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Abstract

Post-secondary institutions are increasingly recognizing the need to foster
intercultural competence (ICC) in students; however, the ways in which these
institutions can do so has not been fully explored. The purpose of the current
mixed methods study was to investigate changes in post-secondary students’
ICC (N = 35) following participation in an interreligious and intercultural di-
versity program, based upon changes in students’ scores on the Intercultural
Development Inventory (IDI). A thematic analysis of post-program question-
naires was used to triangulate the data and provide more insight into chang-
es experienced by participants. Quantitative results revealed significant in-
creases in students’ overall ICC, and significant decreases in the discrepancy
between students’ perceived ICC and their actual ICC. Qualitative results re-
vealed five overall themes: (1) shifting perspectives, (2) enhancing intercul-
tural engagement skills, (3) connecting, (4) inspiring action, and (5) personal
growth. Implications for research and practice are discussed.

Résumé

Les institutions post-secondaire affirment le besoin de cultiver la compétence
interculturelle (CIC) chez les étudiant(e)s. Par contre, la facon dont ces
institutions peuvent effectuer ce projet n’est pas encore exploré en profondeur.
L'objectif de l'étude des méthodes variées actuel était I'enquéte des
changements de CIC (N-35) chez les étudiant(e)s post-secondaires en suivant
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la participation d’'un programme de diversité interreligieuse et interculturelle,
basée sur les changements des résultats de l'inventaire interculturel de
développement (IID). En employant une analyse thématique qui s’agite d'un
questionnaire post-programme, nous avons déterminé une triangulation de
I'information disponible et avons fourni plus d’apercu des changements vécus
par les participants. Les résultats quantitatifs révelent des augmentations
significatives chez les étudiant(e)s en général selon leur CIC. Ils démontrent
aussi des diminutions significatives de disparité entre la CIC percue de
I’étudiant(e) et leur CIC actuelle. Les résultats qualitatifs révelent en général
cing thémes principaux : (1) les perspectives mutables, (2) 'amélioration des
compétences de I'engagement interculturel, (3) la connection, (4) 'action
inspirante (5) la croissance personnelle. Les implications pour la recherche
et la pratique sont abordées dans notre discours.

Intercultural competence (ICC) can be conceptualized as “the capability to shift cul-
tural perspective and appropriately adapt behavior to cultural difference and common-
alities” (Hammer, 2015a, p. 26). Post-secondary institutions are increasingly recogniz-
ing the need to foster ICC in students, preparing them to function more effectively in a
global community (Hammer, 2011). Indeed, students at many colleges and universities
across North America come from diverse cultural, linguistic, religious, and national back-
grounds; thus, the higher education sector holds great potential in helping cultivate ICC
(Bennett, Volet, & Fozdar, 2013). However, the ways in which educational institutions
can reach this potential has yet to be fully realized.

Developing Intercultural Competence Within Post-Secondary Education

There are several ways in which post-secondary institutions aim to help students devel-
op ICC, from informal to more formal opportunities (Soria & Troisi, 2014). Several studies
have investigated the development of ICC following enrolment in study-abroad programs
(e.g., Jones, Hof, & Tillman, 2016; Stebleton, Soria, & Cherney, 2013). In general, studies
show a positive relationship between participation in study-abroad programs and ICC de-
velopment (Anderson & Lawton, 2015). Several authors have reported that study-abroad
students showed greater gains in ICC than did control groups of students studying on
campus (e.g., Anderson & Lawton, 2012; Vande Berg, Connor-Linton, & Paige, 2009).

However, not all study-abroad experiences have a consistent positive impact on stu-
dents’ ICC. For example, Davies, Lewis, Anderson, and Bernstein (2015) explored whether
participation in a combination of an on-campus and a short-term study-abroad course
would increase ICC in school psychology students compared to those who participated in
the on-campus course only. The authors found no measureable growth in ICC in either
group. The authors concluded that the short-term nature of the study-abroad program may
have contributed to its lack of impact on ICC and suggested that that ICC programs should
be ongoing and encourage students’ active participation in their own ICC development. It
also appears that not all study-abroad experiences are created equal. Stebleton et al. (2013)
surveyed nearly 100,000 undergraduate students from 12 large public universities in the
United States to investigate the relationship between different types of travel/study-abroad
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experiences and students’ development of ICC. The authors found that formal study-abroad
programs that were intentionally designed to foster deeper engagement among students
were positively associated with ICC development. When compared to travelling abroad for
recreational purposes or informal education, formal study-abroad experiences enhanced
ICC more significantly in all five ICC areas they investigated (understanding the complexi-
ties of global issues, applying disciplinary knowledge in a global context, linguistic and cul-
tural competency, working with people from other cultures, and working comfortably with
people from other cultures). The authors hypothesized that these differences were a result
of the intentionality and structure of the formal study-abroad programs.

Study-abroad activities may not be accessible or affordable for all students (Soria &
Troisi, 2014). For example, students of colour are less likely to study abroad than white
students (Dessoff, 2006). This may be due to various factors; for example, fears of en-
countering racism abroad, familial obligations, and a lack of faculty members of colour
leading the programs (Dessoff, 2006; Van Der Meid, 2003). Moreover, females may be
more likely to participate in study-abroad programs than males (Dessoff, 2006; Thirolf,
2014). Thus, in order to offer opportunities for all students, it is important that post-sec-
ondary institutions provide on-campus opportunities for ICC development. These types of
opportunities have been referred to as “internationalization at home” activities (Osfield,
2008). Soria and Troisi (2014) investigated whether undergraduate students’ engagement
in internationalization at home activities (on-campus international activities, enrolment
in international coursework, interactions with international students, and participation in
international co-curricular activities) developed students’ ICC similarly to study-abroad
opportunities. The authors surveyed 15,807 undergraduate students from nine large pub-
lic universities in the United States and found that internationalization at home activities
yielded greater gains in self-reported ICC competencies than study-abroad activities. Re-
sults also demonstrated that students were more likely to participate in internationaliza-
tion at home efforts than in travel-abroad opportunities, and were more likely to partici-
pate in informal activities related to ICC (e.g., interacting with international students) and
co-curricular international activities (e.g., attending an international performance) than
in more formal opportunities (e.g., enrolling in a course with an international theme).
Thus, informal and co-curricular internationalization at home activities appear to be an
important components of ICC development for students; however, more research is need-
ed to better understand the ways in which these types of opportunities foster ICC.

Measuring Intercultural Competence: The Developmental Paradigm

Deardorff (2011) suggested that assessment should be integrated throughout targeted
interventions to measure students’ ICC development. One such assessment is the Inter-
cultural Development Inventory (IDI; Hammer, 2011), which is based on Bennett’s (1986)
Developmental Model of Intercultural Sensitivity (DMIS). The DMIS explains people’s
worldviews and the ways in which they construct cultural difference along a continuum
of development (Bennett, 1986). Based on the theoretical framework of the DMIS, Ham-
mer and Bennett (1998) developed the IDI to assess ICC based upon five Developmental
Orientations (Hammer, 2011; see Table 1). These orientations reflect the ways in which
people shift their cultural perspectives and adapt their behaviours to both cultural dif-
ferences and commonalities. Results from the IDI are organized along the Intercultural
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Development Continuum (IDC), which is a “Developmental Paradigm” (Hammer, 2015¢)
that ranges from the monocultural mindsets of Denial and Polarization, through the tran-
sitional orientation of Minimization, to the intercultural or global mindsets of Acceptance
and Adaptation (Hammer, 2012b). As individuals’ perceptions of cultural differences
become more complex, their potential to develop ICC increases. The IDI also measures
Cultural Disengagement, which is the degree to which an individual or group experiences
a sense of alienation from their own cultural community. Although various models and
theories of ICC pervade the literature (see Spitzberg and Changnon, 2009, for a more
thorough discussion), the Developmental Paradigm (based upon the DMIS) provides the
foundation from which we conceptualize and understand ICC in the current study.

Table 1. Summary of IDI developmental continuum orientations: Perceptions and be-
haviours

Denial An orientation that may recognize more observable cultural differences
(e.g., food) but lack recognition of deeper cultural differences (e.g.,
conflict resolution styles); may assume commonalities and be disinter-
ested in or avoid cultural differences.

Polarization An orientation that takes an overly critical view of cultural differences;
may see differences in terms of “us” and “them.” This can take the form
of either “defense” or “reversal”:

Defense An uncritical view toward one’s own cultural values and practices and
an overly critical view toward other cultural values and practices; may
exhibit a sense of “superiority” toward other cultural practices.

Reversal An overly critical orientation toward one’s own cultural values and prac-
tices and an uncritical view toward other cultural values and practices.

Minimization  An orientation that highlights cultural commonality and universal val-
ues and principles that may mask deeper recognition and appreciation
of cultural differences.

Acceptance An orientation that recognizes and appreciates patterns of cultural dif-
ference and commonality in one’s own and other cultures.

Adaptation An orientation that is capable of shifting cultural perspective and
changing behaviour in culturally appropriate and authentic ways.

Cultural A sense of disconnection or detachment from a primary cultural group.

Disengagement

Adapted from the Intercultural Development Inventory Resource Guide by permission of the au-
thor, Mitchell R. Hammer, Ph.D., IDI, LLC. Copyright 1998, 2003, 2007, 2015 Mitchell R. Ham-
mer, IDI, LLC. All Rights Reserved.
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Purpose of the Current Study

Although previous research has suggested that on-campus and co-curricular activities
are important avenues for the development of ICC, more research is needed to tease out
the benefits of such activities (Soria & Troisi, 2014). Although there are many opportuni-
ties for exposure to multicultural environments at post-secondary institutions (e.g., lan-
guage training, cultural events), these opportunities are not necessarily designed with the
objective of increasing ICC (Fabregas Janeiro, 2009). Little Canadian-based research has
explored whether participation in an intentionally-designed, on-campus, co-curricular
program increases ICC (as based on scores on the IDI) in post-secondary students. To
address this gap, the purpose of the current research study was to investigate changes in
students’ ICC, based upon changes in students’ scores on the IDI, following participation
in an interreligious and intercultural diversity program.

Objectives, Theory, and Mechanisms of the Kaleidoscope Project

The specific program students were enrolled in for this study was called the Kaleido-
scope Project, which is hosted at a large university in Western Canada. Although a more
detailed breakdown of the program will be provided in the procedure section of this pa-
per, the theoretical underpinnings and mechanisms of the program are outlined here. The
Kaleidoscope Project is currently offered once per year. Through pre-program workshops
and a weeklong immersion component, its purpose is to encourage a more pluralistic and
inclusive campus community and invite students to engage in learning, conversation, and
action with others who may have different backgrounds or viewpoints.

The Kaleidoscope Project is guided by transformational learning theory, which com-
bines positive development with learning (Mezirow, 1991). According to Mezirow (1991),
“transformation can lead developmentally toward a more inclusive, differentiated, per-
meable, and integrated perspective” (p. 155). This theory is in line with Hammer’s (2015¢)
Developmental Paradigm, which describes how people develop along a continuum of in-
creasingly complex ways of constructing cultural difference. According to transformation-
al learning theory, adults learn best when their frames of reference (thoughts, feelings,
behaviours, and values) are challenged (Mezirow, 2000). To challenge students’ frames
of reference and support their ICC development, the Kaleidoscope Project uses specific
pedagogical mechanisms (i.e., experiential learning, critical thinking, self-reflection, and
cultural mentoring) that can lead to students’ transformation.

Experiential Learning

Deardorff (2011) argued that “intercultural learning is transformational learning,
which requires experiences (often beyond the classroom) that lead to this transforma-
tion” (p. 70). As such, experiential learning, which emphasizes direct experience and in-
context action (Kolb, 2014), is a critical component of the Kaleidoscope Project. Through
this framework, participants in the Kaleidoscope Project step into a wide variety of reli-
gious worlds around the city. Daily, they encounter new traditions and communities to
help them develop understanding of diversity and the complexity of challenges facing
religious and non-religious communities. Students are also invited to observe or partici-
pate in religious practices at respective sacred spaces, and throughout the program they
interact with other students from diverse backgrounds.
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Critical Thinking

The Kaleidoscope Project utilizes a case method approach (Pierce, 2015) to initiate criti-
cal thinking—that is, the ability to reflect and withhold judgment before making a decision
(Facione, 2010). Throughout the program, students are provided with case studies that are
related to religion in the public sphere and the communities visited. In working through
these case studies, participants are encouraged not to focus on finding the “right” answer,
but rather to engage critically in the process. As students begin to engage with the case,
they explore some of the questions that will arise for them in their professional or public
lives. Through discussion, students become active participants who are asked to analyze
situations, examine and refine their points of view, listen carefully to other responses, and
construct creative responses to conflict (Pierce, 2015). Furthermore, throughout the pro-
gram students keep a critical incident journal. They are encouraged to interpret and ana-
lyze events and how they impact their values and beliefs, and to discuss and think critically
about the benefits and challenges of living in a democratic, secular, and pluralistic society.

Self-Reflection

Hammer (2015a) has argued that intercultural competence development depends on
interventions that help students increase both their cultural self-awareness and their cul-
tural other-awareness (e.g., awareness of differences between their own cultural values
and those of other cultural groups). The Kaleidoscope Project emphasizes cultural self-
and other-reflection and challenges participants to examine what is important to them, to
express this respectfully, and to engage with others whose identity and values differ from
their own. Not only do students utilize individual journalling and reflection activities be-
fore and after the program, there are ongoing intentional reflection opportunities with
other students and project leaders.

Cultural Mentoring

Hammer (2012b) described cultural mentoring as “guided reflection on the students’
cultural experience” (p. 130). This mentoring “facilitates students’ reflection on their
encounters with cultural difference and commonality” (p. 130) and is developmentally
grounded in participants’ IDI results. In the Kaleidoscope Project, after completing the
IDI, participants are provided with an individual profile that outlines their overall place-
ment on the Intercultural Development Continuum. Furthermore, they are given an in-
dividualized Intercultural Development Plan with suggestions for how to increase ICC.
Prior to starting the program, participants attend one-on-one debriefing sessions with a
qualified administrator to go over their results and their individualized Intercultural De-
velopment Plan. Throughout the program, interventions are developmentally targeted to
participants’ IDI results. Furthermore, students work extensively with project leaders on
the impacts, experiences, and challenges they encounter.

Method

The purpose of this study was to describe changes in post-secondary students’ ICC,
indicated by their scores on the IDI, following their participation in an interreligious
and intercultural diversity program at a large urban university. We also aimed to de-
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scribe self-reported changes that participants perceived in ICC following participation
in the program. A mixed methods approach was used, integrating qualitative data from
post-program questionnaires with the quantitative data from the IDI. The rationale for
this approach was that, when used in combination, quantitative and qualitative methods
complement each other and can provide a more in-depth picture of the research problem
(Johnson & Turner, 2003). Indeed, Medina-Lopez-Portillo (2004) recommended that re-
search using the IDI should triangulate results with qualitative data to provide a more
thorough understanding of students’ experiences.

The Intercultural Development Inventory (IDI v3)

The IDI is a 50-item, electronically administered assessment tool that measures indi-
viduals’intercultural competence (ICC), which is defined as “the capability to shift cultural
perspective and appropriately adapt behavior to cultural differences and commonalities”
(Hammer, 2015a, p. 26). The IDI has been found to possess high cross-cultural validity
and reliability. In constructing the instrument, protocols were followed to ensure that it is
not culturally biased or susceptible to social desirability effects (Hammer, 2011; Hammer,
Bennett, & Wiseman, 2003). As previously noted, the IDI is theoretically grounded in the
Developmental Model of Intercultural Sensitivity (DMIS; Bennett, 1986). This model is
comprised of an intercultural developmental continuum of five increasingly more nu-
anced and knowledgeable orientations toward cultural competency/sensitivity (Denial,
Polarization, Minimization, Acceptance, and Adaptation; Hammer, 2011; see Table 1).

IDI results include a “Developmental Orientation” (DO; that is, where participants
actually fall on the continuum) and a “Perceived Orientation” (PO; that is, where partici-
pants believe they fall on the continuum). An “Orientation Gap” (OG) score comprises the
difference between these two scores. A gap score of seven points or more is indicative that
one has overestimated one’s intercultural competence. Some profiles reveal a Trailing
Orientation (TO), which indicates that, when individuals are placed in an “intercultural
stress point,” they revert back to an earlier spot on the continuum. The IDI also measures
Cultural Disengagement (CD), which is considered a separate dimension of assessment
and is the degree to which individuals experience a sense of disconnectedness or alien-
ation from their own cultural community (Hammer, 2011). Scores of less than 4.00 on
this scale indicate that individuals are not “resolved” and may be experiencing a lack of
involvement in core aspects of their culture.

Once the IDI is completed, an individual profile is created that outlines the respon-
dent’s overall placement on the Intercultural Development Continuum (IDC). Further-
more, an individualized Intercultural Development Plan is created with suggestions for
how to increase ICC. The IDI can only be administered by a qualified administrator who
receives training in the IDI assessment tool. When results of the assessment are shared
with participants, a qualified administrator who implemented the IDI assessment is re-
quired to offer a one-on-one debrief with the participant on the profile report and devel-
opment plan.

Post-Program Questionnaire

The post-program questionnaire was developed specifically for the Kaleidoscope Proj-
ect. It consists of open-ended questions designed to elicit information about students’ per-
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ceptions about how their ICC (including values, beliefs, knowledge, and skills) changed as
aresult of participating in the program. Furthermore, it explores students’ understanding
of the overall impact of the program on them, and how they might apply their learning in
their everyday lives.

Research Questions and Hypotheses
The main research question was as follows:

1. Does intercultural competence change (as measured by changes in DO scores on
the IDI) for students after participating in an interreligious and intercultural di-
versity program?

In addition to changes in DO scores on the IDI, findings from the post-program question-
naire added qualitative understanding about the ways in which students perceived changes
in ICC following participation in the interreligious and intercultural diversity program.

An additional research question for the study was:

2. Is there a change in the discrepancy between perceived intercultural competence
and actual intercultural competence (as measured by changes in OG scores on the
IDI) for students after participating in an interreligious and intercultural diversity
program? That is, is there a change in how well students perceive their own inter-
cultural competence after participating in the program?

We hypothesized that, following participation in the Kaleidoscope Project, there would
be an increase in students’ ICC (i.e., an increase in DO scores on the IDI) and a decrease in
the discrepancy between students’ perceived and actual ICC (i.e., a decrease in OG scores
on the IDI). We hypothesized that these changes would be associated with the specific
transformational learning mechanisms employed to increase students’ ICC (i.e., experi-
ential learning, critical thinking, self-reflection, and cultural mentoring).

Research Design

The study used a mixed methods approach using a convenience sample. For quantita-
tive data, a pre-test/post-test design was used. Paired-samples t-tests identified changes
in mean IDI scores (DO and OG) from Time 1 to Time 2 for the group of students. Quali-
tative data from the post-program questionnaire were analyzed using thematic analysis
(Braun and Clarke, 2006).

Participants

The 35 participants who completed the Kaleidoscope Project over a two-year period
were invited to participate in the study. Participation in the research project was not man-
datory to participate in the Kaleidoscope Project; however, all 35 participants agreed to
partake. Recruitment for the Kaleidoscope Project took place through various outreach
activities on campus. Potential participants applied for the program, and invitations for
group interviews were offered to all who completed applications. For those interviewed,
contractual offers to participate in the program were given along with a schedule for pay-
ment, as there was also a cost associated with taking part in program.
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To take part in the program, participants had to be registered as students and agree
to attend all four scheduled pre-program workshops before attending the weeklong im-
mersion portion of the program. Thirty-one participants were undergraduate students,
two were graduate students, and two were mature students. Participants were enrolled
in various academic departments, including business, nursing, social work, engineering,
religious studies, kinesiology, and astrophysics. Participants identified with a range of
religious and cultural identities.

Procedure

Institutional ethics approval was obtained to conduct this research. The Kaleidoscope
Project occurred over the course of four months, and included four pre-program work-
shops and a weeklong immersion component that took place during the university’s win-
ter reading break. The program started with the first pre-program workshop, which was
an opportunity for participants to meet one another and get an in-depth introduction to
the program. The remainder of the first pre-program workshop was spent creating re-
spect guidelines that would help the students during discussion and engagement with the
group, as well as with communities and individuals that would be encountered through-
out the program. Also during the first pre-program workshop, participants were intro-
duced to the research study and signed a consent form to participate.

Directly following the first pre-program workshop, all participants were emailed a link
and unique username and password to complete the online IDI and were asked to com-
plete this in the next seven days. Participants were also asked to sign up online for a time
to meet with an IDI-trained qualified administrator (the second author) for a 30-minute,
one-on-one meeting to debrief their individualized IDI profile and development plan.
They were emailed a copy of these two documents prior to this meeting so that they could
preview their results. During the one-on-one meeting, the administrator explained the
results of each participant’s IDI and development plan, and answered any questions. The
administrator also emphasized the importance of creating two or three goals related to
their IDI development plan and the Kaleidoscope Project (e.g., spending one hour a week
working on their development plan).

The remaining three pre-program workshops explored major project themes (e.g.,
intercultural competence, interreligious engagement, pluralism, and religious diversity).
For those students who were unable to make one or more of the pre-program workshops
(including partial absences), additional opportunities were given for condensed activities
and topics during two separate time periods to ensure all received the same curriculum.
At the end of each pre-program workshop, students were asked to complete reflection
questions on their experience and learning.

During the weeklong immersion part of the program, participants visited over 10 sa-
cred spaces and cultural restaurants in Calgary. Each day, students were given a case
study to work through that was related to religion in the public sphere and the communi-
ties visited. Each day ended with a debrief that included three parts: an interreligious and
intercultural journal that engaged the students in critical self-reflection, time spent with
another student one-on-one to allow for discussion, and small group reflection circles
focusing on a word that was significant to that day’s encounters. Every evening, students
and leaders gathered to express gratitude for the day. On the last day of the weeklong
immersion part of the program, all students completed the post-program questionnaire.
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After completion of the program, participants were emailed a link and unique user-
name and password to complete their second online IDI and asked to complete this in the
next seven days. Upon completion, they were emailed a copy of their individualized IDI
profile and intercultural development plan. They were invited to initiate a meeting with
the qualified IDI administrator to debrief their results; this was not mandatory and only
two students chose to do so.

Data Collection and Analysis

Data were collected across the four months of the Kaleidoscope Project in 2015/2016
and 2016/2017.

Quantitative data. Once the IDIs were completed by all participants, the IDI soft-
ware generated individual profiles that illustrated participants’ numerical scores, which
were plotted along the Intercultural Development Continuum. Participants’ pre- and post-
scores were first analyzed using the IDI software analysis program. IDI data were then
exported into the Statistical Package for the Social Sciences (SPSS) for further analysis.

Qualitative data. The six phases of thematic analysis proposed by Braun and Clarke
(2006) were used to conduct an inductive analysis on transcripts of written post-program
questionnaire answers. First, two of the authors read and reread the transcripts to famil-
iarize themselves with the content. Second, these same authors separately identified ini-
tial codes by identifying relevant features of the data. Third, the researchers met and dis-
cussed their preliminary codes and collated interpretations into further themes. Fourth,
coded data were developed into a thematic map, whereby the researchers considered the
alignment of themes and created preliminary definitions for each. Following this analy-
sis, an audit was carried out whereby two facilitators of the Kaleidoscope Project were
provided with the raw transcripts, the thematic map, and the preliminary definitions, to
check that the interpretations made were warranted based on the data. Minor changes
to terminology were made based on these facilitators’ recommendations. Fifth, the re-
searchers returned to the entire dataset and considered the validity of each theme. It was
determined that the thematic map worked in relation to the dataset, and then, sixth, the
important aspects of each theme were organized into written accounts.

Results
Quantitative Data

Intercultural competence (ICC) was measured using the IDI before and after comple-
tion of the Kaleidoscope Project. Paired samples t-tests were used to analyze the data and
determine if there were significant changes between students’ scores (DO and OG) from
Time 1 to Time 2 (see Table 2). Frequencies for participants’ subscale scores for Time 1
and Time 2 are presented in Table 3.

Results indicated a significant increase in the mean Developmental Orientation (DO)
score, t(34) = -2.95, p < .01. This suggests that there was a significant increase in students’
intercultural competence from Time 1 to Time 2. More specifically, DO scores at Time
1 (M = 94.43, SD = 13.10) increased on average by 8.01% at Time 2 (M = 102.03, SD =
17.22). Cohen’s d (d = .50) indicated a moderate effect size. As the frequencies in Table 3
show, there were more students in Denial, Polarization, and Minimization at Time 1 than

CJHE / RCES Volume 48, No. 3, 2018



Building an Inclusive Campus / A. R. Green, A. Tulissi, S. Erais, S. L. Cairns, D. Bruckner

53

at Time 2, and more students in Acceptance and Adaptation at Time 2 than at Time 1. DO
scores for Time 1 ranged from 59.50 to 118.57, while DO scores for Time 2 ranged from

71.03 to 135.27.

Table 2. t-Tests and Cohen’s d for Developmental Orientation and Orientation Gap

Scores for Time 1 and Time 2 (N = 35)

Mean Effect size
(Cohen’s d)
Timel SD1 Time2 SD2 Change t- Sig.
score  value (2-tailed)

Developmental 94.43  13.10 102.03 17.22 -7.60 -2.95 .006** .50
Orientation

(DO)

Orientation 27.41 8.68 2337 10.59 4.04 241 .022* 42
Gap (OG)

*p < 0.05

**p < 0.01
Table 3. Frequencies of participants’ subscale scores (N = 35)

Time 1 Time 2
Frequency Percent Cumulative Frequency Percent Cumulative
Percent Percent

Denial 1 1.4 2.9 0.0 0.0
Polarization 8 11.4 25.7 7 10.0 20.0
Minimization 24 34.3 94.3 19 27.1 74.3
Acceptance 2 2.9 100.0 7 10.0 94.3
Adaptation 0.0 100.0 2 2.9 100.0

Results also indicated a significant decrease in the mean Orientation Gap (OG) score,
t(34) = 2.41, p < .05. This suggests that there was a significant decrease in the discrepancy
between students’ perceived ICC and actual ICC from Time 1 to Time 2. More specifically,
OG scores at Time 1 (M = 27.41, SD = 8.68) decreased on average by 14.74% at Time 2 (M
= 23.37, SD = 10.59). Cohen’s d (d = .42) indicated a moderate effect size. At both Time 1
and Time 2, the mean Perceived Orientation (PO) score fell within the Acceptance range,
indicating an overestimation of ICC by participants at both time points; however, the dis-
crepancy between DO and PO scores did, as previously noted, significantly decrease (see

Figure 1).
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Figure 1. Mean Developmental Orientation and Perceived Orientation scores at Time 1
and Time 2.

Qualitative Data

Qualitative results from the post-program questionnaires were used to understand
self-reported changes in ICC that participants experienced as a result of participating in
the Kaleidoscope Project. Results are presented under five central themes (shifting per-
spectives, enhancing intercultural engagement skills, connecting, inspiring action, and
personal growth).

1. Shifting perspectives. The theme shifting perspectives encompassed the idea
that participants’ knowledge and beliefs about diverse cultures and religions shifted
following their participation in the Kaleidoscope Project. All participants expressed an
increased understanding about the intricacies of various cultures, religions, and belief
systems. Several participants also noted that they learned not to stereotype or make as-
sumptions about individuals who identify with a particular cultural group; as one partici-
pant expressed, “I've also learnt not to put people into boxes as everyone might practice
their religion [differently] or believe in different things.” Similarly, another participant
noted that, “everyone practices their religion in their own way—7 billion people = 7 billion
religions.” Many participants discussed an enhanced valuing of diversity and different
points of view—even when these perspectives differed from their own. Said one partici-
pant: “I learned not to minimize the differences but rather acknowledge and appreciate
it.” Participants also discussed enhanced open-mindedness; for example, one participant
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noted, “I learnt not to judge people because of prior perceptions, but work toward under-
standing others and respecting their viewpoints, beliefs, and values.”

2. Enhancing intercultural engagement skills. Participants expressed various
ways in which participation in the Kaleidoscope Project contributed to their intercultural
engagement skills. This involved an enhanced perceived ability to respond to religious
and cultural dilemmas, and an improved perceived ability to competently and respectful-
ly engage with individuals who identified as being part of diverse cultures and religions.
Participants noted that engaging with different case studies and with other students/com-
munity members helped them feel more comfortable and respectful in sometimes chal-
lenging situations/conversations. For example, one participant said, “I hope I learned
how to authentically speak my truth while opening the space for dialogue and conversa-
tion about all cultures.” Another expressed that they learned “how to critically think and
analyze situations and conflicting ideas.” Similarly, participants noted that visiting differ-
ent sacred spaces in the community taught them “how to engage in interfaith dialogue”
and “comfortably engage with members of a religious community.”

3. Connecting. Participants discussed the ways in which they connected with others
and built a sense of community—both with fellow participants and members of the larger
community. With other students, participants described making “amazing connections”
wherein they experienced “fun and laughter” and many “intentional” and “engaging” con-
versations. For some participants, this sense of connection was surprising. Said one par-
ticipant: “I didn’t think that the program would foster the sense of community that it did.”
Within this sense of connection and community was an appreciation for both the similari-
ties and differences amongst individuals, and how they were able to find “common ground”
among individuals from various backgrounds and who adhered to diverse belief systems.
One participant said that “it [the program] opened my eyes to other faiths and how they
are connected.” Another participant summed up this experience by noting “how truly con-
nected everyone is and that we all just use different paths to get to the light.” Some par-
ticipants expressed that the experiential aspects of the program connected them to human
experience in a way they would not have been able to in a classroom or through a book.

4. Inspiring action. The theme of inspiring action involved participants’ desire and
felt sense of competency to continue with multicultural engagement after completion of
the program. Participants expressed their commitment to continue using the skills they
learned in the program. They shared that different values and perspectives would endure in
their everyday lives; for instance “the need to question, learn, and understand.” There was
a sense of commitment toward social justice efforts; for example, one participant expressed
“the urgency I feel to make a difference. I've been pretty apathetic, but what I learned and
the community that was created over the course of the program has made me feel empow-
ered and determined to make a difference.” Many participants expressed their belief that
there should be more opportunities for students to participate in the Kaleidoscope Project
(or programs like it); one participant said, “I wish it could be a prerequisite for graduation.”

5. Personal growth. Participants expressed vast personal growth from their par-
ticipation in the Kaleidoscope Project. One participant shared that he “broke out of [his]
shell;” another wrote that “there was a radical and wonderful change from me being un-
sure, nervous, and prejudiced toward the ‘other’ to me being curious, more confident, and
understanding of other people.” Participants discussed how they learned about the im-
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portance of self-reflection and how this contributed to enhanced self-awareness. Engage-
ment in self-reflection was viewed as important to continue with after completion of the
program. Many participants also shared that the experience in the program pushed them
outside their comfort zones as they were placed in difficult or sometimes uncomfortable
situations. One participant said, “I was challenged intellectually and emotionally,” while
another said that “the most valuable skill I learned...was to embrace being uncomfortable
and to ask when I am uncertain.” To sum up their experience, another participant said,
“Words cannot describe how life-changing this program is.”

Discussion

This study sought to describe changes in intercultural competence (ICC), as indicated
by changes in Developmental Orientation (DO) scores on the IDI, among post-secondary
students before and after completion of the Kaleidoscope Project, an intercultural and
interreligious diversity program. Results suggest that participation in the Kaleidoscope
Project was positively associated with improvements in students’ ICC. More specifically,
there was a significant increase in students’ DO scores after completing the Kaleidoscope
Project. Secondly, this study aimed to describe any changes in the discrepancy between
perceived and actual ICC for students by examining whether their Orientation Gap (OG)
scores decreased. Results indicated that OG scores significantly decreased from Time 1
to Time 2, suggesting that participation in the Kaleidoscope Project was associated with
students’ abilities to more realistically evaluate their own level of ICC. Qualitative results
from post-program questionnaires provide further insight into the specific changes in
ICC students experienced as a result of participating in the Kaleidoscope Project. More
specifically, participants described how the program helped them to (1) shift perspectives,
(2) enhance intercultural engagement skills, (3) connect with others, (4) inspire action,
and (5) encourage personal growth.

We hypothesized that changes in participants’ ICC (based upon changes in IDI scores)
would be associated with the specific transformational learning mechanisms employed
by the program (i.e., experiential learning, critical thinking, self-reflection, and cultural
mentoring). Although participants were not asked specifically in the post-program ques-
tionnaire about which aspects of the program encouraged changes in ICC, qualitative
results offer insight into the ways these learning mechanisms may have contributed to
changes in students’ ICC. Each will be described in more detail below.

Experiential Learning

Experiential learning is a critical component of the Kaleidoscope Project, as partici-
pants are immersed in the community to learn in situ about different cultures and re-
ligions. In the post-program questionnaire, participants wrote about how visiting and
participating in different cultural spaces was beneficial in helping them shift their per-
spectives (Theme 1) and enhancing their intercultural engagement skills (Theme 2).
Hammer’s (2015a) argument that his Developmental Paradigm is “grounded in the dy-
namic interaction that arises between individuals” (p. 13) has particular relevance for the
findings of the current study. Indeed, ample opportunities for interactions amongst group
members, facilitators, and community members may have also been associated with the
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changes in participants’ IDI scores. As Eck (2006) cautioned, “mere diversity without
real encounter and relationship will yield increasing tensions in our societies” (p. 1); thus,
the Kaleidoscope Project offered several opportunities for meaningful engagement and
relationship-building for participants (both amongst themselves and with members of
the community). In the post-program questionnaires, participants wrote about how these
meaningful interactions with others added a sense of community to the learning experi-
ence (Theme 3). Furthermore, participants wrote about how finding themselves in new
(and sometimes uncomfortable) environments and situations promoted personal growth
by encouraging them to challenge themselves (Theme 5).

Critical Thinking

Bennett (2013) noted that the development of ICC “parallels the development of criti-
cal thinking” (p. 109). Research by Miller and Tucker (2015) supports this claim. These
authors found there was a significant relationship between critical thinking skills and ICC
amongst 2,241 mid-career Air Force officers. Similarly, in the current study, it appears
that critical thinking was an important part of ICC development and was associated with
changes in participants’ IDI scores. Indeed, in post-program questionnaires, participants
wrote about how engaging with different case studies positively influenced their intercul-
tural engagement skills (Theme 2), by shifting the ways in which they would approach
issues related to religion and culture.

Self-Reflection

Jackson (2008) suggested that promoting self-awareness can help people become
more cognizant of their ICC limitations. Thus, the Kaleidoscope Project’s emphasis on
self-reflection activities may have helped participants improve their self-awareness and
contributed to the significant decreases in students’ OG scores. Indeed, in the post-pro-
gram questionnaires, participants discussed the importance of self-reflection for their
learning, and how participation in the program contributed to personal growth by en-
hancing their self-awareness (Theme 5).

Soria and Troisi (2014) suggested that more research is needed to explore whether
students’ self-reported ICC reflects their actual ICC. Indeed, the results of the present
study suggest that self-perception is not, in fact, always an adequate measure of cultural
competency. An OG score that is higher than seven points is considered an overestima-
tion of one’s level of intercultural competence; at both Time 1 and Time 2, 100% of partici-
pants overestimated their IDI developmental scores. In fact, a mean OG score of 27.41 at
Time 1 and 23.37 at Time 2 indicates that students quite significantly overestimated their
levels of ICC. Thus, although students’ self-perception of their ICC improved following
participation in the Kaleidoscope Project, ongoing self-reflection and examination seems
to be an important component of enduring ICC development. This is an important area
for future study.

Cultural Mentoring

Past research has indicated that cultural mentoring plays a critical role in increasing
students’ ICC, as measured by the IDI (Engle & Engle, 2004). In the current study, an

CJHE / RCES Volume 48, No. 3, 2018



Building an Inclusive Campus / A. R. Green, A. Tulissi, S. Erais, S. L. Cairns, D. Bruckner 58

important component of cultural mentoring was that all participants received individual
feedback about their IDI profiles. In 2015, Davies et al. used the IDI to explore whether
participation in a study-abroad course impacted ICC in school psychology students com-
pared to those who took the same course at home. These authors found no measure-
able growth in ICC in either group. They noted that few participants in their study opted
to receive individual feedback on their IDI profiles, which, they concluded, “may have
impacted the self-reflection/self-awareness process that is essential to intercultural de-
velopment” (p. 387). Thus, it is possible that the guided reflection that occurred within
the individual feedback sessions provided in the current study contributed to changes
in participants’ IDI scores. Furthermore, it is possible that the action planning that oc-
curred during the guided reflection sessions was helpful in inspiring participants to make
changes (Theme 4) in their everyday lives.

Lokkesmoe, Kuchinke, and Ardichvili (2016) argued that ICC training “should be cus-
tomized to be developmentally appropriate” (p. 167). Furthermore, Hammer (2015b) ar-
gued that:

Training and education efforts that are targeted developmentally for the primary
orientation of the individual can lead to gains in intercultural competence (that
is, higher posttest scores); however, interventions that are not developmentally
targeted based on IDI results would not necessarily be expected to increase an
individual’s intercultural competence (no significant differences in pre/posttests).

(p. 12)

Thus, in the Kaleidoscope Project, cultural mentoring was tailored to meet individual
students’ needs. This potentially played an important role in changes in participants’ IDI
scores. For example, the ways in which transformational learning was encouraged among
the participants differed slightly depending on the students’ developmental orientation at
Time 1. For instance, the majority of students were within Minimization at Time 1, which
is a developmental orientation that is in transition between a monocultural and inter-
cultural mindset. Those in Minimization often focus on cultural commonalities and uni-
versal values and principles that may also mask deeper recognition and appreciation of
cultural differences (Hammer, 2012a). Thus, key development goals for those in Minimi-
zation involved mentoring students to help them work on intentional self-understanding
and intentional other-understanding, and seeing similarities while also working to under-
stand deeper cultural differences. During the program, many participants in Minimiza-
tion looked for similarities among the different religious traditions, including looking for
similarities within their own religious tradition (if applicable). This is a common place
to be on the continuum for those exploring different religious and cultural traditions. By
incorporating critical incident journalling (done alone by the students), pairing them up
with another student to discuss, and then working in small groups to reflect on the day,
students had several intentional opportunities to reflect on both commonalities and dif-
ferences. Additionally, students were encouraged to think about the impact of these expe-
riences on their own values, beliefs, and identity.
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Limitations and Implications for Research and Practice

We cannot be certain that the changes in participants’ ICC was the result of partici-
pating in the Kaleidoscope Project alone and not due to some other factor(s). This is an
inherent limitation of the one-group pre-test/post-test design. Certainly, no intervention
occurs in isolation, and additional experiences that occurred concurrently with the Kalei-
doscope Project may have contributed to changes in participants’ ICC. Future research
would be well-served to include a control group, in order to increase confidence in the
claims made about the impact of participating in an intercultural and interreligious diver-
sity program. However, triangulating quantitative findings with qualitative results from
post-program questionnaires provided insight into the specific changes that occurred.
Furthermore, although participants were not asked explicitly about which pedagogical
mechanisms contributed to these changes, their answers provided suggestions about the
learning experiences that facilitated ICC development. In future research, we intend to
employ a critical incident study using qualitative interviews to explore the specific aspects
of the program that participants viewed as helping and hindering their ICC development.

The small sample size of the study, in addition to the fact that all participants vol-
unteered to take part in the Kaleidoscope Project, means we cannot generalize findings
to students across university settings. Furthermore, ICC development is an ongoing and
lifelong process; thus, it would be interesting to determine whether DO scores change
over time for participants, for example, at a six-month or one-year follow-up. Longer-
term follow-up could be built into the design in future replication studies. Additionally,
because data were collected over two years of the program, this may limit some of the
conclusions drawn. Although the program was delivered with the same overall structure,
there were some minor modifications made from Year 1 to Year 2. For example, some of
the speakers involved in the program differed due to lack of availability or the intention to
expand the breadth of perspectives. Furthermore, there were slight curriculum changes
in two of the four pre-program workshops. Additionally, based on a higher occurrence of
participants landing in Polarization and a larger number of students in Minimization who
had trailing orientations in Denial in Year 2, it was decided that certain content needed to
be communicated differently and some readings in the course pack altered. This decision
was made intentionally, as past experience informed us that the original readings had the
potential to lead to further polarization for students who were not developmentally ready,
which could have been detrimental to their learning. Thus, adapting the curriculum each
year to meet the students’ needs may be an important part of the program; however, fur-
ther research on this variable is needed. Overall, major learning outcomes and topics did
not change from Year 1 to Year 2; thus, the small changes made to the program likely did
not have a significant impact on study results.

Finally, another limitation of the study was the cost associated with participation in the
program (CAD$725 per student in Year 1 and CAD$750 per student in Year 2). Because
accessibility of this program was critical, three opportunities for funding were available to
apply for. However, we recognize that these funding opportunities did not offset the costs
completely, and, as such, financial constraints may have been a barrier for some students.
Furthermore, we acknowledge that the development of programs such as the Kaleido-
scope Project can be lengthy and costly for institutions; indeed, the current project took
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over one year of research, development, and consultation before a pilot of the program was
developed. As such, in institutions where funding and resources are a constraint, similar
programs may be more difficult to implement. It is also reasonable to assume that gain-
ing support from institutions that prioritize ICC would be comparatively easier than from
institutions that do not. Some institutions may be reluctant to invest in programs that
could potentially put them and their students in a vulnerable place if there are issues of
safety and/or entrenched religious or cultural marginalization. However, such situations
are potentially where ICC programs are needed most. Thus, program developers can ask
themselves where religious and ideological diversity is present on campus and consider
those in the community who have expertise in diversity education. We suggest that it is
critical to utilize these resources in program development and delivery, and to align the
goals of the program with the goals of the local setting/institution where possible.

Conclusion

It is incumbent upon post-secondary institutions to offer intentional, well-designed,
and accessible “internationalization at home” programs for students, to help them enrich
and develop their ICC. The present study begins to shine light on the benefits of such a
program. More specifically, results suggest that an intentionally-designed program that
incorporates a broad array of pedagogical mechanisms can positively influence students’
ICC. Given the increasingly diverse make-up of North American post-secondary institu-
tions, more research in this area is needed to better understand how programs can en-
hance students’ ICC, in turn fostering more inclusive campuses and communities. ¥
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