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Abstract 

Increased resources are being committed to the multicultural training of counselors. Despite these gains, training 
continues to focus almost exclusively on the acquisition of cultural awareness and culture-specific knowledge. Valuable 
though they are, awareness and knowledge, the authors argue, do not necessarily result in effective multicultural 
counseling skill. Therefore, it is recommended that current training models be modified to include techniques through 
which cultural knowledge can be synthesized into effective counseling interventions. Specifically, it is suggested that 
programs stress the need to conduct cultural assessments of clients using what the authors term "culturally educated 
questioning": empirically rooted inquiry designed to elicit from clients clinically relevant cultural data. The benefits of 
culturally educated questioning, including its safeguards against cultural stereotyping, are discussed. 
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"The Culturally Encapsulated Counselor," Gilbert Wrenn's 
(1962) commentary on the limited worldviews of school 
practitioners, may be one of the earliest and most widely 
cited challenges to cultural bias in professional psychology: 

Each day we should question something that we believe 
but that other people of integrity may reject. This is to re- 
mind ourselves that there is a difference between our cul- 
ture and the culture of the parent, the culture of the teacher, 
and the culture of the child. The thing that we believe in 
deeply may be something that someone else has every 
right not to believe in. (p. 448) 

In the decades since Wrenn's manifesto, a chorus of like- 
minded voices has echoed the call for greater multicultural 
emphasis in counselor training and practice (see, e.g., Bernal 
& Padilla, 1982; Pedersen, 1997; Sue et al., 1982; Sue & Sue, 
1990). As a result, multicultural endeavors among counsel- 
ing professionals and researchers are at their peak. The ac- 
quisition of multicultural counseling competencies, for ex- 
ample, has received full-issue coverage in mainstream 
counseling journals (e.g., Journal of Counseling and Devel- 
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opment [Vol. 70, No. 1]; The Counseling Psychologist [Vol. 
26, No. 4]), has been mandated by educational accreditation 
bodies (American Psychological Association [APA], 1991), 
and--some have suggested--may soon help determine the 
composition of managed care provider lists (Ponterotto, 
1996). 

Recent trends in psychology suggest that, at least in spirit, 
Pedersen's ( 1991) "fourth force" characterization of multicul- 
turalism was prophetic indeed. Consider that multiculturally 
oriented presentations at the 1999 APA conference in Boston 
numbered well over 100 (APA, 1999). And according to a 
1995 survey, nearly 90% of counseling psychology doctoral 
programs require graduates to complete a course addressing 
multicultural issues (Ponterotto, 1997)--a rate that stood at 
59% only 10 years ago (Hills & Strozier, 1992) and at ap- 
proximately 21% a decade earlier (Bemal & Padilla, 1982). 

There is no question that these strides represent a signifi- 
cant and promising movement toward diversifying the 
breadth and impact of service-oriented psychology. At the 
same time, multicultural scholars have warned--and it 
should be reiterated here--that  multicultural rhetoric does 
not necessarily translate into quantifiably better services for 
culturally diverse clients (see Heath, Neimeyer, & Pedersen, 
1988; Lloyd, 1987; Ponterotto & Benesch, 1988; Ridley, 
Mendoza, & Kanitz, 1994; Speight, Thomas, Kennel, & An- 
derson, 1995). 
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There is, in fact, reason to doubt that current multicultural 
training approaches are resulting in more effective, more cul- 
turally astute counseling interventions (see Jackson, 1987; 
Ponterotto & Benesch, 1988; Quintana & Bernal, 1995; Sue, 
Arredondo, & McDavis, 1992; Sue & Zane, 1987). In a re- 
cent evaluation of training outcomes in counseling psychol- 
ogy, Quintana and Bernal (1995) concluded, for instance, 
that "most programs are providing training that leads to, at 
best, multicultural sensitivity, but very few appear to be pro- 
viding training that prepares practitioners to be multicultur- 
ally proficient" (p. 102; see also D'Andrea, Daniels, & Heck, 
1991; Palmo & Weikel, 1986). 

With financial and curricular investments in multicultural 
training on the rise (Hollis & Wantz, 1994), the apparent 
missing link between the proliferation of multicultural 
knowledge and the evidentiary improvement in services is 
cause for concern. Although the source of this breakdown is 
unknown, poorly defined training competencies (Ponterotto 
& Casas, 1987; Ridley, Mendoza, & Kanitz, 1994), informa- 
tion overload (Lopez et al., 1989), opposition to multicultur- 
al principles (Ponterotto & Benesch, 1988), and underdevel- 
oped training programs (Quintana & B ernal, 1995) have been 
offered as possibilities. Arguably, each factor has its role in 
complicating the delivery and procurement of multicultural 
expertise. In our view, resolving outcome issues in multicul- 
rural training requires that contributing factors be viewed 
systematically rather than independently. That is, we suggest 
that underdeveloped training programs will remain so as long 
as they fail to articulate training objectives adequately. And 
as long as competencies are vaguely defined and difficult to 
measure, trainees--armed with, but not skilled in managing, 
cultural knowledge--are at risk for feeling overwhelmed 
and, consequently, for rejecting multicultural principles alto- 
gether. 

In this article, we focus on one specific element of the 
problem and offer a tailored remedy. We begin by making the 
perhaps familiar case that current multicultural training ef- 
forts are "top-heavy": understandably preoccupied with the 
development of multicultural awareness and with the dis- 
semination of culture-specific facts and trends but neglectful 
of the skill-driven mechanisms by which such knowledge is 
translated into effective interventions. We proceed by ad- 
dressing the controversy over the use of universal versus spe- 
cific counseling skills in multicultural settings. Finally, we 
introduce and consider culturally educated questioning--a 
knowledge-driven inquiry designed to elicit culturally rele- 
vant information from clients--as a means (both universal 
and specific) of applying important cultural information in 
clinical practice. 

Teaching "What" But Not "How": The Skills Gap in 
Current Multicultural Training 

Multicultural competence in counseling has long been thought 
to depend on counselor acquisition of cultural awareness, cul- 

rural knowledge, and cross-cultural counseling skills (see 
McRae & Johnson, 1991; Pedersen & Ivey, 1993; Sue et al., 
1992; Sue et al., 1982). According to this paradigm, cultural- 
ly aware counselors are those who have examined and are in 
the process of understanding their "attitudes, opinions, and as- 
sumptions about their own and other cultures" (Pedersen & 
Ivey, 1993, p. 17; see also Sue & Sue, 1990). Culturally 
knowledgeable counselors are those who have acquired accu- 
rate facts and information about the cultural experience (e.g., 
sociopolitical history, values, and norms) of culturally differ- 
ent client groups (see McRae & Johnson, 1991; Sue & Sue, 
1990). Culturally skilled counselors are those who are "in the 
process of actively developing and practicing appropriate, rel- 
evant, and sensitive intervention strategies/skills" for working 
with culturally different clients (Sue & Sue, 1990, p. 166). 

The vast majority of graduate programs in counseling psy- 
chology have responded to competency mandates (see APA, 
1991) by requiring their students to complete a one-semester 
culturally oriented lecture course (Hills & Strozier, 1992; 
Ponterotto, 1997). Arguably, this response assumes that "if 
you build it (i.e., multicultural awareness and knowledge), 
they (i.e., culturally skilled counselors) will come." But as in- 
dicated earlier, there may be cause to question this assump- 
tion (see Jackson, 1987; Ponterotto & Benesch, 1988; Quin- 
tana & Bernal, 1995; Sue et al., 1992; Sue & Zane, 1987). As 
a result, some have challenged the single-course remedy and 
suggested that programs adopt more integrated, cross-curric- 
ular approaches to cultural training (see Atkinson, 1994; 
Johnson, 1987; Quintana & Bernal, 1995). 

Quintana and Bernal (1995), for instance, measured the ef- 
fectiveness of multicultural training protocols in counseling 
programs against a training assessment continuum proposed 
by Bernal and Castro (1994). Based on their analysis, Quin- 
tana and Bernal (1995) concluded that single-course ap- 
proaches to multicultural training often impart only the most 
basic levels of competence--training Bernal and Castro 
(1994) would term "culturally sensitive." More sophisticat- 
ed (i.e., "culturally proficient") levels of training, Quintana 
and Bernal (1995) suggested, would require the following: 

a standard cultural content that is directly related to basic 
clinical competencies and is included within core courses 
such as assessment and counseling; in-depth coverage of 
specific mental health issues (e.g., ethnic identity, accul- 
turation, and mental health) via specialty courses; coordi- 
nation of didactic instruction with practicum experiences 
in settings serving multicultural clients so as to provide 
maximum opportunities for transferring theory and knowl- 
edge to practice; and the preparation of psychologists 
through course work and supervision for the investigation, 
development, and evaluation of new therapeutic and pre- 
vention approaches based on cultural variables. Cultural 
proficiency training requires an integrated set of courses 
and experiences that are organized to meet these training 
goals. (p. 117) 
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In advocating for expanded, more integrated multicultural 
training, Quintana and Bernal (1995) adopted--as have oth- 
ers (e.g., Hartung, 1996; Rooney, Flores, & Mercier, 1998)-- 
a more-is-better approach. Quintana and Bernal's (1995) 
well-articulated criticism of existing training philosophies, 
however, leads us to the question, more of what? 

A growing body of evidence suggests that current training 
approaches are ah'eady improving multicultural awareness 
among counseling students (see Heppner & O'Brien, 1994; 
Quintana & Bernal, 1995; Robinson & Bradley, 1997), 
which, given the demands of multicultural competence, is not 
insignificant (see Atkinson & Lowe, 1995; Ridley, Mendoza, 
Kanitz, Angermeier, & Zenk, 1994). Quintana and Bernal 
(1995) made the case, however, that awareness alone does 
not constitute cultural proficiency: a level of training leading 
to culturally competent practice (Bernal & Castro, 1994) and 
characterized by the acquisition of "broad skills" (Quintana 
& Bernal, 1995, p. 117). Nevertheless, Quintana and Bernal's 
(1995) detailed list of recommendations--suggestions 
meant to guide the progression from culturally sensitive (or 
aware) to culturally proficient (or skilled) training--makes 
only passive reference to skill development. Specifically, 
Quintana and Bernal (1995) failed to articulate exactly how 
cross-curricular approaches to training will result in "trans- 
ferring theory and knowledge to practice" (p. 117). 

We are not opposed to multicourse cultural training mod- 
els. In fact, we find arguments against single-course (so- 
called "sidebar") approaches (see Hartung, 1996; Pope- 
Davis, Reynolds, Dings, & Nielson, 1995) quite compelling. 
Therefore, that there should be more multicultural training is, 
in our opinion, a given. What we do question is whether there 
should be more of the same. That is, we are not convinced 
that exposing trainees to greater amounts of multicultural in- 
formation will, in and of itself, result in increased levels of 
multicultural competence. 

Bloom (1956) and Gronlund's (1982) taxonomy of knowl- 
edge continuum helps put the current status of multicultural 
training in perspective. The markers on the continuum run 
from an endpoint of "not taught" to "taught for awareness 
only" to "taught for comprehension" to "taught for applica- 
tion" and, finally, to "taught for mastery." When used as an 
overlay for the state of multicultural training in counseling 
programs, the continuum demonstrates both how far the field 
has come and, concurrently, what remains undone. We would 
argue that current multicultural training efforts fall within the 
"taught for awareness only" and "taught for comprehension" 
sections of the continuum. Forays into the "taught for appli- 
cation" and "taught for mastery" sections of the continuum 
will signal much-needed progress in training models. 

There is, therefore, a need to offer training that directly ad- 
dresses the translation of cultural knowledge into clinically 
prudent action (see Heath et al., 1988; Lloyd, 1987; Pon- 
terotto & Benesch, 1988; Ridley, Mendoza, & Kanitz, 1994; 
Speight et al., 1995). Unfortunately, training that speaks to 
the actual application of multicultural knowledge is rare (see 

Johnson, 1987; McRae & Johnson, 1991; Ridley, Li, & Hill, 
1998). This tendency to emphasize the "what" at the expense 
of the "how" in multicultural training (see Johnson, 198'7; 
McRae & Johnson, 1991; Ridley et al., 1998) is not without 
its consequences--some of which Palmo and Weikel (1986) 
identified: 

The gap between awareness, understanding, and knowl- 
edge on the one hand, and behavior on the other, has led to 
failure in counseling programs and ultimately to ineffec- 
tive cross-cultural counseling experiences. (p. 131) 

Because they have focused almost exclusively on the 
building of cultural awareness and knowledge, current ap- 
proaches to multicultural training have left skill development 
issues largely unaddressed. That is not to say that the impor- 
tance of multicultural counseling skills has not been noted in 
the literature. In fact, there is widespread mention of inter- 
vention savvy as a critical multicultural competency (see, 
e.g., Ibrahim, 1991; Sue et al., 1992; Sue & Sue, 1990; West- 
ermeyer, 1987). Rarely, however, have multicultural coun- 
seling skills been adequately operationalized or their acqui- 
sition and development adequately explained (see Atkinson, 
1994; Ibrahim, 1991; McRae & Johnson, 1991). Conse- 
quently, the extant literature offers counselors little more than 
vague, often difficult-to-implement guidelines, which, in 
some cases (see Pope-Davis & Dings, 1995), are more atti- 
tudinal than technique-oriented in nature. 

What are counselors-in-training to make, for instance, of 
suggestions that multiculturally competent practitioners pos- 
sess "skills for effective multicultural communication" 
(Ibrahim, 1991, p. 17), display "a readiness to use alternative 
counseling strategies that better match the culture of ethnic 
minority clients" (Kiselica, 1991, p. 130), and are able "to 
send and receive both verbal and nonverbal messages accu- 
rately and appropriately" (Sue et al., 1992, p. 79)? Although 
these statements may correctly describe a culturally profi- 
cient counselor, they neglect to reveal how aspiring coun- 
selors can come to acquire similar attributes. 

It is no longer enough to stress the importance of multi- 
cultural knowledge in counselor training. Nor, in the name of 
skills training, will it suffice simply to describe the qualities 
of a culturally skilled counselor. Efforts must be made, de- 
spite the embryonic state of the field, to develop and teach 
multicultural counseling skills worthy of converting cultural 
data into culturally responsible interventions. 

In Search of Universal and Specific Multicultural 
Counseling Skills 

It should be acknowledged that our own emphasis on skill 
development in multicultural training does not necessarily 
reflect the sentiment of the field as a whole. In fact, there is 
considerable disagreement over whether culturally astute 
practice requires a unique repertoire of counseling skills--a 
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question that currently frames the debate between proponents 
of etic and emic approaches to multicultural counseling. 

Those holding an etic (or universal) view (e.g., Fukuyama, 
1990; Parker, 1987; Patterson, 1996; Vontress, 1979) main- 
tain that existing theories and therapies are wholly applica- 
ble (see Lambert & Bergin, 1994; Wampold et al., 1997) and 
therefore appropriate for use across ethnic and cultural 
groups living in the United States. A concern motivating the 
etic perspective is that transmission of culture-specific 
knowledge will foster stereotyping among counselors and, as 
a consequence, the misperception that clients' behaviors are 
determined solely by their cultural identification (see 
Fukuyama, 1990; Lloyd, 1987). Advocates of an emic phi- 
losophy (e.g., Cayleff, 1986; Sue & Sue, 1990), on the other 
hand, argue that efficacious counseling with diverse clients 
requires access to culture-specific knowledge--a position 
that itself has received empirical support (Pomales, Claiborn, 
& LaFromboise, 1986; Wade & Bernstein, 1991). 

A number of scholars have endorsed a more moderate, 
combined etic-emic approach to multicultural practice (see, 
e.g., Atkinson, 1994; Fischer, Jome, & Atkinson, 1998; Rid- 
ley, Mendoza, & Kanitz, 1994). Finding value in both view- 
points, Pedersen and Ivey (1993), for instance, agree with 
emic proponents that effective culture-centered counseling is 
built on accurate knowledge about the counselor's own and 
contrasting cultures. They affirm, however, etic concerns 
pertaining to disregard for within-group differences: "While 
the cultural label may be predictive in aggregate data about 
large groups from the same culture, it is less helpful in deal- 
ing with a particular individual from that culture" (p. 43). 
Atkinson (1994) synthesized the ramifications of a blended 
etic-emic approach for multicultural training: 

In my judgment, regardless of the ethnic makeup of their 
catchment area, [training] programs need to provide a core 
of attitudes, knowledge, and skills that are both generaliz- 
able and specific to a variety of ethnic groups. (p. 302) 

The proposed integration of etic and emic perspectives in 
multicultural counseling is a welcome development--one 
that rightly balances a respect for traditional foundations in 
counseling with the ever-increasing need to infuse those 
foundations with cross-cultural knowledge. We suggest that 
a similar approach guide the formulation of multicultural 
counseling skills. That is, for skills to be optimally practical 
and effective, they should be responsive to issues of cultural 
difference (see Sue & Sue, 1990) and rely on traditional tech- 
niques to which counselors have ready access (see Fischer et 
al., 1998). 

If, as we would suggest, a fused etic-emic approach is to 
characterize multicultural counselor training and corre- 
sponding skill development, then so too should it determine 
the makings of a culturally skilled counselor. Too often, it 
seems, calls for multicultural competence have been mis- 
construed (see Atkinson, 1994; Burn, 1992; Ridley, Men- 

doza, & Kanitz, 1994), suggesting to some the need to retain 
volumes of sometimes obscure cultural information. It is far 
more accurate and realistic, we think, to regard as multicul- 
turally skilled those practitioners who use theoretical frame- 
works and interventions with which they are particularly 
adept but who do so flexibly enough to accommodate the 
needs of culturally diverse clients. 

Educated Questioning and Cultural Assessment in 
Multicultural Counseling 

How counselors are to go about applying their multicultural 
competence is a separate matter altogether and, as we have 
pointed out, one that has often been taken for granted in the 
literature. As a preface to our own recommendations with re- 
gard to bridging the skills gap in multicultural counselor 
training, let us suggest that cultural competence depends 
largely on the counselors' ability to elicit culturally relevant 
information from clients. Educated questioning--a tool 
commonly used in effective assessment and differential di- 
agnos is -may be particularly helpful in this regard. 

In definitional terms, educated questioning is a process by 
which counselors use knowledge-based inquiries for the pur- 
pose of eliciting from clients treatment-relevant information. 
Educated questions are crafted with the help of empirically 
supported information concerning the investigated issue. 
Moreover, it is not the counselor's preexisting knowledge but 
the client's elicited responses that most influence subsequent 
interventions. 

The introduction of educated questioning as a concept and 
potential multicultural counseling skill is perhaps best done 
by example. Consider, for the purpose of explanation, the 
work of the experienced drug and alcohol counselor who, in 
assessing the severity of a client's alcohol use, poses the 
question "Do you drink when you are alone?" Like educated 
questions in general, this probe reflects the counselor's pre- 
existing knowledge about the condition or experience being 
assessed and the counselor's willingness to use the client's 
response in forming conclusions and determining treatment 
priorities. 

Another example serves to demonstrate the degree to 
which educated questioning is, in our view, already an inte- 
grated element of effective clinical work. When face to face 
with a potentially suicidal client, skilled clinicians progress 
through a series of queries that, for the same reasons just 
cited, qualify as educated questions: "Have you ever at- 
tempted suicide in the past?" "Are you presently planning to 
hurt yourself?" 

Key Assumptions 
The suggestion that educated questioning play a prominent 

role in multicultural training and practice stems from four re- 
lated assumptions about the multicultural counseling enter- 
prise. First, the client, the counselor, and the counseling 
process all exist within a cultural context. It is widely ac- 
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cepted that culture is inseparable from human experience 
(Angel & Thoits, 1987; Ridley et al., 1998; Triandis, 1989) 
and, therefore, from counseling interactions (Draguns, 1989; 
Good & Good, 1986). 

Second, client cultural identification or experience may or 
may not relate significantly to presenting problems. Indeed, 
the challenge for counselors in multicultural encounters is to 
consider cultural influences without unduly overemphasiz- 
ing their importance (see Ridley et al., 1998). For instance, a 
counselor who is assigned or retained by an African Ameri- 
can client should not conclude, before the fact, that the 
client's concerns necessarily involve race. Nor should the 
counselor who is seeing a lesbian client assume prematurely 
that her presenting issues relate to sexual orientation. The 
fact that each of these counselors is engaged in clinical work 
with clients from underrepresented groups raises the possi- 
b i l i ty -bu t  in no way guarantees--that cultural variables 
(e.g., race, sexual orientation) are clinically significant. 

Therefore, effective multicultural counseling requires that 
the salience of the cultural context within which the present- 
ing problem exists be assessed, not assumed. It becomes the 
counselor's responsibility to avoid the automatic imposition 
of cultural generalizations. Rather, the counselor must assess 
to what degree employing learned cultural knowledge will 
advance the therapeutic goals of the client. By way of cul- 
tural assessment, counselors determine--either conclusive- 
ly or by forming working hypotheses--the extent to which 
cultural variables impact the client's presenting problems. 

Finally, client self-report is the most reliable source of in- 
formation regarding the relevance of cultural factors. A 
client's firsthand experience as a culturally different individ- 
ual always supercedes the counselor's textbook knowledge 
of that culture. That is not to say, however, that clients who 
are impacted by cultural phenomena will necessarily be 
aware of, report, or acknowledge that this is the case. To use 
an extreme example, it is discrepant with our own experi- 
ences as clinicians that a client would present for counseling 
with the following complaint: "I am a recent immigrant to the 
United States and am having trouble assimilating." More of- 
ten than not, clients present a list of psychological symptoms: 
"I 'm feeling down, like something's not right"; "I 'm not get- 
ting along with my boss"; "My teenage son is out of control, 
and he won't listen to me." To discount cultural variables in 
these cases because clients did not address them directly 
would be shortsighted. But to rely on cultural generalizations 
not subsequently confirmed by clients would be equally dan- 
gerous. Under both circumstances, counselors run the risk of 
basing interventions on incomplete, if not inaccurate, infor- 
mation, thereby jeopardizing counseling outcome. 

We offer these assumptions as a framework within which 
the multicultural application of educated questioning was first 
conceived and within which such application should be as- 
sessed. That a multiculturally competent counselor evaluates 
and adjusts to clinically relevant cultural information pre- 
sented by the client is in accord with long-perpetuated de- 

scriptions of multicultural competence (see Sue & Sue, 1990). 
Culturally educated questioning, however, is offered as tech- 
nical means by which counselors can accomplish these goals. 

The Need for Multicultural Knowledge 
Before proceeding with examples of how educated ques- 

tioning can be used in multicultural contexts, it is imperative 
that the "educated" aspect of this probing technique be un- 
derscored. An educated questioning approach to multicultur- 
al training and practice presumes that counselors will work 
to acquire culture-specific data (e.g., trends, patterns, base 
rates)--knowledge that many have argued is vital to thera- 
peutic effectiveness with multicultural clients (see Atkinson, 
1994; D'Andrea et al., 1991; Ibrahim, 1991; Lopez et al., 
1989; Parker, Valley, & Geary, 1986; Speight et al., 1995). 
We stand by our position that multicultural knowledge 
alone--divorced from educated questioning and other inter- 
ventions--is not likely to achieve optimal outcomes (see Rid- 
ley, Mendoza, & Kanitz, 1994; Sue & Zane, 1987). Substi- 
tuting client self-disclosure of cultural data for a foundation 
in multicultural knowledge is also problematic. Such an ap- 
proach fails to account for some clients' reluctance to dis- 
close (see Sue & Sue, 1990) and other clients' reluctance to 
spend valuable clinical time providing their counselors with 
a cultural education (see Franklin, 1993). For the purpose of 
educated questioning, however, the greatest value of cultur- 
al knowledge is that it guides the development of appropri- 
ate probes and sets the stage for effective cultural assessment. 
To be educated, questioning of this sort must be grounded in 
empirically suggested tendencies, patterns, and trends. Only 
clients can validate, however, whether the said pattern ap- 
plies to them uniquely. 

Contextualizing Presenting Problems with Culturally 
Educated Questioning 

Let us assume, for the purpose of demonstrating the use of 
culturally educated questioning, that an Asian American 
client--despite complaining of concentration difficulties 
and general lack of motivation--denies symptoms typically 
associated with anxiety and/or depression. The culturally en- 
capsulated counselor would, more than likely, be unaware 
that the use of physical complaints to express psychological 
distress can be particularly pronounced among some clients 
of Asian descent (see Sue & Sue, 1990). A culturally knowl- 
edgeable counselor--armed with culture-specific insights-- 
may hold this potential nuance as a hypothesis. But whether 
this counselor proceeds with a cultural assessment, sets the 
cultural information aside, or applies it in a stereotypical 
fashion is-- in  knowledge-only training approaches--left 
largely to chance. The counselor skilled in educated ques- 
tioning-based cultural assessment, however, not only is 
aware of the potential nuance, but has also given prior 
thought to how its role can be assessed. Questions, for in- 
stance, about the client's recent physical ailments, doctor of- 
rice visits, and past medical conditions may be particularly 
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informative with regard to assessment, diagnosis, and treat- 
ment. 

Whereas this example accurately reflects the use of edu- 
cated questioning in multicultural counseling, it may leave 
the reader with the impression that the tool is being recom- 
mended for use in initial assessment and diagnosis only. Al- 
though educated questioning relies on assessment principles, 
more formal procedures for conducting traditional assess- 
ments with multicultural clients have been proposed else- 
where (see Ridley et al., 1998), and it is not our intention to 
provide an alternative to such procedures. Instead, culturally 
educated questioning is offered as an informal vehicle for 
eliciting clients' concerns, interpreting them within the prop- 
er cultural context, and guiding subsequent counselor inter- 
ventions--a process that extends beyond the early phases of 
counseling. In that regard, we would argue that culturally ed- 
ucated questioning has a role to play across the counseling 
encounter, from relationship building and treatment planning 
to goal setting and evaluation. 

Culturally Educated Questioning in Practice: 
A Case Example 

We offer the following case example to illustrate the use 
of culturally educated questioning during various phases 
of counseling. We acknowledge, however, that educated 
questioning cannot, independent of other facilitative factors, 
fully account for effective multicultural practice. That is, 
generic counseling skills (e.g., reflective listening, empathy, 
immediacy) form a foundation on which culturally educated 
questioning rests. After all, as we suggested earlier, multi- 
cultural competence presumes the combination of approach- 
es that are both generic and culturally specific. 

Consider, then, the hypothetical case of Roger, a 21-year- 
old gay African American male. Roger reported during his 
counseling intake session that he is experiencing sleep dis- 
turbance and irritability, is having significant conflict with 
his family, and is considering leaving the small town of his 
youth for a more urban environment. 

Establishing the Working Alliance 
A preliminary task for counselors in all settings involves 

establishing a positive working relationship with the client. 
According to Teyber (1997), "A collaborative alliance is es- 
tablished when the client perceives the therapist as a power- 
ful, trustworthy, and committed ally in his or her personal 
struggles" (p. 34; emphasis added). Forging an alliance with 
clients who are members of underrepresented groups, we 
would argue, may be particularly important, given that such 
individuals face unique, often grim, sociopolitical realities. 
When counselors pose informed questions--questions root- 
ed in a sensitivity for and knowledge about cultural differ- 
ence--clients are more likely to feel understood. 

Using language unique to the client's cultural experience, 
for instance, can be particularly helpful. Asking Roger "So, 

how long have you been 'out' ?" serves dual functions in that 
it both elicits clinically and culturally relevant information 
(i.e., Roger's level of self-awareness and acceptance) and il- 
lustrates the counselor's personal awareness and knowledge 
of gay identity development and culture (i.e., use of the cul- 
tural term "out"). 

The relationship-building phase of the counseling en- 
counter also provides an opportunity for counselors and 
clients to discuss their expectations for the counseling 
process and their respective roles in that process--factors 
that may be influenced by cultural values. For instance, ask- 
ing Roger "Who else have you asked for help?" may provide 
valuable information about his support network, his help- 
seeking tendencies, and his attitude toward traditional coun- 
seling (i.e., counseling may have been sought as a last resort). 
Evidence suggests that some African Americans prefer to 
rely on informal support networks comprised of family and 
community members rather than on mental health profes- 
sionals (see Neal-Barnett & Smith, 1997). Eliciting informa- 
tion about Roger's help-seeking history allows the counselor 
to determine whether an empirically grounded generalization 
about African Americans is consistent with Roger's person- 
al experience. Regardless of Roger's answer, the information 
he provides informs the counseling process (e.g., what are the 
client's primary sources of social support?) and sends the 
critical message that the counselor has done his or her cul- 
tural homework. As the working relationship is forming, 
therefore, culturally educated questioning can be particular- 
ly helpful, both in gathering clinical information and in com- 
municating an empathic understanding for the client's unique 
cultural experience. 

Setting Therapeutic Goals 
Throughout therapeutic exchange, the therapist engages 

the client in a process of identifying, prioritizing, and modi- 
fying counseling goals. The question "How is it that I can 
help you?" is, in a generic sense, a worthwhile query for any 
goal-setting endeavor. In Roger's case, however, the question 
may have unique significance. Having read notes from the in- 
take session, a culturally encapsulated counselor may assume 
that Roger is suffering from, and seeks to alleviate, depres- 
sion. However, according to Wood and Shen'ets (1984), 
African Americans may be more likely than European Amer- 
icans to seek administrative help (e.g., negotiation with 
schools and social service agencies, referral to other com- 
munity resources) as opposed to therapy from mental health 
practitioners. Therefore, the educated question provides 
Roger the opportunity to request assistance with tasks that 
may fall outside the scope of traditional counseling. Further- 
more, wondering aloud "How do you think your immediate 
and extended family will feel about these goals?" assesses the 
degree to which Roger--like some African Americans (see 
Sue & Sue, 1990)--is uniquely influenced by the opinions 
and wishes of family members. So at the very least, use of 
culturally educated questioning can assist in identifying 
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goals that are truly the client's. Moreover, they can help iden- 
tify external supports and constraints affecting those goals. 
What emerges, we contend, is a client-centered agenda-- 
whether consistent or inconsistent with cultural patterns-- 
that is unencumbered by the conventions of traditional coun- 
seling. Speaking of goal development, Egan (1994) stated, 
"Although helping is a process of social influence, it remains 
ethical only if it respects . . ,  the values of the client" (p. 264). 

Creating a Treatment Plan 
Based on the client's therapeutic goals, the counselor artic- 

ulates a plan for treatment, including the specific interven- 
tions meant to foster the client's desired change. In our ex- 
ample, culturally educated questioning concerning Roger's 
religious or spiritual life may assist with treatment planning. 
With regard to cultural trends, Roger's case is complex. On 
the one hand, the general salience of spirituality in the 
African American community has been well documented 
(see, e.g., Neal-Barnett & Smith, 1997; Sue & Sue, 1990). On 
the other, negative views of homosexuality tend to be con- 
sistent with the evangelical and fundamentalist beliefs influ- 
ential in some African American communities (see Appleby 
& Anastas, 1998). As an African American gay man, Roger's 
response to the questions "What role does church play in 
your life?" and "Have you spoken to your pastor about your 
concerns?" may be useful in planning treatment interven- 
tions. Nothing is lost therapeutically should Roger discount 
religious influences in his life. If such influences do exist, 
however, including spiritual guidance as an adjunct to tradi- 
tional counseling or putting Roger in contact with gay-affir- 
mative clergy may serve to personalize his treatment plan. 

Evaluating the Success of Counseling 
Egan (1994) argued that the effectiveness of counseling 

needs to be evaluated during, as well as after, a course of ther- 
apy. In fact, Egan (1994) said, "Helpers and clients need to 
ask themselves 'In what ways are the counseling sessions 
contributing substantially to problem management and op- 
portunity development' ?" (p. 40). Whereas Egan proposed a 
valid evaluation question, it is generic in nature, A culturally 
educated question consistent with the goals of evaluation 
may seek to determine the extent to which cultural variables 
may influence a client's willingness to provide evaluative 
feedback. In the case of Roger, a counselor might ask "If you 
were dissatisfied with a service you received, what would 
you do about it?" in order to anticipate the client's own 
unique way of providing feedback. Direct verbal feedback 
from the client may not be the norm in multicultural coun- 
seling (see Sue & Sue, 1990). Asking, for instance, "What ex- 
pectations do you have regarding which of us will do more 
of the talking in here?" may help elicit from the client his or 
her own comfort levels with regard to self-disclosure and as- 
sertion. In a more direct way, counselors may pose the ques- 
tion "How will I know if you're unhappy with our progress 
in therapy?" This series of questions acknowledges the po- 

tential influence of culture on the evaluation process and sig- 
nals the counselor's willingness to assess progress in a man- 
ner consistent with the client's values. 

Debriefing 
This case example demonstrates the use of--and, we 

think, the need for--culturally educated questioning in mul- 
ticultural counseling encounters. Admittedly, the example 
was brief and the number of educated questions few. Our 
intent, however, was to provide a flavor for educated ques- 
tioning and to further the suggestion that educated question- 
ing complements knowledge-only multicultural training ap- 
proaches. 

The greatest advantage of culturally educated questioning 
may lie in its ability to build on the generic. For instance, ask- 
ing a client "How do you get along with your family?" is a 
valid, often incredibly informative, question. It is generical- 
ly useful. But is the question specific enough to elicit infor- 
mation about extended family networks? Does it even com- 
municate appreciation for such networks? The question 
"When you have to make an important decision, to whom do 
you turn?" is more likely to elicit from clients information 
about the influential individuals in their lives--whether fam- 
ily or otherwise. Employing the culturally specific fact or 
pattern in counseling does not, in our view, constitute an in- 
dictment of generic, empirically supported counseling ap- 
proaches. We would certainly argue, however, that supple-- 
menting the generic with the specific may markedly improve 
the quality and outcome of multicultural counseling inter- 
ventions. 

Benefits of Educated Questioning 

Culturally educated questioning holds particular promise as 
a skill in multicultural counselor training. In addition to be- 
ing an effective means of assessing cultural influences on the 
counseling process, culturally educated questioning i s - -we 
would suggest--a manageable, flexible, and accessible ad- 
dition to training programs. Because educated questioning is, 
to some extent, trained in existing programs (often in assess- 
ment courses), we believe it can be integrated into multicul- 
tural courses without extensive restructuring or financial out- 
lay. Despite our own belief that counseling programs could 
benefit from additional multicultural coursework, educated 
questioning offers an opportunity to improve multicultural 
training without requiring major overhauls of existing cur- 
ricula. 

Another benefit of an educated questioning approach to 
multicultural counselor training is that it has positive impli- 
cations for the etic-emic divide. Draguns (1989) noted that 
there are few guidelines for blending the eric and emic ap- 
proaches in counseling. In our view, culturally educated 
questioning provides one such bridge. As a broadly used (i.e., 
generic) skill in counselor training, educated questioning is 
not a technique specific to cultural encounters. Applying ed- 
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ucated questioning to the cultural arena does not, therefore, 
require that counselors acquire new skill sets. But because 
culturally educated questioning is built on a presupposed cul- 
tural knowledge base, it also honors arguments that culture- 
specific information is necessary in effective multicultural 
counseling. 

Culturally educated questioning also addresses the very 
real hazard of counselors applying culture-specific knowl- 
edge in a stereotypical manner. Berg-Cross and Chinen 
(1995) illustrated the threat of inadequate cultural assess- 
ment: "Cultural knowledge devoid of personal knowledge 
inevitably leads to stereotyping and an inability to relate em- 
pathically" (p. 339). Teaching diligent use of culturally edu- 
cated questioning introduces a curiosity about the client's 
cultural experience, forcing counselors to test their cultural 
hypotheses. By design, educated questioning steers clear of 
stereotypes and unsubstantiated assumptions in multicultur- 
al counseling encounters--evoking the confirming or dis- 
confirming evidence on which interventions are then based. 
With educated questioning, the clinician incorporates cultur- 
al knowledge only to the extent that skilled interactions with 
the client support doing so. Consequently, cultural informa- 
tion is not imposed haphazardly, nor is the client's unique life 
experience lost amid the unrestricted noise of normative data. 

One final benefit of educated questioning is that it permits 
the counselor to conduct a true multicultural assessment. For 
the purpose of demonstration, the examples provided in this 
article isolated one or two cultural dimensions on which the 
client differed. In practice, however, this is rarely the case. 
Cultural boundedness (see Roseberry, 1992)--a perspective 
that denies the interaction and overlap of cultural variables-- 
can come to typify the way counselors view clients. For ex- 
ample, a Hispanic American female client may be viewed by 
the counselor as only Hispanic, causing the counselor to 
leave unassessed the significance of her experience as a fe- 
male and the significance of "hidden" cultural influences 
(e.g., sexual orientation, disability, religion). Educated ques- 
tioning, then, permits the counselor to navigate the complex, 
often enigmatic, subtleties of multicultural experiences. 

Implications for Training and Research 

We have spent a considerable amount of time in this article 
pinpointing the shortcomings of existing multicultural train- 
ing protocols. We have also tried to convey an appreciation 
for achievements in building cultural awareness and knowl- 
edge-advances  that inform and sustain the inquiry-driven 
skills we have proposed. Therefore, we view culturally edu- 
cated questioning as an adjunct or addition to current train- 
ing approaches and consider it to be a practical way of get- 
ting on with (if you will) the business of skill development in 
multicultural practice. 

As we see it, incorporating culturally educated question- 
ing into existing training models is a straightforward process, 

entailing the literal pairing of cultural knowledge with ques- 
tioning techniques. For instance, introducing trainees to mi- 
nority identity development paradigms is a worthwhile en- 
deavor. But to fortify counselors with a series of questions 
effective in determining a client's present stage of minority 
development would be far more effective. To have, for ex- 
ample, information about the conformity stage of racial iden- 
tity development (see Atkinson, Morten, & Sue, 1989) is 
hardly on par with the ability to assess the presence of 
developmental factors typical of the conformity phase. 
Therefore, throughout training, the "what" (i.e., cultural 
knowledge) must be coupled with the "how" (i.e., educated 
questioning). That is, where there is normative data there 
must also be access to educated inquiry. 

Needless to say, the availability of both culture-specific in- 
formation and the educated questioning it inspires heavily 
depends on the continued productivity of multicultural re- 
searchers. The more we know about specific cultural groups, 
the more educated our questioning of group members can be. 
And the more intricate empirical findings become, the better 
able we should be to design and tailor counseling interven- 
tions. Testing the effectiveness of question-based training 
techniques would itself be extremely informative. With time, 
the selection of culturally educated questions need not be 
based on clinical judgment alone. Empirical study of cultur- 
ally educated questioning may, in fact, come to support the 
use of some individual questions over others. Therefore, sci- 
entific investigation of this multicultural counseling tech- 
nique may represent a logical next step in its development 
and implementation. 

Closing Thoughts 

Forty years after the first rumblings about multicultural needs 
in psychological practice, the field is still grappling with crit- 
ical questions about how best to prepare practitioners for 
work in an increasingly diverse world. We have attempted to 
draw attention to current deficits in training models. We do 
not mean to suggest that existing approaches to training are 
misdirected but rather that they have stalled prematurely. In 
particular, current methods--in fortifying trainees with 
cross-cultural knowledge--have stressed the "need to know." 
We strongly suggest that supplementing this approach with a 
"need to ask" may yield significant dividends with regard to 
enhancing multicultural training and, as a consequence, mul- 
ticultural counseling as a whole. Good questions elicit good 
answers. Culturally aware and knowledgeable queries com- 
municate to the client an understanding and respect for the 
cultural contexts within which all human experience exists. 
They also signal the willingness of the counselor to consid- 
e r - i f  not honor--the client's personal cultural insights 
when making clinical decisions and offering specific inter- 
ventions. 

Some may contend that translation of multicultural knowl- 
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edge into educated questions is an implicit or implied ele- 
ment in current training protocols. This position would be 
consistent with the faulty assumption that multicultural 
awareness and knowledge will automatically result in the ac- 
quisition of  multicultural counseling skills. If  counselors in 
multicultural encounters are to be proactively affirming of  
and effective with their diverse clientele, then training must 
be equally proactive. That is, the time has come to make the 
implicit explicit and to arm those who are willing to engage 
in multiculturally competent practice with the specific skills 

and abilities with which to do so. 
In 1962, Wrenn reflected, " 'Space flight' is near reality" 

(p. 444). In the four decades since Wrenn first envisioned a 
less culturally encapsulated psychology, much has been 
achieved in the name of  science. A new and ever-shifting cul- 
tural landscape now requires that counseling psychology 
commit itself to unprecedented achievements in multicultur- 
al counselor education. Nowhere are those energies more 
wisely spent or more needed, we believe, than in the area of 
skills development and training. 
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