ABSTRACT

Laura C. Bethea, CHANGE AGENTS IN A MULTICULTURAL WORLD: A
COMPARATIVE STUDY OF CULTURAL COMPETENCE TRAINING FOR TITLE IX
COORDINATORS (Under the direction of Dr. David Siegel). Department of Educational
Leadership, May 2022.

With our increasingly diverse college communities, the impact of racial and gender-based
sexuality stereotypes and stigmas in decision-making, and societal perceptions regarding Title
I X-related issues, it is an opportune time for higher education to explore the cultural competence
of Title I’X Coordinators. This study aims to address ways in which three cultural competence
training programs converge and diverge on various dynamic aspects, advance the cultural
competence for Title IX Coordinators, and impact the evolution of professional development.
Method triangulation was used in this qualitative study to support data collection through semi-
interviews, supporting documentation, and observation. The findings revealed that the COVID-
19 pandemic, in addition to racial and social justice cases and movements in 2020, informed the
development, implementation, evaluation, and evolution of the organizations’ cultural
competence training. Additionally, study participants expressed the importance of utilizing
formalized processes to guide their processes, inclusive of equity-driven data, internal reviews,
support from partnering organizations, and integration of technology and virtual learning.
Recommendations included devising a benchmarking strategy to examine other training
organizations’ metrics and performance indicators, incorporating strategic planning measures to

support long-term direction, reinforcing Title IX Coordinators’ learning experiences beyond the

training, and investigating the long-term impact of training.
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CHAPTER 1: INTRODUCTION

With the ever-increasing diversity in the U.S. population, cultural pluralism, and the
impact of its changing demographics, it is prime time for the field of higher education to explore
cultural competence training as a mandate for Title 1X Coordinators. Significant factors such as
individualized beliefs and attitudes as well as societal perceptions may influence professional
practice and connections with various cultural groups (Lee, 2012). This notion can be
generalized to Title IX Coordinators in their culturally competent service delivery within the
realm of overseeing investigations, case decisions, hearing procedures, and appeal processes.

According to the Department of Education’s Final Title IX Rule, all institutions receiving
federal funding must designate at least one employee to coordinate Title IX compliance efforts,
and this employee must be referred to as the “Title 1X Coordinator” (U.S. Department of
Education, 2020c). From the inception of an allegation to a case’s final decision, the Title IX
Coordinator is responsible for overseeing the entire investigation process to address allegations
of sex discrimination (including sexual harassment and pregnancy issues) (Federal Register,
2020). According to the U.S. Department of Education (2020d), higher education institutions
must ensure that their Title IX personnel (inclusive of Title XX Coordinators) gain training as
follows:

o Title IX’s definition of “sexual harassment” in higher education;

e the scope of the school’s education program or activity;

e how to conduct an investigation and grievance process;

e how to serve impartially, including by avoiding prejudgment of the facts at issue; and

e how to avoid conflicts of interest and bias. (U.S. Department of Education, 2020c)



Eells and Rockland-Miller (2011) also recognize that mental health concerns, violence,
and the need for risk assessment on higher education campuses are growing. Increasingly,
research notes that college campuses have been placed at significant risk for violent attacks;
therefore, it is vital to train professionals to assess situations and evaluate students in crisis
through both ethical and legal methods (Davenport, 2010). Repeated incidents of sexual violence
occurring at higher education institutions require teams of professionals to work collaboratively
to effectively and efficiently assess individuals who present disturbing behavior on college
campuses (Keller et al., 2011).

Within this scope of cultural competence, it is significant that Critical Whiteness Studies
(CWS) are explored to examine the delineations of whiteness as a discourse and how systems of
power and oppression influence these processes with People of Color. W. E. B. DuBois has been
credited with conducting the first CWS analysis in his 1920 essay “The Souls of White Folk”
complemented by commentary devised by James Baldwin including “White Guilt” and “On
Being White and Other Lies” in the mid to late 1900s (Cabrera et al., 2017; Foste & Irwin,
2020). Within the realm of higher education, conceptual components of CWS identify whiteness
in five dimensions: colorblindness, epistemologies of ignorance, ontological expansiveness,
property, and assumed racial comfort (or racial “safety”) (Cabrera et al., 2017). James Baldwin
outlined the problematic dynamics of CWS being misidentified in terms of racial marginalization
his quote as follows:

Therefore, a vast amount of the energy that goes into what we call the Negro problem is

produced by the white man's profound desire not to be judged by those who are not

white, not to be seen as he is, and at the same time a vast amount of the white anguish is



rooted in the white man's equally profound need to be seen as he is, to be released from

the tyranny of his mirror. (Baldwin, 1963, p. 109)

In considering application of this notion to higher education, a parallel dynamic exists for
underrepresented minorities due to concurrently overrepresented majority students. Similarly to
Baldwin’s ideology, Harper (2012) highlights that higher education scholars have analyzed
racism without considering racism and racial inequities without origin. It is suggested that White
people are restrained to framing racial inequality as White privilege to avoid implication in the
process and place the onus on personal responsibility (Unzueta & Lowery, 2008).

With such complicated racial dynamics at the table, the task of exploring interpersonal
Whiteness in higher education is challenging, with denial of racism being one of the most
persistent reason (Bonilla-Silva, 2006). Such research reveals the concept of systematic levels
defining and guiding individual interactions within college communities while unintentionally
recreating the existing racial paradigm (Cabrera et al., 2017; Foste & Irwin, 2020). The racial
mirror that is presented in these concepts is reflective of the state of racial realities and identified
as a contributing factor to culturally competent service delivery to diverse college communities
by Title IX Coordinators.

Feminism has been traditionally viewed as a social movement with the goal to eliminate
all forms of oppression experienced by women, primarily within the context of political rights
for middle- and upper-class women as outlined by first wave feminism (Kesselman et al., 2012).
The impact of second and third wave feminism upon diverse college communities is of value to
the cultural competence of Title IX Coordinators. Second wave feminism is perceived as a
feminist ideology primarily focused on the liberation of women and structural disparities of

women living in a patriarchic setting while third wave feminism explores personal


https://onlinelibrary.wiley.com/doi/full/10.1002/aehe.20116#aehe20116-bib-0013
https://onlinelibrary.wiley.com/doi/full/10.1002/aehe.20116#aehe20116-bib-0101
https://onlinelibrary.wiley.com/doi/full/10.1002/aehe.20116#aehe20116-bib-0240
https://onlinelibrary.wiley.com/doi/full/10.1002/aehe.20116#aehe20116-bib-0030

empowerment, varied experiences of gendered oppression, and the contingency of privileges
(Schuster, 2017; Gray & Boddy, 2010; Holmes, 2000). Although second wave feminism
campaigns for legal and social equality for women and advocating for civil rights and the end of
violence against women (Kesselman et al., 2012; Srivastava et al., 2017), it is significant to avoid
labeling this wave of feminism as “racist or anti-men” in its entirety (Evans & Chamberlain,
2015). Additionally, as third wave feminism promotes sex-positive feminism or sexually liberal
feminism (Kesselman et al., 2012; Srivastava et al., 2017), it does not seek to classify this wave
as “naive and retrogressive” in totality (Evans & Chamberlain, 2015).

It is noted that the first and second feminism waves did not offer the intersectionality of
gender, race, class, and sexual orientation within its focus; however, out of this exclusion, third
wave feminism was derived and became inclusive of these aspects with marginalized populations
(Kesselman et al., 2012; Taylor, 1998). It is suggested that the unification of the varied waves of
feminism taps into a defining purpose of intellectual obligation and political actions which
eradicate all aspects of sexism and violence toward women (Evans & Chamberlain, 2015). It is
noted that inclusivity has become an integral component of the feminist agenda wherein there is
significant discourse of privilege (Evans & Chamberlain, 2015). Such an agenda aligns with
aspects in CWS which frame racial inequality as White privilege. In considering feminism
perspectives, it is imperative to apply the notion of inclusivity in Title IX practices and service
delivery.

Title IX Coordinators are challenged to recognize the components of diversity within a
culturally competent framework. The professionals renderoning these services must integrate
culture-specific strategies which include enhancing awareness, gaining knowledge, and

incorporating skills among diversified populations, experiences and perspectives, among other


https://www.ncbi.nlm.nih.gov/pubmed/?term=Srivastava%20K%5BAuthor%5D&cauthor=true&cauthor_uid=30089955
https://www.ncbi.nlm.nih.gov/pubmed/?term=Srivastava%20K%5BAuthor%5D&cauthor=true&cauthor_uid=30089955

factors (Castellanos & Gloria, 2007). Various contributing factors to these outcomes include
professionals’ biases and stereotypes, time commitments to address and resolve issues, and
limited knowledge in supporting diverse populations. Professional development focused on
cultural competence has been considered challenging in higher education as it requires vision
and a commitment to advance cultural proficiency (Calvillo et al., 2009).

It was observed that the terms cultural competence and multicultural competence have
been used interchangeably in the research review (Dickson et al., 2016; Spanierman et al., 2011).
Bradford et al. (2000) synthesized existing descriptions and definitions of intercultural
competence and concluded that intercultural communication competence and intercultural
effectiveness have also been used interchangeably in literature; however, cultural competence
has been most often used in the medical and related fields. For the purpose of this research study,
the term cultural competence will be primarily used; however, references to the other terms will
be made to accurately reflect the research.

Background

There is a general consensus in the literature that a definition of cultural competence is
vague (Pecci et al., 2020) and presents more than 300 interconnected concepts (Leung et al.,
2014). Even so, the definition most widely cited in scholarship is provided by Cross et al.
(1989, p. 5) who define cultural competence as “a set of congruent behaviors, attitudes, and
policies that come together in a system, agency, or among professionals and enables that
system, agency, or those professionals to work effectively in cross-cultural situations”
(Frawley et al., 2020). This framework emphasizes that a culturally competent organization
values diversity, presents the capacity for self-assessment and institutionalized cultural

knowledge, and adapts to diversity (Cross et al., 1989).


https://link.springer.com/chapter/10.1007/978-981-15-5362-2_1#CR10
https://link.springer.com/chapter/10.1007/978-981-15-5362-2_1#CR6

It is noted that within this domain, professionals successfully function cross-culturally
with others of varied backgrounds and demographics inclusive of “race, ethnicity, culture,
class, gender, sexual orientation, religion, physical or mental ability, age, and national origin”
(Kohli et al., 2010, p. 3). Various views on the theoretical and practical terms of cultural
competence are presented in the literature. Frisby and O’Donohue (2018) suggest that cultural
competence be viewed with reason and judgment rather than in a rigid, thoughtless manner.
Similarly, Palmer and Carter (2014) highlight that cultural competence is an ongoing process
requiring lifelong dedication to self-evaluation and reflection. Cultural competence education
and training programs seek to promote fundamental viewpoints of theoretical and educational
frameworks to stimulate interest in one’s own cultural background for assessment National
Education Association (2022). Additionally, such education and training endorse the
incorporation of care for diverse populations (Frawley et al., 2020).

Although it is important to note that the racial/ethnic makeup of the U.S. is becoming
more diversified, it is noteworthy to highlight other contributing aspects and dimensions of
change are being recognized when examining cultural competence. As previously outlined in the
cross-cultural reference of demographics for professionals (Kohli et al., 2010), the following
dimensions will be specifically outlined in this study’ background: race and ethnicity, gender
and sexual orientation, religion, abilities/disabilities, age, and socioeconomic status. With these
aspects factored into Title IX service delivery, it opens the opportunity for Title 1X
Coordinators to have an impact on diverse college communities grounded in culturally
competent context.

Race and Ethnicity

As noted by the National Center for Cultural Competence,


https://link.springer.com/chapter/10.1007/978-981-15-5362-2_1#CR9
https://link.springer.com/chapter/10.1007/978-981-15-5362-2_1#CR14

The makeup of the American population is changing as a result of immigration patterns

and significant increases among racially, ethnically, culturally and linguistically diverse

populations already residing in the United States. Health care organizations and

programs, and federal, state and local governments must implement systematic change in

order to meet the health needs of this diverse population. (At Health, 2013, p. 1)

According to the U.S. Census Bureau (2019), the United States is estimated to grow by

nearly 79 million people in the next 40 years, from approximately 326 million to 404 million

people. The population is expected to grow by approximately 1.8 million people per year during

this time frame (U.S. Census Bureau, 2019). By 2060, the fastest growing racial or ethnic group

is predicted to be Two or More Races, increasing by 200%, followed by Asians (100% increase)

and Hispanics (94% increase) (Vespa et al., 2020). In contrast, the only group projected to shrink

is the non-Hispanic White population, declining by approximately 19 million people, from 198

million to 179 million (Vespa et al., 2020).

From 2017 to 2060, the U.S. Census Bureau (2019) projects the U.S. race population

evolve as follows:

White population from approximately 77% to 68%;

Hispanic population from approximately 18% to 28%;

Black or African American population from approximately 13% to 15%;
Asian population from approximately 6% to 9%; and

American Indian and Alaska Native population at approximately 1%, with no change.

In direct reflection of the U.S. population, higher education institutions embody a

globally heterogeneous student body consisting of varied belief systems, ethnicities, races,

cultures, practices, and norms. Based on the demographic data provided by the National Center



for Educational Statistics (NCES, 2020a), approximately 16.6 million undergraduate students
were enrolled at degree-granting post-secondary institutions during the 2018 fall semester. The
NCES reports the racial/ethnic group breakdown as 8.7 million White students, 3.4 million
Hispanic students, 2.1 million Black students, 1.1 million Asian students, 647,000 identified as
two or more races, 120,000 American Indian/Alaska Native students, and 45,000 Pacific Islander
students (NCES, 2020a). NCES (2020a) also highlights that Hispanic enrollment increased
yearly between 2000 and 2018, a 148% increase, from 1.4 million to 3.4 million students;
however, enrollment trends for other racial/ethnic groups varied during this time period.

It is important to note that although a culturally diverse student population exists, the
faculty make-up is not reflective of this demographic shift. These projections reflect the need for
Title IX Coordinators to apply a culturally competent lens to their practices with a diverse
college community. In fall 2018, full-time faculty in degree-granting postsecondary institutions
was comprised of 40% White males; 35% White females; 7% Asian/Pacific Islander males; 5%
Asian/Pacific Islander females; and 3% each Black males, Black females, Hispanic males, and
Hispanic females. American Indian/Alaska Native and those who were of two or more races each
made up 1% or less of full-time faculty (NCES, 2020b). During this same time period, it is noted
that the racial/ethnic and sex distribution of faculty varied across the academic ranks for
professors and assistant professors; however, White males (53% and 34% respectively) and
White females (27% and 39% respectively) still lead other groups that remain close to the overall
percentages (NCES, 2020b).

In direct reflection of the U.S. population, higher education institutions embody a
globally heterogeneous college community. Based on the demographic data provided by the

National Center for Education Statistics (NCES, 2020a), approximately 16.6 million



undergraduate students were enrolled at degree-granting post-secondary institutions during the
2018 fall semester. The NCES reports the racial/ethnic group breakdown as 8.7 million White
students, 3.4 million Hispanic students, 2.1 million Black students, 1.1 million Asian students,
647,000 identified as two or more races, 120,000 American Indian/Alaska Native students, and
45,000 Pacific Islander students (NCES, 2020a). NCES also highlights that Hispanic enrollment
increased yearly between 2000 and 2018, a 148% increase, from 1.4 million to 3.4 million
students; however, enrollment trends for other racial/ethnic groups varied during this time
period (NCES, 2020a).

Gender and Sexual Orientation

It is important to note that female students made up 56% of the total undergraduate
enrollment while male students made up 44% in fall 2018 which is reflective of an enrollment
pattern that has produced similar trends from 2000-2018 (NCES, 2020a). It is predicted that
between 2018 and 2029, female and male enrollments are projected to increase by 2%,
respectively (from 9.4 to 9.6 million students and from 7.2 to 7.4 million students, respectively)
(NCES, 2020a). Although sexual orientation data have not previously been collected in the U.S.
Census, 2020 marks the first time that categories of same-sex spouses and partners will options
available to census completers (Sage, 2020).

Related information provided by a Gallup poll reveals about 4.5% of American adults
identify themselves as lesbian, gay, bisexual, or transgender (LGBT) (Newport, 2018). This poll
also highlights the rise in LGBT identification primarily among the millennial generation while
lower rates were prevalent among older generations (Newport, 2018). Additionally,
approximately 5.1% of the women polled identify as LGBT, compared to that of 3.9% men

(Newport, 2018). It is also important to recognize that although a culturally diverse student



population exists, the faculty make-up is not reflective of this demographic shift. A recent study
finds that despite concerted efforts to diversify faculty rank, higher education institutions have
made very little progress on faculty diversity (Hazelrigg, 2019). Relevant projections reflect the
need for Title 1X Coordinators to apply a culturally competent lens to their practices with a
diverse college community.

In fall 2018, full-time faculty in degree-granting postsecondary institutions was
comprised of 40% White males; 35% White females; 7% Asian/Pacific Islander males; 5%
Asian/Pacific Islander females; and 3% each Black males, Black females, Hispanic males, and
Hispanic females. American Indian/Alaska Native and those who were of Two or more races
each made up 1% or less of full-time faculty (NCES, 2020b). During this same time period, it is
noted that the racial/ethnic and sex distribution of faculty varied across the academic ranks for
professors and assistant professors; however, White males (53% and 34% respectively) and
White females (27% and 39% respectively) still lead other groups that remain close to the overall
percentages (NCES, 2020b).

Religion

It is reported that national levels of religiosity vary greatly across measures such as age,
race, ethnicity, and religious affiliation in the US (Norman, 2018). According to research by the
Pew Research Center (2017), approximately 71% of Americans identify themselves as Christians
while about 6% of the U.S. population is comprised of non-Christian religions. This research
also reveals that 23% of Americans indicate they had no religious affiliation at all which an
expected decrease from 16% in 2015 to a drop of 13% in 2060 (Pew Research Center, 2017). It
is noted that Mormons (73%) report being the most religious followed by Protestants (50%),

Muslims (45%), Catholics (40%) and Jews (18%). Norman (2018) also, in reference to racial

10



data on being very religious, Blacks (48%) have higher levels than Whites and Hispanics at 36%
each.

Gallup poll data shows that approximately 70% of Americans state that religion is losing
its influence in the U.S. society; however, a majority indicate religion remains of great
importance in their lives (Newport, 2016). It is important to note that demographics with age
groups could broadly influence the role of religion and its patterns in American society over time
(Newport, 2016). With this data collection in mind, baby boomers as well as millennials are
aging into ranges that traditionally have higher reported religious associations (Newport, 2016).
Similarly, it is also suggested that religiosity levels rise over time with age, considering
approximately only 28% of Americans 30 and younger indicate they are very religious, in
comparison to 47% of those aged 65 and older (Norman, 2018).

Abilities/Disabilities

According to the U.S. Census Bureau (2020), the American Community Survey offers a
demographic view of the U.S. population living with disabilities and examines available
resources to support them. Highlights from this survey regarding the civilian noninstitutionalized
population are as follows:

e Approximately 40.6 million (12.6%) of the total population reportedly lived with a

disability in the United States in 2018.
e Approximately 7.6 million of the total population ages 18 to 64 with a disability were
employed in 2018.

e The median earnings in the past 12 months (in 2018 inflation adjusted dollars) of the

civilian noninstitutionalized population age 16 and over with earnings and a disability

in 2018 was $23,848.

11
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As noted by the Centers for Disease Control, the Morbidity and Mortality Weekly Report
reports mobility disability as the most common disability as reported by 1 in 7 adults followed by
cognition, independent living, hearing, vision, and self-care (Okoro et al., 2016). Cognitive
disability was most common among young adults while mobility was prevalent for middle-aged
and older adults (Okoro et al., 2016). It is important to note that as poverty increased, disability
rates among adults also increased with mobility disability being about 5 times more common
among middle-aged adults living below poverty level in comparison to adults in this age group
whose income was reportedly twice that of the poverty level (Okoro et al., 2016).

Age

According to Colby and Ortman (2015), changing demographics in the U.S. population
include increased life expectancy, decreased mortality, and shift from a “youth dependency
ratio” of those under 18 years old to an “old-age dependency ratio” with those 65 years (Colby &
Ortman, 2015, p. 7). According to the U.S. Census Bureau (2019), is projected that the 65-and-
older population will nearly double from 49 million in 2016 to approximately 95 million people
by 2060. The 85 years and older population is expected to increase from 6.5 million to 19 million
people (U.S. Census Bureau, 2019).

Socioeconomic Status

The U.S. Census Bureau (2019) reports a record low number of Americans were living in
poverty with rates falling from 12.7% in 2016 to approximately 10.5%, the lowest since data
were initially published in the 1959. It is noted that minority groups reached the largest poverty

declines in 2019 with rates dropping from 1.8 to 2.8 percentage points for Hispanics and Blacks,

respectively (U.S. Census Bureau, 2019). In alignment with these rates, the U.S. Census Bureau

(2019) data reports that household income rates rose in 2019, the highest reported rates since
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1967. This data also notes that median household incomes for White, Black, Asian, and
Hispanic groups all experienced increases in 2019 (U.S. Census Bureau, 2019). Even so, income
inequalities remained unchanged and the gap continued to exist and widen among socioeconomic
and racial groups (Smialek et al., 2020). It is noted that some economics have cautioned that this
data have been disrupted by 2020°s pandemic and its negative impact upon the workforce, with
minority groups facing devastating layoffs and job loss (Smialek et al., 2020).

As noted by a Federal Reserve survey, unemployment was at approximately 3.5% prior
to the 2020 pandemic, the lowest rate in the past 50 years (Smialek, 2020). Even with wages
steadily on the rise, this survey revealed that Americans were not prepared for financial
challenges with approximately three in ten stating they were unable to support expenses over the
course of three months with their personal savings or borrowed funds (Smialek, 2020).

The data points and projections presented reflect the need for Title IX Coordinators to
apply a culturally competent lens to their practices as they serve diverse college communities.

Context of Study

The focus of cultural competence has evolved from a segment within the Civil Rights Act
of 1964 to legislation allocating funds supporting related education programs. The National
Center for Cultural Competence (NCCC) acknowledges, “the Federal Government has a pivotal
role in insuring culturally competent health care services” (NCCC, 2010, p. 3). Federally funded
programs have been regulated by mandates as defined in United States policy and the Civil
Rights Act of 1964 to address cultural competence as follows:

Prohibition against exclusion from participation in, denial of benefits of, and

discrimination under federally assisted programs on ground of race, color or national

origin. No person in the United States shall, on the ground of race, color or national
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origin, be excluded from participation in, be denied the benefits of or be subjected to

discrimination under any program or activity receiving Federal financial assistance. (Pub.

L. 88- 352, Title VI, Sec. 601, July 2, 1964, 78 Stat. 252.)

Researchers echo that the rise in diversity related issues has propelled the development of
multicultural competence for use by current and future Title IX Coordinators (Pope & Pope,
2014). In examining such development, competencies must be identified as intentional and
clearly expressed within professional development training (Pope & Pope, 2014).

Early definitions of cultural competence commonly shared among professionals in the
diversity and inclusion field of work stem from the healthcare system. Researchers have
supported cultural competence in an effective cross-cultural environment via systematic and
congruent set of behaviors, values, and principles (Cross et al., 1989) while requiring these
defined elements to demonstrate their impact (Taylor, 2007). Moreover, the cultural competence
definition has extended to providing patients of a specified ethnic or racial group effective
clinical care (Denboba & U.S. Department of Health and Human Services, Health Services and
Resources Administration, 1993) which evolves along the cultural competence continuum
(Betancourt et al., 2002).

Early commentary presents expanded view of cultural competence in the counseling
literature consisting of the exploration of an individual’s awareness, knowledge, and skills
(Pederson, 1988). Within this realm, researchers have elected to separate the attitudinal element
from the awareness element to highlight the contrasts among the training emphasis (Martin &
Vaughan, 2007). On one hand, it is noted that training exists to transport an individual’s cultural
bias and beliefs into the consciousness, and contrastingly on the other hand, training exists to

support an individual in the exploration of beliefs and values about cultural variances (Martin &
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Vaughan, 2007). Pope and Reynolds (1997) extend the definition of multicultural competence
through a higher education lens as "the awareness, knowledge, and skills necessary to work
effectively and ethically across cultural difference... a necessary prerequisite to effective,
affirming, and ethical work in student affairs™ (p. 270). This definition directly connects to the
value of continuous cultural competence development.

The modern-day lens on cultural competence extends beyond enhancing one’s knowledge
base to its application in practice. Current perceptions of cultural competence recognize its
complexity in advancing knowledge and integrating such knowledge into practice (Azzopardi &
McNeill, 2016). Additionally, the conceptualization of cultural competence in its contemporary
role “can be understood as an ongoing process whereby one gains awareness of, and appreciation
for, cultural diversity and an ability to work sensitively, respectfully, and proficiently with those
from diverse backgrounds” (Azzopardi & McNeill, 2016, p. 283). Similarly, Simon and
Kawamura note that cultural competence is advanced through learning and practice through the
elements of cross-cultural awareness, skills, values, and practices (Azzopardi & McNeill, 2016,
p. 3).

Similarly, Courtland Lee (2012) outlines the conceptual framework of cultural
competence in three categories inclusive of the foundational dimension, the multicultural
dimension, and multicultural counseling competency. It is noted that the foundation of cultural
competence is self-awareness wherein a counselor must evaluate how his or her individualized
attitudes and beliefs regarding those from varied cultural groups may support or hinder effective
counseling practices (Lee, 2012). Such evaluation must be taken into consideration as
professionals plan, develop, implement, and evaluate their service delivery and its impact using a

cross-cultural context. It is suggested that the development of cultural competency serves as an
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integral role in the personal and professional growth of counseling professionals as well as
attaining the skills for necessary for effective multicultural intervention (Lee, 2012). Such a
process can serve as a reference to the proposed cultural competence training for Title IX
Coordinators.

The Health Policy Institute highlights that the process of cultural competence is
developed through various stages based on prior knowledge and experience and is often
developed in stages by building upon previous knowledge and experience” (Georgetown
University, 2005) and is reflective of the commentary in the aforementioned research studies.
Lastly, the National Education Association (2022) cultural competence training promotes the
increase in the necessity of intentional engagement, self-reflection, and emphasizes the
attainment of knowledge.

With an increasingly diverse U.S. population and higher education community, focus
must be geared toward enhancing the cultural competence of Title IX Coordinators that are
assigned the responsibility of creating supportive, unbiased environments within their processes
and procedures. Although Title IXX Coordinators are required to participate in training regarding
policy and procedures, they are not required to gain professional development specifically in
cultural competence. With the evolution of cultural competence in equity-minded thought and
practice, Title IX Coordinators must also advance their knowledge base and application to meet
the diverse needs for their college communities.

Statement of the Problem

Despite our increasingly diverse culture and the importance of cultural competence at the

forefront of higher education commentary, a review of the empirical literature offers limited

research and context-specific studies on cultural competence for Title IX Coordinators. The
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existing literature makes an appeal for restorative justice which aligns with the need for cultural
competence training (Karp & Sacks, 2014; Koss et al., 2014; Vail, 2019).

Moswela and Mukhopadhayay (2011) reveal that the student affairs professionals lacked
multicultural competence to adequately address the needs of students with special needs. Such
limitations may lead to ethical implications and result in deficits in the awareness, knowledge,
and skill sets to engage with other cultures. The core components of Title 1X practices in higher
education lie in social justice and advocacy which highlight the respect for human diversity and
quality of life (Koss et al., 2014). As noted by the U.S. Department of Education (2020c), Title
IX Coordinators are tasked with overseeing the entire investigative process to address allegations
of sex discrimination and are trained to address bias in decision-making. With this critical role in
mind, cultural competency must be integrated in the Title IXX Coordinators’ role in service
delivery and equitable outcomes for a diverse college community. These practices are applicable
to students, staff, faculty, and organizations within the educational community, regardless of
aspects of race, ethnicity, gender, sexual orientation, religion, ability, or age.

Research suggests that the racial and gender-based stereotypes and perception generate a
cultural framework in racial factors influence the perceptions and decision-making about rape
informally within disclosures and formally within adjudication (George & Martinez, 2002;
Smiley & Fakunle, 2016). Research shows that in rapes involving a Black person as either a
complainant or respondent, race-based patterns have emerged in the form of stereotypes which
ultimately affect societal and individual insights of and responses to rape (George & Martinez,
2002). Ultimately, there is emphasis on the resilience of racial stereotypes about rape in society
and their effect on discriminatory judgement outcomes (Bastian et al., 2013; George & Martinez,

2002; Smiley & Fakunle, 2016).
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By examining the professional development for Title 1)X Coordinators, it is projected that
the impact cultural competence training plays will be significant. Ideally, this research’s
theoretical framework, the Transformational Learning Theory, will support the growth and
evolution of cultural competence through several lens including demographic data, the culture of
rape, racial and gender-based stereotypes, and stigmas. Such progression may lead to practical
application and enhanced delivery and development of services, policies, and procedures.

Guiding Questions

The guiding questions will be addressed through an examination of qualitative data
provided through the comparative review. The following overarching research question was
established with the noted sub questions: What are the similarities and differences in cultural
competence training programs designed for Title 1X Coordinators by the Association of Title X
Administrators (ATIXA), the College and University Professional Association (CUPA-HR), and
the Society for Human Resource Management (SHRM)?

1. What steps are taken in the program development process?

2. What are the main factors contributing to training implementation?

3. What measures are considered when assessing and tracking performance and/or

training effectiveness?

4. What factors have impacted the evolution of the training?

Overview of Inquiry

Through an examination of qualitative data, the guiding questions will be addressed
through the comparative review. It is expected that these questions will contribute to the research
on the formulation, implementation, assessment, and evolution of cultural competence training

for Title 1X Coordinators. Additionally, data will be collected via observation and available
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documentation. Participants will be company affiliated representatives of the three selected
cultural competence training programs. The homogeneity of the professional development will
allow the space to compare various elements and contribute to the analysis. A thematic approach
will be supported through identifying, coding and categorizing emerging themes. This
framework is constructed to provide a visual presentation of my approach and how factors
identified within the research study may parallel theory (Grant & Osanloo, 2014). Details of how
this study addresses the research questions are further explained in Chapter 3.
Theoretical Framework Overview

In considering the fundamental process of cultural competence and its progression over
time, identifying clearly defined cultural awareness, knowledge, and skills are at the forefront in
higher education. The Transformative Learning Theory, originally developed by Jack Mezirow
in the 1970s, has been selected as the theoretical framework to guide the course of this research
study. As outlined in the framework of the Transformative Learning Theory, one’s learning is
gained through the assessment of his or her developmental knowledge as reflected through a
perspective based upon individualized experiences (Mezirow, 1978). Such reflection involves
three types of reflection to include content reflection, process reflection, and premise reflection
(Mezirow, 1991). In the alignment of Title IX Coordinators’ duties and ethical guidelines in
servicing the higher education community, approaches in also promote professional development
reflective upon individualized learning experiences that facilitate decision-making.

Creswell (2013) notes that this framework seeks to advance consciousness and “should
contain an action agenda for reform that may change the lives of participants, the institutions in
which they live and work, or even the researchers’ lives” (p. 26). Lee and Greene (2004) note

that within this approach, one must assess his or her own pathway of cross-cultural learning
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continually and incorporate reflective practices. In doing so, understanding of one’s own
perspective is gained to effectively apply the theory into actual practice (Lee & Greene, 2004).

Research findings suggest that basic ethics learned are “submerged as horizons of
significance over the adult life course. Restoring these learnings grounded the participants so
they could withstand the disorienting aspects of transformation” (Lange, 2004, p. 135). Such
immersed knowledge potentially evolves into rediscovered frames of reference which alter their
perspectives, beliefs, and social interactions which culminate into an ethical act or process, an
integral component of transformative learning.

Similarly, the Developmental Model of Intercultural Sensitivity (DMIS) outlines a
continuum of increasing sensitivity to cultural differences, understanding, and adjustment and
the ways in which these differences are organized into experiences (Bennett, 1993). It is noted
that as one’s developmental position becomes more complex, one’s experience of culture
expands and the potential for presenting intercultural competence also expands (Bennett, 2014).
This framework aligns with the Transformative Learning Theory’s notion that individualized
perspectives evolve into collective, meaningful experiences and may inform the guiding
questions related specifically to cultural competence and cultural competence practices. It
is anticipated that use of the Transformative Learning Theory and the Developmental Model of
Intercultural Sensitivity may serve as guiding structures for the inquiry approach and guiding
questions. A more detailed discussion regarding this theoretical approach will be conducted in
Chapter 2.

Definitions of Key Terms

This section outlines the theoretical definitions utilized throughout this study:

20



Culture - Comprised of the languages, customs, beliefs, rules, arts, knowledge, and
collective identities and memories developed by members of all social groups that make their
social environments meaningful (American Sociology Association, 2018).

Cultural competence - The “ability of professionals to function successfully with people
from different cultural backgrounds, including, but not limited to, race, ethnicity, culture, class,
gender, sexual orientation, religion, physical or mental ability, age, and national origin” (Kohli et
al., 2010, p. 3).

Discrimination - Prohibited under the laws enforced by the Equal Employment
Opportunity Commission (EEOC) as illegal acts which retaliate against an applicant or
employee because of that individual’s race, color, religion, sex (including gender identity, sexual
orientation, and pregnancy), national origin, age (40 or older), disability or genetic information
(U.S. Equal Opportunity Commission, 2020).

Ethics - An employee or professional adhering to his/her responsibilities in an honest
manner and with integrity by presenting sound judgment and progressing equitable measures in
the best interests of their institution and professional community (ATIXA, 2017).

Federal Laws - These laws are passed by Congress and signed by the President of the
United States. They prohibit workplace discrimination and are enforced by the EEOC (U.S.
Equal Opportunity Commission, 2020).

Higher Education - the process of teaching or acquiring knowledge, skills, and values
(American Psychological Association, 2020).

Learning - A process based on experience that results in a relatively permanent change in

behavior or behavioral potential (American Psychological Association, 2020).
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Perception - The processes by which information is organized in sensory formats and
interpreted as being having been created by external factors three-dimensionally (American
Psychological Association, 2020).

Professional Development - the continuing education or training that is often expected or
required of people employed in a profession. Professional organizations often assist the
professional development of their members by providing courses, conferences, literature, and
other services (American Psychological Association, 2020).

Regulations - These regulations are voted on by the EEOC after the public has a formal
opportunity to provide comments. They implement federal workplace discrimination laws in the
United States (U.S. Equal Opportunity Commission, 2020).

Sex discrimination - Treatment of an individual, including an employee or applicant, in
an unfavorable manner because of that person's sex, sexual orientation, gender identity, and/or
transgender status (U.S. Equal Opportunity Commission, 2020).

Sexual violence - An act committed against an individual without given consent including
unwanted sexual contact and non-contact unwanted sexual experiences. Sexual violence is
divided into various types as identified by the Centers for Disease Control and Prevention to
include completed or attempted acts: penetration of a victim, alcohol/drug-facilitated penetration
of a victim, wherein a victim is made to penetrate a perpetrator or someone else (Centers for
Disease Control and Prevention, 2020).

Student Affairs - Area of higher education which assist students with lifelong journey of
growth, development, and self-discovery via teaching opportunities and promoting positive
interactions outside of the classroom (National Association of Student Personnel Administrators,

2018).
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Title IX - The Office of Civil Rights (OCR) enforces the Title IX of the Education
Amendments of 1972 which protects people from discrimination based on sex in education
programs or activities that receive Federal financial assistance (U.S. Department of Education,
2020b).

Title 1X Coordinator - at least one official designated by the recipient to ensure
compliance with Title IX and the Recipient’s Title IX program and responsible for
overseeing the entire investigation process to address allegations of sex discrimination
(including sexual harassment and pregnancy issues) (Federal Register, 2020).

Training - Systematic instruction and practice by which an individual acquires
competence in a specific discipline, talent, or vocational or recreational skill or activity
(American Psychological Association, 2020).

Assumptions

Assumptions of one’s understanding of cultural competence is often centered on self-
knowledge in addition to one’s own cultural values, set of beliefs, and cultural experiences. It is
primarily through personal and professional experiences in which the development and
implementation of culturally responsive approaches in Title IX practices are present. Beyond the
differences that may exist, it is assumed that Title 1X Coordinators share commonalities which
influence behavior and bring forth varied levels of culturally responsive approaches to meet the
needs of the college community (Martin, 2015).

As noted previously, training required for Title IX Coordinators does not explicitly
present cultural competence modules but rather focuses on the definition of sexual harassment,
the scope of investigations and hearings and the avoidance of conflicts of interests and bias,

among other related areas (U.S. Department of Education, 2020c). Previous educational training
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may not have specifically focused on cultural competence awareness, development, and/or
application into professional practice. Such training may be gained via personal interest and/or
institutional optional or mandated measures. It must also be noted that professional development
is not consistent for Title IX Coordinators and may vary among institutions (Paul, 2016);
therefore, this training may not have provided extensive education on cultural competence issues.
Professional development training may have been offered in a segmented or time limited
manner, but not equate to sufficient understanding and practice of cultural competence practices.
For those higher education institutions driven by policies and procedures that support cultural
competence, value in the development and implementation of cultural practices subsequently
permeates within the working environment (Frawley et al., 2020).

As noted by Block (2017a), Title IX related positions are among the fastest growing areas
in student affairs departments at higher education institutions; however, about half of the total
number of Title IX Coordinators work within human resources departments (Paul, 2016). Title
IX Coordinators may be employed in other primary roles within their respective institutions,
particularly community colleges; therefore, Title IX responsibilities may be viewed as secondary
assignments or roles (Block, 2017b). Roles may include those within student affairs (such as
student conduct officers and academic deans) and within human resources (such as benefits and
employee relations managers). Within the realm of duality of roles, there may be a lack of
intersectionality in these roles, responsibilities, interaction, and campus perception (Paul, 2016).

Dependent upon the nature of their current and past roles, Title IX Coordinators may
have had limited exposure to diverse populations (Paul, 2016). It is viewed as unreasonable that
culturally competent Title IX Coordinators know in entirety the culturally differences among

their college communities. Within this reality, understanding the cultural context of those in our
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working environment lends to supporting those that do not have a cultural context and use of
these skills to gain further awareness and understanding. The development of cultural
competence along a continuum is viewed as a personal experience that is dependent upon trust,
interaction with diverse populations, and self-reflection including past experiences (Gies, 2010).
Cultural competence training plays a role in clarifying these uncertainties and serves to reduce
barriers in awareness and understanding which ultimately affect its development.

Considering these assumptions for Title IX Coordinators, three overarching themes
emerge. Firstly, cultural difference serves as a positive factor and has been embraced by the Title
IX community. Promotion of cultural competence training is linked to numerous Title 1X
training modules including those presented in this research study. Secondly, higher education
institutions must be responsive to the cultural needs of its community members. As student,
faculty, and staff populations become increasingly diverse, Title IX Coordinators should possess
the awareness, knowledge, and skills necessary to serve their needs as culturally competent
leaders. Lastly, Gay (2010) highlights that service delivery should be presented in ways in which
culturally diverse people gain validation of their cultures within the larger environment. Through
cultural competence training, the opportunity presents itself to gain the tools to empower and
promote success both professionally and academically.

Scope and Delimitations

The scope of this study will focus on the comparison and contrast cultural competence
training programs designed for Title IX Coordinators. The focus of Title IX Coordinators
resonates with me based on my personal experiences in the Title X profession as an Investigator
for four years and as a Coordinator for the past 1-1/2 years. This body of research will serve as

added value to the industry’s advancements in professional knowledge and application of
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cultural competence. Due to the specificity of the study’s population, findings cannot be
generalized to the larger population. The literature review will present relevance of this training
in connection to Title 1X’s historical and current roles as well as its evolution in higher
education. Three training programs will be selected to offer richness in perspectives on
development, implementation, and evolution of training. Through a qualitative approach,
representatives from the selected organizations will be interviewed individually. Such data, along
with observations and review of training documents from each organization, will provide insight
on educational implications for Title IX Coordinators. This data will also serve as beneficial in
addressing training reform and supporting sustainability of cultural competence training for Title
IX Coordinators.
Limitations

A few limitations to this research study should be considered. First, the potential for bias
on the part of this researcher may exist as there are a number of unconscious assumptions about
cultural competence and Title IX practices that may have the potential to impact the course of the
literature review, guide the study’s research questions, and/or influence the analysis and
interpretation of the results. Secondly, when considering my direct involvement as an employee
within the Title IX profession, the nature of self-reporting comes into focus. Such conditions
place influence upon the study’s methodology and conclusions. Next, the topic of cultural
competence within higher education is continually evolving with its modes of training and
delivery. This study will offer data reflective of the current protocol in the training industry.
Lastly, there is a limited sample size consisting of solely three training programs. The study
would be strengthened with interviews with representatives from additional cultural competence

training programs.

26



Significance of the Research Study

Although there is significant research readily available to broadly address the cultural
competence of Student Affairs professionals, there are gaps in the literature regarding the
examination of the cultural competence of Title I1X Coordinators. Even though non-
discriminatory practices are outlined in Title IX regulations issued by the U.S. Department of
Education’s Office of Civil Rights, there is limited data on the exploration of cultural
competence in reference to professionals responsible in the review, implementation, and
enforcement of these policies in higher education. This transition offers the means to effectively
understand both the overarching questions as well as specified components of cultural
competence via models which support the dialog of varied perspectives.

This study will offer contributions to the literature on cultural competencies, specifically
for the Title IX profession. Due to the variations in the structure of collegiate organizations,
professionals in the field may have varied educational and training backgrounds, knowledge
base, and expertise from other disciplines (Dungy, 2003). Unlike the traditional design of
standalone service delivery, the current operation usually encompasses the need to address
students in a holistic manner to include student activities, support services, and campus
protection and safety (Kuk & Banning, 2009). The effectiveness of this shift into multi-
operational functioning has been questioned when addressing Title IX responsibilities,
particularly in addressing the safety of the institution’s stakeholders (Kuk & Banning, 2009).

According to the American College Personnel Association (2010) (ACPA) and the
National Association of Student Personnel Administrators (2018) (NASPA), the competencies
outlined by the Professional Competencies Task Force the knowledge and skill sets for Student

Affairs professionals should not only identify the awareness and understanding of diversity and
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social justice, but also the evidence of actively processing and practicing these key components
(ACPA & NASPA, 2015). Such actions which potentially serve to meet the needs of all groups
affected directly and indirectly must be present. The active integration of the constructs of
equity, diversity, and inclusion build a multidimensional framework for social justice (ACPA &
NASPA, 2015). Thus, the need for cultural competence is relevant to fill gaps necessary to
operate ethically and responsibly in the field of Title IX as mandated by the Office of Civil
Rights and recommended by professional organizations.

It is worth the exploration of a mandate for Title IXX Coordinators to be well-trained in
cultural competence as outlined by ACPA and NASPA. Without this time and investment in
relevant training, the field risks college communities being misguided in the Title IX
investigative and hearing processes. Equitable access and outcomes are at stake for all involved
in these processes. The complainants and respondents may not be provided the opportunities to
gain the full scope of resources and services to remedy reported allegations.

Ultimately, higher education institutions with practices that fail to advocate for the
college community through culturally competent practices could potentially result in a broken
system of care, offering less than favorable service delivery and outcomes. Distrust in the
process by may affect the institutional culture and climate for all stakeholders. Cultural
incompetence may lead to ominous consequences resulting in threats or acts of lawsuits and
expenses to the negligent institution rendered by the parties and/or the federal government. As
our nation’s demographics are becoming increasingly diverse, the opportunities to build valuable
relationships in the field of Title IX may be limited, if cultural competence is not promoted.

Conversely, Title IX Coordinators may co-exist with college communities they do not
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understand, creating higher risks for misunderstandings and biased decision-making. With
exposure, understanding, and application of cultural competence, these issues may be avoidable.

Tentatively, | expect to find that each organization utilizes a theoretical approach to guide
the overall design and development of their training programs. The differences | anticipate
include the frameworks from which these training programs are developed. They be rooted in a
cultural competence-focused perspective; however, they may also incorporate adult learning and
evaluation of their training. Inconsistencies in these results may reveal a misalignment of training
objectives, outcomes, and future developments for training designed specifically for Title 1X
Coordinators. Title IXX Coordinators would not gain full benefit of an equitable learning
experience. While the goal is to address the floor of cultural competence training needs of Title
IX Coordinators, this research study seeks to reach the ceiling for best practices in creating
practical frameworks for building and maintaining inclusive college communities.

The following three organizations were selected as the unit of analysis for this research
study: the Association of Title IX Administrators (ATIXA), the College and University
Professional Association (CUPA-HR), and the Society for Human Resource
Management (SHRM). Based on my professional experience and ongoing professional
development as a Title IX Coordinator, ATIXA, CUPA-HR, and SHRM are highly regarded as
experts in the field and influential in shaping the narrative for training for Title 1X Coordinators.
For these reasons, it is perceived that these organizations set the standard and the terms in which
cultural competence is promoted and evolves in their respective professional development

offerings.
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Organization of the Study

With an increased awareness of cultural competence in higher education, providing
optimal professional development training to Title IX Coordinators is at the forefront. An
overview of the content of each of the six chapters is as follows. Chapter 1 introduces the
problem, makes the case for the significance of this study and its objectives, and conceptualizes
the study. This background information references the evolution of diversity and factors
influencing cultural competence.

Chapter 2 offers the literature review of scholarly bodies of work which synthesize
findings across studies to reveal comparable and differing research outcomes and perspectives by
cultural theorists and resources. This chapter also incorporates a theoretical framework which
examines the association among concepts and ideas that support the comparison of three cultural
competence training programs.

Chapter 3 explains the details of the selected methodology in which the study is situated,
describes the rationale behind using this process as well as the data collection and analysis
methods. Discussion of three cultural competence training programs will be highlighted.

Chapter 4 organizes and reports the research findings. This section will make a
comparison and evaluation of three cultural competence training programs. Evidence related to
cultural competence training and outcomes will be further discussed.

Chapter 5 presents a detailed interpretation, analysis, and synthesis of the results. The
chapter identifies themes and patterns that arise from these findings and results. Chapter 6
provides concluding statements which integrate the findings, interpretation, analysis, and

synthesis and offers recommendations for future works to improve upon the study.
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Summary

Cultural competence is considered essential for all professionals including those in the
Title IX field, due to changing demographics and the escalating awareness of the importance of
culturally responsive professional practices. Due to the intricate scope of work with an extensive
range of clientele, the mere essence of cultural competence for Title 1X Coordinators may
present complications in the comprehensive conceptualization and application of theory to actual
practice. These professionals are not solely confined to the singular elements of identities,
including sexual orientation, socioeconomic status, culture, and tradition, but also may be
exposed to intersecting infinite identities which require the discernment of best practices. This is
a massive endeavor, involving the dissection of backgrounds, group dynamics, and
classifications, and may not serve as effective in addressing individual needs; therefore, may
lend to perpetuating stereotypical views and blanketed standards that hinder progression
(Johnson & Munch, 2009; Yan & Wong, 2005). Sander et al. (2016) highlights that with the
rapidly evolving issues impacting services to culturally diverse populations, it is of importance
for practitioners to learn more about cultural competence and build upon past experiences to
develop future perspectives and processes.

This study advances the goal of achieving cultural competence in the Title X profession
by examining professional development experienced by its Coordinators. Revelation of the noted
areas may offer insight into some underlining issues faced by Title IX Coordinators in their
duties and responsibilities in their roles. These findings will be brought to the forefront to also
address concerns at a systemic level, potentially leading to improved delivery and development

of services, policies, and procedures.
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CHAPTER 2: REVIEW OF LITERATURE

The purpose of this study is to examine professional development focused on cultural
competence for Title IX Coordinators. Such data will be retrieved through a comparative study
of three cultural competence training programs. Additionally, a review of theory supporting
cultural competence will be incorporated into this research to provide a guide for comparison of
the training programs described in Chapter 3.

Title IX Coordinators typically oversee all facets of the Title IX process which take on
the responsibility in enforcing compliance, promoting prevention education, and supporting
training at their respective campuses. The previous chapter outlined several relevant concerns
and challenges facing higher education institutions, including the necessity and support of the
cultural competence training needs of Title IX Coordinators. This chapter offers a context for
this present study by expounding upon the noted themes through a comprehensive literature
review.

The literature review is organized into seven sections as follows: (1) theoretical
framework; (2) historical perspective of cultural competence; (3) alignment between
multiculturalism and social justice; (4) overview of Title X professional training organizations;
(5) infusion of cultural competence into Student Affairs; (6) development and enforcement of
Title IX legislation; and (7) Title IX research and resources provided by professional
associations and organizations.

Theoretical Framework

Cultural competence and its impact upon society have been underscored with the

changing demographics and expressions of cultural differences. The emphasis of cultural

competence professional development was recognized by theorists as early as the 1960s. Prior to



the inception of the Transformative Learning Theory, a comprehensive adult education theory to
steer educational practice was non-existent (Mezirow, 1991). With such an observation, Mezirow
(1991) highlights the notion that “neither of these sets of assumptions provides a sound basis that
can help adult educators work towards the broad social and political goals envisioned by many of
the leaders in the field” (p. 12). As a result, the emphasis on transformative learning has
represented an integrated theory reflective in guided practices of educational professionals
(Merriam et al., 2007). Based on Mezirow’s suggestions, three types of reflection are prevalent
in adult learning as follows:

e content reflection (exploration of the problem description);

e process reflection (examining the problem-solving strategies); and

e premise reflection (probing the problem). (Owen, 2016)

Over the next few decades, theorists have developed conceptual frameworks to support
rationales for cultural competence education. Tortumluoglu (2006) highlights cultural
frameworks to identify cultural factors and their effect upon one’s own behavior in order to
provide culturally appropriate care and avoid bias. Similarly, the Leininger’s Sunrise Model
seeks to evaluate and acknowledge cultural differences in views and societal structures in order
to provide holistic and sensitive services (Reynolds et al., 1993).

There have been a few emerging concepts which align with transformative learning
practices within the adult education system. Based on a comprehensive analysis of
transformative learning by Clark and Wilson (1991) and “transformational characteristics that
transcend contexts” (Taylor, 2007, p. 184), the following phase model has been explained and
used as a foundation to further explore this perspective of adult learning. This process is initiated

with the non-determining start which then links to a period of experimental and undirected
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exploration, and flows into a phase of social analysis and reflection (Taylor, 2007). The final
phases of this process are heightened during a period of relevance shifting which ultimately leads
to a social merging and the clarification or interpretation of the initial thoughts (Taylor, 2007).

Taylor (2008) outlines there is an intrinsic motivation that all humans possess that forms
meanings within their daily living. As change is considered a continuous cycle and presents
open-ended learning opportunities, it is of utmost importance that “a more critical worldview
must be considered as we seek ways to better understand our world” which entails learning
methods in which we “negotiate and act upon our own purposes, values, feelings and meanings
rather than those we have uncritically assimilated from others” (Mezirow, 2000, p. 8).

The Campinha-Bacote Model of Cultural Competence supports the notion that one
gradually builds upon cultural awareness, skills, and knowledge resulting in attitudinal change
toward the ultimate goal of cultural competence (Campinha-Bacote, 2001). In support of the
evolution of cultural competence, Tortumluoglu (2006) states “... in reality we all belong to the
same race-the human race, with all the same basic needs” (p. 8). Similarly, the Health Resources
and Services Administration describes the Campinha-Bacote Theory as an intersection of the
noted constructs with expansion of one’s cultural competence (Campinha-Bacote, 2001).

In defining adult learning processes, the Transformative Learning Theory outlines how
beliefs are fundamentally explored, validated, and connected to an informed decision-making
process. Through such a process, the fundamental construction of potentially new interpretations
of experiences within the world is at the forefront. This concept of transformative learning has
evolved over time. Its development was initially defined as the process by which the “meaning
perspective,” including “thought, feeling and will” (Mezirow, 1978, p. 105), comprised of

foundational changes. Mezirow (1978) also highlights that transformative learning supports how
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these processes emerge over time through both formal and informal learning educational
experiences.

It is emphasized that Transformative Learning Theory is deeply rooted in human
communication aspects wherein “learning is understood as the process of using a prior
interpretation to construe a new or revised interpretation of the meaning of one’s experience in
order to guide future action” (Mezirow, 1996, p. 162). This transformative learning process has
been developed and confined to assumptions, expectations, and frames of reference which
impact thoughts, core beliefs, and actions within varied circumstances (Mezirow, 1996). It is
noted that an introspective transformation most often occurs in a sequence of several altered
moments which evoke meaning or the outcome of chaotic circumstances which may question the
essence of reality (Mezirow, 1996).

The stages of Mezirow’s (2000) transformative learning are outlined as follows:

a disorienting dilemma;

o self-examination with feelings of fear, anger, guilt, or shame;

e acritical assessment of assumptions;

e recognition that one’s discontent and the process of transformation are shared;
e exploration of options for new roles, relationships, and actions;

¢ planning a course of action;

e acquiring knowledge and skills for implementing one’s plans;

e provisional trying of new roles;

¢ Dbuilding competence and self-confidence in new roles and relationships;

e areintegration into one’s life on the basis of conditions dictated by one’s new

perspective. (p. 22)

35



Merriam (2004) asserts that the “notion of development as change over time or with age
is fundamental to adult learning theory and practice: furthermore, the direction of this change is
almost always presented as positive and growth oriented” (p. 60). Through this evolving process,
the interaction occurring in the learning situation must be considered to include structural
elements of ethnicity, race, culture, and gender. Additionally, this interaction places ethical
demands upon transference of knowledge. Ettling (2006) highlights Freire’s contentions that an
individual alters “his or her understanding and consciousness to the extent that she or he is
illuminated in real historical conflicts” (p. 3).

Briton’s (1996) perspective of the pedagogy of engagement challenges adult educators to
address existing dilemmas associated with the application of democratic and equitable ideals.
References to O’Sullivan’s conceptualization of development within adult education outline such
formulation as an integral component of human development (Briton, 1996). This notion offers
support for the commonality of humanistic need for growth and understanding that ethically
fulfills the needs of all affected in a collective manner (Briton, 1996).

With transformative learning being characterized as “evolving habits of mind as well as
by new structures for engaging one’s identity that recognize the interconnected web within the
universe,” the acceptance or denial of such shared responsibility comes into play when
addressing dilemmas (Lange, 2004). Additionally, references to Lange (2004) offers a
perspective on how transformative learning has the potential to stimulate citizen action for the
overall good of preserving societal gain and evoking change. The current lens of transformative
learning is centered on autonomous thought and ways in which aides in critiquing one’s thought
processes, perspectives, and the elements that have shaped them (Christie et al., 2015; Cohen &

Heinecke, 2018). This process serves as a reexamination of the legitimacy of learning
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experiences and allows individuals to apply what has been learned in unanticipated situations
(Christie et al., 2015; Cohen & Heinecke, 2018).

Transformational Learning Theory has been viewed as viable cultural competence
framework in higher education. It is noted that a strong connection exists between one’s learning
environment and the level of fulfillment of cultural competence (Fay & Kim, 2017). Within this
perspective, it is suggested that transformative learning has substantial consequences for the
practice of cultural design education and the learning environments it impacts (Fay & Kim,
2017). Similarly, it is highlighted that transformative learning has been promoted and lead
towards tangible changes toward cultural competence within clinical practices (Garneau, 2016).
In such, it is suggested that the context for critical reflection has been developed for
undergraduate nursing students (Garneau, 2016).

Zanchetta et al. (2017) note that mentoring relationships in higher education offered
transformative learning experiences which expounded upon the foundation of cultural
competence understanding for both the student mentees and faculty mentors. Brown and Schmidt
(2016) also highlight that self-reflection, as outlined by transformative learning, serves as an
integral component in nursing education as students gain understanding of varied cultures and
people globally. Within this process, students develop and enhance critical thinking and social
consciousness which support culturally competent care (Brown & Schmidt, 2016). Lastly, a
study focused on study abroad programs found use of Transformative Learning Theory offered
educational benefits in promoting of cultural awareness and understanding as well as in
acknowledging the differences within the scope in healthcare’s practices and policies settings

(Brown et al., 2016).
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To supplement the Transformative Learning Theory, the Developmental Model of
Intercultural Sensitivity (DMIS) offers the notion of a continuum of experiences over a lifetime.
It is noted that the DMIS is a widely utilized framework within assessment and training
(Deardorff & Arasaratnam-Smith, 2017). It is noted that Milton Bennett collected data across a
20-year span regarding individuals’ understanding, responses, and adjustments to cultural
differences from which the DMIS was developed (Greenholtz, 2000). The initial observations
were purposed to apply a theoretical approach in addressing next steps and describing a
developmental process in intercultural training programs (Bennett, 2017). Within this
framework, the primary goals of intercultural competence professional development serve to
permit more competent-based communication within the context of alternative cultural settings
while the secondary goals focus on the application of intercultural communication competence to
activities (Bennett, 2017).

Based on the DMIS framework, each individual or group presents a distinctive set of
experiences of cultural differences that are characterized by various developmental positions as
follows:

e ethnocentric (viewing one’s own culture is the central focus of reality);

e denial (living in isolation within one’s own homogeneous group, and intentionally

separate oneself from cultural differences to protect own worldview);

e defense (organizing one’s world into "us and them™ perspective with one’s own

culture being superior);

e minimization (all cultures have basic characteristics and no major difference exist);

e ethnorelative (viewing one’s own experience, in connection with other cultures, is

considered relative to a specific situation);
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e acceptance (acknowledging a number of equally complex worldviews across

cultures);

e adaptation (making conscious, empathetic shifts and acting in culturally appropriate

ways in other cultures); and

e integration (consciously choosing alternatives when evaluating situations and creating

one’s own reality). (Bennett, 2014)

As suggested by Bhawuk and Brislin (1992) “to be effective in another culture, people
must be interested in other cultures, be sensitive enough to notice cultural differences, and then
also be willing to modify their behavior as an indication of respect for the people of other
cultures” (p. 416). It is argued that the greater intercultural sensitivity, the greater the potential
for applying intercultural competence (Hammer et al., 2003).

Historical Context of the Development of Cultural Competence

According to National Education Association's C.A.R.E. Strategies for Closing the
Achievement Gaps:

Culture is the sum total of experiences, knowledge, skills, beliefs, values, and interests

represented by the diversity of students and adults in our schools. While culture is often

defined and perceived by schools as the celebration of important people, religions,
traditions, and holidays, as well as an appreciation of the customs of different groups, it is
also more than that. Culture is as much, or as little, as the everyday experiences, people,
events, smells, sounds, and habits of behavior that characterize students' and educators'
lives. Culture shapes a person's sense of who he or she is and where he or she fits in the

family, community, and society. (National Education Association, 2007, p. 16)
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Literature highlights that cultural competence materialized as one of the structures in
addressing issues of diversity and equality nationwide in the 1980s and in understanding how
culture and competence have become constructed over time (Kirmayer, 2012). The framework of
culture in the United States has been categorized by the U.S. Census Bureau as five main
ethnoracial associations to include the following: African American, Asian American and Pacific
Islanders, Latino, American Indian and Alaska Native, and White (Kirmayer, 2012).

The ethnoracial definitions of these identified blocs serve to combine language,
geographic origins, ethnicity, and race and identify those with related social issues and
inequities. It is noted that categories may not capture the full picture of those identifying with
several categories or those avoiding such identification completely (Hollinger, 1995). Cultural
competence in the United States has been streamlined through the lines of sensitivity of
professionals to the actual social injustices faced by the noted ethnoracial blocs or through
intentional efforts in professional-client ethnic matching (DelVecchio-Good et al., 2011).

Earlier anthropology views referencing cultural competence literature have addressed
culture as a direct link to group membership both self-assigned and endorsed by others
(DelVecchio-Good et al., 2011). Such an approach makes assumptions that the group members
share commonalities which influence behavior regardless of the one’s own experiences and the
social context in which one has identified with. Contemporary anthropology references that
culture should not be considered as a “fixed, homogeneous, intrinsic characteristic of individuals
or groups,” (Guarnaccia & Rodriguez, 1996) but as an entity that involves “flexible, ongoing
process of transmitting and using knowledge that depends on dynamics both within communities
and at the interface between ethnocultural communities and institutions of the larger society, like

the health care system, as well as global networks” (Kirmayer, 2012).
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As one of the pioneering efforts in social justice, the United Nations General Assembly
(UNGA) (1948) developed the Universal Declaration of Human Rights (UDHR), a document
outlining recommended standards communities should strive towards in regard to “humanity’s
inherently inalienable and indivisible basic human rights” on a global level (p. 1). Additionally,
it was noted that social justice issues that include prejudices and discriminatory practices towards
subgroups were embedded within societies and groups and highlighted UNGA (1948) offered the
following declaration:

Everyone is entitled to all the rights and freedoms set forth in this Declaration, without

distinction of any kind, such as race, color, sex, language, religion, political or other

opinion, national or social origin, property, birth or other status. Furthermore, no
distinction shall be made on the basis of the political, jurisdictional or international status
of the country or territory to which a person belongs, whether it be independent, trust,

non-self-governing or under any other limitation of sovereignty. (p. 2)

The issue of boundaries between individual social justice and basic human rights issues was
brought to the forefront.

The National Association of Social Workers (2015) also notes the historical notions of
cultural competence being solely defined in terms of ethnicity and race factors, but have
expanded to embrace the group identities as well as the diversity of all humans. Johnson and
Munch (2009) also note that the intersection of the infinite combinations of identities within both
singular categories poses varying results when addressing cultural constructs. Based on this
school of thought, it is noted there has been misunderstanding of the true meaning of cultural

competence which denotes the dynamics of solely race and ethnicity (Johnson & Munch, 2009).
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Based on these dynamics, cultures undergo constant change, but continue to provide constructs
to interpret the world in which individuals and their communities intersect.

Culture is linked with the micro to the macro views of interaction (Modood, 2007). While
the individual understands culture within multiple associations and community affiliations, the
culture of a community must be considered in terms of its overall connection with the larger
society as it defines it position and constraints within and abroad. Such a view of culture
predicates notions of perceived power and the politics of individuality and separatism (Modood,
2007).

Alignment of Multiculturalism and Social Justice

Ethnography studies conducted by Duntley-Matos (2014) in higher education settings
reflected the following notion:

Through the paradigms of transformative complicity, cultural humility, and

empowerment, an analysis of the hidden curriculum (Hafferty & Franks, 1994) is

recommended to promote a true alignment between the explicit and implicit expectations
and practices in academia: one that is invested in ethical modeling and the ongoing
evaluation of our protocols and human resource support systems. Equity cannot be
sustained or inclusive diversity promoted through token representations that silence the

voices of those we profess to include in “our academic homes.” (p. 463)

Through these ethnography studies, it is suggested that a systemic overhaul of higher
education is necessary to address the effects of “oppressive socio-economic disparities and veiled
exclusionary institutional discourses and administrative protocols” that open the lines of
communication and understanding (Duntley-Matos, 2014). Based on these findings, it is likely

that a stronger alignment would develop among “the representations of inclusive diversity, the
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implementation of transformative practices, and an atmosphere that is conducive to university
capacity building and systemic empowerment” (Duntley-Matos, 2014).

Duntley-Matos (2014) notes that transformative complicity acknowledgment within
institutional settings endorse acts of social justice in which there must be a willingness to
enhance awareness and address policies and procedures that open the doors for the masses of
leaders and not just a few chosen administrators. Through this process, it is suggested that
institutions are able “to intervene upon the systemic inequalities perpetuated by policies that
cannot be overturned in the short run, but which can be addressed through the gray areas of
institutional practice” (Duntley-Matos, 2014). The conflicts of transformative complicity arise
when contradictions are manifested in the variances between what is designated as important and
actually done to promote acts of social justice (Duntley-Matos, 2014).

Through critical reflections about privilege and power, cultural humility is highly
operational at the interpersonal levels between mentors and mentees, but reports of institutional
biases intervene and strongly infuse the relationships and their development (Duntley-Matos,
2014). It is highlighted that in order for power inequity to be addressed thoroughly at the
institutional and political levels, the processes of tracking concerns, intended risk sharing, and
sacrificial actions, must be associated directly with cultural humility development (Duntley-
Matos, 2014). Critical feminist paradigms, emphasizing individuation as a political domain, lead
us from a negotiated sharing-of-risk to a strategically managed complicity that involves sacrifice
(Duntley-Matos, 2014). Duntley-Matos (2014) suggests that using the feminist paradigms of
managing complicity via sacrificial action and reflection has the propensity to positively

transform institutional policies and practices.
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Various viewpoints emphasize there has been a continuous link between multiculturalism
and social justice in the field of counseling and helping professions. Perspectives recognize the
significance of diversity and oppressive actions that have limiting effects on one’s mental
stability as well as promote the necessity of culturally competent individuals in the helping
professionals. As an example, it is noted that the cultural counseling perspective has transformed
from minimizing sociopolitical factors to embracing cultural variables which may affect
relationships (Ponterotto et al., 2010). Paralleling this notion is the relevance of advocacy in
addressing issues of social justice and systematic barriers to well-being (Constantine et al., 2007,
Toporek et al., 2006).

The continuous link between multiculturalism and social justice has been brought to the
forefront and echoed in the American Counseling Association's (2014) Code of Ethics in which
social justice is defined as a mechanism by which cultural competence promotes “equity for all
people and groups for the purpose of ending oppression and injustice affecting clients, students,
counselors, families, communities, schools, workplaces, governments, and other social and
institutional systems” (p. 21).

Within the developments of the multicultural counseling movement, Pederson (1991)
designates this perspective as the "fourth force" among counseling models proceeded by the
psychoanalytic, cognitive-behavioral, and humanistic paradigms. This cultural perspective
emphasizes the importance of understanding cultural factors and the need to understand clients in
the context of their own environment. Prior to the multicultural perspective, it was noted that the
traditional counseling methods did not take into consideration sociopolitical factors to explore

psychosocial development (Sue & Sue, 2008). By observing through a more extensive
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viewpoint, a significant method arises to get to the core of client’s outlooks and concerns (Sue &
Sue, 2008).

The social justice counseling perspective has been labeled as the "fifth force" in the field
of counseling (Ratts et al., 2004). This shift in counseling paradigms reportedly evolved in
reaction to the need for alternative methods in addressing human development outside of the
focus of repressive environmental circumstances that impede this development. Additionally,
Ratts (2009) theorizes that the social justice paradigm shifted the helping and advocacy field in
which the ways client issues are understood, what types of interventions are considered and
utilized, and the role of the professional involved.

Advocacy Competencies

The establishment of cultural and advocacy competencies were birthed out of the rise of
the multicultural and social justice movements. The creation of the Multicultural Counseling
Competencies (MCCs) in 1991 by the Association for Multicultural Counseling and
Development (AMCD) paved the way for the development of the American Counseling
Association’s (ACA) Advocacy Competencies which provided the foundation for implementing
advocacy strategies and initiatives. To further connect the multicultural and social justice
perspectives, the Multicultural and Advocacy Dimensions (MAD) model was formulated to
emphasize the development of a therapeutic relationship (Ratts et al., 2016b).

Research labels multiculturalism and social justice as distinct entities coupled with the
development of the Multicultural Counseling Competencies (MCCs) and Advocacy
Competencies, elevates a need for clarification in the unification of these two paradigms and
how they can be used in conjunction to complement each other. Lewis and Arnold (1998)

emphasize the view of multiculturalism and social justice “as two sides of the same coin... Itis a
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short step from becoming aware of the impact of the cultural milieu to noticing the role of
oppression in our clients' lives. Once we begin to notice systemic oppression, it is just one more
short step to accepting our responsibility for social action” (Lewis & Arnold, 1998, p. 51).

With the assumption that multiculturalism and social justice are interrelated components
in the process of multicultural competence development, the process of multiculturalism is then
seen as a stimulus for social justice activism (Ratts et al., 2004); however, multicultural
competence may have limitations when standing on its own. Vera and Speight (2003) highlight
that multicultural competence may present limitations in addressing systemic barriers faced by
clients while Rubel and Ratts (2007) emphasize that engaging in any form of social justice
advocacy without the presence of the development of a sense of multicultural competence may
offering services that exclude considerations for clients’ cultural backgrounds. In turn, such
limitations may impede competent multicultural practices and professional ethical standards are
at risk.

Embracing the complimentary nature of multiculturalism and social justice through their
respective competencies serves as a means to strengthen professionals’ ability to connect with
clients. It is important to note that the MCCs and Advocacy Competencies have been validated
by the American Counseling Association which support the relevance of both multiculturalism
and social justice to the field of counseling education (Hays, 2020). Additionally, Toporek et al.
(2006) contended that the MCCs opened the pathway for the Advocacy Competencies and
provide professionals more stable and comprehensive methods in effectively working with their
clients.

The MCCs have been identified as useful in providing understanding the roles that bias,

cultural factors, and oppressive elements play in clients' lives and their overall impact to the
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services rendered. Equally, the Advocacy Competencies offer alternative methods by which
community action is evoked through gaining awareness and knowledge of existing systemic
barriers. It is noted that the theoretical foundation of both competencies can pose difficulty in
implementing them simultaneously in practice; therefore, strategic methods should be further
explored to bridge these professional platforms and execute meaningful interactions. The MCCs
have been categorized into three distinctive areas as follows:

e the professional’s awareness of their own cultural biases and value systems;

e the awareness of clients' worldview thought pattern; and,

e the use of culturally appropriate methods within the professional relationship.

(Roysircar et al., 2003)
Inherent within each of the competence principle are the fundamental components of a
professional’s knowledge, belief system, and skills in relation to multicultural competence. At
the initial level of awareness, the professional develops awareness of his/her own cultural
background as well as that of his/her clientele, emphasizing the role of culture within the
professional process. This process involves internal exploration and willingness to further
expand upon one’s current understanding, awareness, and skills (Arredondo et al., 1996).

The importance of the awareness of a client's worldview is emphasized in the second area
of the MCCs. Sue and Sue (2008) suggest that one's worldview formulates the thought patterns,
behaviors, and holistic view of the world. It is emphasized that understanding clients' worldviews
is vital due to the diversity in views groups may potentially hold that differ from those of the
dominant cultural groups. Lastly, the utilization of culturally appropriate methods and strategies
are the third measure of MCCs which may incorporate unconventional means and practices to

meet clients in their environment to better aid in their development (Sue & Sue, 2008).
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With the emergence of the body of social justice scholarship and the state of society with
reformative action at the helm, the MCCs also evolved to incorporate social justice within its
competencies and now are formally known as the Multicultural and Social Justice Counseling
Competencies (MSJCCs) (Ratts et al., 2016a). This update is reflective of the growing body of
literature on the intersection of multicultural and social justice competence (NassarMcMillan,
2014; Singh & Salazar, 2010). Research suggests that the development of multicultural and
social justice competence must be viewed as lifelong progression for the commitment to
understanding and application into practice (Hook et al., 2013).

The intersectionality of identities has been introduced in the MSJCCs, offering a broader
viewpoint than that of the MCCs which offered a single lens perspective on multicultural
competence (Ratts et al., 2016a). Such an approach acknowledges the existence of several
intersecting identities serves as an important forerunner to better understanding the complexities
of well-being of individuals from marginalized groups (Bowleg, 2012). To take a step further,
MSJCCs have incorporated action and advocacy into their competencies (Ratts et al., 2016a).

Various domains have been identified that contribute and intersect in multicultural and
social justice practices as follows: (a) counselor self-awareness, (b) client worldview, (c) the
counseling relationship, and (d) counseling and advocacy interventions (Ratts et al., 2016a). The
MSJCCs suggest that attitudes and beliefs coupled with knowledge and skills lead to action
(Ratts et al., 2016a). With the additions of advocacy and action, professionals are provided the
foundation “to develop cultural and change-fostering, skill-based interventions... critical to
achieving multicultural and social justice outcomes” (Ratts et al., 2016, p. 38). It is noted that

multicultural and social justice competent professionals seek training opportunities to learn more
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about how their power, privilege, and/or oppression influences the experiences of themselves and
the clients they serve (Ratts et al., 2016a).

Comparable to Bronfenbrenner's (1981) ecological model of human development, the
Advocacy Competencies present context for hypothesizing clients' concerns and issues from a
perspective that encompasses the interconnectivity between client and environmental elements
(Ratts et al., 2007). The premise of the Advocacy Competencies is reportedly related to the belief
system that the client-centered approach to counseling is understood in terms of their personal
environment (Ratts et al., 2007).

There are three levels noted within the Advocacy Competencies including advocacy for
the following groups: (a) client/student, (b) school/community, and (c) the public
(Bronfenbrenner, 1981). On each level, advocacy occurs along with and on behalf of individual
clients/students and their community. The “microlevel” of advocacy is that of the client/student
advocacy in which there is recognition of environmental factors that impact educational, career-
related, and well-being (Bronfenbrenner, 1981). It is noted that empowerment methods support
understanding of individuals’ lives in context and reduce external barriers that may be
nonproductive in the process. At the “mesolevel” of advocacy, the collaborative efforts within
the community are recognized and promoted to evoke social change (Bronfenbrenner, 1981).
The value of networking is emphasized which increases access to community resources and
services to remove environmental and systematic barriers which may affect client development.
Within the public arena level, advocacy takes place at the “macrolevel” (Bronfenbrenner, 1981).
Finally, the macrolevel of advocacy intertwines public data and social/political methods to
promote action for the repeal of social injustice that exist systematically in various areas to

include our public education and health care systems. It is noted that advocacy efforts are usually
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strengthened when other levels are supportive and would present greater impact for the overall
system versus isolated movement (Ratts et al., 2007).

The interconnection of the MCCs and Advocacy Competencies and the active expansion
of multiculturalism and social justice advocacy have been illustrated through the development of
the Multicultural and Advocacy Dimensions (MAD) model (Safran & Muran, 2000). As
developed by Jones and McEwen (2000), the conceptual idea behind the MAD model's
framework has been borrowed from the Multiple Dimensions of Identity (MDI) was identified as
the foundation to the framework of the MAD model. The MDI model explores the various
aspects of human diversity factors, including race, ethnicity, gender, and sexual orientation, and
how they interact and the prominence of people's identities at specified time periods (Safran &
Muran, 2000). This model raises questions to why people were more aware of some
characteristics of identity than others during a specified time period. The big picture of MAD’s
framework offers the idea of fluidity within the three areas of the MCCs and the three distinctive
levels of the Advocacy Competencies (Safran & Muran, 2000).

According to the works of Bordin (1979), the working alliance between the client and
professional is a key component of the helping model. Within the MAD model, it is concluded
that the core is centered on the task at hand, the bond, and goals of professional activity (Safran
& Muran, 2000). The inclusion of the MCCs and Advocacy Competencies must be considered to
incorporate multicultural and social justice factors within professional practices and
interventions. These competencies are viewed as fluid and flowing throughout the course of the
professional relationship. A number of reflective areas of the MAD model offer insight into

competence level: the professionals’ awareness of their own beliefs and values; the knowledge of
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the client’s worldview; culturally appropriate interventions and strategies; sociopolitical contexts
and conditions; and self-reflection activities (Safran & Muran, 2000).

The National Sexual Violence Center (2012) facilitated focus groups to identify core
skills and qualities of sexual violence prevention practitioners. There were three categories
identified by the group members:

e personal qualities, including knowledge of community systems and resources, critical

thinking skills, project management and leadership);

e community mobilization skills (crisis intervention, group discussion facilitation, and

systems advocacy); and

e communication skills (public speaking skills, addressing goals, knowledge and ability

to adapt to learning styles). (National Sexual Violence Center, 2012, p. 4)
Common themes were noted across the board to include prevention practitioners addressing “the
root causes of sexual violence” and understanding “social justice activism” (National Sexual
Violence Center, 2012, p. 2).
Infusion of Multicultural Competence into Student Affairs

It is emphasized that Student Affairs professionals play a major role in developing
students holistically which may encompass social, intellectual, emotional, and spiritual factors
(Major & Mangope, 2014). According to Love (2003) “student affairs professionals perform a
varied mixture of leading, advising, counseling, educating, supervising, teaching, planning, and
so forth” (p. 2), offering co-curricular activities intended to enhance lives outside of the
classroom setting. With such a diversified body of work to manage, Student Affairs professionals

ultimately are the decision-makers and their roles critical in addressing multicultural issues on
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college campuses. There is a vital need for the “integration of multicultural awareness,
knowledge and skills into practice” (Major & Mangope, 2014, p. 24).

Understanding the culture of higher education and Student Affairs has been at the
forefront of addressing and shaping organizations (Kuk & Banning, 2009). It is emphasized that
Student Affairs departments within colleges and universities are comprised of complexities to
support the educational experiences and needs of both the students and institution (Kuh, 2003).
The reasoning for such complexities is that many Student Affairs practitioners or professionals
come from and have a variety of knowledge and expertise from other disciplines (Dungy, 2003).

The overall operation of Student Affairs is dependent upon the faculty, staff, and students
and organizational culture structure. It is noted that most cultures have features of an organized
entity with varying levels of formal structures which fit the mode of higher education (Strange,
2003). Strange (2003) emphasizes the combination of knowledge and expertise presents either
dynamic environments that are flexible and tolerant of change or static environments that are
resistant to change. Also, it is emphasized that in crisis management within institutions, Student
Affairs must exhibit flexibility and adaptability when crisis episodes occur. Kuk and Banning
(2009) also suggest that the organizational culture of Student Affairs should be able to change
with the environment in order to effectively address the safety needs of its stakeholders.

Typically, Student Affairs’ divisions have been independent vessels which connect
directly to various entities of the institution to include enrollment and student activities.
However, there has been a shift in addressing the needs of students holistically which includes
the need to address campus safety (Dungy, 2003). Even though campus safety was not connected

to Student Affairs’ operations historically, the current shift indicates the need to embrace
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adaptability in crisis management. Such needs may include the safety and protection of the
student population, staff, and faculty as they arise in crisis situations.

As noted by Melody Werner, EdD, Title IX coordinator at Eastern Michigan University,
Student Affairs’ practitioners can play critical roles in the growth and development of their Title
I X campus offices (McCarthy, 2017). Within these dynamics of managing institutional
compliance, challenges of maintaining a balance between the various missions and viewpoints of
associated with providing support and guidance for complainants and respondents, come into
play (McCarthy, 2017).

Understanding the importance of diversity and multiculturalism at higher education
institutions are mandatory to the state of Student Affairs professionals and ethical practice within
the profession (Brown, 1991). The ability to develop professional programs that allow colleges
and universities to cope with the increasing demands of constantly changing student bodies has
also been prioritized (Brown, 1991). Nevertheless, Student Affairs practitioners have received
minimal awareness training and professional development programs that prepare them to assume
their roles as socializing agents in multicultural environments (McEwen & Ropper, 1994;
Mueller & Pope, 2001). Such an issue is best described by Pope and Reynolds (1997) as
multicultural incompetence. Similarly, Moore (2000) highlights the necessity of professional
development in terms of “staff development is most effective when it is an ongoing process that
includes appropriate, well thought-out training and individual follow-up through supportive
observation and feedback, staff dialogues, study groups, mentoring, and peer coaching” (p. 14).

According to Pope and Reynolds (1997), multicultural competence is a heuristic tool that
enables Student Affairs practitioners to deal with students who are culturally different.

Additionally, it guides Student Affairs practitioners' ethical, affirmative, and professional
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practices in establishing multicultural sensitive and affirming environments. Anderson (as cited
in Bresciani, 2008) refers to multicultural competence as global competence wherein individuals
learn how to express themselves without offending others' cultures, ideas, beliefs, and feelings.
Bresciani (2008) argues that there is very little difference between global competence and
multicultural competence if the notion of intellectual diversity is emphasized.

The lack of multicultural competence is problematic in the sense that it prevents Student
Affairs practitioners from understanding themselves, which in turn obstructs their efforts in
relating to culturally different others (Bresciani, 2008; Pope & Reynolds, 1997). Bresciani
(2008) argues that Student Affairs practitioners cannot facilitate learning or even work with
students of different cultures if they cannot distinguish their own culture, values, and beliefs.
Therefore, Sue et al. (1982) developed a theoretical model that advances Student Affairs
practitioners' multicultural skills in order to effectively handle multicultural issues and encourage
the valuing of cultural differences. The tripartite model consists of multicultural awareness,
multicultural knowledge, and multicultural skills (Pope & Reynolds, 1997). Pope and Reynolds
(1997) explain that these three foundational constructs represent the scope of multicultural
competence. According to Sue et al. (1982), multicultural awareness, knowledge, and skills are
essential if Student Affairs practitioners are to work ethically and efficaciously across cultural
differences.

Finally, Bresciani (2008) concludes that Student Affairs practitioners should not consider
the development of multicultural competence as a sole indicator of success. Instead, they are
required to incorporate outcome-based assessment strategies into their development activities in
order to determine their institutional limitations and strengths. According to Pope and Reynolds

(1997), the department of research and program evaluation needs to develop valid and reliable
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assessment programs that help institutions in measuring the levels of multicultural competence
that Student Affairs practitioners possess. The derived results will identify deficit areas and
determine the main goals and objectives that multicultural development programs would address
(Ebbers & Henry, 1990). Pope and Reynolds (1997) explain that the development of
multicultural awareness, knowledge, and skills is an ongoing process that necessitates continuous
learning and evaluation.

Overview of Title IX Legislation

Title IX legislation’s trajectory has flowed and subsided over the past forty-five years
throughout transitions in the political climate and within our society. The increased reporting of
sexual assault on college campuses has gained widespread attention in recent years. Title IX
legislation mandates that all educational programs and activities receiving such funding must
function in a nondiscriminatory manner to include admissions and recruitment, athletics,
counseling services, employment, sex-based harassment and discrimination (U.S. Department of
Education, 2020b).

Landmark legislation policies have made major gains in the pursuit of equity in education
and the workplace since the latter part of the 20th century. With the establishment of
Commission on the Status of Women by President John F. Kennedy in 1961, issues of gender
equity in education and the workplace were at the forefront; findings supported gender
discrimination as systematic and widespread (Schubert-Madsen & Schubert, 1991). Based on
these findings, Congress constituted laws to contest such discrimination including the Equal Pay
Act of 1963 which demanded equal pay for equal work and Title VIl (amended to the 1964 Civil

Rights Act) which prohibited employment discrimination based on sex. Even with previous
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legislation addressing various areas of discrimination, none specifically offered gender-based
discrimination protection within educational institutions (Wade-Gravett, 1996).

Title IX was modeled in part after the Title VII of the Civil Rights Act of 1964 due to a
federal case involving discriminatory employment practices in 1969 at the University of
Maryland with the need to address these concerns in the educational setting (Smith, 2011). As a
provision of the 1972 Educational Amendments Act, Title IX legislation came into existence to
address these gaps in civil rights regulations, specifically gender discrimination in educational
institutions (Passeggi, 2002). Title IX legislation was designed to restrict and rectify
discriminatory acts and practices within federally funded programs, stating that “no person in the
United States shall, on the basis of sex be excluded from participation in, or denied the benefits
of, or be subjected to discrimination under any education or activity receiving federal aid”
(Passeggi, 2002).

Legal cases have expanded over past four decades to cover both the definition of gender-
based discrimination as well as the institution’s responsibility to respond to reported allegations
(U.S. Department of Education, 2020e; Wilson, 2014). In the 1980 federal case Alexander v.
Yale University set the precedence in using Title X to support allegations of sexual harassment
by four female undergraduate students and a male professor against an educational institution
(Alexander v. Yale University, 1977). The complainants indicated Yale was negligent in
providing an effective grievance process to manage sexual harassment complaints and
considered such action as a violation of the Title IX of the Education Amendments of 1972
(Alexander v. Yale University, 1977). Although Yale won this case, it instituted a grievance
procedure based on the federal court’s finding of quid pro quo dilemmas relating to academic

advancement constituted sex discrimination (Alexander v. Yale University, 1977; Wilson, 2014).
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In the 1999 Davis v. Monroe County Board of Education case, it was clarified that
actions of gender-based discrimination, sexual harassment, and sexual violence student to
student are also included in the range of Title IX (Davis v. Monroe County Board of Education,
1999; Wilson, 2014). In the 2003 Kelly v. Yale University case, it was ruled that universities
must be responsive to students’ reported allegations in a prompt and appropriate manner (Kelly
v. Yale University, 2003; Wilson, 2014). These two federal cases set the tone for reviewing,
defining, and gender-based discrimination and institutions’ responsibilities in managing Title IX
cases (U.S. Department of Education, 2020e; Wilson, 2014).

The Jeanne Clery Disclosure of Campus Security Policy and Campus Crime Statistics
Act (Clery Act) of 1990 has become a significant part of the regulatory framework for
developing and implementing campus safety measures and crime prevention policies and
procedures at higher education institutions (Office of Postsecondary Education, 2020). The Clery
Act was named after Jeanne Clery, a student raped and murdered in her dorm room by another
student on April 5, 1986 (Know Your 1X, 2020). The Clery Act mandates higher education
institutions to provide timely warnings of crimes that present a threat to the campus safety of the
college community and provide public access to their campus security policies (U.S. Department
of Education, 2019). The Clery Act is comprised of the Campus Sexual Assault Victim’s Bill of
Rights that requires higher education institutions to release information their educational
programming, campus disciplinary procedures, and victim rights (Know Your X, 2020).

The Clery Act also requires that crime statistics be collection, reporting, and
dissemination of sexual assault crimes, hate crimes, Violence Against Women Act offenses, and
other criminal offenses that occurred on their campuses and specified adjacent areas on an annual

basis (U.S. Department of Education, 2019). It is noted that the intent of the Clery Act is to
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provide transparency to the college community with accurate information on campus safety
issues in a timely manner in order to make informed decisions (Davis, 2020; Office of
Postsecondary Education, 2020; U.S. Department of Education, 2019). In October 2020, the U.S.
Department of Education on Friday rescinded its long-standing guidance within the 2016
Handbook for Campus Safety and Security Reporting regarding the Clery reporting procedures
for higher education institutions (Office of Postsecondary Education, 2020). This guidance was
replaced with a simplified appendix in the Federal Student Aid Handbook and intended to offer
flexibility in tracking crimes and determining occurring on public property within a mile radius
of the institution (Bauer-Wolf, 2020; Office of Postsecondary Education, 2020).

The Clery Act has played a significant role in two separate investigations by the Federal
Student Aid (FSA) and the Office for Civil Rights (OCR) that resulted in the U.S. Department of
Education issuing a historical $4.5 million fine and a mandate for revisions of sexual abuse
reporting to the Michigan State University (U.S. Department of Education, 2019). Additionally,
the U.S. Department of Education issued fines for Clery violations to the University of
California, Berkeley at $2.4 million and Baylor University more than $461,000 (Bauer-Wolf,
2020).

The Violence Against Women Act of 1994 (VAWA,) also serves as a federal law with
influence on Title 1X rulings. The VAWA Reauthorization is an amended section to the Clery
Act which mandates all higher education institutions to educate the college community on the
prevention of sexual violence (Office of Postsecondary Education, 2020). Such legalization
increased the standards for institutions to respond, handle disciplinary proceedings, and educate

on these issues (Lhamon, 2014).
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Under the revised 2020 Title 1X Rule, the Clery Act and VAWA have set the foundation
in defining the four categories of sexual assault, domestic violence, stalking, and dating violence
on the basis of sex (U.S. Department of Education, 2020e). Particularly, VAWA amended the
Clery Act to mandate institutions to collect data for incidents of the previously noted four
categories and to be inclusive of policies, procedures, and programs relating to these occurrences
in their annual reporting (Federal Register, 2014). VAWA expanded the rights afforded to
college campus survivors within the previously noted four categories (Clery Center, 2020). Three
significant legal cases involved the federal courts upholding VAWA confidentiality protections
and denying the disclosure of VAWA confidentiality protected information during the course of
state court proceedings: Hawke v. United States Department of Homeland Security, Demaj v.
Sakaj, and Romain v. Napolitano (Erickson & Orloff, 2014).

In 2011, the Dear Colleague Letter was issued by the Office for Civil Rights which
mandated all institutions receiving federal funding to designate Title IX Coordinators to take on
the responsibilities of proactive prevention, compliance, and training to address sexual
misconduct (U.S. Department of Education, 2020e). This letter also provided direction on how
schools receiving federal financial aid assistance were mandated to not only take proactive
measures to prevent incidents, but also respond appropriately to gender-discrimination, sexual
harassment, and sexual violence under Title 1X legislation (U.S. Department of Education,
2020e). There were three clarifications to this Dear Colleague Letter relevant to the work of
higher education professionals to include the following: (1) identifying sexual violence as a type
of gender-based discrimination; (2) designating an institutional employee to monitor Title IX-

related issues on each campus and to align them with an outlined grievance procedure, and (3)
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training for those engaged in this grievance and reporting process (Ali, 2011; U.S. Department of
Education, 2020e).

Title IX mandates that all educational programs and activities receiving federal funding
must function in a nondiscriminatory manner to include processes and procedures with
admissions and recruitment, athletics, counseling services, employment, sex-based harassment,
and discrimination (U.S. Department of Education, 2020b). The noted Dear Colleague Letter
notification outlined that schools were responsible for taking action on any reported allegations
that were initiated by students, institutional employees, or third parties connected to these
entities. This position also involved overseeing the entire investigative process and ensuring this
process was fair and equitable for all parties involved (Sieben, 2011). As a national victims’
rights advocate and Director of the National Campus Safety Initiative, Daniel Carter emphasizes
in the Chronicle of Higher Education that “in the current environment, being a Title I1X
Coordinator can be a challenging assignment ... but it’s an important challenge for higher
education to take on.” (June, 2014, p. 13).

In addition to designating specific employees to address Title 1X concerns, the 2011 Dear
Colleague Letter indicated revisions from the 1972 Title X legislation to indicate “employees
likely to witness or receive reports of sexual harassment and violence, including teachers, school
law enforcement unit employees, school administrators, school counselors, general counsels,
health personnel, and resident advisors,” must also be trained in the appropriate reporting
processes (Ali, 2011, p. 4). Ambiguousness existed in the letter as to which employees would be
connected to the grievance and reporting processes as each institution was given leeway to

determine its trainees (Tillman et al., 2014).
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Ultimately, the institutions make the final decisions on who is designated as the mandated
reporters, but must offer a specified, inclusive method in the selection of these employees. In
2014, the Office for Civil Rights outlined the significance of a mandated reporter as “any
employee who has the authority to take action to redress sexual violence . . . or whom a student
could reasonably believe has this authority or duty” (Lhamon, 2014, p. 17) and extended this
guidance to identify all employees considered as mandated reporters. Additionally, the 2014
guidance reportedly placed a mandate upon institutions to “provide training to all employees
likely to witness or receive reports of sexual violence, including teachers, professors, school law
enforcement unit employees, school administrators, school counselors, general counsels, athletic
coaches, health personnel, and resident advisors” to include “what should be included in a report
and any consequences for the failure to report” (Lhamon, 2014, p. 38).

In 2016, federal guidance was released that applied specifically to students’ rights whose
“internal sense of gender” differed from the “sex designation recorded on an infant’s birth
certificate” (Lhamon & Gupta, 2016, p. 1). This update indicates that the student’s gender
identity is acknowledged regardless of any “medical diagnosis or treatment” and “requiring
students to produce identification documents in order to treat them consistent with their gender
identity may violate Title IX”” (Lhamon & Gupta, 2016, p. 1).

The 2016 update also “requires schools to provide transgender students with equal access
to educational programs and activities” regardless of the circumstances others may deny because
“the desire to accommodate others’ discomfort cannot justify a policy that singles out and
disadvantages a particular class of students” (Lhamon & Gupta, 2016, p. 1). This updated 2016
letter was ultimately withdrawn by the Department of Education in February 2017 as officials

emphasized the necessity to take into consideration all of the legal ramifications involved (Battle
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& Wheeler, 2017). The legislation regarding transgender individuals is still under consideration.
The Wall Street Journal’s editorial board offers the prediction that the Dear Colleague letter on
transgender students will ignite litigation for years to come (Pruitt, 2016).

An editorial in the New York Times by Yale law professor Peter Schuck emphasizes that
the Department of Education does not have any authority to alter Title IX regulations as they are
the responsibility of the U.S. Congress and the federal courts, not of government staff (Schuck,
2016). It is noted that the Administrative Procedure Act mandates that the government publishes
“a proposed policy, explain its rationale, and solicit public comments before it enacts a new rule.
By ignoring the notice and comment process in this case, the ED has aborted a much-needed
public debate over whether identity-based bathroom use can and should be regulated as a legal
right, or merely left as an option” (Schuck, 2016).

In recent years, the 2017(a) notification issued by U.S. Department of Education (2017a)
indicated withdrawn statements of the guidance offered in the Dear Colleague Letter on Sexual
Violence (issued in April, 2011) and the Questions and Answers on Title IX and Sexual Violence
(issued in April, 2014) which mandated procedures that involved institutions receiving federal
funding to conduct investigations, adjudications, and resolution of accusations. It is noted that
the 2011 Letter and the 2014 Questions and Answers have placed “improper pressure upon
universities to adopt procedures that do not afford fundamental fairness” and have resulted in
institutions resolving allegations that “lack the most basic elements of fairness and due process,
are overwhelmingly stacked against the accused, and are in no way required by Title IX law or
regulation” (U.S. Department of Education, 2017b).

Under the noted circumstances, the U.S. Department of Education (2017a) has decided to

withdraw the 2011 Letter and the 2014 Questions and Answers which address student sexual
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misconduct to respond “to the concerns of stakeholders and that aligns with the purpose of Title
I X to achieve fair access to educational benefits... intends to implement such a policy through a
rulemaking process that responds to public comment.” It is noted that this letter does not
indicate any additional requirements to applicable law (U.S. Department of Education, 2017a).

In providing clarification on interim measures required by institutions, the U.S.
Department of Education (2017b) noted that individualized services must be extended to both
reporting and responding parties involved in a sexual misconduct case from the point of initiation
throughout its duration and adjust as necessary throughout this process. It is also noted that an
institution “may not rely on fixed rules or operating assumptions that favor one party over
another, nor may a school make such measures available only to one party” (U.S. Department of
Education, 2017b).

As noted by the Department of Education’s proposed Title 1X regulations, the rescinded
2011 Dear Colleague Letter on Sexual Violence reportedly opens the opportunity for institutions
and students to gain more clarity on their options as rights while gaining due process protections
through clear, formal rules (U.S. Department of Education, 2018). As noted by Betsy Devos,
U.S. Secretary of Education, “our proposed rule recognizes that we can continue to combat
sexual misconduct without abandoning due process... federal standards should align with
Supreme Court precedent that set out when schools are liable for monetary damages under Title
IX in private lawsuits” (Perez & Quilantan, 2020). Joel Levin, co-founder of the nonprofit Stop
Sexual Assault in Schools organization, notes that “schools are not all prepared to handle these
incidents as they occur right now... the new regulations will just create a more chaotic
environment. The Department of Education has tried to bring some college or higher education-

level Title 1X rules into K-12, where they don’t really work” (Perez & Quilantan, 2020).
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In the long-awaited release, the U.S. Department of Education (2020a) announced its
final regulations governing campus sexual assault under Title IX at federally funded institutions.
As a result, it is a requirement for higher education institutions to comply with these regulations
by August 14, 2020. As noted by an official press release rendered by the U.S. Department of
Education (2020a), U.S. Secretary of Education Betsy DeVos outlined a framework which
emphasized the following:

Too many students have lost access to their education because their school inadequately

responded when a student filed a complaint of sexual harassment or sexual assault,” said

Secretary DeVos. "This new regulation requires schools to act in meaningful ways to

support survivors of sexual misconduct, without sacrificing important safeguards to

ensure a fair and transparent process. We can and must continue to fight sexual

misconduct in our nation's schools, and this rule makes certain that fight continues. (p. 1)

Although legal obligations also apply to K-12 schools, the U.S. Department of Education
(2020a) outlines several key provisions for higher education institutions to address including the
following: new definition of sexual harassment, options to report sexual harassment, supportive
measures for both parties, and live hearing proceedings. Also, the U.S. Department of Education
(2020a) notes that the final rule prohibits institutions from enforcing Title IX measures in ways
which deny both students and faculty of their rights as guaranteed by the First Amendment to the
U.S. Constitution. Within this context, “students, teachers, faculty, and others should enjoy free
speech and academic freedom protections, even when speech or expression is offensive” within
the educational environment (U.S. Department of Education, 2020f, p. 1). It is important to note
that the final rule does not condone retaliation when exercising rights protected under the First

Amendment (U.S. Department of Education, 2020f).
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Role of Title IX Professional Associations and Organizations

In response to the U.S. Department of Education’s revocation of the 2011 Dear Colleague
Letter and the 2014 Questions and Answers on Title 1X and Sexual Violence, a number of
organizations have offered insight on next steps for consideration. ATIXA, CUPA-HR, and
SHRM offer perspectives into the next phases in this undefined process and serve as resources as
guidelines are further questioned and considered.

The Association of Title IX Administrators (ATIXA) (2017) has been recognized as the
United States' only membership association focused solely on Title XX compliance and resources
for those holding such responsibilities in higher education. The Association of Title IX
Administrators (ATIXA) (2017) emphasizes that “gender equity remains an inherent good in
education, and would be so even if Title IX had never been enacted... yet, Title I’XX was enacted
45 years ago, and the trajectory of Title 1X has never been defined nor will it ever be solely by
the four year term of any one administration” (p. 1). Based on Title 1X’s 2001 Guidance, the
justice system still requires prompt action upon accusations. It is noted that any institution not
prioritizing Title IX cases may be faced with criticism and backlash from federal judges and
institutional stakeholders (ATIXA, 2017). Although the sub-regulatory guidance for Title IX
legislation has made a shift, ATIXA (2017) notes that requirements to ensure freedom from any
type of discrimination based on sex or gender on both legal and moral obligations are in
existence. ATIXA’s President, Brett Sokolow, predicts the proposed regulations produce a
“systemic failure... | think the system potentially collapses under the weight of the litigation that
comes from this” (Perez & Quilantan, 2020).

The NCHERM Group, a practice in higher education-specific law practices, offers risk

management, consulting, and proactive prevention services in the field through its oversight of
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the ATIXA and NaBITA membership organizations. In an open letter about sexual violence by
Brett Sokolow and the NCHERM Group Partners, it was noted that the Dear Colleague Letter
issued by the Office of Civil Rights in April 2011 has adjusted the landscape of higher education
forever with implications to institutions pivoting to manage gender equity and quickly
responding to these mandates to change existing policies and procedures. Such mandates led to
the increase in reporting by students and college personnel nationwide (The NCHERM Group,
2014). The NCHERM Group (2014) recommends that definitive orders for prevention should be
issued at the federal level to those entities handling campus sexual violence issues and also
provides the necessary resources institutions need to accept such compliance and prevention
orders.

CUPA-HR (2017), an association designated for human resources professionals, explores
emerging trends and workforce development issues as well as partners with related associations
on advocacy efforts to directly impact issues in higher education workplace issues. CUPA-HR
(2017) notes that institutions should proceed with caution when considering alterations to the
current Title IX practices. It is suggested that these changes have been outlined by the U.S.
Department of Education may be of a temporary nature. Further changes in the federal guidelines
have been expected to include differing standards of evidence as well as similar practices in
mandating the position of a Title IX Coordinator on campuses received federal funding.

CUPA-HR (2017) has noted that there have been hundreds of modifications and
elimination of higher education rules rendered by the Department of Education since 2000, but
rarely any processes that directly affect Title X with only three formal changes in discriminatory
practices since its initiation in 1975. CUPA-HR (2017) contends that “replacing legally binding

but unclear guidance with legally binding and clear regulations, and soliciting input from all
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sides in doing so, is a very good idea that will result in clearer regulations and, we hope, greater
protections for all students” (p. 1).

In response to the 2017 Dear Colleague letter and new guidance on Title IX issued by the
Office of Civil Rights, ATIXA (2017) notes the following:

It is about commitment, not compliance. Gender equity remains an inherent good in

education, and would be so even if Title IX had never been enacted. Yet, Title IX was

enacted 45 years ago, and the trajectory of Title IX has never been defined nor will it ever
be solely by the four-year term of any one administration. Schools now have the
opportunity to develop and enhance a commitment to Title 1X from within and to

envision what we should be doing, rather than what we must be doing. (p. 1)

The Association of Title X Administrators (ATIXA, 2017) emphasizes that
fundamentals in upholding protections against discrimination and harassment on the basis of sex
and gender remain regardless of the relaxed timeframe and uncertainty of regulatory expectations
issued. The Association of Title IX Administrators (ATIXA, 2017) affirms that “any school that
deprioritizes Title IX may quickly find itself on the wrong side of a federal judge, campus
activists, or both but certainly on the wrong side of history” as they may be subjected to
challenges by these entities in the interim (p. 2). The Association of Title IX Administrators
(ATIX, 2017) notes that it supports revisions to make Title IX policies and procedures more
balanced but, emphasizes that “rulemaking should also not be used as an excuse to remove the
moral, ethical, and legal obligation institutions have to address sex and gender-based harassment,
which includes sexual violence” (p. 2). Emphasis has been placed on avoiding the compromise

of the protection of all parties involved with the existing protections in place.
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Since the May 6, 2020 release of the final rule of the Title 1X regulations, the Department
of Education has received responses from several professional organizations which have ignited
controversy (Neelakantan, 2020). As Anderson (2020) notes, the responses present varying
degrees of support of the modified due process protections as noted by the Foundation for
Individual Rights in Education (FIRE). Additionally, there has been dissent due to a number of
concerns including the timing of the release during the Coronavirus pandemic, new evidence
processes, and cross-examination standards as issued by the Know Your X, a national advocacy
organization (Anderson, 2020). There are looming provisions as well as ramifications that are
forthcoming as the final rule is established at higher education institutions.

The Impact of Racial and Gender-Based Sexuality Stereotypes and Perceptions

As previously noted, it important to acknowledge the role of racial marginalization in
Title IX impacts service delivery and decision-making; however, inequities in gender and gender
identification must also raise concern. Although the broader culture has embraced the notion of
inclusivity, explicit dehumanizing attitudes and actions remain prevalent (Anderson et al., 2018).
Stereotypes of Black sexuality include a generalized view that “Black or African-descended
individuals are more sexually desirous, experienced, available, indiscriminate, and skilled than
are White or Europe and descended individuals” (George & Martinez, 2002, p. 110).

Additionally, Black sexuality has been covertly associated with animalistic and
mechanistic perceptions that are representative of forms of dehumanization (Goff et al., 2008). In
alignment with this thought are stereotypes about Black sexuality and the premise that racism
and racial factors such as have influence and upon rape victim blaming affecting the judgements
involving Black individuals (Cowan & Campbell, 1994; George & Martinez, 2002; Sapp et al.,

1999). Research suggests that the propensity to dehumanize minority groups is linked to
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increased social exclusion (Viki et al., 2012) and more severe punishment and punitive actions
(Bastian et al., 2013).

When the two aspects of race and gender intersect, the concept of the unrapability of
Black women is brought to the forefront. Gender-specific stereotypes of Black women lean
towards them “being promiscuous and unrapeable” as compared to White women (George &
Martinez, 2002, p. 110), “are ‘unrapeable’ because of their wanton, chronically promiscuous
nature” (White et al., 1998, p. 159) and their marginalized societal status (Royce, 2020). Black
women have been more frequently shown in media in an animalistic manner and being
objectified in a greater magnified than White women (Turner, 2011). Research suggests that
Black women who conform to the ideal body shape (Gervais et al., 2013) and body size (Holland
& Haslam, 2013) are comparatively more likely to attract the objectifying regard than White
women. As emphasized by White and Sharpley-Whiting (1997), Black women have been
subjected to an unrapability narrative throughout history that has functioned as “a code of
silence, self-erasure, in the name of race solidarity” within and beyond Black communities to the
point of worthlessness, unbelievability, and invisibility. It is suggested that acts of aggression
and violence resulting from racist and sexist perceptions held within society may be viewed as
continuous torment experienced by women of color (White & Sharpley-Whiting, 1997).

Gender-specific stereotypes of men also present important considerations for this
research. Black men portray them as “being overendowed and prone to rape White women”
(George & Martinez, 2002, p. 110). Similar to the animalistic connotations associated with Black
women, the Black-ape metaphor has been associated with negative imagery of bestial tendencies
of Black men (Goff et al., 2008). Smiley and Fakunle (2016) note that brute imagery was

brought to mainstream media in the 1915 film “Birth of a Nation” highlighting Black men as
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barbarians attempting to attack White women, and in such, reinforcing associations with
criminalization while depicting the violence from the Ku Klux Klan from a heroic perspective.
Additionally, negative connotations and use of terminology such as thug have been associated
with Black men and linked to the exploitation of legal issues as well as misperceived attributes to
justify their unlawful treatment and discriminatory legal judgements (Smiley & Fakunle, 2016).

Additionally, the effect of gender silence when men are raped is prevalent to this
research. It is noted that themes held by male rape victims’ are reflective of females’ in that they
may embody shame, self-blame, and inadequacy and limit self-disclosure, due in part to victim
blaming, while rarely gaining assistance from support services such as legal, health, and mental
healthcare (Riccardi, 2010; Sleath & Bull, 2010). The loss of manliness and subjected stigma
from rape play roles in masculine identity, affecting immediate and long-term coping and
survival following the rape and long-term with their experience of being raped (Riccardi, 2010;
Sleath & Bull, 2010).

Summary

Chapter 2 offered a review of the literature that expresses the significance of educational
training, presents data regarding its effectiveness, and highlights its role in aiding the further
development of multicultural competence. This literature review highlighted research on the
historical path and transfusion of both Title IX policies and multicultural competence into higher
education. Relevant conceptual frameworks relating to transformative adult learning were
considered. Overall, the research emphasized that higher education professionals faced
imperative tasks in reforming procedures and redefining the service delivery and structure of

their Title IX practices. This is initiated through the intentional self-discovery, development, and
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evolvement in multicultural competence through open and active communication, social
encounters, and professional development training.

An empirical study by Jones and McEwen (2000) establishes the importance of having
the professional take the responsibility in incorporating his or her cultural considerations within
the professional relationship and growing in their self-beliefs and confidence in his or her
abilities over time. The Multicultural Counseling Competency Model (Sue, 2008) serves as
beneficial as it adaptable to a variety of situations and service professions. Title XX Coordinators
have access to utilize this framework to gain better understanding of cultural competence within
their personal, organizational, and community practices. Additionally, the MCC Model may
assess professionals’ thought processes about ways in which they practice and apply cultural
competence in relation to the collective body of higher education. The MCC Model also sustains
the original three dimensions of cultural competence for professional practice to include
awareness, knowledge, and skills (Sue et al., 1992).

Within the defined roles of Title IX Coordinators, self-awareness is a key component
wherein they oversee the investigation process and empower a team of Title 1X Investigators,
students, faculty, and staff through this process. By knowing oneself, any subconscious or
external visible forms of prejudice, bias, and/or discrimination toward a certain cultural group or
student may be eliminated (Pope-Dauvis et al., 2003). Engaging in formal training, educational
programming, and/or cultural interactions, knowledge in cultural competence can be enhanced.
Cultural knowledge may define one’s competence level during a given time frame or over an
extended time period. Within the third component to the Multicultural Counseling Competency
Model, skills are noted as those in direct relation to one’s professional practice (Sue, 2001). For

Title IX Coordinators, this may encompass varied soft skills such as observation, processing, and
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communication as well as hard skills such as group safety, risk management and interpersonal
interactions during professional practice. The skills related directly to cultural competence may
be acquired through professional training and varied cultural experiences and interactions.

From the perspective of the multidimensional version of the original MCC Model by Sue
(2001), it is noted that organizational systems affect professional practice by transferring the
three aspects of cultural competence (awareness, knowledge, and skills) “from the bottom-up or
the op-down, through the organizational, professional, or community systems in place” (Perez &
Luquis, 2008, p. 48). This MCDD model permits diverse conversion and modifications into
various professional practices serving the needs of its targeted populations (Sue, 2001). Lastly,
the MCC and MCDD models serve as informative resources for Title X Coordinators striving
for enhanced cultural relations and associations with diverse populations and may be more
enhanced with guidance from them.

Since Title IX’s inception, the legality and political components of this legislation have
come more prevalent and taken a more serious tone in reference to removing gender
discrimination from educational institutions and their practices. As this process continues to
evolve, so do the issues that are being addressed in the scope and focus of Title IX legislation.

Although cultural competence may extend over the lifetime of work for Title 1X
Coordinators, developing awareness, knowledge, and skills serve as fundamental steps toward
gaining cultural competence in professional practice. The literature review suggests that with the
increasingly diverse student population and the increase of reported Title 1X allegations, higher
education institutions must continuously strive to meet the historical and emerging needs of
society at large, including the improvements in the development and implementation of

culturally competent practices.
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CHAPTER 3: METHODOLOGY

Chapter 3 is designed as the roadmap of the research study and outlines the steps | plan to
take for data collection. Despite our increasingly diverse culture and the importance of cultural
competence at the forefront of higher education commentary, a review of the empirical literature
offers limited research and context-specific studies on cultural competence for Title IX
Coordinators. The existing literature makes an appeal for restorative justice which aligns with the
need for cultural competence training (Karp & Sacks, 2014; Koss et al., 2014; Vail, 2019). This
formal comparative study will examine professional development focused on cultural
competence for Title IX Coordinators in higher education. Representatives from three training
programs were interviewed to explore the initial development, implementation, evaluation
process, and evolution of these programs.

Chapter 3 will also outline the researcher’s data collection processes and limitations of
this research. Lastly, the strategies utilized to address issues of credibility and trustworthiness is
outlined. The findings will offer interpretive results to legitimize this current research study by
revealing an existing gap between awareness, knowledge, and practices in multicultural
competence.

Guiding Questions

The findings and subsequent data analysis contribute to further insight into this
comparative study. Through a conceptual understanding of cultural competence training
programs available through three professional organizations, the following overarching research
guestion was established with the noted sub-questions: What are the similarities and differences

in cultural competence training programs designed for Title IX Coordinators by the Association



of Title IX Administrators (ATIXA), the College and University Professional Association
(CUPA-HR), and the Society for Human Resource Management (SHRM)?

1. What steps are taken in the program development process?

2. What are the main factors contributing to training implementation?

3. What measures are considered when assessing and tracking performance and/or

training effectiveness?

4. What factors have impacted the evolution of the training?

The noted questions remain the base from which this study is initiated. With the focus on
professional development options for Title IX Coordinators, an in-depth understanding of the
development, implementation, evaluation process, and evolution of cultural competence training
programs is expected to be gained.

Inquiry Design and Rationale

This research study specifically aims to analyze the cultural competence professional
development for Title 1X Coordinators offered by three organizations. Additionally, this research
study seeks to illustrate the value of the standardizing characteristics as a paradigm for
characterizing, comparing, and contrasting varying cultural competence training models. Lastly,
this research study intends to analyze and compare how factors, including historical, social,
political, and economic conditions, have impacted the development and evolution of these
cultural competence training programs. Although professional membership and/or cultural
competence credentialing is not mandated for Title 1X Coordinators, the selected organizations
serve as resources to offer training and examine historical data, trends, and research in the field
of professional development. Additionally, examining three organizations offers diverse

perspectives and added value to the field of cultural competence training.
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In order to examine the cultural competence training programs, this research study
utilizes a qualitative comparative study approach in conjunction with document analysis for each
training program. Bogdan and Biklen (2007) describe qualitative research as an “umbrella term”
(p. 2) which encompasses varied research strategies yet includes distinct features, corroborating
the existence of useful, relevant data. Yilmaz (2013) indicates that qualitative researchers
interpret social phenomena as multifaceted and intertwined, and should not be reduced to remote
variables, but rather to further expand upon the totality of the phenomenon. As noted by Bogdan
and Biklen (2007), the use of qualitative methods offers the means to gain a wide-ranging, rich
data collection supporting the noted phenomenon of multicultural competence. Staller (2010)
describes qualitative research as less controlled than that of quantitative research.

Using qualitative methods offers insight into real experiences of professionals and serves
as a gateway to freely tell stories from their perspectives. Bogdan and Biklen (2007) label the
collection of qualitative data as “soft” (p. 2) in reference to the type of data collected and the
limited control the researcher has with the evolving findings. Qualitative research is noted to
provide exclusive features which do not apply to features within quantitative studies.

Method triangulation will be used in this qualitative study to support data collection
through interviews, supporting documentation, and observation. As Polit and Beck (2012) note,
method triangulation uses multiple data collection approaches to address a common
phenomenon. Within qualitative research, triangulation has been perceived as a strategy to test
validity through the merging of data from different sources (Patton, 1999). This method
triangulation will enhance the quality of the qualitative analysis by engaging three collection

techniques.
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Creswell (2007) illustrates case studies as a qualitative method in which “the investigator
explores a bounded system (a case) or multiple bounded systems (cases) over time, through
detailed, in-depth data collection involving multiple sources of information and reports a case
description and case-based themes” (p. 73). In later research, Creswell (2013) outlines the typical
collection may include that of “extensive forms, such as documents, and records, interviews,
observation, and physical artifacts for 1 to 4 cases” (p. 148). This current research study has
selected three programs pertinent to Title IX Coordinators’ training to further explore. Such
collection will be supported by semi-structured interviews by representatives from the three
programs, public documents, and website data.

In Creswell’s exploration of qualitative inquiry and research design, he indicates that
good research presents the “assumptions, paradigms, and framewaorks explicit in the writing of a
study and, at a minimum be aware they influence the conduct of inquiry” (Creswell, 2013, p. 15).
Creswell examines four of these paradigms as follows: post positivism, social constructivism,
advocacy/participatory, and pragmatism. According to the commentary of Norwich (2019), Guba
delineates a paradigm as “the basic belief system or worldview that guides the investigator, not
only in choices of method but in ontologically and epistemologically fundamental ways” (p.
243).

Guba and Lincoln (1994) notes there are four paradigms that have contended “...for
acceptance as the paradigm of choice in informing and guiding inquiry, especially qualitative
inquiry” (p. 105) and are as follows: positivism, post-positivism, critical theory, and
constructivism. The worldview/paradigm that is most representative of my perspective is that of
constructivism in which the goal is of understanding and reconstructing views based on new

interpretations (Guba & Lincoln, 1994). Ultimately, these new viewpoints potentially lead to
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improvement and/or enhancement. The criterion for progression is that over time, individuals
gain more informed constructions and gain awareness of the content and meaning of competing
constructions (Guba & Lincoln, 1994, p. 130).
Case Selection

In designing a qualitative comparative study, researchers must initially establish the
element of comparison and the phenomena that will be researched and compared. According to
Manzon (2007), a “meaningful comparative study should be able to identify the extent and the
reasons for commonalities and differences between the units of comparison, examining the
causes at work and the relationships between those causes” (p. 100). In this research study, the
elements of comparison and contrast are that of the development process, implementation steps,
evaluative measures, and evolution of cultural competence training for the selected three training
programs. Similarly, Pallant (2007) describes this comparative research design in terms of the
variances between groups without influencing them in any manner.
Structure for Comparative Analysis

The framework for the research study’s comparative analysis is modified from the
comparative inquiry structure outlined by Phillips and Schweisfurth (2006), which emphasizes
Bereday’s four-step process of comparative analysis comprised of description, interpretation,
juxtaposition, and simultaneous comparison. The underlying purpose of comparative analysis is
“to identify the extent and the reasons for commonalities and differences between the units of
comparison examining the causes at work, and the relationships between those causes” (Manzon,
2007, p. 88). As noted by Creswell (2007), this research study incorporates a within-case and a
cross-case analysis to examine and compare the three confined cases in which cultural

competence training resides.
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Ethical Considerations

Permission to conduct this qualitative comparative study was granted from the East
Carolina University Institutional Review Board (IRB) following a detailed review of the research
study proposal to ensure that compliance regarding human subjects was followed accordingly
(see Appendix A). Copies of the “Consent to Participate” were sent to those individuals and
professional requests to recruit participants were made (see Appendix C). The purpose of these
forms was to provide a description of the purpose and study guidelines. Participants reviewed
and provided consent via email prior to the interview session with me. Due to the ethical
obligation of maintaining confidentiality, I informed the participants that a pseudonym would be
utilized in the data to protect their identities.

Inquiry Procedures

The primary data collection tool for this qualitative case study was the semi-structured
interview. Interviews create opportunities for conversations with the participants in studies
(Lodico et al., 2010). Gagnon (2010) concludes interviews are among the most valuable sources
of research information. Utilizing a semi-structured interview model offered the means to ask
clarifying questions and probe further into their responses for more extensive data. Within an
individualized semi-structured interview approach, the amount of freedom by the respondent was
limited, but there was some leeway allowed for additional investigation by the interviewer
(Gagnon, 2010).

Additionally, Baskarada (2014) notes a researcher’s utilization of a semi-structured
interview model allows for autonomy to reframe and/or prompt questions for clarification based
on emerging information. Creswell (2012) notes that clarification also stems from interview

questions which begin with open-ended responses by the respondents which are followed by
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prompts to further explain these answers. All but one interview was conducted via Microsoft
Teams which was a phone conversation.
Description of Participants and Recruitment Strategies

To offer a requisite variety of data and perspectives within this research study, | selected
the following three programs to help shape training in cultural competence for Title X
Coordinators: the Association of Title IX Administrators (ATIXA), College and University
Professional Association (CUPA-HR), and Society for Human Resource Management (SHRM).
Three perspectives offer the means for me to make headway for making comparisons and
exploring differentiation among various models. The programs offer requisite variety, but also
may present varying elements that help shape training for Title 1X Coordinators. Given my
experience with all three organizations, via training opportunities and/or institutional
memberships, | aim to use this familiarity to move beyond generalized gatekeeper information
into the purview of insider knowledge to gain access to additional data for review. As
alternatives to these primary organizations, the following organizations were set to receive
requests to serve in this capacity, if the invitations to participate were declined or other issues
that impacted participation: the ASCA Sexual Misconduct Institute and the National Coalition
Building Institute (NCBI). Due to the lack of response from Society for Human Resource
Management (SHRM), the National Coalition Building Institute (NCBI) was utilized in its stead.

Due to COVID-19 restrictions and safety precautions (as recommended by the Centers
for Disease Control (CDC) and personal accountability for safety), each representative was
interviewed individually via video conferencing using Microsoft Teams or telephone based on
the participants’ preferences and availability options versus in a private, designated area as

anticipated prior to the COVID-19 restrictions and safety precautions being implemented. During
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the semi-structured interviews, | utilized preset questions and sub-questions to provide
consistency as well as open-endedness and flexibility to address the designated topics presented.
Using elements identified in Chapter 2 by the Multicultural Counseling Competencies (MCCs)
and Advocacy Competencies, | generated questions to reinforce the role of culture within the
professional development process, awareness and understanding of clients' worldviews, as well
as empowerment and advocacy approaches supporting cultural competence and professional
development. Additional follow-up questions with each participant were presented as deemed
warranted based on the participant’s responses. Information gained from an online data review
was also used in this research study. See Appendix B for the specific questions and sub-questions
established for the program representatives.
Instrumentation

The use of a digital recording mechanism was incorporated into the interview process
(both video recording and telephone interviewing) and transcripts were generated using the
internal mechanisms with Microsoft Teams. Another source of interview data were handwritten
notes taken to include nonverbal expressions inaudible by the audio recording. Lodico et al.
(2010) suggests that journaling adds validity to the data collection. Creswell (2012) offers that
notes taking during the interview serve as alternate resources if there are issues with failing
recording devices. The handwritten notes taken during these interviews supplement the digital
audio recordings with nonverbal expressions. Through these means of cross-referencing data,
Merriam (2009) highlights such actions as “comparing and cross-checking [multiple sources of]
data” (p. 216) for confirmation of reliability. All transcriptions, notes, and additional documents
will be electronically stored as well as password protected. The information will be organized by

its data type, date gathered, and by participant it is aligned with in this study.
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Data Analysis

This section outlines the methods and procedures used to analyze the data to gain answers
to the noted research questions. The Transformative Learning Theory serves as a guide to build
upon the study’s theoretical framework. Through an analysis of the various characteristics and
factors outlined within this comparative study, fundamental changes and understanding of
emerging processes will be gained via formal and informal learning experiences over time
(Mezirow, 1978) which present cross-cultural learning and its effective application into practice
(Lee & Greene, 2004). In analyzing the development and implementation of cultural competence
training, reference to transformative learning offers a reference for evolution and change (Lange,
2004).

Inquiry Design Rigor

As noted in the following section, the methods and procedures used to analyze the data
will promote the trustworthiness and credibility of the findings. Qualitative data from each
participant will be included in the analysis, regardless of the demographics, characteristics, and
other identifiers. It is recommended that an approach in a cyclic nature be considered when
conducting qualitative research where data collection, analysis, and reevaluation of the findings
are conducted (Merriam, 1998). Even though | have identified the principal problem and
research question at the inception of the study, there may be unknowns of “what will be
discovered, what or whom to concentrate on, or what the final analysis will be like” (Merriam,
1998, p. 162). Emerging themes will be identified, coded, and categorized.

This process was conducted after each interview and transcribed within two weeks of the
interview to review and highlight key points. Significant points consisted of the responses to the

posed interview questions and any additional supplemental questions. The key points from each
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interview were compiled to highlight commonalities and contrasts of the themes. Both journal
entries and notes taken during the analysis will be kept as part of the data collection which
provided impressions of non-verbal language and other thoughts generated prior to, during, and
after the interview sessions. These journal entries and notes will be compared to the identified
themes generated during the interviews.

Summary

Chapter 3 provides the description of the data and research methodology and design that
were utilized to explore cultural competence training programs designed for Title IX
Coordinators. Theoretical schemes and existing literature will be used in the selection of
programs and independent variables outlined in this research study. This study utilizes a
qualitative comparative study approach involving cross-case analysis. The data collected via the
semi-structured interviews will be analyzed using qualitative coding techniques. This analysis
will be the primary mode to explore the noted research questions and sub-questions. A code book
will be developed concurrently with the interview process and enhanced as themes occur during
the coding process via the interview transcripts in collaboration with the themes presented in the
interview protocol.

Three training programs were selected to allow for enhanced research and analysis.
Conversely, the programs permit a richer analysis and comparison of the contextual factors
affecting the cultural competence training. This research study primarily used secondary sources
retrieved through electronic English language searches and databases. This study is categorized
as a comparative study approach as all training programs are contextual and are within a

bounded system of professional development.
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Data analysis will be conducted by a thematic synthesis using normalizing characteristics
as the standard for comparison. The limitation of transferability and the two delimitations of the
use of only English language searches and exploration of three training programs, will impact the
manner in which this study was conducted, and results rendered by this process. By viewing this
data via the lens of transformative learning, the emergence of characteristics and evolution of the
noted factors of each program will be revealed. The findings of the study will be presented in

Chapter 4.
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CHAPTER 4: DATA COLLECTION AND ANALYSIS

Utilizing elements of both the Transformative Learning Theory and the Developmental
Model of Intercultural Sensitivity (DMIS), this study investigates ways in which cultural
competence training programs for Title IX Coordinators in higher education develop and evolve.
Three cultural competence training programs were examined in this qualitative comparative
research study. This body of work seeks to promote the ultimate goal of inclusion for all
stakeholders and offer insight into the avenues by which training programs and continuing
education opportunities prepare and sustain cultural competence growth and development for
Title IX Coordinators. All study participants were professionals employed by the three identified
training programs.

The purpose of Chapter 4 is to organize and report the research findings as presented
through the interviews conducted with designated professionals. This section will make a
comparison and evaluation of three cultural competence training programs. Evidence related to
cultural competence training and outcomes will be further discussed. Additionally, Chapter 4
reviews the data collection and analysis procedures and a summary of the study findings. The
following overarching research question was applied with the noted sub questions: What are the
similarities and differences in cultural competence training programs designed for Title IX
Coordinators by the Association of Title 1X Administrators (ATIXA), the College and University
Professional Association (CUPA-HR), and the Society for Human Resource
Management (SHRM)?

1. What steps are taken in the program development process?

2. What are the main factors contributing to training implementation?



3. What measures are considered when assessing and tracking performance and/or
training effectiveness?
4. What factors have impacted the evolution of the training?
Demographic Data

The purpose of this study was to investigate ways in which cultural competence training
programs for Title IX Coordinators in higher education develop and evolve. Nine individuals
were identified based on title and position listings on the websites of the three identified training
programs. | invited these training developers and trainers to participate in the research study. An
invitation email to participate was sent to twelve potential participants; however, not all
responded to the inquiry or agreed to participate. After the initial contacts and six additional
participant requests, there were no follow-up responses from SHRM based the selected directors
and managers from the various departments including Educational Programs, Customer
Experiences for Human Resource, Customer Experience for Human Resource Management,
Training and Development, and Communications and Development. Email exchanges
progressed with the Customer Experience department, leading to an email exchange with the
Communications and Development Director for approval. No approval or next steps were
granted after this point. As previously noted, these noted actions required the outreach to two
alternate training programs, NCBI and ASCA. Over the course of the spring 2021 semester,
several organizational leaders were contacted including the Founder/CEO, Lead Trainer, Senior
Trainer/Coordinator, and Trainer, resulting in two interviews. ATIXA provided access to a
number of program leaders; however, this outreach resulted in two interviews completed by the
Executive Vice President for Training Operations and the Training Developer/Lead Trainer.

Although there were contacts made with six leaders with CUPA-HR, these efforts resulted in one
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interview over a four-month period. With the exception of the interviewed Senior Manager of
Virtual Learning, all other contacts referred me to other colleagues for various reasons including
not being qualified or confident to speak on behalf of the organization and/or limited knowledge
of the Title IX training. In an effort to gain supplemental information to the noted organizations’
responses, | attempted to connect with ASCA. In using the contact email and phone number
offered on the program’s website on four occurrences, there was no contact information available
for any specific individual to access the next step. Out of the selected participants, consisting of
ten training program professionals, five (50%) agreed to participate in my research study over
the course of the spring 2021 semester.

The interviews averaged 75 minutes in length, with the longest lasting 90 minutes (about
1 and a half hours). At the onset of each interview, | asked questions to establish the length of
time worked with their respective organization, their current roles, and general experiences with
cultural competence training for Title IX Coordinators. Table 1 provides a summary of
participant demographics.

Training Content

Prior to 2020, the noted trainings offered by ATIXA, CUPA-HR, and NCBI were
traditionally offered in a face-to-face format. At the time of this study’s interviews in the spring
of 2021, the looming effects of the COVID-19 pandemic was inclusive of heightened safety
protocols, limited to no travel for many higher education institutions, and focus on work-life
balance/integration. According to all study participants, these factors raised the need for
organizations to offer their training opportunities and other programming virtually. All

participants presented a varied training delivery inclusive of case studies and scenario
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Table 1

Participant Profile Summary

Length of Time Employed

Participant Identifier by Training Program Position

Woodson 10 years Senior Training Coordinator/Trainer
Cross 6 months Training Developer/Trainer

Hall 25 years Senior Trainer

Soar 30 years Training Developer/Senior Trainer
DuBois 7 years Training Consultant/Trainer

87



discussions that aligned with my personal training experiences. The forthcoming information

details the content of each of the three training programs.

ATIXA’s training was titled as Title IX Coordinator Five: Bias and Cultural

Competencies. The training materials and registration portal noted that there were no

prerequisites required; however, it built upon the skills and content of the Coordinator One

module, considered to be the foundational course for all of the organization’s Title I1X

Coordinator-based trainings. As noted on their webpage as well as in alignment with my

experience, this training was offered as a live, interactive two-day course using ZOOM software

platform. As outlined in Table 2, the targeted audience for this training was comprised of Title

IX Hearing Officers Conduct Officers, Human Resource Specialists, General Counsel, and Law

Enforcement.

The training was segmented into the following modules:

1.

2.

Identification of types of biases that can affect Title IX processes

Evaluation of personal cultural competency and evaluation of one’s institution’s stage
of cultural competency

Identification of training needs and bias-reduction efforts

Recognition and reduction of microaggressions in the Title IX processes and systems
Development of cultural competency skills and recognition of opportunities to utilize
such skills within their Title X system

Understanding of the tensions presented by free speech and academic freedom in bias
mitigation work

Insight into the concept of privilege and how it intersects with cultural competency
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Table 2

Training Program Description

Organization

Training Titles

Targeted Audience

ATIXA

CUPA-HR

NCBI

Bias and Cultural Competencies

Oneness Lab: Deeper than

Diversity

The Leadership for Diversity
Institute

Title IX Hearing Officers, Student
Conduct Officers, Human Resources
Specialists, General Counsel, and Law
Enforcement

Higher Education Human Resources
Administrators and Title 1X
Administrators and Professionals

College and K-12 Administrators, Title IX
Administrators, Community Organizers,
Administrators, Community Organizers,
Government Officials, Law Government
Officials, and Law Enforcement
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At the completion of this training, participants obtained certification from ATIXA for 14
general credit hours. As noted in the training materials, certification referred to participants’
attendance through the duration of the training course and “cannot speak to individual attendees’
knowledge, expertise, or command of the material.”

CUPA-HR's training was titled as the Oneness Lab: Deeper than Diversity. As noted on
their webpage, this training was offered as a live, interactive four-part series using ZOOM
software platform. There were no prerequisites noted on the training materials or the
organization’s website. As outlined in Table 2, the targeted audience for this training was
comprised of Higher Education Human Resources Administrators and Title 1X Administrators
and Professionals.

The training was segmented into the following modules and were in alignment with my
lived experiences:

1. Re-tool your learning journey with key facts, trends, and U.S. History you might
never have been taught, along with exposure to key authors and media, rich wisdom
traditions, and faith practices which have emerged from diverse cultures over
thousands of years.

2. Sharpen the language you use to facilitate dialogue around your equity work by
increasing your understanding of the ever-evolving social justice and racial equity
lexicon.

3. Build an active understanding of the five elements of building real relationships from
the oneness lab model: frequency, proximity, reciprocity, knowledge, and
imagination to impact the culture of your institution and enhance your leadership

abilities.
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4. Learn how to nurture empathy and psychological safety to honor diverse
temperaments and perspectives and encourage honest discussion and breakthroughs
in understanding.

At the completion of this training, participants obtained certification from CUPA-HR as
confirmed by the HR Certification Institute and the Society for Human Resource Management
(SHRM) with 6.5 general credit hours.

NCBI’s training was titled as The Leadership for Diversity Institute. It was noted on their
website and registration portal that the training was open to “representatives of various
professional backgrounds world-wide" and no prerequisites were listed. As noted on their
website, this training was offered as a live, interactive three-day course using ZOOM software
platform. My 2019 personal training experience with NCBI differed in that was offered in a face-
to-face format. As outlined in Table 2, the targeted audience for this training was comprised of
College and K-12 Administrators, Title IX Administrators, Community Organizers,
Administrators, Community Organizers, Government Officials, Law Government Officials, and
Law Enforcement.

The training was segmented into the following modules and were in alignment with my
lived experiences:

1. How to integrate a powerful set of diversity skills into your leadership

a. Valuing and welcoming similarities and differences among group members

b. Examining the misinformation and unconscious bias that impacts our behavior
toward others

c. Understanding the role identity plays in leadership

d. ldentifying the harmful effects of oppression on one’s own group
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e. Preventing and interrupting bigoted remarks and behaviors
f. Learning how to be an ally to all groups
2. How to gain greater support for your leadership on diversity issues
a. Leading effective meetings that include everyone’s voice
b. Building a team of support for one’s own leadership
c. Structuring effective, respectful conversations about difference and
d. Increasing cultural competency
3. How to listen to concerns underneath controversial issues
a. Learning skills to move hotly contested issues forward and reframe the
conversation in a way that builds bridges.
4. How to partner with NCBI to build a local community, campus or organizational
affiliate to institutionalize the skills
Additionally, NCBI operated on several core principles that were outlined in their training
syllabus and website, and emphasized during my training experience as follows:
1. Building hopeful environments to welcome diversity.
2. Healing ourselves to change the world.
3. Becoming effective allies.
4. Empowering leaders to lead!
5. Changing hearts through stories.
6. Skills training leads to institutional change.
7. Sustaining the work requires on-going support.

8. Leaders deserve to be treated well.
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As noted in the training materials and via the organization’s webpage, the Leadership for
Diversity Institute was approved by the National Association of Social Workers for 25.5
continuing education contact hours. Upon completion of the Institute, NCBI issued participants a
certificate of completion.

Data Collection Process

Data collection began after receiving approval for exempt certification from the East
Carolina University Institutional Review Board (IRB) on 3/10/2021. The selected study research
design was a qualitative comparative study approach involving cross-case analysis. Data were
collected via semi-structured interviews and analyzed using qualitative coding techniques,
follow-up email correspondence with the study participants, and document analysis as provided
by the participants and through training | personally completed with each training program. The
data were analyzed using qualitative coding techniques. After each interview, the interview data
were coded manually and reviewed for emerging themes.

As proposed by Miles and Huberman (1994), the analysis process utilized in this study
consisted of three phases as follows: data reduction, data display, and conclusion drawing and
verification. During the data reduction phase, categorization, condensing, and converting the data
from the interview transcripts and documentation reviews was required. In doing so, I identified
the information offered by each participant in conjunction with the prominence and frequency
relevant to the issues addressed. Thereafter, | condensed the data for a manageable, systematic
approach to compare themes to the phenomenon.

The Coding Process
The coding process began immediately following the completed transcriptions were

provided from the Microsoft Teams recordings. Next, the data were organized by each interview

93



question with all responses to a given question being grouped together. As the initial step in the
reduction of the data, | utilized the process of within-case analysis to outline the specifics of each
case and examine each case for specific themes (Creswell, 2012). From this point, | conducted
open coding with each interview transcript which involved the allocation of labels to sections of
data which align conceptually (Mertens, 2010). By thoroughly reading each transcript, I
familiarized myself with the data to accurately assign an initial set of codes. The ten preliminary
codes were as follows: (1) industry standards and practices, (2) societal influence, (3) advances
in computer technologies, (4) aspects of diversity, equity, and inclusion, (5) trends in training
development, (6) competition with other training programs, (7) partnerships with higher
education institutions, (8) historical references, (9) collaborative relationships with community
partners, and (10) influence of the content creator(s). To streamline this list, | devised secondary
codes to encompass the first five preliminary codes noted above. These codes presented the most
frequency and references throughout the interviews.

Next, the data from each interview transcript was compiled to pinpoint which data should
be highlighted, minimalized or reserved for later access in order for scaled summarization to
facilitate conclusions (Miles & Huberman, 1994). In analyzing the generated codes, | performed
a categorical aggregation in which “the larger categories derived during case study data analysis”
(Creswell 2012, p. 294). Additionally, patterns were identified among thematic categories to
strategically reduce the quantity of initial groupings (Creswell, 2012, p. 199). During the formal
coding phase, Saldafia (2016) notes thematic categories are identified by reading and reviewing
the data; this process was conducted and repeated for each case.

As emphasized by Miles and Huberman (1994), | was involved in drawing conclusions

based on the perceptions of the participants and data sources reviewed as well as verifying
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information by assigning meaning to the data. In doing so, | was able to gain understanding of
how the data addressed the study’s research questions. As outlined by Glaser and Strauss (1967),
the constant comparison method was utilized to revisit the data and reexamine the previously
identified themes and patterns to corroborate my conclusions during this verification process.
From this point, | produced a broadened description of the collective cases to further evaluate
how the presented findings responded to the research questions of my study (Creswell, 2012).
Use of a thematic analysis was applied to the interview transcripts generated from the
interviews. | closely examined the data to identify the common themes, inclusive of repetitive
patterns, ideas, and subject matter. The approach was utilized to explore the participant’s values,
views, and experiences from a set of qualitative data based on interview transcripts.
| utilized a deductive approach in coming to the data with preconceived themes that |
expected to be reflected, based on this study’s literature review and existing theoretical
framework centered on the Transformational Learning Theory. These themes initially included
the following:
1. Cultural competence training is formulated through the lens of racial and gender-
based stigma and discrimination.
2. Practical application beyond the training process offers insight into its overall
effectiveness and responsiveness.
3. Training takeaways serve as gateways to enhanced delivery and development of
services, policies, and procedures for trainees.
4. The evolution of training is dictated by the state of the societal climate and headline

NEews.
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As the interviews progressed, more of an inductive approach was incorporated which
allowed the data to determine my themes. Also, a latent approach was integrated to read into the
subtext and assumptions underlying the data. Beyond the statements of the participants, this
technique gleaned on what their statements revealed about their assumptions and social context.

In conducting this analysis, | utilized pattern-level analytic techniques to identify patterns
presented throughout the interviews (LeCompte & Schensul, 1999). This method attempts to
explore the sets of coded narrative data presented by the study participants to understand their
relation. These patterns potentially emerged in varied ways to include the following:

1. the explicit affirmation that a specific theme exists

2. the frequency in with which the theme emerges

3. the exclusion of an anticipated theme

4. the alignment of a theme with previous research

5. the sequential revelation of themes, and/or (6) through the co-occurrence of several

themes (LeCompte & Schensul, 1999).
This process provided another layer of reliability for my research study.

Additionally, I sought to identify divergent data through conflicts which exist within and
across the study participants’ narratives. | tagged conflicting information with Microsoft Word
comment memos revealed in the interviews. The code contradiction labeled research memos
which identified conflicting discourses. Once the patterns and conflicts were identified, wide-
ranging theoretical concepts were developed to show a multidimensional picture of training
development and implementation factors relevant to the sample of programs. At the conclusion
of each interview, | wrote reflective notes on the study participant and the interview process. The

notes were inclusive of summaries of the salient ideas, thoughts regarding omitted and
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conflicting information presented by the study participants, and reflections on how the study
participants’ themes correspond to the others.

In maintaining notes for the interview, only the initials of the study participants were
included on all electronic files with a master key in a password protected Google Drive for my
exclusive access. My reflections were documented through both field notes and research memos.
The field notes were based on my observations and analytical concepts and written during and
immediately after each interview. In contrast, the research memos were written during the coding
process and/or consequent exploration of data. All data and identifiable data were destroyed at
the conclusion of this study. The original interview protocol and the subsequent interview
question changes through the course of the study are provided in Appendix B.

Creswell (2013) outlines that the typical collection may include “extensive forms, such as
documents, and records, interviews, observation, and physical artifacts for 1 to 4 cases” (p. 148).
In following suit to Creswell’s notations, | selected three training programs pertinent to Title 1X
Coordinators’ training to further explore. Study participants were selected to represent each
program to gain varied experiences during the interview sessions. A total of five participants
completed the interviews between March 31, 2021 and July 16, 2021. The following
organizations participated in this study: the Association of Title IX Administrators (ATIXA), the
College and University Professional Association (CUPA-HR), and the alternate program,
National Coalition Building Institute (NCBI). The following training programs did not
participate in this study: the Society for Human Resource Management (SHRM) and the
alternate training program, the ASCA Sexual Misconduct Institute. Table 3 provides a profile

summary of the selected training programs and the number of interviews conducted.
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Table 3

Training Program Profile Summary

Organization Acronym # Interviews
The Association of Title IX Administrators ATIXA 2
The College and University Professional Association CUPA-HR 1
The Society for Human Resource Management SHRM 0
National Coalition Building Institute NCBI 2
ASCA Sexual Misconduct Institute ASCA 0
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With the exception of CUPA-HR, which was represented by one study participant,
ATIXA and NCBI were represented by two participants each in this research study. After the
participants were identified, | collected data from the interviews with these selected
professionals, email correspondence from the individuals who recommended the participants,
and each training program’s website. At the time of the data collection, the study participants
included training content developers and trainers. To accommodate participants’ schedules and
account for COVID-19 restrictions, interviews were conducted via videoconferencing
technology using Microsoft Teams or via telephone. My original study design outlined face-to-
face interviews; however, it became necessary to conduct the interviews virtually, primarily via
videoconferencing, while one was conducted via telephone, in order that participants could
complete the study. Although telephone interviews are not considered common in qualitative
research, Creswell (2007) notes that gaining access to hard-to-reach respondents is a common
issue in interviewing research. Similarly, Tausig and Freeman (1988) suggest that telephone
interviewing may present the means to obtain data when the research experiences difficulty in
accessing participants in person. In proceeding with data collection from multiple sources, | had
an opportunity to substantiate my data (Yin, 2009) and assess the credibility and/or validity of
claims rendered by the qualitative data (Booth et al., 2013; Denzin & Lincoln, 2011; Miles &
Huberman, 1994). Comparing the organizations’ training materials, inclusive of course
descriptions, objectives, activities, as well as website information, offered the means to support
the data collected. As a past trainee with each organization, | also was able to discern where the
reported accounts aligned or diverged from my actual training experiences.

At the time of the interviews, training was conducted virtually by ATIXA, NCBI, and

CUPA-HR via the ZOOM platform. Cultural competence was the all-encompassing training
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topic; however, there were specific training modules offered as noted in Table 2. Each module
was considered a requirement of the training and could not be completed separately. Although
training for Title IX Coordinators was the focus of this research study, each organization also
offered their cultural competence training to professionals in adjacent fields of work to include
Human Resource Specialists, General Counsel, and Law Enforcement Officers as identified in
Table 2.

After the conclusion of the analysis, there were a few conflicting statements obtained
from the study participants. For example, study participants were asked who was deemed
responsible in developing and implementing the cultural competence training with their
respective programs. Each of the two participants from ATIXA and NCBI offered different
responses — from a team of faculty and/or trainers to an individual training developer. |
approached these dilemmas by revealing the known discrepancies to the study participants as a
means to gain clarity. I did not discount any contradictions as a sign of falsity or invalidation of
their narratives. On one hand, these conflicts offered diversity in perspectives and on the other
hand, they revealed complexities in how these training programs managed and/or interpreted
their internal training protocols.

Creswell (2013) offers a detailed description on interview protocols in which the researcher must
initially select the type of interview which is most appropriate for the study. In proceeding
through the outlined study protocols, | conducted one-on-one interviews via Microsoft Teams
technology and a telephone interview with one of the study participants. As needed, | had the
opportunity to seek clarification through the use of probing questions with each interview

method. Interviews were conducted adhering to the interview protocol, recorded, and transcribed
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via Microsoft Teams technology. The interview protocol was comprised of four primary
questions and probing questions were asked as needed.

Identifiers for the study participants were assigned using a pseudonym as follows:
Woodson, Cross, Hall, Wing, and DuBois. As part of my own professional development in the
field of cultural competence, I outlined the connection of each pseudonym to a pioneer in the
field as revealed through the research for this study below.

1. Woodson: Dr. Carter G. Woodson, the creator of the Society for the study of Negro

Culture and Life and instituted Negro History Week.

2. Cross: Terry L. Cross, an influential researcher in early cultural competence
exploration.

3. Hall: Edward T. Hall, an early initiator of intercultural communication research.

4. Soar: Derald Wing Sue, a psychologist and trailblazing researcher in multicultural
counseling.

5. DuBois: W. E. B. DuBois, sociologist and civil rights activist, credited with
conducting the first Critical Whiteness Studies analysis in his 1920 essay “The Souls
of White Folk”

As previously noted, the data collection methods were comprised of semi-structured interviews,
follow-up correspondence via email with the participants, and document analysis provided by the
participants and through trainings | completed with each organization. In this chapter, I will
provide a description of the findings gained from the data collection and interviews with the
training developers and trainers. Due to the nature of open-ended questions, | offered participants
the opportunity to provide as much information as they deemed necessary in their responses. In

some instances, probing questions were asked to gain further clarification as well as a deeper
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understanding of their thoughts and experiences. Based on this interview structure, these
interviews were classified as semi-structured. Mertens (2010) describes semi-structured
interviews as a process in which “the researcher develops an interview guide with topics, issues,
or questions that they intend to cover during the interview. The researcher is open to following
leads form the respondent to determine the ordering of questions and the use of probes to further
explore relevant points” (Mertens, 2010, p. 371).

Within the next step of the data collection process, the location of the interviews was
selected (Creswell, 2013). In adhering to COVID-19 restrictions and safety precautions while
maximizing participation, the interviews were conducted via Microsoft Teams or via telephone.
Microsoft Teams was utilized to support all videoconferencing allowing for real-time, two-way
video dialogs. During the interviews, | had immediate access to the recording and transcription
features. All transcriptions were saved to a flash drive. As a backup to the Microsoft Teams
recordings, | utilized the voice memo feature on my iPhone as a another means for data
collection. During the initial interview, Creswell (2012) highlights that the researcher should
supply the participant with consent information and explanation of the study’s purpose. In
advance of the interviews, all participants were sent an email requesting their consent and
provided detailed information regarding the purpose and expectations of their participation in the
study. I informed all participants that proceeding with the study was solely on a voluntary basis
and that they may elect to decline participation at any point of the study without any associated

repercussions.
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As a final step within the interview process, Creswell (2012) emphasizes that the
researcher should utilize good interview etiquette by keeping the agreed upon time and interview
protocol for each interview at the forefront. | ensured each participant that each session would
last no more than 90 minutes; however, they were provided the opportunity to share to the extent
desired. Additionally, during the interviews, | made observational field notes comprised of
verbal (tone, diction, etc.) and non-verbal (facial, body, etc.) expressions. After retrieving
transcriptions from each interview, | reviewed them for accuracy and found minor corrections for
parts of sentences that were inaudible on the file utilizing my notes and reviewing the audio
recordings.

To further validate my data, | offered a copy of the personal transcripts of each
participant for another review over the course of the following week. If there was not a response,
it was agreed upon during the interview that I would proceed with the next step of the data
review process. All documents offered by participants and/or accessible via websites were also
reviewed and listed as additional data sources. For the purpose of this research study, I examined
the training programs’ websites, paying close attention to information provided on training
offerings, training objectives, and any information on current or proposed training initiatives to
gain a deeper understanding of the training development and evolution with each training
program. To securely store the study’s data, | maintained a master list detailing the collected
information. All electronic files were saved on an external hard drive located in a secure location
in my home office. When not in use, the external hard drives and transcripts were stored in a

locked file cabinet.
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Findings

This chapter explores the prominent themes which answer the study’s following
overarching research question with the noted four sub questions: What are the similarities and
differences in cultural competence training programs designed for Title IX Coordinators by the
Association of Title IXX Administrators (ATIXA), the College and University Professional
Association (CUPA-HR), and the Society for Human Resource Management (SHRM)? What
steps are taken in the program development process? What are the main factors contributing to
training implementation? What measures are considered when assessing and tracking
performance and/or training effectiveness? What factors have impacted the evolution of the
training?

In utilizing within-case analyses, the data collected from the semi-structured interviews
with the participants as well as the documentation gained from the training programs identified
significant details. For example, | was able to gain insight into the perceptions of Title IX
training development and organizational priorities as they relate to the individual training’s
sustainability and evolution. Additionally, findings from the interviews revealed training
development and delivery were centered on the pulse of society. In this instance, the pulse of
society is related to the state of the cultural climate inclusive of perceptions, ideas, and opinions
of the targeted population, in this case Title IX Coordinators, as well as shared values and beliefs
within a specific moment in time. These analyses generated three themes and six related
subthemes (see Table 4). The three salient themes pertained to all interview participants and their
experiences within Title IX training, and they are as follows: (1) the prevalence of the
roundabout of Title IX training with diversity, equity, and inclusion (DEI) informed the training

experience; (2) innovation in teaching and learning practices produced positive
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Table 4

Themes, Subthemes, Research Questions, and Descriptors

Research
Question Brief Descriptor of
Theme Subthemes Addressed Subthemes
1. Connectivity 1A. Impact of RQ1, RQ2 Connection to
diversity, equity, cultural climate
and inclusion Responsive to
initiatives societal needs
1B. Influence of RQ1, RQ2, Alignment with
external resources RQ4 DEI resources
“All things DEI
right now”
2. Innovation in teaching 2A. Progression in RQ1, RQ2 Targeted learning
and learning the touchstones outcomes
2B. Adaptation to RQ1, RQ4 Meeting demands
instructional of competitive
planning training industry
Pivoting training
mode and delivery
in pandemic
3. Influence of an evaluative  3A. Challenges in RQ3, RQ4 Limitations in
process the data collection returned responses
3B. Activation of RQ3, RQ4 Limited post

teaching and
learning measures

training follow-up
Action-oriented
engagement
“Beyond the walls
of training”
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outcomes; and (3) the evaluative process informed the training’s immediate outcomes, long-term
impact, and overall implementation.

The first major theme, the prevalence of the connectivity of Title IX training with
diversity, equity, and inclusion related societal issues, addresses the means by which training is
in tune to societal issues. These notions revealed the following two subthemes: (1) diversity,
equity, and inclusion initiatives influence the direction of training development and
implementation and (2) the utilization of external resources impact the richness of the training.
Within the context of this theme, participants also highlighted how their training centered on
racial equity concepts which connected to the heart of culture.

The second major theme, innovation in teaching and learning practices, supports the need
to address the following two subthemes: (1) progression in the touchstones positively impacted
the learning continuum and (2) the adaptation to instructional planning addressed the evolving
needs within society. Within the context of this theme, participants outlined how instruction
aligned with societal trends and the voice of its constituents at the forefront of training
development and delivery.

The third major theme, the influence of an evaluative process, supports the following two
subthemes: (1) challenges were presented in the data collection and (2) the activation of teaching
and learning measures led to enriched experiences. Within the context of this theme, participants
supported collection and utilization of qualitative and quantitative data to advance its instruction
methods beyond traditional measures to evoke participant engagement and active learning.

A detailed description of each noted theme and their associated subthemes is outlined in
Table 4. In the subsequent segments of this current chapter, the themes and subthemes will be

examined through the notation of first-person responses from the participants’ interviews.
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The Connectivity of Cultural Competence Training with DEI

The prevalence of the connectivity of Title IX training with diversity, equity, and
inclusion (DEI) informed the training experience. Within the context of this first theme, it is
highlighted that several co-occurring individual characteristics or social constructs (such as
gender, ethnicity, race, and class) overlap and present distinctive collective experiences. The
study participants reported that their cultural competence training was inherently interconnected
with the societal climate in comparison to years past wherein this connection was loosely tied.
They described the societal climate during the pandemic from similar perspectives reflective of
addressing systemic racism and police violence as well exploring how racial inequities have been
exacerbated during this time in history. The study participants also highlighted the notions of
awareness, advocacy, and assessment of systemic racism, police violence, and racial inequities
support the need to further explore the following two emerging themes: (1) diversity, equity, and
inclusion initiatives influence the direction of training development and implementation and (2)
the utilization of external resources impact the richness of the training. All study participants
revealed the need to pivot during the pandemic to not only continue servicing their clientele
efficiently, but also an active state of the cultural climate and voices of the Title IX Coordinators,
students, and higher education impacted by their training in which racial reckoning was at the
forefront of many pivotal conversations. Also, the participants noted their volume of requests for
training services also peaked over the past 1-Y2 years. To provide context around the state of
racial reckoning during this moment in time, Inside Higher Ed pinpoints it as one in which many
white Americans are waking up to the realities of racial injustice and inequities in the United
States” (Knight, 2020). Similarly, the Lumina Foundation emphasizes that “we have struggled

as a nation to face the ugly truth about America’s shameful history of racist violence”
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(Humphreys, 2021). Additionally, it was noted that data from a 2020 Pew Research Center
“showed that more than three-quarters of Americans believe the increased focus on racial
inequities sparked by the George Floyd killing represents a change in the way most of us think
about these issues” (Humphreys, 2021). The need to extend deeper from theory to action-
oriented engagement is presented.

All study participants provided varied module outlines and planning guides reflective of
the incorporation of DEI elements within the cultural competence training as well as a next step
beyond the standard training. For example, Cross provided a module outline that revealed the
following:

This course offered a practical roadmap to develop an inclusive, bias-free office and
resolution processes, while gathering skills to assess the causes and solutions of inequity to
ensure a Title IX/non-discrimination program that offers a true level playing field.
Additionally, based on the course syllabus presented by Cross, the training offered the following
DEI-focused objectives:

1. ldentify types of biases that can affect Title IX processes

2. Evaluate their own personal cultural competency and evaluate their institution’s stage

of cultural competence

3. ldentify campus needs for training and bias-reduction efforts

4. Recognize and reduce microaggressions in the Title IX processes and systems

5. Develop cultural competency skills and recognize opportunities to utilize such skills

within their Title X system

6. Understand the tensions presented by free speech and academic freedom in bias

mitigation work
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7. Gain insight into the concept of privilege and how that intersects with cultural
competency
A train-the-trainer model was outlined as a practical next step for application of the lessons
learned during the training.

Woodson emphasized the development and insight of the organization’s internal DEI
Community of Practice working group developed out of the need to activate a collective voice
and means for support for enhanced understanding for professionals focused on the previously
noted COVID-19 pandemic and 2020 racial inequities. The need to meet professionals where
they were in their varied levels of experiences, self-awareness, and knowledge surrounding these
issues was viewed as critical. As noted by Woodson and the organization’s membership portal,
the Community of Practice workgroup was established as a means for the organization’s
members to contribute their expertise or participate in a volunteer program to gain increased
awareness and insight, obtain new connections, develop new skills, and have a direct impact on
the association and the higher ed HR profession. The options to participate as offered by this
group served as actionable next steps beyond the training. This group has promoted ongoing
DEI-focused conversations which reflect both the internal and external needs of its targeted
training population of Title IX Coordinators within secondary and post-secondary education. It
was noted by Woodson that the workgroup was instrumental in bringing forth the collective
voices of the constituents, which in turn, revamped their training structure and content. The
brings to light the power of collaborative partnerships and how it holds great influence in
training development and implementation. Woodson also highlighted the following:

Racial equity has been brought to the forefront throughout these discussions with our DEI

Community of Practice working group and impacted the revisions of its recent cultural
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competence training. Applicable ways in which Title 1’X Coordinators can take an
actionable next step to address racial inequities within practice was highlighted as part of
the restructured cultural competence training. Teaching tools must be reflective of DEI
elements that integrate the perspectives of people from varied backgrounds into the
conversation that supports foundational self-awareness and understanding the concepts
and the terminology and how they affect people’s experiences within the realms of the
working environment and the populations they serve. The intersectionality of cultural
competence and DEI within training development and delivery is considered imperative,
particularly when advancing the work of Title IXX Coordinators.

Cross acknowledged that the state of cultural competence training is “all things DEI right now.”

The following was also recognized by Cross:
| had to take a look at what’s transpired in our world over the last decade or so. In really
kind of trying to piece together what will be the best content in the best way to teach the
content and systematically (to Title IX Coordinators), | knew that we had to spend a great
deal of knowledge of getting people to understand what cultural competence actually
means. Right? Because cultural competency is actually... Intersectionality you have to
have a foundational piece and so that was really where my brain went in terms of how we
need to structure this (cultural competence) course in what my thought process was
behind that.

The connectivity to constituents’ training desires and interests was emphasized by Cross via the

following:
Also, there’s the need to stay connected to the field and tuned into the needs of

institutions across the country as well as kind of the hurdles and obstacles that many
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practitioners were facing with trying to accomplish DEI initiatives. In restructuring our
cultural competence course to address these needs, we focus on utilizing the components
of that information and infusing it with the real work of Title IX Coordinators and what
that needs to look like in terms of from a Title IX Coordinator standpoint. The need to
connect with DEI resources and services, such as the National Association for Chief
Diversity Officers, is vital to support the structuring of DEI related initiatives and the
framework from which our cultural competence training stems. Specifically, the
challenges institutions are facing on their campuses and even within the courts with
respect to just equal opportunity and free speech represent several layers of DEI
intersectionality within the training content and its context.

Challenges noted by the participant included institutions allowing time and providing space —

virtual and physical — to support students in exercising freedom of speech without imposing

sanctions and/or limitations on these voices. Additionally, access to limited financial resources to

support DEI initiatives was presented as a challenge.

Additionally, Cross presented the following thoughts regarding connectivity:
The importance of the intersection of cultural competence training with civil rights and
advocacy and how DEI work is important to ensuring that people’s basic civil rights are
not being violated. We use theories like Critical Race Theory and kind of developing
some of the ideas we’re looking at intersectionality and developing those ideas were
looking at the work that is done around organizational cultural competency, which is
which dates back to the 1980s. These theories, including CRT, are the kind of
foundational pieces that we use in developing our courses in terms of framework. They

offer endless content which support rich dialog and interactive activities that evoke
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learning and base for our trainees to build upon regarding intersectionality and advocacy.
It all goes hand in hand, and the foundation remains solid even with infusing varied
models of thought and theory.
Interestingly enough, even though Cross highlighted that DEI elements were embedded in their
cultural competence courses. It was noted that the courses “were not designed with the mindset
of attempting to change people, but more on how trainees can understand the meaning of this
training in a contextual way.” In this instance, it was noted that contextual learning embeds
knowledge that organically flows within one’s daily work practices which, in turn, allows for
deeper retention and application of the concepts learned. In this understanding, the goal is to
“support the trainees’ perspective on how they practically infuse this training into their worlds
and how they can begin to make an impact upon their campuses.” It was noted this training was
not only applicable for people of color, but for all the multitude of identities that support sense of
belonging, how they determine their own sense of belonging, and how they can contribute to
DEI work on their respective campuses.
Hall emphasized that aspects of DEI work are considered continual in the evolution of
cultural competence training. It was noted by Hall:
The organization reportedly leans on the value that DEI brings forth to build upon its
welcoming environment for all the identities that are present in the training. In one of our
training segments, addressing racial inequities and fighting against racism in other types
of oppression is a critical component. There is some emphasis placed on race, but then
viewing diversity and inclusion in a broad sense to recognize a number of different
groups to tie those identities to the notion of leadership. In order to do this work of

cultural competence training, with DEI at the core, it requires leadership (of the trainees
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and their respective organizations) to move the agenda forward. The impact of identity
and its impact upon leadership are brought to the forefront to explore strengths and
challenges to serve others in the working environment and beyond.
Soar emphasized the role that DEI-related issues play in aligning with the mission of their
cultural competence training. It was emphasized by Soar:
Even prior to social justice and racial equity issues raised during the recent pandemic, the
premise of the training focused on bridging and strengthening the relationships between
African Americans and Jews was at the forefront to address the significant strain among
the two groups. In doing so, DEI elements reportedly ran parallel to advancing dialog and
influencing thought processes and engagement practices through storytelling and group
debriefing. With the skill building components of this training, a shift in trainees’ attitude
and/or the creation of dialog around racial identities and their impact upon decision-
making and interaction with those being served in their respective working environments
is promoted.
With the notion of strengthening relationships among African American and Jews, Soar provided
a description of the principles involved in the “speak out” practice. The premise reportedly was
noted as the following:
Helping every leader to identify and to heal the sources of their own mistreatment is the
most effective intervention strategy. The most effective communication of the impact of
racism is through the sharing of personal stories. People can debate the merit of analytical
data concerning the continuing existence of racism; they cannot as easily discount the
personal experiences of oppression. Often the listener is stirred to recall parallel

experiences that elicit a strong identification with the storyteller.
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This “speak out” format was considered optional and applied to hearing personal stories of
discrimination or mistreatment and its impact on those sharing their stories. As noted in the
training guide | received during the training,
A number of leaders are personally invited to “speak-out” to the entire group about a
specific incident of oppression. The request is always made privately in order to respect
the individual’s right to consider the request thoughtfully, to ask any clarifying questions
about the process, and to accept or decline the invitation freely. The speak-out format
allows the group to focus on institutionalized oppression, such as racism, sexism, anti-
Jewish oppression.
Similarly, DuBois placed emphasis on the tragic events involving racial inequity in the
United States and how it dictated the training’s forthcoming content and context. Specifically,
the 2020 cases regarding police brutality and civil rights investigations referencing George Floyd
and Breonna Taylor were identified as well as the 2021insurrection of the U.S. Capitol and
violent attacks upon the law enforcement officers. With these cases at the forefront of media,
making direct connections within the training was viewed as a seamless approach to maintaining
relevancy in the field and presenting validity in the messaging. Making the connection was very
thoughtful. It was noted by DuBois:
Our training was revised to support college campuses in becoming more mindful and
have more racially equity-driven practices accessible and under consideration. The
training modeled DEI-focused resources and trainings that offered relevant articles,
videos, and websites by external partners, including higher education institutions.
Through this resource building, relevant themes were generated which, in turn, brought

enhanced awareness of the societal climate. We are tuned into where our society is.

114



Upon further inquiry, DuBois stated that examples of these resources and trainings have included
those offered via the training program’s Knowledge Resource Center. Upon review of this online
tool, the following DEI-focused resources were accessible:

1. Events and programs (examples: 21-Day Racial Equity Habit Building Challenge for
Higher Ed Leaders, 21-Day Racial Equity Habit Building Challenge: Black, Hispanic
and Latinx, and Partners in Justice)

2. Peer reviewed articles and publications (examples: Embedding Racial Equity into
Higher Ed HR Practices, How HR Can Help Eliminate Racial Microaggressions in
the Workplace, Become a Better Champion for DEI, Lean Into the Uncomfortable)

3. Resources and tools (examples: 6 Habits to Promote Racial Equity, Diversity, Equity,
and Inclusion (DEI) Maturity Index, and Creating Inclusive Communities Project)

4. What Other Institutions are Doing (example: Creative Partnerships: A Path to an
Inclusive Campus)

Additionally, the organization’s online Diversity, Equity, and Inclusion Toolkit offered “key
resources” on racial equity, training and education inclusive of “courageous conversations” and
unconscious bias, and higher education institutional Title 1X and non-discrimination policies.
Innovation in Teaching and Learning Practices

Innovation in teaching and learning practices produced positive outcomes. Within the
context of this second theme, study participants outlined how their organization’s instruction
aligned their training with societal trends and the voice of its constituents at the forefront of
training development and delivery. Cross and Woodson noted that societal trends included the
cancellation of in-person instruction, increased access to remote learning opportunities, and the

expectation of remote learning becoming the dominant educational approach long-term. Other
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trends were mentioned by Soar to include the attraction of remote learning’s flexibility to
balance education with other obligations while Dubois emphasized the rise in partnerships with
businesses, community colleges, and online educational platforms at reduced costs.

These notions support the need to explore the following two subthemes: (1) progression
in the touchstones positively impacted the learning continuum and (2) the adaptation to
instructional planning addressed the evolving needs within society. All participants indicated that
the methods in instructional design and teaching pivoted from in-person instruction to online
training within the past 1% years. The content reportedly changed along with the modality,
primarily due to the increased requests for DEI infused subject matter. The transition from an in-
person to an online delivery was viewed by all participants, as stated by Woodson, as a
“necessary pivot” to maintain connectivity and sustain the engagement with their student base.
Also, the participants emphasized that the shift to online training was a critical component to
thriving amongst other competing training organizations. Within this “buyer’s market” for
training, Hall emphasized the need for innovation in content and delivery, noting that “the
standard quo is not suitable anymore. The lack thereof could be detrimental to the organization’s
longevity and ultimate existence.”

Although all participants offered some elements of online delivery, the pandemic
presented the opportunity to expand these services to meet these demands of the training
industry. As noted by Hall, opportunities for the training organizations to increase their creativity
and resourcefulness were viewed as “bonus remnants and by-products of forced transitions
during COVID-19. Although we were thrown into an unfamiliar position, we were able to gain

footing on a deeper, richer level that extended beyond what we ever imagined.” Service delivery
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was viewed as a major undertaking during the pandemic; however, all participants reflected on
the overall value and potential sustainability of the restructured training.

Hall and Soar revealed instructional designs that consist of interactive modes of learning
to include the adoption of storytelling and role playing reflective of the exploration of racial
identities. Soar stated:

Although a focus had been geared toward learning activities involving the exploration of

racial identities and racial equity over the years, societal discourse has played a major

role in dictating this segment of training in recent years. Within the storytelling training
segment, trainees get to speak out on issues they had experienced as an individual and/or
as part of a group of individuals who encounter difficult situations in which voices may
be lost.
Upon clarification, these difficult situations were inclusive of experiences faced by participants
including racial and/or gender discrimination, incidents of repetitive implicit bias, and loss of
educational and work opportunities due to these noted experiences.

Our facilitators guide the trainees through a process of regaining their voices through the
“speak out” segment. The group is asked to remember the person’s story and to make an
increased commitment to fight against what issue was identified. The trainees are given
an opportunity just to express what resonated for them. This activity reportedly sets forth
progressive learning touchpoints to gain perspectives of various racial groups beyond the
textbook teachings. Also, the training involves stepping beyond traditional role plays into
personalized roles of cultural discrimination from the perspectives of the individual

making questionable comments and the individual responding to the comments. These
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modules offer the opportunity to teach all points around defensiveness, tone of voice

among other factors as well as practice in responding effectively.

As evidenced by my personal experience with Soar’s training and its training materials outlining
“Shifting Attitudes and Role Plays,” this segment of the workshop presents the key principles of
community organizing and empowerment training to evoke behavioral change. It is noted that
“providing staff with practical skills that give them a sense of control over their environment is
the first step toward achieving greater institutional changes”, and ultimately, leads to “a better
position to minimize resistance to delivering equitable services.” Through this process, the goal
is for leaders to increase effectiveness in resolution facilitation.

Woodson emphasized that the organization’s training is very responsive to the needs of
their clientele. These needs were identified through open-ended post training questions inclusive
of expanded time for self-reflection, open expression, and exchange of information with other
trainees in terms of the impact of the 2020 pandemic upon their practices and their delivery of
services. Additionally, the need for gaining resources beyond the scope of training was revealed
to support participants’ action steps within DEI-related initiatives. The content was repo