diverse populations, the quest for training programs
to augment multicultural competence has been magnified. Thus, in recent
years, multicultural curriculums have begun to increase at a rapid pace
(Ridley, et al., 1997). However, even with the inclusion of standards related to
multicultural training, many programs continue to lack direction and
consistency (Bluestone, Stokes, & Kuba, 1996; Ridley, et. al., 1997).

In addition, studies demonstrating the effectiveness of such programs
have only recently emerged (Bluestone et al., 1996; Leach & Carleton, 1997).
While preliminary research has indicated that multicultural training impacts
student’s perception of diversity (Arthur, 1998a; Neville, Heppner,
Thompson, Brooks, & Baker, 1996; Gloria & Pope-Davis, 1997), providing a
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multicultural curriculum is still in the early stages of development (Ridley et
al., 1997). Heppner & O’Brien (1994) have found that students who
recognized changes in awareness, were more open to differences, and had an
increased interest in diversity issues upon completing a multicultural course.
However, without knowing which characteristics are responsible for the
change, it is difficult to move forward in defining a multicultural training
program. Thus, educators continue to struggle to determine effective
methods of training in order to increase and evaluate multicultural
competence (Leach & Carleton, 1997).

Perceptions of Graduate Students

Graduates also continue to be challenged in meeting the needs of
diverse populations (Allison et al., 1994; Ponterotto, 1997). Further, it appears
that many graduate students do not believe that graduate programs prepare
them adequately for the realities of working with culturally diverse clients.
Rather, competencies are learned through “trial and error” practices with
clients (Arthur, 1999).

In a recent Canadian study, Arthur (1999) confirmed that professional
helpers were struggling with ways to offer effective services to a wide range of
culturally diverse clientele. Some of the key findings from this study include
the notion that while counselors recognize value conflicts between
themselves and their clients, there is a lack of competency for moving beyond
this level of recognition. Further, it appears that many counselors involved
with multicultural clients do not access supervision or consultation regarding
those cases. Those who do, report their multicultural competencies to be
higher than those who do not (Arthur, 1999).

While multicultural training programs appear to be in the early stages
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of development, there is an immediate need to establish concise content and
method for delivery of such programs (Ridley et al., 1997; Vasquez, 1997). In
effect, multicultural training programs must discover consistent methods in
which to translate theory into practice, so that professionals are not left to
resort to a “trial and error” approaches (Arthur, 1999; Pope-Davis & Ottavi,
1996).

Challenges in Developing Multicultural Training Programs

While the area of multicultural counseling is no longer considered an
area of specialization in many graduate educational curriculums (Pruegger,
1991), there continues to be some resistance among programs in regards to the
delivery of multicultural training (Leach & Carleton, 1997; Vasquez, 1997).
There have been many suggestions in the literature as to why establishing an
effective training program has been such an evasive task. First, many faculty
members fail to recognize the relevance of a multicultural curriculum
(Vasquez, 1997). In addition, the task of developing a multicultural
component in the curriculum is often assigned to educators who lack
experience and training themselves (Leach & Carleton, 1997). Finally, the
essence of what the term multicultural implies to many individuals
continues to indicate a strong political flavor many prefer to avoid for fear of
offending particular groups (Sue & Sue, 1990). Thus, programs may avoid
addressing multiculturalism due to a belief that focusing on culture leads to
teaching stereotypes rather than challenging beliefs, values, and providing an
alternative framework for approaching diverse populations (Leach &
Carleton, 1997).

Curriculum Content and Methods

One of the major discrepancies in providing multicultural training is
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defining how a course should be represented by both content and method
within the education curriculum (Gloria & Pope-Davis, 1997; Ridley et al.,
1997). Firstly, while it has been mandated that multicultural training be
integrated into graduate curriculums, the extent to which this integration
should occur has not been identified (APA, 1993; Bluestone et al., 1996). Thus,
it has been questioned whether one course is sufficient for establishing
culturally competent professionals, or if a multicultural philosophy should be
infused throughout the entire academic training program (Arthur, 1998a;
Gloria & Pope-Davis, 1997). In evaluating the advantages of a single course
design, Ridley et al. (1997) have suggested that this method is easy to include
in the curriculum, addresses specific issues relating to multiculturalism,
attained competencies can be more easily evaiuaied, and a muiticuiturai
expert can be employed in order to teach the course.

While the single course method is currently the most popular in
training, this process has been criticized for brevity and a lack of depth
necessary to increase multicultural competence (Ridley et al., 1997). Thus, it
has been argued that multiculturalism should be integrated throughout the
entire program (Ponterotto, 1997; Ridley, et al., 1997). While it is believed by
some that one course may not provide students with the necessary
competence in working with diverse populations (Arredondo, 1994; Pedersen,
1991b), achieving the state of an infused multicultural philosophy in the
helping profession is not without obstacles (Ridley, et al., 1997). Primarily,
this appears to be due to the conflicting philosophy inherent in the traditional
learning paradigm of graduate education (Leach & Carleton, 1997). A
multicultural framework may not transcend the first three “forces” of

psychology; psychoanalysis, behaviorism, and humanistic psychology. Many
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of the basic skills taught in graduate curriculums such as norms,
independence, and person-centred counseling may not reflect other cultures,
nor take into account sociopolitical barriers (Arthur, 1998a; Sue & Sue, 1990).
In effect, there appears to be a need to redefine education curriculums in ways
that are culturally responsive (Pope-Davis, Breaux, & Liu, 1997).

The Evolution of Multicultural Training Programs

It has been suggested that at present, many multicultural training
programs operate at different levels (Daniels & D’Andrea, 1996). Graduate
training programs evolve through a process, which may contribute to the
challenges of delivering concise content and method in relation to
multicultural training. D’Andrea & Daniels (1991) have proposed a model
invoiving four stages in which muiticuitural training programs may
progress. In the first stage Cultural entrenchment, traditional models of
learning are present. The concept of worldview is not addressed, and
counseling skills are believed to transcend culture. Stage 2, the Cross-cultural
awakening stage, is where most programs exist in functioning (Leach &
Carleton, 1997). This stage adheres to many of the beliefs in stage 1, but
recognizes that traditional approaches may not always be appropriate for
culturally different groups. The challenge exists in this stage to move beyond
this acknowledgment and create change. While stages 1 and 2 are bound to a
culturally encapsulated view, stage 3 and 4 operate on a level of
conscientious. Stage 3 programs are identified as the Cultural integrity stage,
where programs are operating in a transition phase. Multicultural courses
are offered, whereby students are challenged to become aware of cultural
issues and personal biases (i.e., privilege, unintentional racism, worldview,

power constructs, and oppression). While this stage moves toward a
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philosophical change in thinking, the traditional structure of the program
continues to operate. The final stage, the Infusion stage, makes a
paradigmatic shift to an intercultural program, whereby multicultural
training is not a component, but permeates throughout the entire course
curriculum (D’Andrea & Daniels, 1991).

If graduate programs are operating at different levels, it would make
sense that the delivery of programs would also vary. This may contribute to
the challenge in defining a consistent course content and method, in addition
to contributing to graduate perceptions of multicultural training. While
many graduate students receive multicultural training, their level of
competence may reflect the stage of development of the graduate program.

Assessing Multicuiturai Competence in Training Programs

In defining multicultural competence, Sue, Arredondo, & McDavis
(1992) provide a conceptual framework for counselors relating to
competencies and objectives deemed necessary for multicultural counseling.
Each aspirational statement is followed by criteria listed under the headings of
beliefs and attitudes, knowledge, and skills. While this framework attempts
to develop appropriate guidelines for counselors, the challenge exists in
translating these principles into competent professional practice. Particularly
in the statements relating to beliefs and attitudes, counselors who are
culturally encapsulated may not be challenged to move out of their existing
framework. The objectives cited are mainly descriptive statements that may
not target the reactions necessary in the affective domain. Thus, in addition
to the challenge of defining course content and method in professional
education programs, evaluation of multicultural competence remains

somewhat vague and ill defined (Pope-Davis & Dings, 1995).
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Quantitative vs. Qualitative Methods

A number of inventories have been developed to assess multicultural
competencies such as the CCCI-R Cross-Cultural Counseling Inventory-R ,
the MCI Multicultural Counseling Inventory, and the MCAS-B Multicultural
Counseling Awareness Scale - Form B (LaFramboise, Coleman, & Hernandez,
1991; Ponterotto, Sanchez, & Magids, 1991; Sodowsky, Taffe, Gutkin, & Wise,
1994). However, while these appear to identify one’s knowledge and skill
level about multicultural issues, there often exists a challenge to capture the
emotional reactions which significantly direct a persons behavior (Pruegger,
1991; Ridley et al, 1997). In addition, most inventories designed to measure
multicultural competence are self report which are answered using a rating
scale format. This may iead to individuais answering in a sociaily desirabie
manner, and may not reflect one’s actual feelings.

The assessment of multicultural competence has been largely
represented through quantitative research methods. While this method is
useful for measuring some aspects of multicultural competence such as in the
domains of knowledge and skills, qualitative methods may be necessary to
understand what processes take place in acquiring multicultural
competencies (Arthur, 1998a).

Understanding Process Through Qualitative Methods

Pruegger (1991) found that when evaluating awareness of diversity in
student education, self report ratings failed to account for the personal
meaning of experiences which were captured by more qualitative methods.
Thus, it appears that in order to better understand the processes which impact
perceptions of diversity in counselor education, evaluating subjective

reflections and reactions may be an important component (Morgan, 1988;
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Pruegger, 1991).

A parallel has been drawn in the literature between multicultural
competencies and the basic philosophy and methods which guide qualitative
research (Merchant and Dupuy, 1996). Qualitative research allows the lived
experience to be explored without reducing the meaning into smaller units as
quantitative research often does (Merchant et al., 1996). Principles of both
qualitative research and the multicultural paradigm include self awareness,
understanding the world view of others, and developing interventions
appropriate to the client/ participants needs.

An advantage of qualitative research is that the narrative of
individuals allows for implicit cultural assumptions to become explicit
{Mierchant & Dupuy, 1996). Since ihe chalienge remains of iraining siudenis
how to work with multicultural populations, rather than simply knowing
about different groups (Johnson, 1987), qualitative pursuits may reveal an
increased understanding of critical issues pertinent for translating theory to
practice. The distinction between “knowing that” versus “knowing how”
appears to suggest there may be different means in the acquisition of the
three domains of multicultural competencies (Pope-Davis & Ottavi, 1996).
Thus, uncovering the process which takes place during multicultural training
may provide some clarity as to what should be included as content and
method in the education curriculum (Merchant et al., 1996; Ridley et al.,
19%4a).

Emphasis on Knowledge and Skills

The previous discussion implies that more emphasis needs to be
focused upon awareness in terms of increasing multicultural competence

(Sue & Sue, 1990; Westwood, 1994). In contrast to the domains of knowledge
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and skills, self awareness has received little attention in graduate educational
curriculums (Sue & Sue, 1990). One reason for this apparent lack of emphasis
on self awareness may be due to the importance placed upon knowledge and
skills in traditional training programs (Sodowsky et al., 1997; Sue & Sue,
1990).

Sue & Sue (1990) suggest that the emphasis on knowledge and skills
allow students to distance themselves from multicultural issues. The
emphasis for learning is then placed on other groups, rather than on one’s
self (Sue & Sue, 1990).

The Concept of Self Awareness

It has been suggested that the present strategies employed for
muiticuitural training may not invoke the emotionai responses required in
order to raise self awareness (Sodowsky et al., 1997). Thus, it appears that
alternative methods of instruction need to be utilized in multicultural
training. Activities targeting self awareness may be the key in transforming
training material into personal meaning (Sodowsky et al., 1997). As the
struggle continues for educators in raising multicultural competence among
individuals in the helping profession, considering the importance of self
awareness is timely (Sodowsky et al., 1997).

One of the primary reasons for addressing self awareness is to move
counselors out of a culturally encapsulated view of the world. In effect,
information which is retained as knowledge and skills, lacks the ability to
master reactions, and an empathic understanding which is not culture bound
(Pedersen, 1991b). Perhaps one of the highest hurdles in the area of training
multicultural competencies is discovering how to translate knowledge into

meaning for individuals. Ridley et al., (1997) argue that in order for



individuals to acquire multicultural competencies, simply understanding
these issues from a cognitive mind set is not adequate. Material delivered
through lectures, readings, videos, and guest speakers provide the listener
with information that can be processed and intellectualized (Ridley et al.,
1997). One of the potential barriers in acquiring multicultural competence
due to the instructional methodology and learning activities, is that there is
no personal meaning attached to the incoming messages (Ridley et al., 1994a).
Therefore, the individual is unable to relate at an emotional level (Ridley &
Lingle, 1996). Ridley & Lingle (1996) suggest, that this ability to attribute
personal meaning and self awareness of information relating to multicultural
issues is critical in order to increase the counselor's competence. However,
despite the importance piaced on cuiturai sensitivity, there is iittie to be
found in providing direction for achieving this state (Ridley et al., 1994b).
Cultural Self-Reflexivity

In addition to developing a knowledge base relating to diversity,
educators must also provide opportunities for students to develop cultural
self-reflexivity, in order to separate one’s own world view from another’s
(Sodowsky, 1996). Cultural self-reflexivity is referred to as a process of self
reflection, and questioning of one’s views and perceptions related to culture,
and professional practice (Sodowsky, 1996). In effect, self-reflexivity allows
the student to organize incoming information into meaningful personal
experiences.

Self-reflexivity is necessary in developing empathy, which is
considered a key component in becoming a more effective practitioner
(Ridley & Lingle, 1996). While empathy has been thought in traditional
paradigms to transcend culture, Ridley & Lingle (1996) argue that this is not
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the case. Moreover, traditional empathy may further marginalize a client
from a diverse background, because the counselor attempts to understand and
respond in a culturally encapsulated fashion (Pedersen, 1995; Ridley & Lingle,
1996).

Empathy in Multicultural Training

Empathy is a complex term, for which many definitions exist (Ridley et
al., 1997). Ridley & Lingle (1996) define cultural empathy as “the learned
ability of counselors to accurately gain an understanding of the self experience
of clients from other cultures - an understanding informed by counselors’
interpretation of cultural data. Cultural empathy also involves the ability of
counselors to communicate this understanding effectively with an attitude of
concern for cuituraiiy different ciienits” (p.32). Thus, empathy is the abiiity to
both understand and respond to information in an empathic manner (Ridley
& Lingle, 1996).

If one is to adhere to the definition of empathy proposed by Ridley &
Lingle (1996), then it is assumed that empathy can be learned. Therefore, it is
necessary to understand methods by which the development of empathy can
be achieved. Without doubt, a need exists for training counselors in order to
develop their ability to consider alternative perspectives of situations (Sue &
Sue, 1996). According to Ridley & Lingle (1996), empathy is constructed by
seeking out experiences which will enable students to evaluate and challenge
their own personal framework, to become more aware, and to separate their
own world view from another’s.

The Use of Experiential Learning in Multicultural Training
Filling a Void in the Multicultural Curriculum

It seems that traditional learning paradigms may not create experiences
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for students to challenge their own personal framework and further develop
cultural empathy (Pope-Davis, Breaux & Liu, 1997). The use of experiential
learning has been suggested to fill this void in the multicultural curriculum
(Fowler, 1994; Pope-Davis et al., 1997). Experiential learning has been
considered a bridge between theory and practice (Byrnes & Kiger, 1990;
Fowler, 1994; Frykholm, 1997; Heppner & O’Brien, 1994; Randel, Morris,
Wetzel, & Whitehill, 1992). The advantage to this type of learning is that
students must process their surroundings through an affective domain. This
is not achievable through resources such as lectures, readings, or videos
(Pope-Davis et al., 1997). Further, it has been suggested that student’s
awareness of multicultural issues may be the initial step in a process of
acquiring multicultural competence (Heppner & O’Brien, 1994).

Immersion Experiences

Experiential learning may vary from activities designed to immerse the
student in a culturally different environment, to exercises which can be
simulated in a class room. Immersion experiences provide in vivo contact
for trainees, and the opportunity to envelope oneself in a culture different
from their own (Ridley et al., 1994a; Pope-Davis et al., 1997). Pope-Davis et al.
(1997) suggest a model of experiential learning, whereby students are
immersed in another culture for an entire semester. During this period of
time, students participate in events with the identified group, in addition to
journaling and presentations regarding their experiences (Pope-Davis et al.,
1997). While the concept of a total immersion experience offers the ability for
students to experience in vivo situations, there are some challenges for
programs to meet this model.

First, there is no information regarding the outcome or impact of this
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approach. Thus, a program identified in the early stages of D’Andrea &
Daniels (1991) multicultural development, may not be equipped to manage
the emerging issues faced by students. This type of experience seems
appropriate for a more highly evolved multicultural program in the later
stages of multicultural development. Unfortunately, completely infused
programs continue to be relatively rare (Pope-Davis et al., 1997). Further, one
must consider the realities of finances, competent faculty, and time to invest
in such a task. This may in effect negate the possibility of utilizing this
model.

It is also possible that students may become overwhelmed to the point
where the new experience is “turned off”. It has been found that students
may experience cuiture shock and revert to their own framework in order to
cope with the experience (Fowler, 1994). This might provide some insight as
to why experiential learning has been shown to increase cultural
encapsulation when used for multicultural training (Fowler, 1994).

Finally, the potential exists for the identified culture participating in
the immersion experience to have challenges. This could potentially result
in negative feelings toward the student and program. As negative
perceptions of the helping profession currently exists among diverse
populations (Allison, et al., 1996; Leong et al., 1995; Malgady, 1996; Sue et al.,
1990; Zayas et al., 1996), students in training may inadvertently perpetuate this
belief through maintaining a culturally encapsulated view of the world. For
instance, students exposed to new learning situations who are not properly
prepared, may increase dogmatic views when fear or uncertainty exist
(Bruschke et al., 1993; Heppner & O’'Brien, 1994). Thus, the host culture may
perceive the student in training in a negative light, further perpetuating
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beliefs regarding helping professionals.
The Use of Simulation Games to Build Cultural Empathy

While the feasibility of a total immersion experience in most graduate
training programs is questioned, the concept of simulation games may
provide a worthwhile alternative. The use of simulation games provides a
stepping stone towards preparing students for real life experiences (Fowler,
1994).

It has been suggested that the use of simulation games can bridge the
gap between traditional learning and experiential learning using total
immersion (Fowler, 1994). Simulation games are designed to remove the
cultural blinders that create barriers in interacting with others from different
cultural backgrounds (Fope-Davis et ai., 1597). Simulaiion games have been
used in cross cultural training as early as 1960, to prepare individuals
traveling overseas (Fowler, 1994). Simulations have an advantage over other
types of learning activities, in that students are able to experience real world
situations in a relatively risk free environment (Fowler, 1994). Thus,
students are able to both process and resolve new information prior to actual
exposure reducing the risks of harm for both the student and the client
(Pruegger, 1991).

The goal of simulation games, or empathy exercises, is not to emulate
an exact experience by another (Grayson & Marini, 1996), but to develop an
awareness and an understanding of the situation, and to move the counselor
out of their own cultural encapsulation. Simulation games have been found
to help students challenge and overcome personal biases existing in relation
to diversity (Heppner & O’Brien, 1994), without the risks related to total

immersion experiences (Fowler, 1994).
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Research Using Simulation Exercises

Experiential learning has been rated as one of the two most critical

elements for students in gaining multicultural competence (Heppner &
O’Brien, 1994). Thus, it can be assumed that the type of experiential learning
exercise is indeed an important consideration. Sodowsky et al., (1997) suggest
that these learning experiences should not only be designed to increase
awareness of personal biases, but should provide students with a sense of
mastery in resolving any powerful feelings. Further, experiential learning is
necessary for effective self awareness enhancement.

However, at present the literature remains inconsistent as to the
impact of empathy exercises on counselor competence. A study by Bruschke
et al. (1993) found that the simulation exercise BAFA BAFA increased
ethnocentric views in students. However, it should be noted that the student
population consisted of business and communication majors. Thus, it is
entirely possible that the focus of learning differs from the training received
in the helping professions. Further, the study questioned the validity of the
scale used to measure outcomes. The tools used to determine these findings
may not actually measure constructs of ethnocentrism, dogmatism, and
motivation. Alternatively, other researchers have found that the game
BAFA BAFA increased awareness of cross-cultural issues (Gannon & Poon,
1997; Pruegger, 1991). However, these differences were identified through
qualitative methods. In both studies, the use of experiential learning as an
educational tool was not found to be statistically significant when compared
to other instructional methods (Gannon & Poon, 1997; Pruegger, 1991). This
indicates the importance of considering multiple sources of data in the

assessment of multicultural competencies (Pruegger, 1991; Merchant et al.,
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1996).

The risk of creating a culturally encapsulated exercise. In a study by
Barak (1990), graduate students participated in an empathy game designed to
increase trainees’ counseling skills. Students were divided into groups and
asked to respond to a written statement emulating a client concern. Next,
groups were asked to choose the response of the client, the emotion
experienced, and the cause of the concern from a multiple choice
questionnaire. One group member then role played the scenario out for the
rest of the class. Class members received a point for each correct answer in
interpreting the role play.

From a multicultural framework, this empathy game may
inadvertently create an environment which reinforces an ethnocentric
approach to counseling. Barak (1990) discusses how the game conjured a
competitive environment which was well received from participants. This
reinforces a North American attitude that winning is important. Particularly
in the area of counseling, this competitive nature surrounding empathy may
create impulsive reactions by therapists who become engaged in a guessing
game surrounding client thoughts and feelings. Further, professionals from
diverse backgrounds may do poorly at this game, simply because of its
competitive nature. This may be due to identified thoughts and feelings
which are not congruent with those of the larger population. In a
multicultural framework it must be acknowledged that there may be more
than one “truth” to a situation observed by many participants. Rather than
attributing differences in answers to right and wrong, individuals may simply
ascribe different thoughts or feelings for the same situation.

Additionally, the empathy game employed was targeted at increasing
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empathic understanding of counseling scenarios (Barak, 1990; Barak, Engle,
Katzir & Fisher, 1987). It has been suggested that a counselor who does not
communicate both an accurate empathic response, in addition to an empathic
understanding may create a frustrating situation which harms the therapeutic
relationship (Ridley & Lingle, 1996). The counselor may not be aware that
their empathic understanding has not been communicated, and may become
puzzled when the client displays frustration or resistance (Ridley & Lingle,
1996).

The role of the student. While it has not been determined, it may be

that an empathy game which removes the student from the role of counselor
altogether, may impact perceptions differently. Relying on a familiar role
such as that of a therapist may not necessarily challenge counselors to become
competent in working with diverse populations. Conversely, simulating the
role of a client may not be the most effective method in raising awareness.
Cosgray, Davidhizar, Grostefon, Powell, & Wringer (1990) conducted a study
involving staff at a psychiatric hospital. The goal was for staff to experience a
day in the life of an inpatient. Facilitators assumed the roles of an admissions
clerk, a psychologist, a ward attendant, and a medication nurse. Participants
were either exposed to staff who conveyed a positive attitude,
detached/indifferent, negative, or a combination of positive and negative
attitudes. The exercise was composed of a 45 minute simulation, and 45
minutes debriefing. Reactions to the exercise revolved around power and
helplessness, in addition to anger and hostility.

Results indicated that direct staff commented negatively towards the
experience, and were defensive regarding the facilitator roles and treatment

received. Three months later, non direct staff reported a benefit from the
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exercise, while direct staff were less likely to retain a long term positive
change. Interestingly, the long term impact of experiential learning has been
considered an important issue, but has received little attention (Barak, 1990;
Frykholm, 1997).

These studies raise the question of whether experiential exercises
should remove participants from specific roles in order to raise awareness of
diversity. Simulation games which do not rely on the emphasis of roles in
the helping profession may lessen the amount of defensiveness and anger
participants feel towards a specific character. It appears that reducing these
emotions may increase the degree of self awareness and understanding of the
exercise (Cosgray et al., 1990; Grayson & Marini, 1996). Further, focusing on
oneseif may bring to consciousness personali biases which may exist
(Sodowsky et al., 1997). By decreasing the amount of threat experienced by
participants, there may be increased opportunity for self examination. Thus,
exercises which are designed to focus upon self may result in personal shifts
for students (Sue & Sue, 1990).

The Current Study

It is increasingly apparent that there is a need to identify effective
methods of training for professionals in the area of diversity. In particular,
self awareness has been identified as a key component of multicultural
competence. As yet, the literature is sparse in evaluating how awareness
impacts one’s perception of diversity (Helms & Richardson, 1997; Westwood,
1994). It is thought however, that raising self awareness enables counselors to
move out of a culturally encapsulated view of the world. Moreover, if
counselors are challenged regarding their own personal framework, there is

potential for other world views to be perceived.
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The use of experiential learning has been cited in the literature as a
method by which students can engage in the process of self-reflexivity, and
increased self awareness. It appears that while experiential learning is
accepted as a training tool, it is not yet clear how these exercises influence self
awareness. While there have been some promising studies, many have only
offered reflections by participants, and have not focused upon the process of
change itself (Barak, 1990; Byrnes & Kiger, 1990; Fowler, 1994; Frykholm, 1997).
This appears important to determine, in order to understand what processes
take place during experiential learning. Currently, it appears that experiential
exercises are placed into the curriculum without a clear understanding of
how the student perceptions are impacted, or in what ways the exercise may
create new awareness.

While it has been suggested that simulation games impact student’s
perception of diversity, there has been little research in the area of the long
term effects (Barak, 1990; Frykholm, 1997). The need to include information
as to the long term impact of experiential learning is necessary in order to
ascertain the usefulness of incorporating these exercises into the curriculum.
In addition, it would appear beneficial to understand how students fare in
relation to cross cultural issues, once in a professional environment. Finally,
understanding the long term impact of experiential learning would offer
some insight as to evaluating awareness as a component of multicultural

competence.
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Chapter Summary

As professional organizations now adopt ethical standards relating to
working with multicultural populations (APA, 1993; CPA, 1996), educators
struggle with the challenge of training competent practitioners in the
domains of knowledge, skills, and awareness (Arredondo et al., 1996; Sue et
al., 1992). In addition, professionals working in the helping profession
continue to be challenged in meeting the needs of increasingly diverse
populations (Arthur, 1998a).

It has been suggested that the lack of attention given to awareness as a
multicultural competency has contributed to the present challenges
confronting educators and professionals (Ridley et al, 1994a; Ridley et al., 1997;

.

Sodowsky et al., 1557; Sue & Sue, 1950). The use of experiential learning has
been identified as a tool in order to raise self awareness about the influence of
culture (Pope-Davis et al., 1997; Pruegger, 1991; Sue & Sue, 1990). However,
despite the use of experiential learning situations in multicultural training, it
remains unclear ko w students are affected, and what processes take place in
this type of learning.

The aim of this study is to determine what impact a simulation
exercise, BARNGA (Steinwachs, 1990) has on graduate students’ perception of
diversity. This study was guided by the following questions; First, how are
participants’ awareness of diversity issues affected by an empathy exercise?
Secondly, what learning processes take place through participation in an
empathy exercise? Third, what are the long term implications for practice
once in a professional environment? Fourthly, in what ways are empathy

exercises a valuable resource in the professional education curriculum?
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CHAPTER THREE: THE METHODOLOGY
This chapter outlines the method of inquiry used to address the
research questions proposed in chapter two. First, the rationale for choosing
grounded theory as the qualitative research design will be identified, followed
by an account of the researcher’s motives for pursuing experiential learning
as a topic of interest. Finally, the process by which data was gathered and
analyzed will be detailed in order to provide the reader with a better
understanding as to how this research was constructed.
Rationale for Grounded Theory
The decision for choosing a methodology is largely directed by the
research question which is asked (Merchant & Dupuy, 1996). In the
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articipants. In addition, since the
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would examine the lived experiences of
research question posed was related to identifying what processes take place in
an experiential learning situation, grounded theory was considered to be an
appropriate methodology.

Grounded theory consists of systematic procedures of analysis which

allow the researcher to develop a theory that will withstand the criteria of
scientific method (Glaser & Strauss, 1967). These criteria include:
significance, theory-observation, compatibility, generalizability,
reproducibility, precision, rigor, and verification (Strauss & Corbin, 1990).
The purpose of grounded theory is to describe and interpret phenomena
through constant comparison, whereby theory evolves during research and
in between data collection and analysis (Rennie, 1998).

While the procedure of grounded theory is well defined, the process

also requires the researcher to be flexible and creative in approaching the data
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(Corbin & Strauss, 1990). In order to develop a theory which is grounded, the
researcher must be able to ask questions, interpret and re-interpret the data,
and possess insight in order to identify and explain new phenomenon
emerging (Rennie, Phillips, & Quartaro, 1988).
Theoretical Sensitivity

An integral feature of grounded theory is the concept of theoretical
sensitivity. Theoretical sensitivity refers to “the attribute of having insight,
the ability to give meaning to the data, the capacity to understand, and
capability to separate the pertinent from that which isn’'t” (Strauss & Corbin,
1990, p.42). Thus, theoretical sensitivity refers to the personal quality of the
researcher which is highlighted by the researcher’s understanding of the
iiterature, professionai experience, and personai experience (Strauss & Corbin,
1990).

Theoretical sensitivity also refers to an ability to identify what is
important in the data and provide meaning (Strauss & Corbin, 1990).
Therefore, the analytic processing of the data is beyond the level of
description and is a continual process whereby theoretical sensitivity
increases through interactions with the data (Corbin, 1986a). In order to
maintain the balance between creativity and technique, Strauss & Corbin
(1990) suggest that researchers continue to 1) ask questions about the data, 2)
maintain skepticism regarding hypotheses arising, 3) validate ideas through
the data, and 4) follow the procedures clearly outlined in implementing the
methods of grounded theory.

The Researcher’'s Lens
In terms of qualitative research, it is integral for the methodological

framework chosen to fit the values and beliefs of the researcher (Strauss &
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Corbin, 1990). It has become increasingly apparent that research is no longer
regarded as a value free science (Merchant & Dupuy, 1996). Rather than being
portrayed as the objective bystander, qualitative methods invite the
participation and lived experience of the researcher (Kvale, 1996). This is
deemed necessary in order to strengthen the research process and to examine
researcher bias (Strauss & Corbin, 1990).

The Traveler Metaphor

Kvale (1996) refers to the researcher as a traveler on a journey whose
purpose is to gain information about other people en route. This traveling
metaphor provides an account of how knowledge can be created within a
postmodern representation of the world. This “science” differs from logical
positivism, in that realiiy is seen as subjective and based upon one’s own
beliefs, values, and experiences (Freedman & Combs, 1996). Thus, a belief
exists that human reality is constructed through interactions with others
where multiple meanings may exist about the world (Kvale, 1996).

Kvale (1996) suggests that the traveler embarks on the journey with the
objective of re-telling the stories of others upon returning from the trip.
Many people are encountered along the way whereby information is gathered
primarily through social interactions such as conversations. While visiting
foreign land, the traveler may deliberately seek certain sites or roam freely
around different landscapes. Upon returning home from the journey, the
traveler reconstructs the information from observations and interviews with
others, in order to understand and share their lived experiences. Thus, these
stories are remolded through the travelers interpretations and are validated
by those who listen to the newly formed narratives.

While the journey itself may be the means to obtaining new
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knowledge about the world, it is possible that the traveler may also change
from the process. Traveling outside of one’s own world may lead to self
reflection, change in self understanding in addition to challenging existing
beliefs and values held about the world (Kvale, 1996).

In terms of qualitative methodology, the goal for the researcher is to
analyze stories from the lived experience of others in order to produce new
knowledge and meaning representative of these collective narratives (Kvale,
1996). As interpretation is an important part of this process, understanding
the existing knowledge which guides the researcher is seen as particularly
critical in the process of qualitative research (Strauss & Corbin, 1990). With
this in mind, it first becomes necessary to provide some insight into the
researcher’s perspective about experiential iearning before grounded theory is
explained.

Personal Relevance of Experiential Learning

As a professional working in the field of traumatic brain injury, I was
often responsible for providing training and education to a wide range of
individuals and groups in the community. One of the challenges of this role,
was trying to raise awareness and understanding of a disability whereby many
of the effects are not physically visible. Often, individuals coping with
traumatic brain injury are discriminated against and isolated due to cognitive,
social, and emotional challenges.

In my opinion, perceptions of brain injury could be shifted by creating a
simulated learning situation where individuals might be able to “experience”
the effects of brain injury. I adapted an “empathy kit” which consisted of
different simulations emulating various consequences of traumatic brain

injury. The empathy kit appeared to become one of the most effective



37

portions of my presentations during training sessions and educational
seminars. Individuals would often respond that these simulated learning
activities were more meaningful than other methods of information. It
appeared that these empathy exercises triggered a reaction in many
participants that other resources I utilized did not.

While I placed importance on the use of experiential learning I was not
certain of the impact nor whether these exercises had any effect in the long
term. These became two important questions for me to understand. In part,
this was due to the extent which I used such exercises in presentations and as
training tools. Further, I believed understanding the utility of such learning
would be beneficial in order to determine the efficacy of experiential exercises
as a medium for iearning.

When I entered graduate school, I enrolled in a course relating to
diversity and quickly became attracted to the multicultural paradigm. The
emphasis on self awareness and experiential learning were similar to my own
beliefs about how meaning is created. During my own encounter with the
simulation game BARNGA, I can remember the reactions I personally
experienced during and after the game. I felt discomfort, anger, frustration, as
well as being somewhat ashamed of myself for the way I had acted while
playing. After all, it was only a game!

However, following this exercise, I was also more cognizant of how I
acted and reacted towards others. The emphasis on self reflection helped me
to realize how my own beliefs, values, and experiences guided my behavior
and attitudes towards others. At one point, I had reflected in my journal
“How can I really understand how an individual with a disability feels, if I

have been unable in my own life to recognize barriers or limits I have faced...
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How can I understand this situation if [ am only responding from my own
personal experiences and beliefs?”
Data Collection

As the simulation game BARNGA was already embedded within the
graduate curriculum of the University of Calgary in a course on Equity and
Individual Needs, targeting this exercise seemed most effective and the least
intrusive means in terms of understanding the effects on future helping
professionals.
Participants

This sample was targeted specifically because they were helping
professionals in training and enrolled in a course which encompasses
diversity. As the aim of this study was to determine whether experiential
learning impacted students” perception of diversity, graduate students in
training for pursuing a career in the helping profession was considered to be
valid. Participants consisted of first year graduate students enrolled in the
Department of Educational Psychology with areas of specialization in
counseling, community rehabilitation, and school psychology. Participants
were registered in one of two sections of a 7 week course relating to diversity,
Equity and Individual Needs II, which was designed to target multicultural
competencies in the areas of knowledge, skills and awareness. The content of
the curriculum consists of theoretical knowledge, experiential learning to
promote self-reflexivity, guest speakers, videotapes, and discussion
surrounding the applications with diverse populations. This course is
instructed by one professor who has expertise in the area of diversity
education. This course was relatively new to the curriculum, and was the

third time it had been offered by the University of Calgary in this format.
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Participants were asked to take part in three stages of this study. While
the course was a required component of the Educational Psychology program,
participation in all three stages of this project was entirely voluntary and not
connected to course grades in any way. Samples of the letter of invitation and
consent form are found in Appendixes A and B.

First, students were asked to participate in the simulation exercise
BARNGA conducted in the course Equity and Individual Needs II. Within 4
weeks of this exercise, students were invited to participate in an individual
interview. Finally, students were asked to participate in one of three focus
groups which took place 9 months later. The purpose of the focus groups was
intended as a follow up in order to understand the long term impact of
experiential learning. Participants were provided with the option of choosing
which of the following stages they wished to participate in.

Stage 1: A simulation exercise. There were 26 participants who

completed the simulation exercise BARNGA, including 3 males and 23
females. The average age of participants was 29.5 years. Participants were
asked to describe their ethnic background. All participants identified
themselves as Canadian with the following descriptors: 1) European, 11
participants, 2) Scottish, 3 participants; 3) English, 2 participants, 4) French, 2
participants, 5) German-Yugoslavian, 1 participant, 6) German, 1 participant,
7) Judao-Christian, 1 participant, 8) Polish, 2 participants, 9) Irish-Catholic, 1
participant, 10) German-Scottish, 1 participant, and 11) Chinese, 1 participant.
Stage 2: Individual interviews. One male and 21 females took part in

the second stage of the study, which consisted of an hour long individual
interview. This comprised 22 of the 26 students who had participated in the

empathy exercise. While the interviews were scheduled according to times
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convenient with participants, 2 participants reported that they were unable to
attend due to scheduling conflicts and busy timetables. In addition, 1
participant had indicated on the informed consent that they were unable to
participate in the individual interviews. Finally, 1 participant did not
respond to the invitation for an individual interview.

Stage 3: Focus groups. Finally, during the focus groups 9 months later,

a total of 19 of the 26 participants originally participating in the exercise took
part in one of three focus groups. These focus groups took place during a
time when participants meet for a regularly scheduled practicum seminar.
The determination of which focus group participants enrolled in was based
upon which practicum seminar the student was registered in. Four
participants who were from the school psychology program were unable to
attend due to scheduling conflicts. Two participants had indicated on the
informed consent that they would be unable to participate. Finally, 1
participant did not respond.

The Simulation Exercise

BARNGA. BARNGA (Steinwachs, 1990) is well known as a cross-

cultural simulation game, and has been used most recently with preservice
teachers in an effort to increase understanding of divefsity (Frykholm, 1997).
BARNGA is a card game designed to reflect cultural clashes and
communication barriers which emulate real life situations (Steinwachs, 1990).
The goal of BARNGA is to serve as a metaphor relating to cross-cultural
interactions (Steinwachs, 1990). While participants make the assumption that
everyone is “playing by the same rules”, subtle differences exist in the written
instructions for each group of players. This is further complicated by

instructions that players are not to communicate verbally or use symbols to
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confer with each other. Ultimately, these seemingly minor complications
quickly result in the breakdown of the game as players begin to move to
different tables. In order to be successful playing BARNGA, participants must
learn to become aware of, and reconcile differences in order to work
effectively as a cross-cultural group (Steinwachs, 1990).

One of the advantages of this exercise, is that participants do not have
to assume a specific role in order to participate (Fowler, 1994; Steinwachs,
1990). Thus, the outcome of this game allows participants to focus on self in
addition to others. Focusing on self has been cited as critical in increasing
multicultural competence (Sue & Sue, 1990; Sodowsky, 1996).

Critical incidents questionnaire. The use of critical incidents have been

found to probe and articulate reactions of students in relation to
multicultural issues (Arthur, 1998a; Heppner & O’Brien, 1994). A set of
focused questions related to the educational material are designed to generate
meaningful experiences of students’ learning (Brookfield, 1995). Students
were asked to respond to the following six open ended questions: 1) How has
this experience influenced your learning? 2) What was the highlight of this
simulation? 3) What did you find least helpful? 4) Describe how you feel this
experience may influence you as a professional. 5) What beliefs, values or
attitudes has this experience challenged for you? 6) How will this experience
potentially change your behavior? The use of critical incidents was used as a
source of triangulating the data, in addition to providing another method of
debriefing following the exercise.
Procedure

In terms of collecting data, grounded theory asserts that different types
of data help to strengthen the research process (Strauss & Corbin, 1990). Thus,
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four different ways of gathering data were utilized during this research. Data
was collected during the debriefing portion of the experiential exercise in
addition to written feedback obtained through the critical incident
questionnaires. Individual interviews were then conducted, followed by the
three focus groups which took place 9 months later.

Stage 1. During the second scheduled class of the graduate course
Equity and Individual Needs II, participants engaged in the simulation
exercise BARNGA. As this exercise was part of the existing course
curriculum, the instructor facilitated the simulation.

The simulation exercise took place in a room set up with four tables,
and four chairs at each table. Placement at the tables was according to where
participants chose to sit upon arrival. Once all players were seated, a set of
instructions as given in the game directions was passed out to participants,
followed by a second set of instructions which were to be read 3 minutes later.
Both sets of instructions contained intentionally detailed information in
order to create a sense of pressure. Players were unaware that instructions
varied depending upon which table one sat. This form of deceit was deemed
necessary in order for participants to experience the intended communication
barriers and clashes.

Participants were instructed to begin playing the card game. After
several rounds had been played at each table, a whistle was blown. Players
were told to move to the appropriate tables, and begin another round of cards.
This process continued approximately 4 times. The purpose was to escalate
the confusion and frustration of playing cards with others who had different
rules. This also required participants to communicate and resolve differences

through less familiar methods.
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Following the exercise, participants engaged in a debriefing session. As
debriefing has been identified as a critical component of experiential learning
(Heppner & O’Brien, 1994; Sodowsky et al., 1997), discussions continued until
participants decided there was no more to add. During the debriefing, the
facilitator targeted participant’s reactions regarding the experience. Student’s
perceptions relating to affect, problem solving methods, and other reactions
were focused upon. In addition, the facilitator attempted to stimulate
discussion surrounding implications for professional practice.

After the debriefing, participants were asked to complete the critical
incident questionnaire. This was intended to be part of the debriefing, as it
allowed students the opportunity to further share any outstanding
experiences. The critical incident questionnaires remained anonymous. No
identifying information was included on these forms. Responses were later
analyzed for content and themes using an iterative coding process (Strauss &
Corbin, 1990). The entire process with participants took approximately two
hours to complete.

The purpose of stage 2 and stage 3 of this research was to have
participants respond and reflect regarding their previous experience. The
simulation exercise was videotaped in order to have participants reflect upon
their experience. It was hoped that a window of opportunity would exist in
order to observe the narrative of students as they retrospectively constructed
their experience (Young, Friesen & Broycki, 1994).

Asking participants to watch themselves in a previous experience has
been cited as a potentially effective means for gaining insight into beliefs,
attitudes, and behaviors (Morgan, 1988; Young et al., 1994). While this type of
procedure could not be found in the multicultural literature, the
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methodology was identified in a study related to narrative structure in career
development (Young, et al., 1994). The results of this study indicated that
participants who retrospectively constructed an experience, were able to
challenge “truths” which were perceived at the time (Young et al., 1994).

Stage 2. Within 1 month of the simulation exercise, participants were
asked to take part in an individual interview for approximately one hour.
This focused interview consisted of an interview guide designed to probe
reflections about the simulation exercise (Kvale, 1996; Appendix C). The
focused interview has been found to be effective in reflecting subjective
experiences (Kvale, 1996; Merton, Fiske, & Kendall, 1956; Morgan, 1988). This
type of interview was intended to be both thematic and dynamic (Kvale,
1996). The researcher focused upon thematic probes which were designed to
uncover personal reactions of the participant’s experiences. Further, the
interview format was dynamic, insofar as the conversation was intended to
keep the narrative of participants flowing.

During the interview, participants watched the videotape of their
previous experience involving the simulation exercise. While participants
were watching, the researcher engaged in an informal interview targeting
themes such as thoughts, feelings, and reflections regarding the experience.
In effect, participants provided a narrative of their previous experience which
allowed for expansion and clarification of thoughts, feelings, and behaviors
observed on the videotape.

After participants watched the videotape, the researcher asked three
structured questions: 1) What observations can you make about yourself
from watching the videotape? 2) After watching the videotape, what stands
out the most for you? 3) What are your thoughts or feelings at this time
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about implications for professional practice?

Finally, each participant was asked if there was anything more to add,
prior to completing the interview. This allows participants the additional
time to address issues which may have arisen during the interview period
(Kvale, 1996). In addition, participants were given further opportunity to
debrief once the audio tape recorder was turned off. Debriefing following
interviews has been cited as important in allowing participants to make
comments or ask questions which were not perceived as comfortable while
being taped (Kvale, 1996).

Stage 3. The intention of the focus groups as a 9 month follow up, was
not only to understand the effects of the exercise but to triangulate the data.
research (Morgan, 1988). Further, because it is not clear what impact
experiential learning has on students in the long term, it was deemed
beneficial to explore student’s perceptions once in a clinical environment.

It appears that when evaluating the effectiveness of experiential
learning, the literature tends to rely on the use of personal journals and
responses to reflective questions (Pope-Davis et al., 1997). However, it was
thought that the use of focus groups as an additional follow up measure to
the experiential exercise may provide valuable information. Focus groups
have been found to allow researchers to generate hypotheses based on
participant feedback, in addition to receiving feedback from a previous
encounter (Morgan, 1988). In terms of debriefing, focus groups may allow
participants an opportunity to discuss issues at a date after there has been time
to process information (Morgan, 1988).

Two weeks prior to the focus groups, participants were invited in
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writing to attend one of three focus groups scheduled at a convenient time
around another course (see Appendix D). In order to understand what the
experience meant in terms of professional implications, the following probes
were asked to facilitate discussion: 1) Now that you are working with clients
in professional practice, what is your experience as you reflect upon this
videotape? 2) What meaning does this experience have in your professional
practice? 3) What have you carried forward from this previous experience? 4)
What do you consider to be the professional practice implications of this
exercise now? 5) Anything else you would like to share about your reflections
about professional practice? Participants were shown a 5 minute segment of
the videotaped exercise in order to aid in reflection.

Opportunities for Participant Feedback

One of the advantages of gathering data at varying times, is that the
researcher is able to revisit participants in order to check out emerging
hypotheses related to the data. This is considered important in terms of
validating one’s research methodology (Morgan, 1988).

At the end of the data collection and analysis, participants were invited
to provide feedback on the grounded theory which had emerged from the
data. In addition to the input received by participants in the study, the
researcher presented the results for feedback to individuals involved in a
research group at the University of Calgary. Seeking feedback from others not
connected to the current study was deemed a critical component in further
validating the findings.

Transcription of Data

A professional was hired to transcribe the individual interviews and

focus groups due to the large amount of data collected. However, qualitative
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research places an emphasis on transcribing one’s own material as this
process can be considered a means for increasing theoretical sensitivity
(Strauss & Corbin, 1990). Thus, the researcher transcribed 4 of the interviews
which the transcriber had difficulty understanding. This provided an
opportunity to be immersed in the data. It should be noted however, that all
tapes were reviewed by the researcher and compared to the written
transcription in order to check for accuracy. However, it should be noted that
intermingling voices during the focus groups contributed to a small number
of segments which were inaudible by both the transcriber and researcher.
While each word was not understood, the researcher was able to extract the
main theme when these incidences occurred.

Data Anaiysis

Continual comparison of ideas and concepts emerging from the data is
central to grounded theory (Rennie, 1998). The researcher is constantly
challenging ideas with new questions and re-interpretation of the data, thus
confronting biases throughout the process (Corbin & Strauss, 1990). Glaser
and Strauss (1967) identify four stages of the comparison method utilized in
grounded theory; 1) comparing incidents applicable to each category, 2)
integrating categories and their properties, 3) reducing the theory and 4)
writing the theory.

Coding is considered the primary technique for producing constant
comparison of the data (Corbin, 1986a). In essence, coding allows the data to
be deconstructed into smaller parts, conceptualized, then pieced back together
in a new way (Strauss & Corbin, 1990). The generative process of coding
allows the researcher to “provide the grounding, build the density, and
develop the sensitivity and integration needed to generate a rich, tightly
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woven, explanatory theory that closely approximates the reality it represents”
(p.57). Three levels of coding are identified in grounded theory: open coding,
axial coding, and selective coding;:

Open Coding

Open coding represents the most basic level whereby the researcher
breaks down the data into discrete parts and compares for similarities and
differences. The process of open coding takes place throughout data analysis,
often alternating between axial coding since the researcher continues to
identify and organize new categories and concepts (Strauss & Corbin, 1994).
At the level of open coding, many questions are asked in order to identify
concepts, and develop categories and sub-categories which pertain to
phenomenon. A caiegory is considered to poriray ideas and phenomenon at
an abstract level, and is conceptually more powerful (Corbin, 1986a).

Initially, the researcher engaged in the process of open coding using a
line by line analysis involving careful examination of the data and asking
“what is happening here?”. Line by line analysis is considered to be the most
generative, but is only necessary as a step to help the researcher begin to
identify and name concepts (Strauss & Corbin, 1990). Once the researcher
became more comfortable with the process and had generated a number of
codes, the analysis within open coding moved to the level of coding
information by paragraph. This was considered the most effective means by
the researcher, as each paragraph contained an exchange by both the
researcher and participant.

As the purpose of open coding is to ask questions and make
comparisons in the data, each time a new label was identified it was compared

to previous codes for similarities and differences. As the researcher
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continued with this process it became possible to group concepts into several
categories. At this point some labels represented properties or attributes of
the category, while others were related to dimensions of the property. The
process of identifying categories, concepts, properties, and dimensions
occurred during early stages of analysis as well as in later stages.

Following the simulation exercise and after each interview, notes were
taken about ideas, perceptions, and questions to reflect upon during analysis
of the data. It was important during coding that the researcher referred to
these field notes when engaged in open coding procedures. This was found to
be extremely helpful in further identifying and asking questions about labels
and concepts emerging in the data.

Axial Coding

Once a number of categories were in the process of being developed,
the researcher began to incorporate axial coding in addition to open coding.
Whereas open coding deconstructs the data, axial coding reassembles the data
in new ways by linking categories and sub-categories (Strauss & Corbin, 1990).
Axial coding develops categories beyond the level of properties and
dimensions (Strauss & Corbin, 1990). Categories at this stage continue to
remain discrete rather than broad themes which emerge from the data later
in selective coding.

The purpose of axial coding is to identify the 1) conditions which lead
to the phenomenon, 2) the context, 3) the strategies by which the
phenomenon exists, and 4) the consequences of those strategies (Strauss &
Corbin, 1990). These features give categories or phenomenon rigor.

Strauss and Corbin (1990) identify the following paradigm model for
axial coding whereby each category is linked by a set of relationships shown in
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Figure 3.1.

The model is identified as a method for thinking systematically about
the data. The researcher found this helpful in terms of balancing creativity
and scientific method.

During the process of analysis, categories were further developed by
identifying and organizing labels into the paradigm model. Subcategories
were linked to larger categories and then verified against the data. In earlier
stages of analysis, checking categories against the data often resulted in
modifying the development of the category or identifying new ideas for
categories. For instance, early in the research the concept of emotional
reactions was identified within the category called ‘negotiation” as a causal
condition. It was later found when revisiting the data that emotional
reactions should instead be represented as a larger category consisting of
several subcategories. It appears that as analysis progressed, so did the
correspondence between emerging categories and data.

Selective Coding

Selective coding is the highest level of analyzing data and is
characterized by the integration of categories to form a grounded theory
(Rennie et al., 1988). While this type of analysis is similar to axial coding, the
process requires the researcher to become much more abstract.

Strauss & Corbin (1990) suggest that the first step involved with
selective coding is identifying the story line. This pertains to committing to a
brief description of what the main issue is within the data. Second, related
categories are organized around the main issue or what is referred to as the
core category. At this point the researcher must move beyond description

towards conceptualizing and explaining the “story” analytically (Strauss &
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CAUSAL CONDITIONS —_— PHENOMENON

—» CONTEXT —» INTERVENING CONDITIONS ———»

— ACTION/INTERACTION STRATEGIES >

» CONSEQUENCES

Figure 3.1. Strauss and Corbin’s (1990) paradigm model.




52

Corbin, 1990). Relating these categories is accomplished by means of the
paradigm model. The researcher must also validate the relationships
identified in the paradigm model. Comparing one’s model to the data is a
crucial part of the selective coding process and is instrumental in grounding
one’s theory (Chenitz & Swanson, 1986). This provides the opportunity for
the researcher to evaluate their model and make necessary refinements to
what are considered weak areas (Strauss & Corbin, 1990).

Cultural schema was selected as the core category since it was found to
be the underlying theme connecting all categories together. Cultural schema
represents the process by which participants receive, interpret, and respond to

information. The cultural schema were found to exist at the level of self,

el o mamd Aln mme Aiinn Thn ~alf cbhnen s T4 - v
other, and the condition. The self schema relates @ personal beliofs, values,

and experiences, whereas the other schema is an external frame of reference
encompassing perceptions of the beliefs, attitudes, and actions of others. The
condition schema refers to details in the environment which are processed
during the experiential exercise.

Once cultural schema was identified as the core category, the paradigm
model was used to link other categories together. An illustration is found in
Figure 3.2.

The Importance of Diagrams

Diagrams of concepts are considered fundamental in developing
grounded theory (Corbin, 1986b; Strauss & Corbin, 1990). Drawing concepts
throughout the research process was critical for this researcher to discover,
identify, explore, interpret, and validate what was emerging in the data.
These visual representations allowed for demonstrating the evolution of

categories and relationships between categories. Illustrating thoughts and
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CAUSAL CONDITIONS (EXPERIENTIAL LEARNING)

—> PHENOMENON (CULTURAL SCHEMA: SELF, OTHER,
CONDITION) >
—> CONTEXT (PROPERTIES):
DISCORD LOW HIGH
AWARENESS LOW ——HIGH -
COPING RIGID——FLEXIBLE
ASSESSMENT LOW HIGH
CONGRUENCE LOW HIGH

INTERVENING CONDITIONS (LIFE EXPERIENCES, AMOUNT OF

EXPOSURE, EMOTIONAL REACTION, DEBRIEFING)

>

ACTION/INTERACTION STRATEGIES (INCONGRUENCE, NEGOTIATION,

ADJUSTMENT, EVALUATION, VALIDATION)

—>

>

CONSEQUENCES (REPRESENTATION OF WORLDVIEW)

Figure 3.2. Selective Coding using the Paradigm Model.
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concepts began early in the analysis of data with simple diagrams relating to
single concepts such as fear, moving tables, and receiving instructions. These
progressed by drawing links between categories such as the ‘aha experience’
and the ‘roller coaster ride’. Later diagrams are more sophisticated with the
emerging grounded theory becoming increasingly recognizable.
Representations of cultural schema, key events, and the development of
empathy were developed in the final stages of analysis.

Process

Grounded theory is based on a transactional system which relies on
actions and interactions, considered to be instrumental in formulating a rich
theory (Rennie, 1998). Thus, the analysis must be able to explain changes and
dynamic interactions in relation to the core category. One of the difficulties
the researcher faced early on in the analysis pertained to the development of
categories. It was later realized that the primary reason for this challenge was
that the majority of categories were dynamically constructed. Process is
considered a powerful analytic notion, but difficult especially for the novice
researcher to grasp. Until the researcher was able to identify and work with
the concept of process in the data, the level of analysis appeared to be narrow.
Building the concept of process into analysis was critical, particularly since
categories relied heavily on dynamics and change.

One way of conceptualizing process is to describe the phenomenon in
terms of phases or stages (Strauss & Corbin, 1990). In developing the
grounded theory stages, phases, and multi level constructs were fundamental
in explaining how participants processed experiential learning.

Theoretical Memos

The importance of theoretical memos has been identified as



55
fundamental in facilitating the process of grounded theory (Corbin, 1986b).

Memos allow the researcher to reflect upon the situation, develop hypotheses
about the data, and keep a record of the ongoing analytic process (Strauss &
Corbin, 1990). Since interpretation and re-interpretation of the data are
elements of analysis, it becomes necessary for the researcher in qualitative
research to be self reflective in practice (Kvale, 1996). Personal beliefs, values
and attitudes of the researcher shape the entire process (Merchant & Dupuy,
1996). Thus, it is integral that the researcher be acutely aware of how such
biases may affect the process of analyzing. Reflective writing such as the
process of journaling is considered to be integral in order to become
theoretically sensitive towards the material (Corbin, 1986b). Keeping a
journal throughout the entire process allowed not only for reflection, but as
reminders and challenges of previous held interpretations. For instance,
during the individual interviews I had written the following entry in my
journal:

February 4, 1998

I need to focus in on the patterns that seem to identify what makes the
experience meaningful for people. I found it interesting that this participant
could not really think of any professional implications of this exercise. She
was not aware that the rules were different for others nor did she move tables
throughout the entire exercise - could be an important factor in processing the
exercise.

For months, I considered that not moving tables during the exercise
and being unaware of differences in rules were main contributors to one’s
processing of the experiential learning exercise. However, further reflection
and revisiting of the individual interviews facilitated how these two aspects
fit into the experiences of participants. In a later journal note I consider the

following challenge of previous beliefs:
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August 26, 1998

I had initially thought that those who had moved tables or had the a-ha
experience of rules had a greater level of understanding. However, this does
not appear to be the case. There is something else contributing. It appears to
be what people do with the information regardless of whether they move
tables or find out that others have different rules. Whether one looks at self
or if they focus on others seems to be the key point.

A later journal note to myself demonstrates how the linking of
previous ideas was critical in better understanding the process for
participants. This journal entry is one of the later reflections when the data
was in the final stages of analysis and represented a particularly enlightening
period of my data analysis:

September 21, 1998

It makes so much sense now - [ feel like I have been getting nowhere for
months but my thesis vision has appeared! I have been confused because I
have been looking at the events within the exercise to determine how one
processes the exercise. But this is not the case. What people are identifying
are descriptions of a process which takes place at different levels. All of the
information in the interviews can be distinguished between cultural self,
cultural other, and cultural context. While participants are involved in the
exercise, they are constantly processing at these three levels which interact
with each other to provide a perspective of the situation. This perspective is
continually evolving throughout the entire process which enables
participants to interpret the experience. Revisit the data and look for different
examples of these three levels - and what influences their interactions.

Grounding the Theory

Once categories have become saturated and verified against the data,
grounding the theory takes place. This involves laying out the theory either
through diagrams or through narrative (Strauss & Corbin, 1990). In
grounding the theory, the researcher illustrated the process through a series
of diagrams. These were validated against the data and with other graduate
students involved in a research group. After a series of modifications based

on feedback and verifying with the data, the grounded theory emerged. As
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discussed earlier, the theory was presented to several participants from the
study who volunteered to provide feedback. The grounded theory is

presented in the next chapter.
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Chapter Summary

This chapter details the method of inquiry used in understanding the
process by which experiential learning impacts perceptions of diversity.
Grounded theory was chosen to guide the research, as it was considered an
appropriate method for exploring what processes take place during
experiential learning. Grounded theory is a systematic procedure which is
comparative in nature and designed to withstand scientific rigor (Strauss &
Corbin, 1990).

Pursuing qualitative research requires the researcher to be an active
participant in the process rather than an “objective bystander” common in
more traditional research methods (Merchant & Dupuy, 1996). The
qualitative researcher is compared to a traveler on a journey whose purpose
is to produce new knowledge and meaning based on the collective
experiences of individuals encountered en route (Kvale, 1996). Thus,
personal relevance for undertaking this study is included in order to increase
theoretical sensitivity which is a critical component of grounded theory.

Participants in this study consisted of graduate students who were
enrolled in a course relating to diversity and participated in the experiential
learning exercise BARNGA designed to reflect cultural clashes and
communication barriers. The study consisted of three stages; the experiential
exercise, individual interviews, and three focus groups 9 months later in
order to determine the long terms effects. The following chapter presents the

findings which emerged through the process of grounded theory.
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CHAPTER 4 THE CONCEPT THEORY

The purpose of this chapter is to present the findings of this study.
Through the process of grounded theory, the process of Challenging One’s
Notions through Cultural Experiential Processing Theory (CONCEPT)
emerged. The most challenging piece of constructing the CONCEPT model
was the realization that how individuals processed the experiential exercise is
multifaceted. Thus, the CONCEPT theory is defined by four domains which
are described in this chapter: 1) Schematic Representation, 2) Process,

3) Outcome, and 4) Debriefing,.
Schematic Representation

In analyzing the data collected through the debriefing, critical incident
questionnaires, individual interviews, and the focus groups it became
apparent to the researcher that participants processed information at different
levels. In this respect, three frames of reference were identified: the cultural
self, the cultural other, and the cultural condition which represent the core
category of this grounded theory. The constant interaction between the three
schema creates a lens through which individuals perceive and interpret the
world.

Cultural self refers to one’s beliefs, values, and experiences and is
portrayed by the following statements: 1) I realized from the very beginning I
was not going to have that power. I was not going to be able to take charge
which is my normal way of coping. 2) Oh, I'm feeling a bit apprehensive. I'm
the type of person who, you know, I like to know and don’t like to be free
floating. I like to know where,when, why. So that was a bit scary.

Cultural other represents a lens by which other’s personal beliefs,

values, and experiences are interpreted. Examples from the data illustrate
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how cultural other is defined: 1) I understand what they are saying, but they
think that [ don’t understand what they're saying. 2) Yeah, and I was trying to
look at people’s reactions to what card I put down. And if someone reacted in
a surprised or negative way then I would know that I hadn’t got the rules
right.

The cultural condition relates to the environmental surroundings. As
illustrated by the following statements: 1) And then I knew I was also
irritated because I lost one hand because we were at the lowest table number.
I never got to move. [ wanted to move. I never got to move. 2) It’s like I can’t
express myself. If I were just talking, I would just tell her to move but I'm
trying to show my opinion by wild hand signals....you can see in this example
how 1t would be nice to just be able to use one word.

These schema appear to be instrumental in allowing participants to
organize information regarding the experiential exercise in a meaningful
ways. As Figure 4.1 illustrates, these schema are interconnected, constantly
changing and reorganizing with incoming information.

While the schematic representation shifts throughout an experience, it
is important to recognize that the amount of overlap may either facilitate or
block the degree of processing. As Figure 4.2 demonstrates, a large degree of
overlap may not challenge an individual to move away from perceiving the
world at a personal level of comfort. For instance, one participant
commented: That it was fun. Like I really thought it was fun ‘cause I never
was frustrated or anything. ...I wonder now if I had gone to a different table if-
I don‘t think I would have sat down and said ‘this is how it is’. [ would have
said ‘how is it at this table?’ [ for sure would have done that. To me it was a

table thing - at this table this is how it is. In contrast, a lack of overlap may



Figure 4.1. Schematic Representation.
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contribute to an inability to internalize or relate to incoming information
with personal relevance: I know you asked [about professional implications]
on the sheet. It feels like it’s sort of a big jump, you know, from that exercise
to think about education. I think that, if anything, that understanding that
people have their own way of communicating...and it takes a lot of sensitivity
and time and patience to understand each other.

In effect, the extent to which the cultural self, cultural other, and the
cultural condition are each reflected within one’s schematic representation,
largely influence the perceptions and actions of the individual. An imbalance
of any schema may inevitably result in instances such as cultural
encapsulation, unintentional racism, or cognitive dissonance. The data
reveaied that true empathy refiects the abiiity to be aware of aii schemas; the
cultural self, cultural other, and the cultural condition in order to construct a
fuller representation of the experience. The impact of cultural schema on the
development of empathy is discussed later in this chapter.

Process of Experiential Learning
Key Events

Process refers to key events which occur throughout an experiential
learning situation. As Figure 4.3 illustrates, these key events contribute to the
ongoing reconfiguration of one’s schematic representation. Key events are
processed at the level of cultural self, cultural other, and cultural condition.

In lived experience, key events are intricately related to one another and work
together to construct one’s perception of incoming information. Five key
events were identified during the data analysis: incongruence, negotiation,
adjustment, evaluation, and validation. These key events influence how one

perceives, interprets and reacts during the experiential learning situation.
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A critical component in determining the impact of experiential
learning relates to the emotional reaction triggered by the key event. As
illustrated in Figure 4.3, emotions act as a gate in facilitating or blocking the
extent to which the experience is processed. While individuals expressed a
variety of feelings in relation to the experiential learning situation, it was
found that those who became “stuck” within an emotional reaction for the
duration of the exercise were less likely to process key events at different
levels of schema. The following examples from the data illustrate the gate
keeping role of emotions during the experiential learning exercise: 1)It'sa
feeling of being lost and it’s very - very frustrating because it seems like you
go round in circles. 2) [ mean, she was at a different table but it’s almost like
these people are going to start laughing at me...And I'm iike, weii, how come
she’s laughing and having a good time and I'm sitting here feeling like
crap...it’s almost like feeling hyper-sensitive to criticism. I was completely
lost, I don’t understand what’s going on, I can’t explain to the other people
and they are not helping me. Thus, individuals who were unable to make
sense of an emotional reaction were more challenged in interpreting the
intended meaning of the experience.

In effect, it was found that if an individual is not ready to receive
incoming information and the key event does not fit within the intended
schema, the information may be discarded or processed by an alternate
schema. For example, an individual who is not processing information at the
level of cultural self may appear to possess a culturally encapsulated view of
the experience. Similarly, an individual who continues to process all
information at the level of self instead of cultural other or cultural condition

may appear to be sympathetic in describing the experience.
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Table 4.1 illustrates how each key event is processed along a
continuum which is determined by the moment in time, the type of
incoming inf