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Many higher education institutions are engaging in large-scale assessment of student learning 

outcomes to build evidence of internationalization and institutional effectiveness. The Beliefs, 

Events, and Values Inventory (BEVI) can provide institutions with insight via baselining and lon-

gitudinal analyses. In this study, the BEVI was administered at a highly internationalized uni-

versity in Latin America. Noteworthy findings include significant gender and English language 

proficiency differences, homogeneity of perspective on some BEVI scales, and little evidence of 

change over time. Analysis of quantitative data revealed connections between student beliefs 

and the local context as well as important implications for university practices and policies.
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1. Introduction

Since the turn of the century, higher education has experienced a pa-
radigm shift towards a culture of accountability that manifests in in-
creased participation in accreditation processes and attempts to do-
cument institutional effectiveness (Huisman & Currie, 2004). This trend 
is global, with recent examples in the literature from Southeast Asia 
(Zhou, 2016), the Middle East (Rawabdeh, 2017), Europe (Sin et al., 2016), 
and Latin America (Blanco Ramírez, 2015) as well as the US (Fulton et 
al., 2021). The focus on accountability in higher education has allowed 
in some cases for the integration of discourses on ethics, values, civic 
engagement, education for sustainable development (ESD), and other 
discipline-general educational goals connected to internationalization. 
Higher education institutions (HEIs) pursuing explicit student learning-
focused missions are thus under pressure to measure rather than as-
sume the quality or value of their curricula and programming (Yemini, 
2012). Many such HEIs have begun to measure institutional effective-
ness systematically and to engage in cycles of continuous improvement 
and adaptation. Evidence of on-going monitoring and self-evaluation 
processes constitute the initial steps in the accreditation process for 
most accrediting entities (e.g., Higher Learning Commission, 2018). This 
culture of accountability has also given rise to formative assessment 
practices (Yorke, 2003) that could inform pedagogical choices and bet-
ter meet student needs. However, most formative assessments of stu-
dent learning outcomes are performed at the course level by individual 
faculty; institutional baseline assessments are less common. While an 
increasing number of HEIs are seeking information about who incoming 
students are and what experiences, background knowledge, and belief 
systems they bring with them that may impact or interact with their le-
arning processes, few tools exist for leveraging this type of robust, valu-
es-based institution-wide quantitative data to inform policy decisions 
and strategic planning, both toward greater institutional effectiveness 
and internationalization processes (Wandschneider et al., 2015). 

This project addresses the gap in the higher education literature by mo-
deling the analysis of institutional assessment data that moves beyond 
the limited documentation of cognitive learning outcomes to the ho-
listic and humanistic measurement of student psychosocial develop-
ment. The institution presented as a case study in this paper is a highly 
internationalized agricultural university in Latin America engaged in 
creating an internal, baseline assessment in order to create strategic 
planning documents required to initiate the accreditation process as 
well as to better serve their students. The institution was interested in 
gaining insight into who their students are on a much deeper level than 
the standard demographic metrics, (e.g., gender, ethnicity, and country 
of origin) to arrive at a sense of students’ values and worldviews, given 
the institution’s explicit mission to foster industry and community lea-
ders capable of addressing complex global problems such as climate 
change. The institution works towards this mission by providing an im-
mersive practical education that supports holistic personal develop-
ment and instills values aligned with a globally/locally minded-servant 
leadership style. Specifi cally, the university administration sought evi-
dence of the following learning outcomes:  
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 Pan-American identity formation: a macro-level identifi cation stem-
ming from Pan-Americanism, or transnational cooperation within the 
Western Hemisphere (Riches & Palmowski, 2019), that supplements na-
tional identity with a regional or continental sense of belongingness;

 Critical thinking skills: higher order cognitive functions including veri-
fi cation of information, analysis, selection, and judgment that are req-
uisite for creative problem-solving (Miri et al., 2007);

 Intercultural competence (IC): “the overall capacity of an individual to 
enact behaviors and activities that foster cooperative relationships 
with culturally (or ethnically) dissimilar others” (Kim, 2009, p. 54); and

 Environmentalism: aligned with the UN Sustainable Development 
Goals (www.un.org), a strong commitment to care for the natural world, 
local resources, and global impacts.

Collecting this evidence was especially important at the time of this 
study, as the institution was engaged in university-wide formative as-
sessment to establish benchmarking data for later longitudinal stu-
dies of student change over time. The institution in particular sought 
insight into female students’ perspectives of themselves and the wor-
ld because, while recent initiatives had succeeded in increasing female 
attendance, women were still a minority on campus. This assessment 
contributed to the development of the institution’s 2017–2021 strategic 
planning document.

The context of the institution and the mission they wish to assess de-
mand a robust and holistic measure capable of addressing multiple con-
structs and of identifying intragroup variation. The Beliefs, Events, and 
Values Inventory (BEVI), can be used in the context of internationalized 
higher education both to document student development over time and 
as a formative assessment to build institutional profi les of the student 
body’s identities and capacities (Shealy, 2016). This instrument provides 
rich data and powerful explanatory potential to institutions interested 
in documenting how “who students are” affects whether, what, and how 
they learn (Wandschneider et al., 2015). Using the BEVI, the current pro-
ject seeks to explore these relationships, guided by the following broad, 
exploratory research questions: 

RQ1: What are the patterns of beliefs and values among students at the 
participating university, especially with regard to independent variables 
such as year of study, gender, and English language profi ciency? 

RQ2: What implications do these BEVI fi ndings suggest for institutional 
practices, policies, and decisions, given this university’s specifi c culture, 
context, and mission? 

The literature review section provides an overview of desired compe-
tencies and outcomes such as IC, global identity, and environmental 
stewardship—outcomes the institution views as an essential foundati-
on for successful professionals and leaders in a Pan-American setting. 
Complex learning outcomes are challenging to assess; a case for the 
suitability of the BEVI in providing insight to these competencies and le-
arning outcomes will be presented followed by a detailed explanation of 
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the methodology. BEVI results are presented, followed by explanations 
of data and a discussion of implications both for this particular HEI and 
for internationalizing higher education more generally. 

2. Review of Literature

Many HEIs have begun explicitly emphasizing in their mission statem-
ents, strategic plans, and student learning outcomes the development 
of students’ affect and skill sets (Svensson & Wihlborg, 2010) and iden-
tity formation (Matei, 2019) in addition to knowledge. A specifi c examp-
le particularly relevant to the internationalization of HEIs is a relati-
vely new focus on IC (Krajewski, 2011)—a construct often conceptualized 
as encapsulating knowledge, skills, and attitudes supporting effective 
and appropriate interactions across cultural differences (Acheson & 
Schneider-Bean, 2019). This focus is partly an effect of increased mo-
bility and communication across both physical and metaphorical bor-
ders, but also a result of a change in discourse about what it means to 
be well-educated, which has recently begun to incorporate preparation 
for global citizenship. Scholars agree, however, that it is not enough to 
assume that an institution’s attempts to globalize faculties and student 
bodies, curricula, and programming actually foster the development of 
IC and other student learning outcomes simply because they are inten-
ded to do so (Deardorff, 2004; 2006). It is therefore necessary to assess 
program outcomes and document the changes in students’ knowledge, 
skills, and attitudes that occur as a result of their university experiences 
inside and outside of the classroom (Jackson, 2015). 

Despite the complexity of the fi eld and the “lack of any unity in the 
defi nition of the term” (Rathje, 2007, p. 255), the development of IC is a 
necessary undertaking and, “may be of considerable benefi t to higher 
education institutions by helping students develop measurable com-
petencies that are critical to success in an increasingly interconnec-
ted world” (Wandschneider et al., 2015). Global knowledge and foreign 
language profi ciency are no doubt related to IC. In fact, foreign langu-
age assessment as a fi eld has yielded a comprehensive body of rese-
arch and other attempts have been made to assess participants’ global 
knowledge and awareness (American Council on the Teaching of Foreign 
Languages, 2012). However, there is an important distinction to be made 
between the assessment of skills and knowledge that students develop 
as part of their university experience, and the ways in which that expe-
rience impacts their belief structures. Holmes and O’Neill (2005) sug-
gest that the intercultural contact that occurs as a result of globaliz-
ation does not necessarily contribute to IC. In fact, such contact can 
even reinforce certain cultural and racial stereotypes. While the trend is 
for educational institutions to monitor student learning outcomes with 

Constructs relevant to
the institution’s desired

learning outcomes
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direct measures of learning when it comes to theoretical and applied 
knowledge, for example “knowledge of global affairs” and “language ac-
quisition” (Wandschneider et al., 2015), it is less common for universities 
to document shifts in their students’ attitudes as a result of globalized 
or experiential curriculum.

Developing leaders’ capacities for IC and a global identity have been 
noted as a priority within the fi eld of leadership education (Wang et al., 
2020). Andenoro and colleagues (2012) argue that, “through a deeper un-
derstanding of self and the predispositions and biases we possess, indi-
viduals can begin to deconstruct expectations and more fully engage in 
the opportunity to share culture and develop sustainable relationships 
in international contexts” (p. 106). Preparing community- and environ-
mentally minded leaders who are equipped to adapt to globalized local 
contexts is at the core of this participating institution’s mandate.

In addition to IC, the institution seeks to help solidify students’ pro-
fessional identity so that it includes a regional or Pan-American, if not 
global, identity. Like IC, a plurality of conceptions of global identity exist; 
however, Turken and Rudmin (2013) defi ne it “as consciousness of an in-
ternational society or global community transcending national bounda-
ries, without necessarily negating the importance of state, nation or 
domestic society” (p. 71). This defi nition aligns with Larrin’s (2003) noti-
on that globalization does not erase national identities because cont-
act with new ‘others’ provides additional points of comparison through 
which identities are constructed.

According to its institutional website, the university prides itself on 
being highly internationalized, touting that the student body is an ‘inter-
national family’ representing 29 Latin American countries that enriches 
the learning and social environment through its cultural diversity. Spa-
nish, a non-native language for some students, is the language of inst-
ruction, but English coursework is also compulsory. Nearly all students 
arrive from countries in Central and South America. Students’ formative 
processes are therefore both physically and culturally situated within a 
Latin American context, and, consequently, may be a signifi cant context 
to consider vis-à-vis the research questions. Critical thinking, or meta-
cognitive process that aid in problem-solving and transfer of knowledge 
across “disciplines, subjects, or domains” (Jenkins, 2012), and emotional 
resilience, the “adaptive response to adversity” that supports “bounce 
back” capacity (Rajan-Rankin, 2014) are subsumed in the institution’s 
conceptualization of leadership. 

Environmentalism is also of great value to this institution. Like IC, glo-
bal citizenship, and leadership, education for sustainable development 
(ESD) requires the alignment of one’s value system with behaviors 
(Arbuthnott, 2009). Stern and colleagues (1995) suggest that personal 
values infl uence one’s environmental worldview, or beliefs about the 
earth and the human-environmental relations. Wynveen and colleagues 
(2012) propose that “understanding and developing solutions to many 
environmental issues will require people to transcend culturally impo-
sed boundaries and to take on the role of global citizens,” hypothesizing 
that international engagement opportunities nurture global citizenship 
related to ecologically conscious behaviors by strengthening linkages 
between environmental values, beliefs, and norms (p. 335).
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In the current study, the academic curriculum, work program, residen-
tial student life, and many other aspects of the university’s student ex-
perience are specifi cally designed to produce graduates who share a 
set of deeply ingrained values and way of being-in-the-world. The le-
arning experience at the institution is highly experiential, hands-on, 
and exceedingly immersive given that all students live and work on a 
self-contained and isolated rural campus, and a code of conduct guides 
all aspects of student life. The institution’s merit/demerit system com-
municates esteemed values and characteristics (e.g., civil interactions, 
cleanliness, service to the community, environmental stewardship). Gi-
ven this foundational role that values and beliefs play in several of the 
institution’s core learning outcomes, selecting an instrument capable of 
providing insight into students’ worldviews was paramount. The same 
would be true for any institution invested in measuring student outco-
mes beyond content knowledge and disciplinary skillsets. 

Over the last several decades, researchers have developed a number of 
psychometric tools to identify worldviews and competencies. The BEVI 
has been in development since the early 1990s, subjected to exploratory 
and confi rmatory factor analyses and other validation processes in or-
der to address some of the more complex issues that arise in the fi eld of 
“assessment research and practice vis-à-vis international, multicultural, 
and transformative teaching, training, and learning” (Wandschneider et 
al., 2015). The BEVI was constructed within the conceptual framework 
known as Equilintegration (EI) Theory. EI Theory aims to “explain the 
processes by which beliefs, values, and ‘worldviews’ are acquired and 
maintained, why their alteration is typically resisted, and how and under 
what circumstances their modifi cation occurs” (Shealy, 2004, p. 1075). EI 
Theory is centered in several major hypotheses and principles, inclu-
ding that: 

 values and beliefs are mediating processes that occur on individual 
and societal levels, but may not necessarily be explicit, rational, or 
grounded in logic; 

 these beliefs and values are developed over time and are derived from 
the individual’s personal history, culture, and experiences; and 

 because of the complex development processes and deeply rooted 
identity implications of beliefs and values, they are not easily modifi ed 
or changed (www.thebevi.com).

Much current research involving the BEVI is collected in a recent book, 
Making Sense of Beliefs and Values: Theory, Research, Practice (Shealy, 
2016). Included here are chapters outlining EI Theory as well as reports 
of contemporary studies using the BEVI in various contexts and for a 
range of purposes. One chapter of particular importance to the fi ndings 
in this project is that contributed by Pendleton and colleagues (2016), 
“Understanding the Gendered Self: Implications from EI Theory, the EI 
Self, and the BEVI.” This study not only provided construct validation for 
the BEVI by comparing BEVI results to extant literature on males and fe-
males, but also reported on the relationship of BEVI Gender Traditiona-
lism scale scores to formative variables and learning outcomes. Notably 
for the current study, among other signifi cant results, male participants 
(N=2331) in a multi-institution study were found, overall, to: 

Assessing beliefs and values
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 be less likely to acknowledge and/or experience awareness of basic 
feelings, needs, and vulnerabilities; 

 be less likely to grant legitimacy to the value of understanding and 
working through painful emotions; 

 report less interest in learning about or being accepting of different 
cultures and their practices; and

 endorse less expressed concern about the environment and natural 
world (pp. 283–285). 

The BEVI is often used either as a formative assessment in a needs ana-
lysis approach, or in a pre/posttest methodology to document learning 
outcomes and transformative learning (Acheson, 2020). For instance, the 
BEVI was recently utilized for both purposes in a study of an undergra-
duate course (Iseminger et al., 2020): fi rst, to support multicultural pe-
dagogy by encouraging refl ection and dialogue about group aggregate 
BEVI results, and second, to uncover which aspects of identity were sa-
lient to student development in the course. The BEVI is also often used 
for large-scale studies at the institutional or multi-institutional level 
(e.g., Wandschneider et al., 2015). 

3. Methods

This study took place at a private HEI in Latin America. In addition to a 
general education core, the university curriculum offers rigorous and 
pragmatic training in several specifi c areas of agricultural studies rather 
than a wide range of disciplines. Relevant to the interpretation of the 
data are the following demographics: The student body numbers roug-
hly 1200 undergraduate students, about 70% of whom are male and 70% 
are international students. The university is residential, highly organi-
zed (quasi-military in social structure), and very prestigious in its fi eld. 
The majority of students matriculate on scholarship, often sponsored 
by industry or their governments.

In the midst of applying for initial institutional accreditation from a US 
higher education accrediting body, the university administration was 
highly motivated to establish an empirical argument for institutional 
effectiveness, including the accomplishment of the institutional mis-
sion and the widespread achievement of various student learning out-
comes. The institution’s leadership sought to use the BEVI to provide 
insight into how the curriculum and co-curricular life impacted the stu-
dent body, thus guiding future strategic planning. Eventual longitudi-
nal data collection was planned for evidence of student growth and 

Setting
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development. The institution was considering revising the traditional 
requirement of three years of English study for all students, making lan-
guage profi ciency a variable of interest to the administration. Likewise, 
the university was interested in what the BEVI would reveal about gen-
der differences due to initiatives to increase recruitment and retention 
of female students, who were historically barred from matriculation and 
still remain underrepresented in the student body and faculty.

All students at this HEI have some English profi ciency because of the 
required language coursework. However, only students in high interme-
diate, low advanced, and high advanced courses participated in the ba-
seline (T1) data collection study. Using correlate charts between Lexile 
(reading diffi culty) and TOEFL (English language profi ciency) scores, stu-
dents placed based on TOEFL scores into these three levels were judged 
to have a reading comprehension level high enough to fully understand 
the text of the instrument, which was assessed at 1100L (10th grade rea-
ding level) on the Lexile scale. At T1, 568 students took the BEVI; incom-
plete or inconsistent results were subsequently excluded, leaving a total 
of N=518 for analysis. The average participant was 21 years old. Table 1 
provides a summary of other relevant participant data.

T1 Participant Data (N = 518)

Gender Class English Profi ciency 
Level

Male 317 1st year 156 High inter-
mediate

118

Female 191 2nd year 183 Low ad-
vanced

151

Gender not 
provided

10 3rd year 174 High ad-
vanced

128

T2 Participant Data (N = 31)

Gender Class English Profi ciency 
Level

Male 18 4th year 31 Unknown 
at T2

31

Female 13 (2nd year at T1)

Table 1

In T2, all graduating seniors (N=71) who were on campus at the time 
took the BEVI for a second data set. When participants with only T1 
scores (those completing internships at the time of T2 data collection) 
and participants with only T2 scores (those excluded from T1 data col-
lection because of insuffi cient English language profi ciency at that time) 
were removed from the longitudinal comparison, only 31 matched pairs 
remained. This T2 sample included 13 female and 18 male students. No 
TOEFL scores for students were available at the time of T2. 

While there are a number of validated instruments, such as the Inter-
cultural Development Inventory (Hammer et al., 2003), to assess IC or 
other constructs relevant to the institution’s learning outcomes, the 

Participants

Instrument
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BEVI was chosen because a theoretically robust assessment tool with 
a multi-thematic and whole-self approach was warranted. Without such 
a holistic measure, several different instruments would have to have 
been utilized in order to identify patterns in values and beliefs about 
gender, the natural world, global contexts, critical thinking, emotional 
resilience, etc. (see the BEVI constructs delineated in Table 2). The BEVI 
is a web-based, mixed-methods instrument. The qualitative data con-
sists of written responses to three open-ended questions that ask par-
ticipants to refl ect back on what they have learned and how they have 
changed as a result of an educational experience.

Since the primary purposes of this study is baselining and the majori-
ty of the data comes from the pre-test/T1 data collection, and due to 
the time required to analyze such a large qualitative data set with ri-
gor, only the quantitative data were examined. These quantitative data 
were derived from demographic questions plus 185 Likert-scale items 
with four response options: Strongly Agree, Agree, Disagree, Strongly Di-
sagree. One advantage of the BEVI over many other measures is the way 
that it evades the pitfalls of social desirability (i.e., pressure to answer 
with a perceived preferred response) and response-shift confounds (i.e., 
changes in understanding of underlying constructs between pre- and 
post-testing) due to its low face validity. This means that respondents 
are often unsure of what constructs are being measured by any given 
item and therefore are not infl uenced by these biases. The BEVI asses-
ses individuals’ beliefs and values along 17 scales organized within se-
ven domains. Hundred-point normed scales are based on responses to 
items that loaded onto that particular scale in the factor analysis, and 
individual scores on each scale are reported in anonymized, aggregate 
form. The instrument itself is value-neutral, i.e., it is not ‘better’ to be 
higher or lower on any scale. However, value-laden institutions, inst-
ructors, and researchers often prefer certain profi les or movement in 
one direction on various BEVI scales (see Table 2). Individual scales that 
yielded signifi cant results will be further defi ned in the discussion of 
fi ndings. For more detailed descriptions of scales and sample items, see 
the BEVI website (www.thebevi.com).
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Domain Scale

I. Formative Variables 1. Negative Life Events

II. Fulfi llment of Core Needs 2. Needs Closure

3. Needs Fulfi llment

4. Identity Diffusion

III. Tolerance of Disequilibrium* 5. Basic Openness

6. Self Certitude

IV. Critical Thinking* 7. Basic Determinism

8. Socioemotional Convergence

V. Self Access 9. Physical Resonance

10. Emotional Attunement

11. Self Awareness 

12. Meaning Quest

VI. Other Access* 13. Religious Traditionalism

14. Gender Traditionalism

15. Sociocultural Openness

VII. Global Access* 16. Ecological Resonance

17. Global Resonance

*Indicates domain with scales of special interest to institution.

Table 2 BEVI Domains and Scales

The short version (185 items) of the BEVI demonstrated excellent cons-
truct validity. Items were drawn initially from hundreds of actual belief 
statements from people from all over the world (e.g., “Men and women 
are simply different”). After decades of statistical analysis and refi ne-
ment, the BEVI’s reliability/stability statistics for the majority of scales 
are at or above 0.8 in exploratory factor analysis and Cronbach’s alpha 
at 0.7 in confi rmatory factor analysis (Shealy, 2016). 

Limitations of the instrument include the language; at the time, the BEVI 
was only available in English and Japanese, limiting data collection to 
students in this context fl uent enough in English to yield valid data. 
While this N was a large percentage (roughly two thirds) of the fi rst-, 
second-, and third-year cohorts, we cannot safely generalize to the enti-
re student body because of the language factor. Further data collection 
in this setting should use the new Spanish version of the instrument 
since that is the language of instruction at the university.

For the baseline data collection (T1), participants voluntarily completed 
the BEVI online via their personal laptop computers during their English 
classes. During survey administration, the fi rst author and the students’ 

Data collection and analysis 
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English instructors were available for help with language issues. Res-
ponse times varied from 25 minutes to 50 minutes. Two years later, all 
graduating seniors completed the BEVI proctored by staff in the Offi ce 
of Institutional Effectiveness (T2).

An institutional profi le was generated based on de-identifi ed data. In 
addition, subgroup comparisons were made for several independent 
variables: gender (as self-reported by participants), and language pro-
fi ciency (as documented by the institution). Group and subgroup aggre-
gate means and decile spreads were analyzed via descriptive statistics 
and analysis of variance (ANOVA) for each of the 17 scales measured by 
the BEVI. An institutional profi le of de-identifi ed aggregate results was 
provided to participants, their English instructors, and the university 
administration. Subsequently, matched pairs were created from T1 and 
T2 data sets using student IDs. Paired sampled t-tests were conducted 
for the whole group. Subgroup analysis based on gender was conduc-
ted even though the small Ns prevent generalizability, and subgroup 
analysis for English language profi ciency was not possible without up-
dated TOEFL scores at T2.

4. Findings

Our organization for this section moves from a birds-eye analysis of 
whole sample aggregate means for the baseline or pretest dataset, to 
correlational analyses for independent variables such as gender and 
language profi ciency in the pretest data, and fi nally to longitudinal 
analysis of T1 to T2 changes.

One of the most salient sections of an auto-generated BEVI report on 
group data is the aggregate profi le, a summary of means aggregated 
from all participants in the group for all 17 BEVI scales. Aggregated data 
collected in such a way as to be considered generalizable to the entire 
student body serve as an institutional profi le. The Forum BEVI project 
(Wandschneider et al., 2015) found that institutions appear to possess 
unique aggregate profi les and that these ‘institutional signatures’ tend 
to remain stable over time. Figure 1 displays the BEVI institutional profi -
le in this study, based on the T1 data set. 

Institutional profi le 
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Aggregate scale scores are understood relative to their placement on 
the normed scales. In terms of comparison to scale norms, institutio-
nal aggregate means of scores for many relevant scales are above the 
midpoint of the normed scales, with Gender Traditionalism (M=56) and 
Global Resonance (M=54) in the fi fth decile (that is, between 50th and 
60th  percentiles) and Basic Determinism (M=65), Sociocultural Open-
ness (M=64), and Ecological Resonance (M=70) in the sixth decile.

Of the total N=518 for this study, 317 participants self-identifi ed as male 
and 191 as female, with 10 participants not responding to the gender 
item. Figure 2 displays a comparison of female and male group means 
of scales with statistical (p<0.05) and interpretive difference (MD>5). In 
the ANOVA Tukey post-hoc test, there was signifi cant (p<0.05) variation 
between females and males on several scales. The mean scores on Self 
Certitude are relatively high for both genders, indicating that students 
have a strong sense of will, are positive thinkers, and are confi dent that 
they can overcome challenges, but also may be resistant to the ack-
nowledgement of weakness or vulnerability in self and others. Interes-
tingly, females (M=70) reported higher Self Certitude scores than males 
(M=61, F=6.676, df=2, p=0.001). The ANOVA Tukey post-hoc test also re-
vealed signifi cant differences in means between females and males on 
Needs Closure (MD=-7.04, p=0.04), Needs Fulfi llment (MD=6.39, p=0.02), 
Basic Determinism (MD=-11.99, p=0.00), Gender Traditionalism (MD=17.88, 
p=0.00), Sociocultural Openness (MD=11.79, p=0.00).

Figure 1 Whole Sample Aggregate Profi le of Group Means for the 17 BEVI Scales

Gender differences
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The other demographic variable of interest to the institution was lan-
guage profi ciency, for which fi ndings are displayed in Table 3 and Figu-
re 3. Between-group comparisons for high advanced (the most fl uent 
non-native speakers of English among participants, per TOEFL scores), 
low advanced, and high intermediate (the least fl uent of the sample) 
levels yielded compellingly clear results: English language fl uency is a 
correlationally (not causally) predictive factor for the scales most re-
lated to critical thinking and intercultural competency outcomes—that 
is, the correlation is strong enough that we can predict results for de-
mographic groups without necessarily knowing which factors have sha-
ped those group differences. For the high advanced English profi cien-
cy group, Basic Determinism and Gender Traditionalism are lowest and 
Sociocultural Openness and Global Resonance are highest, and the 
opposite is true for the high intermediate (lowest profi ciency) group, 
with means for the low advanced group in the middle for each scale. In 
post-hoc analysis, all three groups were signifi cantly different, with lar-
ge mean gaps at the p<.01 level for the intercultural scales Sociocultural 
Openness (with lower profi ciency groups’ mean differences from high 
advanced MD=10.86 and MD=22.94, respectively) and Global Resonance 
(MD=7.93 and MD=15.97). Meanwhile for scales related to binary thinking, 
including Basic Determinism (MD=-12.02 and MD=-16.40) and Gender Tra-
ditionalism (MD=-7.95 and MD=-11.44), post-hoc analysis revealed that 
the high advanced group was distinctly different from the other two 

English language profi ciency 
differences

Figure 2 Signifi cant Group Mean Differences Between Females and Males on Selected BEVI Scales
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(p<0.01) but low advanced and high intermediate groups were not mea-
ningfully dissimilar from each other.

Scale Sum of 
Squares df Mean Square F Sig.

7. Basic Determi-
nism Between Groups 25300.43 2 12650.21 15.79 0.00

Within Groups 395801.23 494 801.22

Total 421101.65 496

14. Gender Tradi-
tionalism Between Groups 11907.61 2 5953.81 8.63 0.00

Within Groups 340653.40 494 689.58

Total 352561.01 496

15. Sociocultural 
Openness Between Groups 41943.40 2 20971.70 31.18 0.00

Within Groups 332305.97 494 672.68

Total 374249.36 496

17. Global Reso-
nance Between Groups 20526.08 2 10263.04 17.70 0.00

Within Groups 286488.03 494 579.94

Total 307014.11 496

Table 3 ANOVA for Relevant BEVI Scales by (Non-Native) English Language Profi ciency



15

— Understanding Student Values and Identity

For the 31 matched pairs available for T1/T2 comparison, only two scales 
revealed statistically signifi cant differences. Scores on the Basic Open-
ness scale decreased from a T1 mean of M=40.77 to a T2 mean of M=28.48 
(p<0.04). Gender Traditionalism also decreased from M=46.55 to M=37.42 
(p=0.05). Both males and female scores dropped on the Basic Openness 
scale, while the overall decrease in Gender Traditionalism appears to be 
driven more by falling scores among male students (see Figure 4).

Changes over time

Figure 4 T1/T2 Differences for Gender Traditionalism by Sample Mean and Binary Gender

Figure 3 Between Group Comparisons by English Language Profi ciency
  for Various BEVI Scales
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5. Discussion

To interpret the baseline aggregate data in light of the institutional mis-
sion, we need to consider the preferred end of each scale in this parti-
cular context. Table 3 provides details key to interpreting the aggregate 
means, including constructs measured and the preferred end of each 
scale according to this HEI’s mission.

In this case, the institutional profi le is at times aligned with the admi-
nistrations’ expectations—for example, with relatively high scores on 
Sociocultural Openness and Ecological Resonance. At other times, the 
fi ndings fall short of aspirational mean scores—such as with relatively 
high scores on Basic Determinism and Gender Traditionalism. This type 
of institutional profi le can provide vital baselining information for facul-
ty and administration at any HEI as they document learning outcomes 
achievement and strategically plan policy and curricular changes. Spe-
cifi cally, pretest or T1 data for fi rst year students can later be matched 
in longitudinal analysis with T2 data from those same students when 
they graduate. Furthermore, the baseline suggests curricular revisions 
and student life initiatives that could help support the achievement of 
student outcomes. 

First, the aggregate score of M=64 for Identity Diffusion is very high re-
lative to the average among undergraduates studying in the US, which is 
more typically well below the median in the normed scale. Such a high 
average score on this scale suggests that many of the participants in the 
current study are searching for a sense of identity or are experiencing a 

Baseline institutional profi le

BEVI Scale Construct Measured Institution’s Preferred End of Scale

Basic Openness Tolerance of disequili-
brium

High – the higher the score, the more open and honest one 
may be about the experience of thoughts, feelings, and needs, 
especially those that are negative

Basic Determinism Critical thinking Low – lower scores on this scale indicate more complex causal 
attributions and the capacity to engage in “grey area” rather 
than “black or white” thinking

Gender Traditionalism Beliefs about gender Low – the low end of this scale refl ects more fl uid, non-binary 
perceptions of gender and more fl exible expectations of gender 
roles and norms

Sociocultural Openness Willingness to engage 
with diverse people and 
perspectives

High – higher scores on this scale are indicative of a greater 
value for interacting with culturally different others, considering 
other viewpoints, and learning about new ways of experiencing 
the world

Ecological Resonance Investment in environ-
mental/
sustainability issues

High – the high end of this scale represents greater care and 
concern for the natural world and ecological sustainability.

Global Resonance Investment in global is-
sues and relationships

High – the high end of this scale represents greater connecti-
vity beyond local communities, including awareness of global 
events and engagement in global social and professional 
networks

Table 4 Interpretive Details for BEVI Scales Salient to Institution’s Mission
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painful identity crisis at this stage of their lives. It would be a meaning-
ful fi nding for any HEI, and especially HEIs concentrating on internatio-
nalization processes since contact with culturally different others often 
causes spikes in the Identity Diffusion scale refl ective of uncertainty 
about the self in relation to others. It is an important result from the 
perspective of this particular university administration because the in-
stitution is focused on developing leaders. It may be encouraging that 
the BEVI indicates an ongoing shift in students’ sociocultural identifi ca-
tions, as the development of the set of values promoted by the institu-
tion is a process that often demands a reformulation of their sense of 
self. In Transformative Learning Theory, signifi cant changes in worldview 
are often initiated by a disorienting dilemma that throws into question 
old structures of the self, habits of the mind, taken-for-granted assump-
tions, and ways of being in the world (Mezirow, 2012). Therefore, high 
Identity Diffusion scores could signify a liminal state open to a reor-
ganization of values, capacities, and perspectives. On the other hand, 
high Identity Diffusion scores could be cause for concern because they 
refl ect high levels of anxiety and confusion. These negative emotions in 
the context of student life can function as affective barriers to learning 
and contribute to high failure and attrition rates (Saklofske et al., 2012).

Basic Openness, which measures participants’ honesty about their ba-
sic thoughts, feelings and needs, had an aggregate mean (M=43) close 
to the median of the normed scale. Since honest recognition of one’s 
thoughts and feelings is an important aspect of the process of identity 
formation, a higher aggregate score on this scale is often considered 
more desirable. For this Pan-American university’s students, the lack of 
attunement to internal processes is troubling when coupled with high 
Identity Diffusion because, theoretically, openness to thoughts and fee-
lings is an attribute that might help to mitigate the negative effects of 
an identity crisis. In other words, participants on the whole seem to be 
in need of greater clarity about themselves in relation to others, yet 
many are not introspective about that process of identity resolution and 
some may even be in denial about the extent of their anxiety.

One unambiguously positive result from the perspective of an interna-
tionalizing HEI is the relatively high aggregate means for Sociocultural 
Openness. An aggregate score of M=64 on this scale suggests that par-
ticipants are relatively open to a wide range of actions, policies, and 
practice in the areas of culture, economics, education, environment, and 
gender. In essence, the mean score well past the midpoint of 50 in the 
100-point normed scale indicates that many students at this institution 
are willing and able to consider the world from multiple cultural per-
spectives. Still, for an HEI so focused on solving global problems within 
the agricultural discipline (e.g., food and water security) and on fomen-
ting Pan-American identity, the mean of 64 is a long way from the top 
end of the scale. There is much room for growth on this construct accor-
ding to the directionality that aligns with the institution’s mission (grea-
ter IC), with the mean situated at roughly the two-thirds location on the 
scale. The Intergroup Contact Hypothesis (Allport, 1954), which suppo-
ses positive outcomes from contact between culturally different others, 
would lead us to assume that this highly internationalized campus 
should generate very high levels of openness to cultural differences—
an expectation not borne out in these data. Prior research on cultu-
ral values may help explain the fi ndings. Cross-cultural researchers in 
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the tradition of Geert Hofstede (1980) assert that despite high cultural 
diversity across the region, a distinctly Latin American set of shared 
values and beliefs exist. Through rigorous meta-analysis, Hofstede and 
colleagues (2010) characterized trends in Latin American belief systems, 
including such constructs as power distance, collectivism, avoidance 
of uncertainty, and masculinity. In addition to a general shared value 
system, a specifi c shared conception and practice of leadership was 
also found for Latin America in the Global Leadership and Organizati-
onal Behavior Effectiveness (GLOBE) study (House et al., 2004). GLOBE 
found that shared Latin American values coalesced into a visualization 
of leadership that emphasizes charisma and team-orientation over self-
protective behaviors and autonomy, for example. For a highly interna-
tionalized institution, such attitudes are necessary for successful inte-
gration of a diverse student body; they are not, however, an inevitable 
outcome of intercultural contact, as much recent research has demons-
trated (Holmes & O’Neill, 2005; Vande Berg, Paige, & Lou, 2012). 

Typically, Sociocultural Openness is positively correlated with Global 
Resonance, i.e., a measure of the willingness of participants to seek out 
not only information about other areas of the world but also oppor-
tunities to interact with people from other cultural groups. Here, we 
do see similar means, but Global Resonance (M=54) is a bit lower than 
Sociocultural Openness (M=64). This is a common pattern in published 
BEVI research (see Wandschneider et al., 2015), which could indicate that 
students are mentally fl exible enough to handle the challenges of inter-
cultural communication but do not necessarily put forth the effort to 
actively pursue those interactions. 

One contextual factor that may be impacting the Global Resonan-
ce scale is the social life of students at this institution. Students self-
organize into colonias based on the country of origin for many aspects 
of their social interactions including participation in intramural sports, 
performances, and study groups. The colonias are an excellent support 
system for students studying abroad, but they may be playing a part in 
insulating students from peers of other cultural groups. It is also pos-
sible that the colonias and macrocontext may be reinforcing a broader 
social identity that is more Pan-American than global. In fact, 87.6% of 
the students self-identifi ed as Hispanic in the demographic items. The 
lack of diversity in several scales on the decile report support the expla-
nation that most students share a common macroculture. For example, 
most responses fell in a cluster in the top several deciles for Religious 
Traditionalism. It is rare to see such high values for this scale among US 
undergraduates attending non-religious institutions.
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Figure 5 displays the distribution histogram for this scale, which shows 
how many participants fall along each 10th percentile (10 points of the 
100-point scale), contrasted with a public institution in the United Sta-
tes. Note how much wider and fl atter the distribution of the student 
body is in terms of religiosity in this very culturally diverse or minori-
ty serving institution (MSI) US institution. In contrast, in this study the 
majority of responding students seem to be highly religious, perceiving 
themselves and the events around them as being shaped by spiritual 
forces. The high Religious Traditionalism scores in this case make sen-
se for two reasons: the self-identifi cation of 83.6% of the participants 
as Christian and the historical legacy of Catholicism on Latin Ameri-
can macroculture. This religiosity among the student body could also be 
mediating other BEVI scores, such as Gender Traditionalism.

Given the ‘institutional signature’ phenomenon mentioned in the fi n-
dings section (Wandschneider et al., 2015), it is helpful to compare any 
given HEI’s baselines with aggregate profi les of other HEIs. In competi-
tive environments, many universities are highly motivated to compa-
re their student data with that of peer institutions in a search for evi-
dence of quality that can be incorporated into branding narratives and 
recruitment materials (Delaney, 2001). Scholars are interested in multi-
institutional comparisons as well, not only to better contextualize fi n-
dings but also to suggest paths towards improving institutional effec-
tiveness (see the Wilson et al. (2015) study on belonging and academic 
engagement as one example). On the 100-point normed scales, a 5-point 
difference between groups or over time is generally considered to have 
real-world meaning (Shealy, 2016). Figure 6 contrasts aggregate mean 
scores on the six scales in Table 4 for the Pan-American institution and 
three other HEIs: a large, public predominantly white institution (PWI) 

Figure 5 Distribution of BEVI Religious Traditionalism Scores for Pan-American University and
  a US Urban Public Minority-Serving Institution
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STEM university in the rural Midwestern US; a large, urban MSI located 
in the Southeastern US, and a large, urban university in Japan.

Each HEI depicted here might analyze this comparison differently, de-
pending on its own institutional values and mission. As a model for 
internationalizing HEIs engaging in this kind of multi-institutional com-
parison, we focus on the perspective of the Pan-American institution. 
Grounded in the desire to create environmentally conscious and global-
ly connected leaders with a Pan-American identity, the administration 
should be pleased with its scores on Ecological Resonance, Sociocul-
tural Openness, and Global Resonance. Previously, we discussed these 
scores as high in terms of the normed scale, but here we see that they 
are also high in comparison to other HEIs. On the other hand, scales of 
concern include Gender Traditionalism and Basic Determinism. Both of 
these scales appear much higher at this HEI than at the comparison in-
stitutions. Yet, the desired directionality is lower scores on these scales 
when an institution is invested in, respectively, more fl exible gender 
norms and more grey area thinking. Also concerning is the Basic Open-
ness score, which is both low on the normed scale and low in the com-
parative analysis, when in fact greater mindfulness of internal proces-
ses is supportive of the emotional resilience and critical thinking skills 
key to leadership (Dulewicz et al., 2005).

The differences between males and females on many BEVI scales is not 
surprising. Other research using the BEVI confi rms the trend of higher 
scores for females on Needs Fulfi llment, Socioemotional Convergence, 
Emotional Attunement, Self-Awareness, Meaning Quest, Sociocultural 
Openness, Ecological Resonance, Global Resonance, and lower scores 
on Basic Determinism and Gender Traditionalism (Pendleton et al., 2015). 
A fi nding that stands out against prior research as unusual is the higher 

Figure 6 Multi-Institutional Comparison of BEVI Aggregate Means

Baseline subgroup variation
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score for female students at this HEI in Self Certitude. One contextual 
factor that may help to explain this fi nding is that in this setting females 
are operating in a male-dominated fi eld of work and study, namely ag-
riculture. Given their status as minority members of the cohort, it could 
be that Self Certitude is a trait characteristic of ‘survivors.’ A strong 
sense of agency and will to overcome challenges can feasibly contribute 
to retention. While these attributes also correspond to the institution’s 
ideal self-effi cacious leader and can aid in resolving identity crises, high 
scores on Self Certitude may also indicate an inclination to oversimplify 
complex situations (for example, by believing that every obstacle can be 
overcome by willpower and hard work, ignoring the impact of contextual 
factors). Given this ambiguity, movement up or down on Self Certitude 
was not explicitly identifi ed by the university administration or faculty 
as a target for student growth in alignment with their mission.

Although they are not surprising, some of the other gender differences 
are meaningful in this HEI context. We can interpret these mean diffe-
rences between gender groups on scales such as Needs Closure (fema-
les lower) and Needs Fulfi llment (females higher) to be illustrative of 
female students’ greater emotional resilience. These results suggest a 
tendency for females as a group to exhibit fewer unresolved emotional 
issues than males (Needs Closure) and greater satisfaction with their 
current relationships and sense of self-effi cacy (Needs Fulfi llment). In 
addition, females display greater tendencies towards complex, non-bi-
nary thinking on the Basic Determinism scale, more fl exibility in their 
beliefs about gender roles and norms in the Gender Traditionalism sca-
le, and greater openness to interactions with culturally different people 
and perspectives in Sociocultural Openness.

Within this institutional context it is important to note that female stu-
dents display values closer to desired learning outcomes. This fi nding 
throws into question an assumption implicit in institutional discourse 
and policy—that is, that female students need support more than do 
males. Remember that the institution has been trying to recruit and 
retain more female students, and makes conscious efforts to provi-
de female students with mentoring and help them adjust to a male-
dominated space. The data suggest, however, that from the perspective 
of shaping students into the institution’s ideal graduate, the emotional 
health and learning readiness of male students is a real but unrecogni-
zed concern, a point that Pendleton and colleagues (2016) also empha-
sized. This is not to say female students should not be supported, but to 
suggest that more and perhaps different attention be directed towards 
male students. Since housing is segregated by gender on campus, it may 
be that co-curricular life is an opportunity to address some of these 
concerns. 

These data also suggest a surprisingly simple strategy for moving the 
student body as a whole towards institutional learning outcomes: admit 
and graduate more female students. This strategy aligns with inten-
tions the institution already has in place, but the administration has not 
yet realized possible ramifi cations of this social-justice motivated goal 
upon learning outcomes. This study provides new insight, namely that, 
as the institution achieves this goal for greater gender parity, the profi le 
of graduating students could be impacted in two ways. First, mathe-
matically, females would constitute a greater percentage of the group; 
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second, socially, values more prevalent among females could gain more 
normative power within the institution rather than being situated as a 
minority perspective. 

As with gender differences, a connection between language learning 
and BEVI scales was expected and aligned with previous research (Nis-
hitani, 2020). It is common to fi nd that students with higher profi ciency 
in languages other than those they speak natively score higher on BEVI 
scales such as Sociocultural Openness and Global Resonance. Practical-
ly speaking, however, these fi ndings proved insightful for the university 
administration. As an example of how internationalizing HEIs can utilize 
this type of evidence in their strategic planning, consider a policy under 
evaluation for revision at the time: the requirement for three years of 
English study for all students, regardless of profi ciency. The strong cor-
relation of English-language profi ciency with other learning outcomes 
aligned with the institutional mission, such as critical thinking, fl exible 
gender norms, and IC, suggests that language study should remain a 
core requirement and justifi es the large investment that the General 
Education department has made in staff and other resources for English 
language study. However, these data also generate further questions 
that cannot be fully addressed with the baseline data set, such as:

 Are these learning outcomes directly impacted by language study, or 
is English-language profi ciency merely a mediating factor for critical 
thinking and IC?

 Does the language requirement need to specify the study of English?

Addressing the fi rst question requires longitudinal data, since cross-
sectional data cannot defi nitively demonstrate the kind of causal rela-
tionships we seek here. If, for example, a correlation between language 
learning and development of these other skills appeared across times 
in matched pair analysis, we could be more sure that language learning 
was enabling or supporting greater critical thinking and intercultural ca-
pacities. Even with baseline data alone, though, a potential explanation 
is that earlier formative factors such as socioeconomic class, quality of 
primary and secondary education, opportunities to travel, multilingu-
alism of parents, and more might be contributing to the patterns re-
vealed. In other words, multiple variables beyond those commonly un-
derstood to infl uence language learning (e.g., amount of exposure, rote 
memorization, time practicing) may also infl uence and predict non-na-
tive language interest and capacity. As demonstrated through related 
research of English acquisition in Japan, also using the BEVI, such vari-
ables may include emotional and attributional tendencies, life history 
and demographics, and/or career and professional predilections (Nis-
hitani, 2020). 

The second question should also be addressed longitudinally, but would 
further require curricular changes or at least a pilot program with ad-
ditional languages before a comparison could be made. Since currently 
only English and Spanish are offered, and Spanish is the native language 
of nearly all students, there is no way to determine if or to what extent 
the language under study matters when it comes to critical thinking and 
intercultural competency learning outcomes. Other data collected from 
students and faculty provide some suggestions for potential alternative 
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language policies and coursework with which the university could expe-
riment to better meet students’ needs in terms of language study. In a 
survey of all students in years one through three (N=963), 86.71% (835) 
responded that they were interested in studying another language in 
addition to or instead of English (Acheson, 2015). French (354 students) 
was the most popular choice, followed by Mandarin Chinese (255) and 
Portuguese (151). Furthermore, in an open-ended questionnaire solici-
ting suggestions for improving the English language program, faculty 
respondents pointed out that students who come in with high TOEFL 
scores do not seem to improve much over the course of the three man-
dated years of study, in contrast to more novice students who make 
great strides in fl uency as measured by the TOEFL. Some recommen-
ded that instead of taking English language classes, advanced students 
should be taking content courses in English to improve their language 
profi ciency, a methodology known in the applied linguistics discipline 
as Content-Based Instruction (Crandall & Kaufman, 2002). If the admi-
nistration were to revise its English study requirements based on the-
se and other data and then were to collect data from 1st and 3rd year 
students in a pre-post intervention design, the resulting data set would 
provide rich fodder for both longitudinal and comparative analyses.  

These results should be generalized with great caution, not only becau-
se the N for T2 is quite small, but also because the participants at T2 
are a representative sample of the population. Nonetheless, the fi n-
dings are insightful for a number of reasons. First, the lack of change 
on most BEVI scales aligns with both previous research demonstrating 
the strong reliability of the instrument (Shealy, 2016) and with multiple 
theories (i.e., EI Theory, Transformative Learning Theory) discussed in 
the literature review that posit the resistance of belief and value struc-
tures to change, even in the face of deliberate intervention. Second, the 
decrease in Gender Traditionalism scores constitutes what this HEI—
and, indeed, many HEIs committed to access and social justice—would 
see as a positive result: The students’ beliefs about gender roles and 
norms became less rigid over the course of the two years between T1 
and T2, from their second year at the university to their fourth. Inte-
restingly, the change occurred more markedly among male students. 
Female students entered the university closer to this desired learning 
outcome and did not shift as far in that direction over time, while male 
students needed more development in this area and in fact did grow 
farther toward gender fl exibility over time than females. We may be 
tempted to assume, but of course cannot prove without a control group 
and a larger, more representative T2 sample, that the change was due to 
the university experience.

Meanwhile, the other signifi cant change, a decrease in Basic Openness, 
would be construed by this HEI (and likewise by many peer institutions) 
as a negative result. Change upward on the scale would have been more 
desirable and more supportive of the institution’s mission. Greater 
openness to internal processes, thoughts, and emotions is more con-
ducive to psychological health (Keng et al., 2011), which in turn is tied to 
effective leadership (Andenoro et al., 2013, p. 13). We do not have enough 
information to determine the reasons for this decrease in Basic Open-
ness. One conjecture is that the shift refl ects a certain kind of prag-
matic professionalism more concerned with problem-solving and quo-
tidian concerns than affect and philosophical matters. This potential 

Changes over time
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explanation is supported by the relatively low Meaning Quest scores of 
this HEI’s student body, which are common for both STEM and male-do-
minant groups (Iseminger et al., 2020). 

The lack of signifi cant changes from T1 to T2 on all other BEVI scales could 
also be viewed as a negative result from the HEI’s perspective, since the 
institution’s mission clearly indicates a desire to shape student values 
in a particular way (towards a Pan-American identity, for example). The-
refore, a lack of movement on scales such as Basic Determinism, Socio-
cultural Openness, Ecological Resonance, and Global Resonance could 
be construed as a failure of the university’s deliberate attempts to mold 
graduates into global leaders primed to address ‘wicked’ problems in 
the fi eld of agriculture. This fi nding is especially disappointing for Basic 
Determinism, which in the multi-institutional comparison above stood 
out as a scale on which this HEI lags behind other institutions. Failing 
to shift the student body as a whole towards more complex causal at-
tributions both falls short in the HEI’s goal of fostering critical thinking 
and may hamper its graduates’ capacity to engage in the sophisticated 
problem-solving necessary for sustainable development. On the other 
hand, what BEVI results have often revealed is an unchanging aggregate 
mean that masks signifi cant scale movements among subgroups (Wand-
schneider et al., 2015), for example one ethnic or gender group moving 
up and another down, with those changes washing out in the aggregate 
mean (Iseminger et al., 2020). Unfortunately, the T2 data set is too small 
to perform this level of detailed subgroup analysis in the current study. 
Also pertinent to this discussion is the phenomenon of institutional si-
gnature profi les that has emerged from multi-institutional comparisons 
of fi rst year student BEVI data (Wandschneider et al., 2015). In essen-
ce, the signature phenomenon suggests that HEIs, through entrenched 
recruiting and branding processes, tend to attract the same kinds of 
students year after year, students who to some extent already share 
the institution’s values. In this case, for instance, if students choose to 
matriculate because they already highly value the natural world and are 
invested in environmental sustainability, a curriculum and campus cul-
ture designed to inculcate this value in students would not necessarily 
shift their scores on Ecological Resonance. That being said, there are al-
ways strategic innovations that could potentially increase achievement 
of learning goals for HEIs not seeing suffi cient movement on longitu-
dinal assessments, including improvements to curricula, co-curricular 
programming, student life, and campus culture.
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6. Conclusion

The analysis of BEVI data from a large institutional cross-sectional 
sample in this study has opened a window into students’ worldview that 
is especially salient to the institution’s strategic planning for addressing 
its core mission. Guided by the fi rst broad, exploratory research questi-
on—What are the patterns of beliefs and values among students at the 
participating university, especially with regard to independent variables 
such as year of study, gender, and English language profi ciency?—stati-
stical analysis revealed signifi cant variance by gender and English lan-
guage profi ciency on many BEVI constructs, but little change over time 
on the BEVI scales. 

In response to the second guiding research question—What implica-
tions do these BEVI fi ndings suggest for institutional practices, policies, 
and decisions, given this university’s specifi c culture, context, and missi-
on?—these identifi ed patterns in the BEVI scale scores, as well as their 
comparisons with data from other institutions, may be used by univer-
sity administration in a number of ways:

 As formative assessment: Because “who students are” matters to their 
learning experiences (Wandschneider et al., 2015), it is vital for faculty 
designing curricula to understand the trends and patterns in the belief 
systems of the student body. Knowing, for example, that the students at 
this university overall are quite religious, rather binary in their thinking, 
and very environmentally aware will allow instructors to plan learning 
experiences that meet the needs of their students and are effective in 
achieving desired learning outcomes. Furthermore, understanding that 
male students are in many cases farther from those desired learning 
outcomes (for example, less fl uid in their perceptions of gender norms) 
as well as less emotionally resilient is key to differentiating instruction 
among students appropriately.

 As a baseline for pre-/posttest comparisons: As we have noted several 
times in the discussion above, longitudinal assessment is invaluable to 
institutions interested in documenting changes in their students atti-
tudes and capacities over the course of the program of study. Whether 
the purpose is to demonstrate institutional effectiveness or to support 
accreditation processes (in this case, both), longitudinal assessment 
can provide evidence of growth in desired learning outcomes over time 
and identify areas for curricular improvement where suffi cient growth 
is not occurring. In this study, one fi nding of note is that many students 
have value systems that are aligned with the institutional mission to 
produce graduates who are interculturally competent and invested in 
environmental issues. While the limited T2 data in this study mod-
els the potential of longitudinal assessment for strategic planning, a 
far more rigorous and systematic data collection plan is necessary to 
maximize the value of the longitudinal approach. With multiple sets 
of large and representative baseline (fi rst year) data combined with 
matched pair posttest data from graduating seniors, it will be possible 
to determine whether the university is producing, rather than merely 
attracting, students of a particular value set. 



26

Understanding Student Values and Identity —

 To inform policy: Several fi ndings of note in this study provide essen-
tial information for strategic planning. Institutions may be interested 
to learn how their aggregate profi les align (or fail) vis-à-vis their mis-
sions given the normed scale of the instrument as well as accessing 
the profi les of other institutions that may be found in published re-
search. With the BEVI, baselines can be established for each cohort 
of incoming students. Through re-administration, institutions may be 
better positioned to examine interactions among demographic and 
background variables, specifi c learning experiences, and outcomes re-
lated to BEVI scales. For instance, the unusually high identity diffusion 
scores for this student body across all cohorts suggest that students 
need more support in negotiating their young adult identities. More-
over, some BEVI scores identify areas for potential curricular emphasis. 
Since even third-year students exhibited median scores on Global Res-
onance, the university may currently not be suffi ciently encouraging 
growth towards Pan-Americanism among students. The administration 
may want to focus on further development of this aspect of student 
attitudes, perhaps by creating programs or events that encourage more 
intercultural—rather than intracultural of the type exemplifi ed in the 
colonias system of sports and other student activities—cooperation 
and emphasize students’ connection to the global community as well 
as to more regional contexts. In terms of language course require-
ments, evidence demonstrates the value of continued mandated lan-
guage study for addressing the institutional mission, while suggesting 
a need to reexamine common assumptions and practices regarding 
language teaching and learning because of the ways in which language 
acquisition may be infl uenced by other variables (e.g., emotional/attri-
butional tendencies, life history, and demographics).

While the policies and practices delineated above are specifi c to the HEI 
in this study, the model of assessment described is highly transferable 
to other HEIs involved in internationalizing and strategic planning pro-
cesses. Notably, this work points to an effective tool, the BEVI, which, 
in delivering rich data on belief systems about the self, others, and the 
larger world, allows institutions to understand students at a deeper 
level than the more typical demographic tracking approach. Because 
BEVI scales quantitatively measure a number of constructs that are re-
levant to HEI internationalization, this instrument may be appropriate 
for use in other similar projects, especially as part of larger initiatives to 
benchmark and monitor the quality of the internationalization process 
(Burquel, 2011). Some of the proclaimed advantages of this instrument 
over others were well-borne out in its implementation in this project, in-
cluding its reliability, cost-effectiveness, ease of administration, peda-
gogical applications (e.g., individual and group reporting features), multi-
institutional comparability, and rich data sets. Drawbacks also became 
evident, though: the instrument is long and therefore time-consuming 
for participants to complete (especially non-native speakers), is valida-
ted in very few languages to date, and requires training and practice to 
interpret effectively.

During this study, the authors also learned many valuable lessons that 
are generalizable beyond the specifi c context of this HEI. First, which-
ever instrument is chosen for institutional assessment, a well-thought-
out and sustainable assessment plan is vital, with responsibility assi-
gned to a team of full-time staff (not to a visiting scholar, as in this 
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case). Second, outcomes assessment such as that modeled here can be 
supportive of accreditation processes, but only if utilized in recurring 
cycles of assessment. To our knowledge, the HEI in this study is still in 
the process of accreditation with a US accrediting body. Initial accredit-
ation is often a long and arduous process spanning fi ve or more years 
and requiring cooperation across the entire faculty and administration 
to achieve. A cross-sectional study or even a single set of matched-
pairs longitudinal data is, in itself, not enough evidence of rigorous and 
sustained self-assessment in most cases to convince an accrediting or-
ganization that an institution is serious about processes of continual 
improvement. Finally, even as thorough as the treatment of data was in 
this study, many additional questions could have been asked and ans-
wered. Future directions for research abound, including investigating re-
lationships between moderating and mediating factors for BEVI scores 
via structural equation modeling and other statistical processes. Larger 
and more representative data sets would in this way provide better evi-
dence of institutional effectiveness and allow for deeper levels of subg-
roup analysis beyond gender and language profi ciency, to include areas 
of major study and a number of additional demographic characteristics.
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