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A Note from the Editor
Marie E. Oamek

It is difficult to articulate how I feel as the inaugural edition of the
Colorado State University Journal of Student Affairs goes to press. 1
have a sense of achievement, and also of awe. We have accomplished
so much in such a short period of time. The editorial board has
worked on the process of creating this Journal since the summer of
1991. We have progressed from a concept to an end product in less
than a year. We have developed a mission statement and goals, written
job descriptions, recruited funds and assistance, and collected, evaluat-
ed, & selected articles. We have designed a cover and a layout, and
arranged for the journal to be printed. The project is almost complete.

Most of us on the editorial board are preparing to graduate and move
on from CSU this semester, but it is with a feeling of accomplishment
that we pass on to future classes the structure with which to produce a
quality scholarly journal. It is amazing to me all the skills possessed
by the people involved in our Student Affairs in Higher Education pro-
gram. We are all very lucky to be a part of such a diverse and talented
group. This Journal is an excellent demonstration of what students are
accomplishing here.

Articles from current students, alumni, faculty, and staff in Student
Affairs here at Colorado State University are included in the Journal.
The range of subjects covered is diverse: from minority identity devel-
opment to orientation, legal issues to eating disorders, suicide to gen-
der roles, and more. We also have included a variety of types of arti-
cles. Our program director has contributed an update on the “State of
the Program,” some articles contain program suggestions, one
involves longitudinal research, and others offer opinions and personal
experiences. We even have a book review, detailing one of the most
current books out on leadership.

I hope you share our excitement about the inaugural edition of the
Colorado State University Journal of Student Affairs! Enjoy it in good
health and good spirits!
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The State of the Program

Grant P. Sherwood
Program Director
Student Affairs in Higher Education

I thought it appropriate in
this first edition of the Colorado
State University Journal of
Student Affairs that we bring our
alumni and friends an update on
the graduate program. Many
changes have occurred since
entering the decade of the 90’s.
Faculty and students are enthused
by changes in curriculum and
graduation requirements and our
graduates continue to compete
very favorably in the job market.

In one of his first official
acts as University President, Dr.
Albert Yates advocated the move
to a new Master of Science
degree, Student Affairs in Higher
Education (formerly M.Ed-
CSPA) before the Colorado
Commission on Higher
Education. After discussion the
Commission voted unanimously
to approve the new degree and a
new era in the life of our graduate
program was born.

This Fall (1991) twenty one
newly admitted students began
their quest for an M.S. degree
under the leadership of seventeen
faculty members, most of whom
are full-time administrators in the
Division of Student Affairs. A
total of 43 students are currently
enrolled in the degree program.
Additional courses have been
added to the curriculum and stu-
dents must complete 48 semester

credit hours to graduate.

Assistantship opportunities
have been broadened and the
number of ethnically diverse stu-
dents serves as a model for the
rest of the institution.
Scholarship opportunities have
also been enhanced through on-
going gifts from ARA Services
and Hardees.

Our program continues to
blend a focus on
administrative/student develop-
ment theory with extensive expe-
riential opportunities through
practicums and assistantships.
The redefined “Goals for the
Program” reflect a sense of pur-
pose and relationship with our
students. The faculty and stu-
dents in this program are dedicat-
ed to excellence in the field of
student affairs. The following
are the program goals for the
M.S. in Student Affairs in Higher
Education:

* To provide a graduate program
representing a coherent and pro-
gressive curriculum in the fol-
lowing core areas: the historical,
philosophical, social, and eco-
nomic foundations of higher edu-
cation administration; the nature,
scope, and functions of adminis-
tering college student affairs ser-
vices; college student develop-
ment theory; organizational
behavior and development, the



helping relationship, planning,
management, and evaluation of
student affairs; campus ecology
and the college environment;
institutional diversity, and
research in student affairs.
» To instill in each degree candi-
date the necessity of lifelong pro-
fessional development and the
significance of being a student
affairs administrator.
+ To assist students in identify-
ing, developing, and maintaining
the essential knowledge base,
personal characteristics, and
competencies necessary for a
career in student affairs adminis-
tration.
« To be proactive and responsive
to the needs of the audiences
served by the program. The audi-
ences for this program are pre-
service and in-service personnel
employed or seeking employment
in the administration of student
affairs within:

* Colleges

* Universities

* Community Colleges

* Technical and

Occupational Centers
* Private Post-secondary
Institutions

» To conduct evaluation and
research that will increase the
expanding knowledge base in the
field of student affairs.
« To maintain faculty involve-
ment and encourage student par-
ticipation with professional asso-
ciations at the local, state, and
national levels.
- To enlarge the cadre of compe-
tent student affairs administra-
tors. By 1995, to realize the goal

that eighty percent of the gradu-
ates of our program are adminis-
tering or serving in professional
leadership positions in the field
of Student Affairs in Higher
Education.

 To maintain high standards and
a highly selective enrollment.
Currently we are admitting less
than 25% of our applicant pool.

A unique perspective gained
from the CCHE review process
came in the form of letters of
support from academic programs
directors and professional student
affairs leaders around the coun-
try. Our program was consistent-
ly commended for its curriculum
development, quality of faculty,
national reputation, and success-
ful alumni. The CAS Standards
were carefully reviewed and used
as a guide for curriculum devel-
opment and program administra-
tion.

Speaking of our alumni, we
now have over 250 graduates of
our program. Our research
shows that over 75% are actively
contributing to the field of stu-
dent affairs. Our Alumni
Directory has recently been
updated and is available to all
program graduates.

This Colorado State
University Journal of Student
Affairs is a professional exten-
sion of our graduate program. As
this first edition clearly illus-
trates, the Journal will serve to
highlight the many contributions
our students and faculty make to
the student affairs profession.



The New Professional’s
Frustration: Creating
Change In The
Established System

Guy Arnesen

Sue was extremely energetic
when she began her first profes-
sional position as a Hall Director
in a university system which
housed 5,000 undergraduate stu-
dents. At first the prospect of
running a hall of 450 students
and supervising a staff of four-
teen undergraduates was unset-
tling, but she had both education
and practical experience on her
side, and the nervousness soon
gave way to confidence and
anticipation of good things to
come.

Sue had recently completed
her Masters education at State
University, an institution of com-
parable size, and had completed
a two year graduate assistantship
as a Head Resident with State’ s
Housing Department. Although
that position in a hall of 200 resi-
dents did not carry all the
responsibilities of her current
position, she had learned a great
deal from the selection, training,
and supervision of a staff of six
Resident Assistants.

Guy Arnesen, ‘86, is an Assistant
Director of Residence Life at
Colorado State University

Within two weeks of entering
the new job Sue’s enthusiasm
began to slide. The lines of com-
munication between the central
Residence Life Office and the
individual halls were not what
she had previously experienced.
The support and resources did
not seem 1o be in place as she ran
into problems at the hall level,
and she was constantly reminded
of the way she should be
approaching situations. Sue saw
inconsistency and lack of commu-
nication between the individual
residence halls and soon realized
the need for a centralized siaff
selection and training approach
as was used at State U. Sue's
frustrations doubled as she
voiced her ideas but received lit-
tle response when explaining how
well the process worked at State
U. She began to feel as though
she was the only one who was
working to improve things, and
the only one willing to go beyond
a job description. The others
really didn’t seem to care. She
was unhappy, was being seen as
the youngster, and was tired of
not seeing any consideration
given to her helpful solutions to



system wide problems. Within a
year Sue decided to look for work
at other schools... perhaps State
U might have some openings
soon.

This scenario may echo the
frustration many new profession-
als feel when coming into a new
system ready to change the
world... beginning in the work-
place. This article will share
some thoughts on how new pro-
fessionals can prepare themselves
1o come into a new position,
develop relationships, and use
research as a tool to motivate
change in an established system.

Many entry level profession-
als would assume they have little
power or freedom to motivate
and create change in an estab-
lished system. They would argue
that the ability to create change
will depend almost completely on
the attitude and flexibility of
those in higher positions in the
system, If supervisors are open-
minded and flexible, the new
employee will get the opportunity
to express good ideas and be
trusted to carry them out.
Creating change would seem to
depend on how quickly, and what
amounts of power the new
employee can gain in the system.
Although we would probably all
agree that there is some truth in
these opinions, it is the bland
acceptance of these truths that
may keep the new professional
from initiating the process of
change and improvement within
the system. The dilemma arises:
If the new professional waits to
be given power to create change

in a system they will most likely
wait a long, long time. If they
push strongly for change they
ruffle feathers and become the
naive young whipper-snapper
who’s ideas are discounted until
they grow up a bit.

The first recommendation on
how to gain voice and respect in
the new system is to volunteer.
When a problem is being dis-
cussed, volunteer to research the
situation in order to gain informa-
tion, develop recommendations,
and suggest an inexpensive
response to the problem. Keep in
mind the following three things
while establishing yourself in the
system.

Power is not given - Itis
not a common practice in most
systems to hire for an entry level
position and then give the new
employee the keys to the uni-
verse.

Power is not successfully
taken - To take usually means
that one person’s gain is anoth-
er’s loss-- not a very pleasant
way to become popular with fel-
low workers (especially for new
kids on the block). When the
new employee participates in a
competition for power within the
system they risk the possibility of
closing doors to future relation-
ships and support within that sys-
tem. Most likely the winner will
someday be needing the support
of those individuals they so read-
ily matched up against.

Power can be created -
New professionals can create
their own power within the sys-



tem and then share it with others
to improve, simplify, and make
the wheels of the system turn
more smoothly. By developing
relationships through using
research as a change tool, they
can make everybody’s job more
pleasant (and fulfill personal
needs at the same time),
Employees showing skills in this
area will also end up receiving
more opportunities to use their
talents. This process involves the
basic and simple (yet hard to put
into practice) ideas of cooperat-
ing, sharing, and supporting oth-
ers, rather than competing with
them. In competition one per-
son’s victory is another’s loss,
and a system really doesn’t need
half of its members succeeding at
the expense of the other half.
The net gain is still zero (or less
than zero as friction takes its
toll). Cooperation allows every-
one to win; staff members, the
department, and eventually the
students who receive better ser-
vices.

For the entry level profes-
sional to begin to create change
in the system they should first
find the answers to some
extremely important questions.

What is motivating me to cre-
ate change in the system?

This might be the hardest
question to answer honestly.
Initial answers from a new hall
director might include something
similar to establishing a smoother
centralized training process, 10
reduce system stress, to provide a
better prepared staff, to provide

better services to students, or to
ultimately improve the resident
living experience in the hall.
These are great answers, but what
this question really addresses are
the needs that one personally has
around the issue of change. New
professionals may feel they must
prove to others (and themselves)
that they are movers and shakers,
and that it was not a mistake to
hire them. Most of us get a
charge out of doing something
important, to say / am unique, I
am special, and I feel appreciat-
ed. There are many ways for the
new professional to begin to feel
confident and supported in the
workplace, but trying to create
change to fulfill those personal
needs may not be the best solu-
tion. Knowing internally where
the motivation for creating
change will help keep the focus
moving in the right direction,
towards services to students and
improvement of the system.

What homework must I do
before creating change?

This answer is simple...
research. One needs to under-
stand what they are attempting to
change as well as what they are
changing. What needs can be
fulfilled through change that are
not being met with the current
approach and programs? There
needs to be clear purpose to the
change, based on solid research,
and one must understand all areas
effected, both inside and outside
the system.

Do I truly understand the cur-



rent approach in the system?

The current approach has a
history of how it developed to its
current structure. Events and
needs have developed the values
and philosophy, and most impor-
tantly the mission that it works
towards. Sometimes a mission is
set, the vision and philosophy are
created, and ways to accomplish
those goals are developed. In the
following years the vision is
somehow lost (or it changes), but
the system still concentrates on
the process that is used, not
remembering that it is a means to
an end. If the current process
clearly accomplishes the mission
and vision of the system, change
will most likely be resisted, and
the task at hand may become an
effort to alter parts of the process
to keep the system evolving with
the needs of our changing student
population.

If there is really a need for the
change, to what degree?

Is the change needed merely
in tactics and pieces, schedules
and timelines, approaches, or
ultimately a whole change in the
vision and philosophy of the
department?

Who agrees that change needs
to take place, or at least that
things could be improved?
Have you talked with stu-
dents, staff, receptionists, admin-
istrators, faculty, and other
offices? What messages do you
get about the problem? Are per-
sonnel happy or complainers in
the work place? Are they proud

to be part of the system? Are stu-
dents involved in the system or
busy in their own private experi-
ences? Are staff supportive or
judgmental of others? The
answers to these questions may
be very easy for the new profes-
sional to assess if they realize the
importance of research. Asking
people their opinions and listen-
ing to the answers will provide
most of the needed information.

Change does not happen by
itself, and one person can not
change a system. The process of
change needs involvement and
commitment by the folks who
make up the system if it is to be
successful. Top down decisions
don’t necessarily work towards
goals if the line workers don’t
understand the purpose and don’t
commit to the process. The best
administrative alcohol policy in
the nation will not help students
if the Resident Assistants pick
and choose what parts of the poli-
cy they will enforce in the resi-
dence halls. Bottom up change
may be threatening to some
administrators, creating a feeling
of giving up control, and
although the intention and ideas
may be on target, the inability of
an administrator to enable and
empower others (and get past
personal agendas) may kill the
process.

Successfully creating change
in an established system requires
a system commitment from all
levels of the organization. A sys-
tem commitment to the vision
and philosophy of the department
will create an environment where
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change is used to provide for the
changing needs of a diverse stu-
dent population. This commit-
ment is met when all members of
the system understand and have
input in creating the planning and
process behind the change itself.
Research not only provides infor-
mation, but can allow all people
in the system to feel important,
share their ideas and solutions,
understand the vision and pur-
pose, and finally become a part of
the solution. By getting people
involved, the new professional
may be able to turn all that ener-
gy lost on complaining into
brainstorming power and com-
mitment. Through good research
a foundation can be built on
which change is not seen as a
threat, but actually the cement for
the structure.

The following three actions can
help the new professional cre-
ate power in the workplace:

1. Building Relationships Take
time to open the eyes and ears to
hear what people mean when
they speak and to watch the
behaviors and actions of system
members and students. Care
enough about others to seek out
their experience, opinions, and to
appreciate and value their differ-
ences in approach and working
styles. Positive relationships will
quickly create positive communi-
cation and generate energy within
the working environment.

2. Gaining Knowledge -
Through the effort of asking

questions and truly listening to
the answers will come knowledge
of how things are perceived by
members of the system. The way
different areas of the system visu-
alize the goals, successes, and
failures of the system may vary,
and collecting and sharing this
information can create new
understanding. The history of the
system, and under what circum-
stances change has occurred in
the past gives knowledge that is
very important to improving and
growing as a system.

3. Modeling Involvement -
Choose behaviors and approaches
that help move the system
towards the goals and vision of
the organization. Role model
energy, communication, concemn,
and a positive attitude in a day to
day routine. Refusing to compete
with others, making efforts to
work with others, sharing ideas,
knowledge, and power within the
system will all motivate others to
do the same.

The Research Cycle as a
Change Process

There are a variety of tools
for creating change within a sys-
tem. Unfortunately many of
those tools may not be available
to new professionals. Some
power for change comes from
position or status in the system,
having the ability to reward and
give negative consequences, hav-
ing the availability of resources
or information within the system,
or having valued expertise and
experience within the system.



The power of authority
comes with position and longevi-
ty in the system, while power of
influence comes with communi-
cation and relationships within
the system. The new profession-
al will be given limited power of
authority, and probably can not
gain the power of influence
quickly. Influence takes time to
develop. New professionals must
create their own power base, thus
research becomes an important
tool. Research can take ideas and
energy from the entire system
and focus them in an area of
study. It provides a base to build
from, and can span the entire
scope of the issue.

The following process is a
seven step process that will col-
lect the wisdom of the entire sys-
tem and utilize the members to
create discussion of issues, revi-
talize energy and vision, make
members feel a part of the
process, and create options to be
considered. Perhaps the final
outcome of the research process
will not be the total change of a
staff selection process that has
been in place for years, but it will
produce new energy, involve-
ment, and ways of thinking for
the system members.

1. Know the Mission of the
Department

The first thing one must do
when entering a new system is to
learn everything possible about
that new system. What are the
values and philosophy of the sys-
tem, and are they visible in the
mission and goals of the depart-
ment that you work for? Is there

vision and energy within the sys-
tem, or do the members rely on
comfortable traditional approach-
es to the new problems arising in
providing services to today’s col-
lege student? What services are
being provided by the system,
and of these, which are the pride
of system members? Are pro-
grams following the values and
philosophy of the system? What
steps are being taken to put theo-
ry into practice? What are the
current short and long term goals
of the department, and what is the
history of the goals within the
department? What decisions
have been made to get things to
where they are now, and who
made them? Can members of the
organization verbalize the goals
of the department and system? If
they can, do they agree with
them?
2. Identify the Concern

What is the problem that you
wish to tackle? Where is the
breakdown in the system? Is it in
the basic philosophy, mission and
goals, outdated ways of reaching
goals, or are members of the sys-
tem hindering a process that
could be successful? If the prob-
lem is personnel, is it because
they don’t understand, are frus-
trated, or don’t have the skills or
abilities? What are the behaviors
or observations that visibly effect
the process?
3. Utilize Resources

Gather the input of the entire
system. Identify all levels of the
organization and gather the views
of each on the subject. What do
they see from their area that is
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impacted or not taken into con-
sideration? This process gains
commitment of all in the system
as members realize that one
area’s concerns are also impact-
ing their area. This process
empowers members to become a
part of the solution by providing
the opportunity and invitation to
volunteer data, ideas, and feeling
as part of the research and change
process. Contact all subgroups
and collect as much data as is
reasonable, and time permitting,
this can be accomplished most
successfully through individual
interviews and discussions with
groups. Surveys and question-
naires are another approach, but
they tend to lose the opportunity
to develop relationships and per-
sonal connection.
4. Create a Vision

Take all the information and
knowledge that you have
received from members of the
system and put it together to cre-
ate a new approach/solution to
the problem. Make a rough draft
based on fulfilling needs, but also
address the concerns of all the
subdivisions of the system. This
draft should contain the new
approach, the purpose behind
each part of it, and the process
that went into determining it’s
development.
5. Gain Commitment

Share the rough draft with
the members of the system, from
top to bottom. Explain how and
why decisions were made, and
help each see their part in deter-
mining the new process. For
parts that differ from their point

of view, help members see where
other concerns came into play.
Gather evaluations of the plan,
including what was missed or
still needs to be changed. If sug-
gestions have already been
addressed, explain the other con-
siderations. Finally, ask for a
commitment from all to support
the effort, to give it time to work,
to watch it closely to see if it
accomplishes what the goals are,
and finally to be prepared to give
suggestions and evaluation after
the project is completed.
6. Do it

Volunteer once again to
coordinate, facilitate, and evalu-
ate the change. Be the guinea
pig! Do it with the intention of
giving it all that you have.
Follow the plan outlined unless
small corrections are needed dur-
ing the process. Share the invest-
ment of time and energy (and
credit) with others who wish to
be involved.
7. Process the Process

Evaluate the results of the
task with those who were effect-
ed by it, benefited from it, and
were involved in implementing it.
Did you accomplish what you
started out to do? Did the
process respect all the areas that
needed to be taken into consider-
ation. Document the observa-
tions, suggestions, and considera-
tions and share them with all
parts of the system who gave
input. Let them react to the
results and enjoy the fruits of the
process. Don’t forget to say
thank you!



On Becoming a Racial
Being: Exploring Ethnic
Identity Development Theory

Richard T. Okamoto

Introduction

In the National Association
of Student Personnel
Administrator’s A Perspective on
Student Affairs (1987), we find
that it is our mission to see that
all students who enter our cam-
puses are treated as unique indi-
viduals, valued as persons with
dignity and worth, not victims of
bigotry, assisted when personal
circumstances interfere with
learning, able to find a supportive
and friendly community, and
have the freedom to doubt and
question assumptions. This
sounds like a monumental task—
and it often is. As our society
becomes more ethnically diverse
the above tasks will become all
the more difficult.

Researchers such as Harold
Hodgkinson (1983) forecast
demographic changes in the early
eighties. He noted that we would
be seeing a larger number of
minority students in our public
schools and that they would rep-
resent a larger percentage (30%)

Richard T. Okamoto, ‘88, is the
Coordinator of Learning and
Multiethnic Programs at Seattle
Pacific University

of our public school enrollment.
The tomorrow that he talked
about is today.

We have all heard the cries
for multiculturalizing our cam-
puses. The solutions have ranged
from simply recruiting more eth-
nic minority students and faculty
to the complete restructuring of
campus curricula to better repre-
sent the diverse cultural back-
grounds and histories of our stu-
dents. We have seen the rise of
“political correctness” as a
response to the growing diversity
on our campuses. It is becoming
difficult to know just how best to
serve our students.

In all the confusion a couple
of questions come to mind which
include: do we do the politically
correct thing and develop diversi-
ty programs without giving any
attention to whether they are
appropriate for our “majority cul-
ture” students? And how do we
heed the cries of our ethnically
diverse students when we do not
understand their needs?

As student affairs practition-
ers we learned to develop pro-
grams and services to meet stu-
dent needs based on theories and
models. Few of us are ever

13
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exposed to any theories that deal
with issues of racial identity
development. Most of the devel-
opmental theories which we
studied in our graduate programs
were based on the assumption
that all of our students were
white and from fairly homoge-
neous backgrounds. As our stu-
dent populations become more
diverse and complex we need to
learn new ways to understand
them.

Unfortunately, researchers
have done few empirical studies
in the past on how students
develop a sense of racial identity.
Despite the lack of empirical
research several theories do exist.
1t is my intention to expose the
reader to two theories on racial
identity development. One is
Helms’ theory on White identity
development and the other is
Cross’ model on Black identity
development.

I have chosen Helms’ model
on White identity development
because it is one of the few pro-
posed theories that deals with the
majority culture’s reaction to eth-
nic minorities. It also has some
potential programmatic applica-
tions. Cross’ model on Black
identity development has
received the most research atten-
tion and is one of the most quoted
of all ethnic identity development
models (Pascarella & Terenzini,
1991). I found Cross’ insights to
be helpful in understanding
issues of reference group accep-
tance, not only for Afro-
American students but for other
ethnic minority students as well.

Helms’ White Identity
Development Model

Janet Helms’ (1984) model
for White identity development is
a cognitive development theory.
Helms based her model on per-
sonal observations and inter-
views, addressing Whites’ reac-
tions to Blacks. However, I
believe that her model could be
used to describe Whites’ reac-
tions to other ethnic minorities as
well, due to similarities in
socioeconomic power. Because I
believe that this theory has more
universal application, I will be
using the terms “majority” and
“minority” when talking about
Whites and other ethnic minority
groups respectively.

Originally Helms’ model had
only five stages. Due in part to
some more recent research,
Helms (1990b) has revised her
theory, and now believes that the
majority culture’s racial con-
sciousness develops along a pro-
gression of six stages. She indi-
cates that there are two phases
through which a majority culture
person becomes aware of racial
and ethnic differences. The first
phase is “abandonment of
racism” (Helms, 1990b) which
includes the following stages:
Contact, Disintegration, and
Reintegration. During this phase
the majority culture person expe-
riences various stages of denial
regarding racial differences. The
second phase of this process is
the development of a “non-racist”
majority identity. This phase
includes the following stages:
Pseudo-independence,




Immersion/Emersion, and
Autonomy. During this second
phase the majority individual
accepts and welcomes differences
as a part of life in a heteroge-
neous world.

The first stage of develop-
ment is the Contact stage.

During this stage the person first
becomes aware that minority cul-
ture people exist. This contact
may be direct (my roommate is a
black) or vicarious (parent tells
person about the existence of eth-
nic minorities). They do not see
themselves as racial beings.
Often a person at this stage has
never encountered anyone who is
that different from themselves
racially.

Typically, persons in this
stage may have their first
encounter with a minority culture
person when they go away to col-
lege. Because of this lack of
experience they tend to approach
these encounters with a certain
amount of naivete. They either
ignore the existence of cultural
differences (I don’t see you as
Asian) or minimize their impor-
tance (people are people). Either
way the interaction with a minor-
ity represents a minor crisis
because there is uncertainty about
the proper way to act.

Once a person has their first
interaction with a minority per-
son they may either choose to cut
the relationship off or satisfy
their curiosity by continuing it.

A person may discontinue the
relationship because of a negative
encounter or because they do not
wish to be ridiculed by other

majority culture persons. If they
discontinue their contact, a per-
son can remain fixated in this
stage and each new encounter
with that minority group will
continue to be a minor crisis. If
they continue the relationship,
then several things might happen.
They may continue to have con-
fusing experiences with other
minorities due to their lack of
knowledge. An inner conflict
might result as they try to justify
the messages they have heard
about how to treat fellow human
beings. The resolution of this
inner conflict propels the person
towards the Disintegration Stage.
In the Disintegration stage
the person acknowledges their
membership as a majority culture
person. The person at this stage
faces the fact that differences do
exist and that their culture may
have had something to do with
the oppression of the minority
culture. This may cause the indi-
vidual to experience feelings of
guilt. At this point a person
might do one of three things:
1) over identify with the minority
culture and try to take on their
customs or dress; 2) become
paternalistic towards those in the
minority culture; 3) retreat back
to the contact phase and limit
their interactions with those in
the minority culture. The person
who chooses the third option will
avoid moving into the
Reintegration phase. According
to Helms the person following
the first two options eventually
will face rejection by the minori-
ty culture and/or the majority cul-
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ture. As a consequence of
resolving feelings of rejection or
guilt resulting from being a part
of the majority culture a person
moves towards Reintegration.

During the Reintegration
stage a majority culture person
fully acknowledges their majority
identity. The person now
becomes more hostile towards
the minority person and more
positively biased towards their
own race. Thisis one way of
resolving their feelings of guilt.
They do not have cause to feel
guilt or anger if they do not feel
responsible for the minority per-
son’s status. It is at this stage
that a person tends to “blame the
victim.” During this stage the
person believes that the minority
person is oppressed because of
their own shortcomings and/or
racial inferiority. This is a pro-
gression from the Disintegration
phase in that the person can iden-
tify distinct cultural and ethnic
differences although those differ-
ences will be seen as stereotypes.
A person may remain at this
stage by doggedly holding onto
their beliefs or move onto the
next stage by addressing their
feelings of anger or fear. When
the latter choice is made, the per-
son moves out of the last stage of
the “abandonment of racism”
phase and into the *“non-racist”
phase.

The Pseudo-independence
stage is the first stage in what
Helms (1990b) calls the develop-
ment of a “non-racist” majority
culture identity. In the Pseudo-
independence stage the majority

person is able to accept ethnic
differences on an intellectual or
conceptual level, There is a
growing curiosity about the
minority person, but this is differ-
ent from the naive approach that
was a part of the Contact phase.
At this phase a majority person
actively begins to question the
negative stereotypes and condi-
tions that are a part of the minori-
ty race. In this quest for more
knowledge about ethnic differ-
ences a person also begins to ask
about their own identity. When
this quest becomes an active
search for new information and
experiences a person moves into
the Immersion/Emersion stage.

During the Immersion/
Emersion stage a person begins
to replace all the old myths he or
she may have held about the
minority person as well as any
misconceptions about their own
racial identity. During the
Immersion phase a person may
seek out people who have made a
similar journey of discovery.
During the Emersion phase of
this stage the person begins to
restructure their own identity and
actively help others toward a sim-
ilar change. A person moves
towards the Autonomy stage
when they have solidified their
own new majority identity.

There is an acceptance of
differences as being positive
when a person internalizes a new
majority culture identity in the
Autonomy stage. They seek to
involve themselves in cross-racial
interactions because they value
the differences and are secure in



their own identity. This is a sig-
nificant change because the
majority person can see things
contextually and is able to enter
cross-racial encounters with some
knowledge and respect.

In examining Helms’ model
of White ethnic identity develop-
ment we have discussed the
majority culture persons’ trans-
formation in their ability to deal
with differences when interacting
with ethnic minority groups.
Persons from various ethnic
minority groups go through a
similar yet distinct process in
becoming aware of their own
racial reference group. Cross’
model describes this process for
African- Americans.

Cross’ Model of Black Identity
Development

William Cross first devel-
oped his theory of Black identity
development in the early seven-
ties. He based it on self-analysis
and participant observations
(Cross, 1991). He originally pos-
tulated a *“Negro-to-Black
Conversion Model” (Cross,
1971). He believed that this
process involved casting off what
he perceived as a negative tradi-
tional Negro identity for a posi-
tive new Black identity.
Subsequent research and revision
have led him to the current five
stage model I will describe
below.

He has changed his think-
ing slightly and now views this
change process as more a change
in the valuing of a Black person’s
reference group (Cross, 1991).
Cross’ model does not strictly

involve the development of one’s
personal identity but more the
development of one aspect of that
identity.

Before proceeding further, it
is important to present a defini-
tion of racial identity. Janet
Helms developed the definition
which will be used here. Helms
(cited in Pascarella & Terenzini,
1991) lists three different compo-
nents to a person’s racial or eth-
nic identity: 1) personal identity
(one’s feelings about oneself); 2)
reference group orientation
(extent to which a person identi-
fies with a particular ethnic group
to define oneself); 3) ascribed
identity (the individual’s personal
choice or commitment to a partic-
ular ethnic or racial group).
Cross’ model addresses develop-
ment in the latter two areas.

I believe that this process
which he describes for Blacks is
similar to that experienced by
other ethnic minority groups. So
I will again use the terms “major-
ity” and “minority” when making
references to Whites and other
ethnic minority groups respec-
tively. The five stages of Cross’
model are Pre-encounter,
Encounter, Immersion—
Emersion, Integration, and
Integration—Commitment.

The minority person in the
Pre-encounter stage does not see
themselves as a racial person.
Their definitions for success and
acceptability are based on majori-
ty culture values and mores.
Persons at this early stage may
follow one of several paths.

They may minimize racial differ-
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ences (I don’t see myself as
Asian) or not identify themselves
with their own racial group. Due
to lack of experience with their
racial group they tend to be very
naive when discussing issues of
race.

On the other hand, a minori-
ty person may be hostile towards
their own kind due to negative
feelings that they may feel
towards members of their own
race. They may view their race
as a “negative reference group”
because of their own stereotypi-
cal beliefs about this group. One
example of this type of person is
the Black policeman from “Boyz
in the Hood” who went out of his
way to harass the two young
Black protagonists in the movie.
A person enters the Encounter
stage when some sort of chal-
lenge or confrontation occurs that
shakes their current beliefs about
their reference group.

This encounter may be
through some major event or a
series of experiences with racism
at school or at work. Cross
(1991) mentions that the assassi-
nation of Martin Luther King, Jr.
jolted many Pre-encounter Blacks
into a search for their racial iden-
tity. After so many incidents a
minority person slowly becomes
aware that they are seen as differ-
ent even though they may not
feel that way. It is at this point
that the person is made aware
that their race is no longer some-
thing they can ignore because
others will not let them do so. As
the individual begins to ask more
questions about their own racial

identity they move towards the
Immersion—Emersion stage.

At the Immersion—
Emersion stage an almost dualis-
tic passion with one’s own racial
and ethnic history occurs. A per-
son goes through a rejection
process of their old (majority)
identity and the development of a
new (minority) one. Again in
this context identity is defined as
reference group orientation,

This is a stage of great inter-
nal change and struggle as the
minority person begins to devel-
op a new consciousness. They
may begin to attend rallies, go to
cultural events and adopt differ-
ent clothing and hair styles.
Students in the Immersion part of
this stage are often characterized
as “militant” and “overly sensi-
tive” about race. An example
might be students pushing for
Afrocentric curricula on campus.
There is a rejection of all majori-
ty culture values and mores. A
student may experience many
conflicting feelings about being
“ethnic enough.” During the
Emersion part of this stage the
minority person begins to move
out of the either/or mentality
about their racial identity. Once
the minority person has worked
through much of the anger and
confusion about their own racial
identity and have begun to solidi-
fy their beliefs about their refer-
ence group, they move to the
Internalization stage.

At this point in the model
the minority person has internal-
ized their racial identity and is
able to deal with the majority cul-



ture without seeing them as the
enemy or a threat. There is a new
sense of confidence in one‘s self
and internal congruence between
how one feels about one'‘s self
and their reference group.

According to Cross (1991)
the internalized identity serves
the following three functions: “to
defend and protect the person
from psychological insults that
stem from having to live in a
racist society; to provide a sense
of belonging and social anchor-
age and; to provide a foundation
or point of departure for carrying
out transactions with people, cul-
tures, and situations beyond the
world of Blackness.” The person
may develop an interest in other
minority people and their strug-
gles and concerns as well as the
issues of other oppressed groups.
‘When a minority person begins to
act on these interests they move
into the Internalization—
Commitment stage.

In the final stage of Cross’
model the Internalization—
Commitment stage a person does
not differ greatly from someone
in the Internalization stage.

Cross (1991) felt that one at this
stage differed only in that they
have a sustained commitment and
interest in minority issues and
affairs. Parham (as cited in
Cross, 1991) felt that people
recycle through the five stages as
they go through various stages in
their lives. A person may first go
through the cycle when they go
through college. Then as this
person enters the workplace, gets
married, and has children, they

may learn where there are “gaps”
in their thinking about their eth-
nicity. At this point they may
recycle through the various
stages again.

The process that Cross
described above is very complex
and not always linear. A minori-
ty person may find him or herself
recycling or fixated at any partic-
ular stage. Given the five differ-
ent stages we would expect to
find students on our campuses
represented in all the stages.
There will inevitably be a diversi-
ty of experience levels within any
minority group. Thus is the chal-
lenge to those of us hoping to
help students of color to adjust to
a university or college.

Future Implications and Uses

We are reaching a very criti-
cal period in higher education.
This is a time when many cam-
puses are reexamining how to be
more relevant to all of their stu-
dents. The debate on how to
multiculturalize our campuses
continues to rage on. Helms* and
Cross’ models represent only two
explanations for differences in
ethnic identity development. The
closing paragraphs discuss some
cautions and possible implica-
tions of these theories.

As stage theories both Helms
and Cross’ models present ethnic
identity development in a linear
fashion. Unfortunately, linear
models do not always account for
times when a student may fixate
or recycle through various stages
in the model. For example, in
Helms’ model a student may
return to the contact phase when
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interacting with a different
minority group for which they
have no prior experience.

It is important to note that
both theories describe very com-
plex processes which are not
completely understood or verified
empirically. Due to the lack of
research, reliable assessment
tools have yet to be developed.
So it is important to be cautious
before hastily “labeling” some-
one as belonging to a certain
stage.

Helms’ model does have
some applications in the area of
training of staff and program-
ming. When training staff on
multicultural issues it is impor-
tant to assess what stage the
groupisin. If one can get a gen-
eral idea of where the target
group is then one can design
appropriate programs to satisfy
their needs. For example, when
one has a group that is primarily
in the contact stage, where they
have issues of lack of exposure to
cultural differences, then the
types of activities one generally
might use would be those that
expose them to the culture, histo-
ry, or cuisine of various ethnic
groups. When working with a
group of students where perhaps
there are a mix of stages, it is
important to vary the training
provided to hit as many of the
groups as possible. There are
other practical uses for Helms’
theory, but unfortunately it is not
within the scope of this article to
provide an in depth discussion on
training.

Personally, I found Cross’
theory to be useful in understand-
ing my own development as an
ethnic minority. My own journey
followed a similar path to the one
described by Cross. 1 became
painfully aware of how little I
knew about my own culture when
I was first asked to sit on a
“diversity” panel as a spokesper-
son for Asians. At the time I was
asked to do this I was in the Pre-
encounter phase. In many ways I
was aware of about as much as
most of the students I was speak-
ing to at the time. I have since
sought out more about my own
Japanese-American background
but I am still in the process of
doing so.

1 also found Cross’ theory
useful when working with minor-
ity students especially when try-
ing to organize outreach pro-
grams for these students. 1
learned that just because students
are African-American does not
mean that they are all going to
support a program on Martin
Luther King, Jr. Some students
of color may not even want to
participate in or support “diversi-
ty” programs. Their reasons may
vary from not seeing the need for
such programs to not wanting to
support the majority culture.

And as demonstrated by my situ-
ation above, we need to be care-
ful when choosing students for
“diversity” panels. If one
chooses a student who perhaps
sees their ethnic group in a nega-
tive way, that student may be a
source of misinformation about
that group.



The cries for multicultural-
ism are very strong now on most
of our campuses. In the past our
paradigm for multiculturalism
has been the “melting pot” where
all races and creeds lose their
individual character and blend
together into one— Americans.
A new “salad bow!” paradigm is
emerging where people retain
their individual uniqueness just
as the lettuce, cucumbers, cherry
tomatoes, and kidney beans retain
their distinctness in a salad. Yet,
each ingredient adds to and is
valued as a necessary element to
the taste of the whole salad.

We need to understand our
differences in order to embrace
our commonalities. It is through
understanding our commonalities
that community can begin. Our
mission in student affairs is to
help students to enter into our
academic communities. By
understanding how people
change in their awareness of
racial identity, we will be able to
lobby for necessary changes on
our campuses to help students of
color to successfully enter the
academic community.
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Freshmen and Personal
Development:
A Twenty-Year Follow-Up
Study

Dr. Keith M. Miser

In 1971 a comprehensive
study was conducted at Indiana
University to assess freshman
perceptions of the collegiate
experience. A section of the
study assessed freshman attitudes
about their personal development
and values they deemed appropri-
ate during their college experi-
ence. :

A twenty-year follow-up
study was conducted in the
Spring Semester, 1991, at Indiana
University to chart freshman per-
ceptions of their experience. A
simple comparison was made to
note change over that period.

Indiana University is very
different in 1991 than it was in
1971. In 1971 the University and
all of American higher education
was immersed in a period of
campus dissent. The collegiate
environment was responding to
the basic issues born out of the
turbulent 1960’s. At Indiana

Keith M. Miser is the Vice President
for Studert Affairs at Colorado State
University

University three campus-wide
issues were dominant.

A significant number of stu-
dents were concerned over the
legal status of in-loco-parentis
and the subsequent institutional
control over their lives, the areas
of grading, curriculum, residence
hall rules, the discipline system,
freedom of speech, and the right
of the campus media to function
in complete freedom.

Secondly, many students,
faculty, and staff were committed
to the Civil Rights struggle that
was continuing to unfold in 1971,
This issue had a major impact on
Indiana University. Fraternities
and sororities were beginning to
admit minority students, and
Indiana University had elected its
first Black student body president
in 1970. The Klu Klux Klan,
however, remained active in the
local community and often
threatened campus leaders for
endorsing social change. Black
students waged numerous
demonstrations, and they were a
powerful force for social change,



both on campus and in the local
community.

The third issue of this turbu-
lent era was the role of the United
States in the Vietnam War. The
campus was torn apart with
protest on this issue. In 1970 the
library was burned by a dissent-
ing graduate student, who later
was diagnosed as being mentally
ill. In May, 1970, responding to
the shooting at Kent State
University, over 13,000 students
gathered to protest. The war
affected everyone and the draft
had a significant impact on fresh-
men males who were facing the
prospect of the draft if they quit
school.

In general, the collegiate cul-
ture was very unique in 1971
reflecting the unique world envi-
ronment surrounding it.

In 1991, Indiana University
was more peaceful although dur-
ing the survey period, the United
States was at war in the Persian
Gulf, racism was a volatile cam-
pus issue, and the University
again was assessing campus rules
and in-loco-parentis. In 1991 the
concemns included campus safety,
liability, and the maintenance of
an environment that would rein-
force academic development.
Ironically, these same three
issues were on the agenda twenty
years ago even though the nation-
al and international context in
1971 was very different.

The University
Indiana University is one of
the four major state institutions in
the State of Indiana. In 1971

Indiana’s enrollment was approx-
imately 30,000 students and
increased to 34,000 in 1991. The
campus had a policy of moderate-
ly selective admissions in 1971
but was selective in 1991. About
seventy percent of the students
are in-state residents and about
twenty-five percent are graduate
students. Primarily residential,
the campus is located in
Bloomington, a city with a stable
population of about 60,000. The
city is located about 50 miles
south of Indianapolis, the largest
city in the state. The campus has
a basic science and liberal arts
curriculum with a large school of
business, school of environmen-
tal affairs, and law school. The
University has a strong culture, a
loyal alumni constituency, and a
quality NCAA Division I inter-
collegiate athletics program.

Related Research

In the literature of higher
education from the late 1960’s
and early 1970’s, much was writ-
ten about the impact of college
on students, particularly about
their personal and value develop-
ment and attaining identity
(Blocher,1966). Researchers
(Chickering, 1960, Katz, 1968,
and Sanford, 1962) emphasized
the “press” of the college envi-
ronment on value development.
The college environment was
seen as a place of freedom to help
students build their individual
characters through this explorato-
ry journey (Sanford, 1964, Heath,
1965, and Kauffman, 1968).



More recently, researchers
(Knefelkamp, 1978, Barr and
Upcraft, 1990, Upcraft and
Gardner, 1989, Pascarella and
Terenzini, 1991) again have
defined the college environment
as a place to foster growth
through personal and academic
development. Emnest Boyer
recently wrote of the positive
impact of the undergraduate
experience on the total character
development of students (Boyer,
1987). He focused on the value
of the entire campus community
in providing a stimulus for intel-
lectual growth (Boyer, 1990).
These and other authors make a
strong case for the impact of
post-secondary education on stu-
dent values, attitudes, and identi-
ty development as a critical part
of the collegiate experience.

velopm Instrumen

The instrument was designed
as the Indiana Freshman Environ-
mental Perception Survey. The
specific section on personal
development was developed from
a section of Alexander Astin’s
(Astin, 1971) 1970 Student
Information Form to assess some
272,268 freshmen at 425 institu-
tions.

The description of the two scales
used are as follows:

PERSONAL DEVELOPMENT I
(from Section 23 of the 1970
Student Information Form).
“This section assesses personal
development in response to the
question, ‘What is your best

guess as to the chances that you
will?’. This section investigates
personal growth in vocational
choices, future plans, personal
foci of importance, and feelings
about independence, autonomy,
and personal direction,”
(Miser,1971).

PERSONAL DEVELOPMENT
1I (from Section 34 of the 1970
Student Information Form).
“This scale responds to the state-
ment, ‘Indicate the importance to
you personally of each of the fol-
lowing:’ It responds to personal
value goals touching on identity,
autonomy, and feelings of per-
sonal worth and value.”
(Miser,1971).

These two scales were
included in the final question-
naire with a forced choice scale
to allow respondents to agree to
each individual item.

Method of the Study

The questionnaire was
mailed in January, 1971 to all
5,041 first time, entering fresh-
men with a cover letter from the
Dean of the University’s fresh-
men college. It strongly encour-
aged the respondents to return the
completed instrument. A total of
3,823 questionnaires were
returned or a 75.8% return for
analysis.

In March, 1991, the follow-
up identical questionnaire was
mailed to a random sample of
500 first time freshmen in the
entering class of 1990. A letter
from the Dean of Students
accompanied the questionnaire



encouraging early returns. In the
1991 follow-up study, a total of
145 questionnaires were returned,
totaling a 29% return for analy-
sis.

The results were analyzed,
calculating the percentage and
response for each item, both for
the 1971 and 1991 surveys. The
items were ranked in order of the

Development I, noting only those
responses of “very good” from a
scale of very good, good, poor,
and very poor.

The results from Figure 1
showing the change in responses
from 1971 to 1991 are interest-
ing. The scores increased for all
seventeen items with gains over
40% for seven items. The two

degree of change. items showing the most signifi-
Results cant changes--Be more successful
Figure 1 displays the after graduation and Be elected
responses for the scale, Personal to an academic honor society--
Figure 1
Indiana Freshmen Environmental Perception Questionnaire
Personal Development I

% %
Very Very %

Good Good Change

Chance Chance

1971 1991

'What is your best guess as to the chances
that you will:
1. Be more successful after graduation than

most students attending this college? 12 73 +61
2. Be elected to an academic honor society? 03 47 +44
3. Be satisfied with your college? 54 94 +40
4. Graduate with honors? 04 48 +44
5. Join a social fratemity, sorority, or club? 19 58 +39
6. Get married while in college? 14 49 +35
7. Change career choice? 26 56 +30
8. Drop out of this college temporarily

(exclude transferring)? 05 35 +30
9. Transfer to another college before graduating? 11 40 +29
10. Be elected to a student office? 03 31 +28
11. Be drafted while you are in college? 02 27 +25
12. Change major field? 26 37 +11
13. Author or co-author a published article? 05 16 +11
14. Get married within a year after college? 31 41 +10
15. Fail one or more courses? 08 15 +7
16. Drop out permanently (exclude transferring)? 05 35 +3
17. Enlist in the Armed Services before graduating?02 04 +2
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suggest that students have a great  the more conservative nature of
deal more confidence today than students today.

in 1971. The next two largest The three items with the
changes--Get married while in least change--Fail one or more
college and Join a social frater- courses, Enlist in the armed ser-
nity, sorority, or club--indicate vices before graduating, and
Figure 2
Indiana Freshmen
Environmental Perception Questionnaire
Personal Development II
% % %
Essential  Essential Change
1971 1991
Indicate the importance to you of
each of the following:
1. Having an active social life 15 86 +71
2. Obtaining recognition from colleagues for
contributions in my special field 09 76 +67
3. Being very well-off financially 10 75 +65
4. Having friends with different backgrounds
and interests from mine 23 86 +63
5. Helping others who are in difficulty 26 85 +59
6. Raising a family 30 88 +58
7. Becoming an authority in my field 20 77 +57
8. Influencing social values 08 58 +50
9. Having administrative responsibility for
the work of others 04 48 +44
10. Becoming a community leader 04 40 +36
11. Becoming an expert in finance and
commerce 04 30 +26
12. Influencing the political structure 05 27 +22
13. Participating in an organization like
the Peace Corps or Vista 04 18 +14
14. Writing original works (poems, novels,
short stories, etc.) 07 19 +12
15. Creating artistic work (painting,
sculpture, decorating, etc.) 09 19 +11
16. Making a theoretical contribution to
science 03 14 +11
17. Never being obligated to people 08 17 +9

18. Becoming accomplished in one of the
performing arts (acting, dancing, etc.) 09 12 +3




Drop out permanently--indicate
consistency in attitudes and val-
ues about continuing one’s col-
lege career.

Figure 2 displays the
responses for the scale, Personal
Development II noting only those
responses of “essential” from a
forced choice of essential and not
essential.

The results from Figure 2
showing the change in responses
from 1971 to 1991 have some
significant implications for stu-
dent affairs educators.

In this section, eight items
showed a change of over 50 per-
cent. The largest changes—
Having an active social life,
Obtaining recognition from my
colleagues for contributions in
my special field, Becoming an
authority in my field, and Being
financially well off—indicate a
strong desire in today’s students
1o be successful, both profession-
ally and socially. Another large
change—Having friends with dif-
ferent backgrounds and interests
from my own—suggests that
today’s students are more aware
of differences among people and
view interacting with different
people as positive. A third large
gain—Helping others who are in
difficulty—may indicate that the
college students of the 1990’s are
more interested in social action
than the students in the early
1970’s even though this support
may take different forms than
those of the 1970’s.

The items showing the least
change were—Becoming accom-
plished in one of the performing

arts, Never being obligated to
people, and Creating artistic
work.

Implications for Educators

The most significant impli-
cation of this study is the realiza-
tion of how much students have
changed over twenty years while
many of the programs, philoso-
phies, and approaches used by
student affairs programs in 1971
have changed little since then.

Many freshmen today are
children of parents who were col-
lege freshmen in the late 1960’s
and early 1970’s. Freshmen
today, as in the past, exhibit
behavior, espouse values, and
demonstrate beliefs that are
embedded in the contemporary
culture of the campus and
America.

Today’s freshmen may pos-
sess similar values to those of
their parents but they articulate
them in the context of the current
culture. The following are some
general conclusions drawn about
today’s students from the per-
spective of twenty years:

= Students have a strong interest
in social, professional, and finan-
cial success.

« Students have more interest in
being materially well off.

» Students have an interest in
knowing others different from
themselves.

» Students have a strong interest
in leadership in one’s profession
and community.

« Students believe that education
and graduation from a post-sec-
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ondary institution are important.
« Students have an interest in get-
ting married soon and raising a
family.

The results of this survey
present significant challenges for
student affairs professionals.
These recommendations emerge
from the study:

1. The study indicates a
strong interest in career develop-
ment and financial success.
Divisions of Student Affairs
should build even stronger career
planning and placement programs
that are intentionally linked to the
students’ academic and intellec-
tual experience.

2. The interest in social suc-
cess calls for new approaches to
assist students in exploring per-
sonal social issues and to create
avenues for students to become
comfortable with contemporary
social issues. Opportunities can
be created to assist freshmen in
their personal social develop-
ment.

3. The study indicated a
strong interest in getting to know
others different from oneself.
This is very positive since the
freshmen of today will be the
leaders in the next century where
society will be extremely diverse.
Student affairs programs must
respond by creating opportunities
to help all students accept, learn
about, and celebrate differences,
whether racial, ethnic, socioeco-
nomic, gender, sexual orienta-
tion, age, national origin, or dis-
abilities.

4. Today’s freshmen are
interested in marriage and raising
a family even though a large
number of their parents are
divorced. Opportunities should
be created to allow students to
learn about marriage and the fam-
ily.

5. Most students in the study
felt it was very important to grad-
uate from college. Programs
should be enhanced that focus on
retention and academic success.
These initiatives could involve
student centers, residence halls,
Greek organizations, reading and
study skills programs, advising,
counseling, and career centers.

6. Students in 1971 did not
aspire to be leaders. Today this
is an important goal of many
freshmen. Student Affairs must
become involved in leadership
development from a formal per-
spective in the classroom and
informally through advising stu-
dent leaders and supporting the
development of student groups.

In the next decade, the chal-
lenges facing student affairs pro-
fessionals will provide numerous
avenues for creativity and coop-
eration. It is clear that students
do not differentiate between their
personal and academic lives, con-
sequently, it is incumbent on the
campus community to not do so
either; hence, providing opportu-
nities for shared programming,
initiatives, and dialogues with
faculty and staff in addition to
student affairs.
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Searching for An Alternative
Philosophy to In Loco
Parentis: We
Need Courage and
Conviction

Shouan Pan

College authorities stand in
loco parentis concerning the
physical and moral welfare, and
mental training of the pupils, and
we are unable to see why to that
end they may not make any rule
or regulation for the government
or betterment of their pupils that
a parent could for the same pur-
pose... (Gott V. Berea College,
161 S.W. 204, 206 1913).

This landmark case of 1913
centered on a dispute between a
local restaurant owner and Berea
College in Kentucky as to
whether the College had the right
to prohibit its students from
patronizing local restaurants.
The case has historic signifi-
cance in that its court ruling
introduced the legal principle of
in loco parentis to higher educa-
tion for the first time. For the
subsequent forty some years, this
principle defined the relationship
between institutions of higher
education and their students.

Shouan Pan, ‘88, is a Hall Director
at lowa State University

Under the philosophy of in
loco parentis, colleges and uni-
versities stood in the position of
surrogate parents to their stu-
dents. College administrators
served as “the de facto and de
jure guardian[s] of students’
health, welfare, and morals”
(Gibbs & Szablewicz, 1988, p.
100). They were free to make
elaborate rules and regulations to
control students’ lives both inside
and outside the classroom.

However, in the wake of
World War II, student population
and societal trends underwent
great changes, which drastically
altered the relationship between
the college and its students.
Student veterans and other non-
traditional students were no
longer willing to comply with in-
loco-parentis mode of restric-
tions; the political and social tur-
moil of the 1960s led to increased
student demands for the right to
participate in making decisions
that affected their college life.

Further, in loco parentis was
discredited by court decisions.



Gradually, courts began to look
at college students as adults
rather than minors and granted
them more legal rights.
According to Fowler (1984), the
court ruling of Dixon v. Alabama
State Board of Education (1961)
in essence sounded the “death
knell” of in loco parentis.

During the 1970s and 1980s
the political climate in the acade-
my changed again. Ample evi-
dence suggests that “the campus-
es became litigious, adversarial,
and contractual along with the
rest of society” (Morrill and
Mount, 1986, p. 35). In many
instances, courts held colleges
liable for harm and injuries done
to students (Peterson v. San
Francisco Community College
District, 1984; Zavala v. Regents
of University of California, 1981;
Mullins v. Pine Manor College,
1983; and Whitlock v. University
of Denver, 1985).

To cope with the ambiguous
student-college relationship,
lawyers and educators across the
country have experimented with
different legal theories to manage
their day-to-day business and to
settle disputes. For instance,
courts have used these legal prin-
ciples in defining the student-col-
lege relationship: the student as a
consumer, the college as govern-
ment, the college as expert, and
the college as fiduciary.

Implicit in the model of con-
sumerism is a contract between
students and the institution, with
terms and conditions on each
side. Students receive education
and ancillary services from the

college in return for paying
tuition and fees (Carr v. St.
John’s University, 1962;
University of Miami v. Militana,
1966). Because this theory sets
the student and the college on
opposite sides of the bargaining
table, it invariably makes the
relationship adversarial. In
recent years, students began to
expect their colleges to establish
their careers and to get them
jobs—an obligation that any edu-
cational institution would find
difficult to fulfill.

The idea of college as gov-
ernment stresses that public insti-
tutions are funded by state gov-
ernments; therefore, it should
function like public organizations
concerning due process rights of
students (Dixon v. Alabama State
Board of Education, 1961). This
theory has apparent merit, but it
only addresses a specific aspect
of student-college relationship.

On certain occasions, courts
apply the principle of college as
expert in academic matters.
Courts recognize the college’s
legitimate right to make decisions
regarding evaluating students’
academic performance and initi-
ating academic dismissal when
necessary (Board of Curators of
the University of Missouri v.
Horowitz, 1978). This theory
seems to give due respect to aca-
demic freedom, but more often
than not, the line between acade-
mic and disciplinary matters is
not clear cut.

One other theory that has
seen more and more use by
courts to define the student-col-
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lege relationship is tort (i.e., neg-
ligence) theory. Courts have
increasingly viewed the college
as the ensurer of students’ safety.
When students file law suits
against colleges for failing to pro-
tect them from physical harm,
courts have held the colleges
liable in many instances (Zavala
v. Regents of University of
California, 1981; and Whitlock v.
University of Denver, 1985).
This theory may be more realistic
in reflecting today’s student-col-
lege relationship, yet it implies
that the relationship is nothing
more than the one between a
defendant and a plaintiff. It errs,
just as the theory of con-
sumerism, in diminishing the
sense of community on campus
and perpetuating separation
between students and their col-
lege.

Meanwhile, there are others
who see the emergence of, and
have proposed theoretical models
that bear resemblance to in loco
parentis. For instance, Parr and
Buchanan (1979) suggest in loco
uteri (in place of the womb) as a
theoretical model to define the
student-college relationship.

The fundamental assumption of
in loco uteri is that present col-
leges not only play parents’ roles
for their students, but they per-
form them in many new areas
that did not exist before the
demise of in loco parentis. The
legal obligations accepted by col-
leges include protecting their stu-
dents from sex, race, age, or
physical ability discrimination;
following minimal procedural

due process; teaching them how
to study and socialize; providing
them with psychological counsel-
ing; assisting them in job place-
ment; and so forth. (Parr &
Buchanan, 1979).

Similarly, Pitts (1980) coins
the term of in loco parentis indul-
gentis to explain the student-col-
lege relationship. According to
Pitts, the college has an extreme-
ly parental role to play in facili-
tating the total development of its
students. “Colleges are still in
the nurturing business, operating
in a quasi-parental (albeit permis-
sive) role” (Pitts, 1980, p. 22).

In short, there are com-
pelling reasons to believe that in
loco parentis no longer applies to
higher education. Colleges and
universities may still take on dif-
ferent “parental” roles, but the
ways they are carried out have to
be more subtle and developmen-
tal in approach. The days are
gone when colleges could freely
impose rules on their students.
Both courts and higher education
institutions have struggled and
will continue to struggle with this
new and elusive student-college
relationship. The post in-loco-
parentis theories may have
explained some aspects of this
new relationship, but the above
analysis has shown that they fall
short of capturing the fundamen-
tal nature of this dynamic rela-
tionship. More importantly, none
of the models are encompassing
or advanced enough to reflect
true complexities of student life.

Clearly, there exists an
urgent need to develop a compre-



hensive model that explains the
new student-college relationship
and guides those who work with
students. Morrill and Mount
(1986) state, “Although in loco
parentis is no longer dominant,
no comparably controlling ethos
has emerged in its place” (P. 35).
Recently a special report by the
Carnegie Foundation for the
Advancement of Teaching
(CFAT) also points out that few
colleges have had the “imagina-
tion or courage to replace the
abandoned rules with more cre-
ative views of campus life”
(CFAT, 1990, p. 5).

People outside the academy
seem to share this view, too. A
state legislator and trustee from
South Carolina puts it bluntly,
“Colleges and universities have
done a great disservice to parents
and students in backing off from
in loco parentis.... I think stu-
dents need a more structured
environment” (Collison, 1989, p.
A39).

This urgency is made all the
more acute by a host of problems
confronting the nation’s colleges
and universities. In 1989, the
CFAT launched a nation-wide
study of campus life. According
to its report Campus Life: In

h of Communi FA
the quality of campus life is seri-
ously deteriorating. Student apa-
thy, alcohol and substance abuse,
sexual harassment, racial and eth-
nic violence, and other acts of
incivility are serious concems for
American institutions of higher
learning.

In facing such campus life
problems, however, student
affairs professionals are often
“ambivalent about how they
should respond” because they do
not have a guiding legal princi-
ple. As CFAT points out in the
report, higher education institu-
tions have managed to maintain
their standards in academic life,
but when it comes to enforcing
rules and regulations in non-aca-
demic matters, they become
reluctant.

It is not surprising at all that
86 percent of presidents in large
universities who participated in
the survey by CFAT cited “new
and revised statements on civility
and respect for others” as the way
to improve campus life (CFAT,
1990). This article, therefore,
supports the position of Earnest
Boyer (1990), who maintains,
“What we need is a new, post in
loco parentis, theory of campus
governance—a set of agreed-
upon standards to guide the con-
duct of all members of the com-
munity and give direction to the
institution overall” (p. 9).

Though not impossible, it is
a formidable task to develop an
overarching philosophical model
that can address our needs and
direct our action. Obviously, a
return to in loco parentis and
applying arbitrary rules will not
help. Perhaps the answer lies in a
process that has faculty, staff,
students, parents, law makers,
and politicians talking to each
other, struggling together, and
reaching a consensus on these
essential questions:
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» What is the mission of
higher education?

« Where does the obligation
of higher education institutions
begin and end in relation to their
students?

« If institutions are respon-
sible for the total development of
individual students, should there
be standards for non-academic as
well as academic matters?

» Should the college teach
their students certain basic moral
and ethical values along with aca-
demic values during their college
career? If so, what should the
basic values be? And should it
be the responsibility of the insti-
tution alone to inform students of
these values?

Answering those questions
requires establishing a set of
well-defined codes of conduct
that apply within and outside the
classroom. One promising place
to start building such standards is
the community model proposed
by CFAT (1990).

The Special Report, Campus
Life: In h of Communi
(1990), presents six principles of
student governance. Each princi-
ple addresses a specific area of
concern for student affairs pro-
fessionals.

First, a higher education
institution should be an educa-
tionally purposeful community.
In such a community, faculty and
students share and pursue the
same academic goals; academic
and non-academic worlds are
integrated; and teaching and
learning are strengthened.

Second, an institution should

be a just community. All mem-
bers in such a community,
despite differences in their racial
and ethnic backgrounds, gender,
age, physical ability, or sexual
orientation, should treat each
other with dignity and respect.
They all should have an equal
opportunity to learn and con-
tribute to their fullest potential.

Third, an institution should
be an open and honest communi-
ty. In this community, free
speech is unrestricted in any
form, and uncivil and indecent
remarks are confronted and
denounced.

Fourth, an institution should
be a disciplined community.
Members of such a community
should clearly define and vigor-
ously uphold codes of conduct;
they should fulfill their obliga-
tions to the community.

Fifth, an institution should
be a caring community. It should
be a community where members
are genuinely concerned about
each other’s well being and are
willing to serve in the collective
interest of the community.

Finally, an institution should
be a celebrative community.
Members celebrate institutional
norms and traditions and wel-
come changes.

These six principles are basic
but encompassing, familiar but
profound. When taken together
and vigorously pursued, they
promise to provide solutions to
the campus life problems and to
strengthen the integrity of the
entire higher education communi-
ty. Atthe heart of this model



are individual freedom and
responsibility, self-governance,
collective decision-making,
social responsiveness and mutual
affirmation; but these ideas are
expressed in such simple and suc-
cinct terms that they can hardly
be misunderstood.

The principles represent
more than abstract ideas. They
suggest strategies for decision
making, community building, and
caring confrontation. To student
affairs professionals, these are
powerful ideas for stimulating
student growth, resolving con-
flicts, and addressing misconduct
without resorting to professional
jargons.

The principles are also
enforceable because students,
regardless of their developmental
stage, could not easily refuse to
live by a set of values that they
learned in their kindergarten
days. The key is to put the
responsibility of enforcement in
the hands of students. Student
affairs professionals should work
closely with student leaders and
empower them with leadership
and decision-making skills so
that they can exert positive influ-
ences on their peers.

In conclusion, the student-
college relationship has under-
gone tremendous changes, and
the reality is still unfolding. It is
critical that institutions find ways
to work with current and future
student generations without
returning to in loco parentis con-
trol. CFAT’s principles suggest
an exciting framework for
redefining the student-college

relationship. What we need is
courage and conviction in apply-
ing them to daily campus life.
Only by making a steadfast com-
mitment to these enduring values
can we bring structure to the col-
legiate environment and improve
campus life across the nation.
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Single-Sex Colleges:
A Public Issue or Private
Virtue?

Laura A. Gleason and Cecily M. Peterson

Introduction

Are single-sex colleges
unconstitutional? Is there a dif-
ference if a single-sex college is
public or private? Are single-sex
colleges needed in today’s soci-
ety? These are questions which
have been debated in recent
years. There seems to be no
definitive congressional stand on
the issue of single-sex colleges.
In two similar cases, Mississippi
University for Women (MUW) v.
Hogan and The Department of
Justice v. the Virginia Military
Institute (VMI), the issues appear
to be the same, but with different
outcomes. Does the recent ruling
to maintain the Virginia Military
Institute as a school only for men
help, hurt, or have no effect upon
the question of single-sex col-
leges?

Many believe that private
schools should be free to estab-
lish their own policies. One
question to consider is, are these
schools truly private? For private
schools to be affected by state or

Laura A. Gleason ‘92, is a Hall
Director, and Cecily M. Peterson,
‘92, is the Student Affais in Higher
Education Graduate Assistant, both
at Colorado State University

federal laws there must be some
over-lap between the private
school and the state (Kaplan,
1985). For example, if a private
school awards state financial aid
dollars to its students, or is grant-
ed tax exempt status, it may be
considered accountable in a court
of law.

In the case of Bob Jones
University v. United States the
courts ruled “that the Internal
Revenue Service (IRS) had cor-
rectly interpreted the IRS Code in
denying tax-exempt status to pri-
vate schools which discriminate
on the basis of race” (DubnofT,
1984, p.298). Again the question
becomes, are these schools truly
private? Dubnoff (1984) states:

Since most private colleges

and universities receive

financial support from the
government and benefit
greatly from tax-exempt sta-
tus, the threat of withdrawal
of these privileges along
with the likely ineligibility
of students to receive gov-
emment assistance means
that these institutions must
in practice comply with con-

stitutional restrictions (p.

298).
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Where a private institution
receives federal funds and also
discriminates on the basis of race,
the courts have found it justifi-
able to withhold federal dollars,
as it would in the case of a public
institution.

Does it then follow that the
courts would rule that it is uncon-
stitutional to discriminate on the
basis of sex at a public or private
school? This article will discuss
the issues surrounding single-sex
colleges, focussing on
Mississippi University for
Women v. Hogan, and the
Department of Justice v. Virginia
Military Institute. This article
will conclude with a discussion
of the effects of single-sex col-
leges, and whether they benefit
society today.

Relevant Legislation
Title IX, of the Educational
Amendments of 1972, positions
Congress to assure educational
equality for women by prohibit-
ing federal funding for schools
which discriminate on the basis
of sex (Dubnoff, 1984). Title IX,
noted as the primary legal source
governing sex discrimination in
admissions policies (Kaplan,
1984), states in part that:
(a)No person in the United
States shall, on the basis of
sex, be excluded from partic-
ipation in, be denied the ben-
efits of, or be subjected to
discrimination under any
education program or activity
receiving federal financial
assistance, except that:
(1)in regard to admissions to

educational institutions, this
section shall apply only to
institutions of vocational
education, professional edu-
cation, and graduate higher
education, and to public
institutions of undergraduate
higher education;....
(3)this section shall not
apply to an educational insti-
tution which is controlled by
a religious organization if the
application of this subsection
would not be consistent with
the religious tenets of such
organization;
(4)this section shall not
apply to an educational insti-
tution whose primary pur-
pose is the training of indi-
vidual for the military ser-
vices of the United States, or
the merchant marines;
(5)in regard to admissions,
this section shall not apply to
any public institution of
undergraduate higher educa-
tion which is an institution
that traditionally and contin-
ually from its establishment
has had a policy of admitting
only students of one sex
(Kaplan, 1984, pp. 520-21).
Kaplan (1984) further explains
that, “Title IX regulations specify
in much greater detail the acts of
discrimination prohibited in pro-
grams and activities receiving
federal financial aid“ (p. 521).

Relevant Cases

In the case of Mississippi
University for Women v. Hogan,
Joe Hogan, a registered nurse,
wanted a baccalaureate degree



and so applied to the MUW
School of Nursing’s baccalaure-
ate program. He was told he
could audit courses, but could not
be admitted as a regular student
on the basis of his sex. Believing
his Fourteenth Amendment rights
had been violated, Hogan filed
charges. The defendants arguing
for MUW said that the school has
a legitimate interest in providing
the greatest practical range of
educational opportunities for its
female students. The Federal
Court of Appeals ruled that a
state-supported university which
accepts only female applicants
violates the Fourteenth
Amendment rights of a male
applicant. The defendants
appealed to the Supreme Court
for a rehearing based on section 5
of Title IX (Dubnoff, 1984, &
Young & Gehring, 1986). The
issue then became, “does the
state statute that excludes males
from enrolling in a state support-
ed professional nursing school,
violate the Equal Protection
Clause of the Fourteenth
Amendment” (Young & Gehring,
1986, p. 4 - 28).

The Court reasoned that in
order to uphold a statute which
classifies people on the basis of
their gender, a party must show
“exceedingly persuasive justifica-
tion” for that classification. The
classification must serve a gov-
ernmental function and show that
if discriminatory means are
employed they must be related to
governmental objectives and
must be free of traditional ideas
of the roles of men and women

(Young & Gehring, 1986).
Although the defendants argued
that the single-sex environment
of MUW benefited women and
was designed to compensate
them for past discrimination, the
Court declared it did not provide
education equal to men, but
offered women education in tra-
ditionally female areas. Some
single-sex colleges might com-
pensate women for past discrimi-
nation; not all do. In the case of
Mississippi University for
Women the School of Nursing
tended to perpetuate the stereo-
typical view of nursing as a
woman'’s job.

Compare the MUW v.
Hogan case with the Department
of Justice v. the Virginia Military
Institute case. The issues seem to
be the same, but the outcomes are
different. In the VMI case, a
female high school student in
Northern Virginia was interested
in attending the Virginia Military
Institute. The school’s admission
policy prevented her from doing
50. Women are allowed to take
night and summer courses which
do not require live-in status. This
seems to be the crux of VMI's
case. The student wrote a letter
to the Justice Department which
decided to investigate. The
Justice Department brought suit
against VMI claiming that, under
the Fourteenth Amendment’s
equal protection clause, the
exclusion of women from the
state school was unconstitutional.

District Judge Jackson L.

Kiser did not agree. When pre-
siding over the Virginia Military
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Institute case, Judge Kiser cited
the MUW case claiming that in
the MUW case a single-sex poli-
cy was not necessary to achieve
an important educational goal.
As stated, in the Mississippi
case the courts found that the
all-women’s nursing school did
more to perpetuate traditional
stereotypes than it did to further
an important educational goal.
Kiser believed that the Virginia
Military Institute’s educational
goals could not be achieved if
women were admitted.
In his 21-page opinion,
Judge Kiser took note of the
school’s traditions. VMI’s
freshman class members-the
“rats” as they are called-are
hazed unmercifully, forced
to live under Spartan condi-
tions and confronted with
demeaning physical
demands. Kiser observed
that the “rat line” creates a
“bonding to their fellow suf-
ferers and former tormen-
tors.” Any changes made in
the rat line to accommodate
women, he said, would
thwart the college’s mission.
(Mitchell, 1991, p. 66)
Kiser further argues that the men-
only policy “promotes diversity”
within Virginia’s higher-educa-
tion system, and that if they were
to admit women it would harm
the institute by forcing it to
change many of its policies
(Jaschik, 1991, p. A15). For
example:
“Allowance for personal pri-
vacy would have to be made.
Doors would have to be

locked, and the windows on

all the doors would have to

be covered®....the institute
would no longer be able to
pass the same tests of physi-
cal endurance because most
women would not be able to
pass them....”the presence of
women tend to distract male
students from their studies.

It would also increase pres-

sures related to dating, which

would tend to impair the
esprit de corps” (Jaschik,

1991, p. A19).

The prevailing belief of people
associated with the Virginia
Military Institute is that, *“‘This
educational experience cannot be
achieved in coeducational situa-
tion where privacy and separation
in living conditions would have
to be honored’” (Lohmann and
Whitley, 1989, p. 14). Judge
Kiser concluded that to admit
women would jeopardize the
educational mission of the
Virginia Military Institute.

What are the differences
between these two cases that
would cause one school to
become co-educational and one
to remain an all men’s college?
The points in the MUW case
which caused it to have to admit
men are: 1) It perpetuated a tra-
ditional stereotype of careers for
women. Therefore, the defense
of righting past wrongs done to
women in education does not
hold true. 2) Mississippi
University for Women School of
Nursing allowed men to audit
courses. This is a contradiction
to their proclaimed mission of an



all women environment being
necessary to benefit women in
education. Therefore, under Title
IX and the Equal Protection
Clause of the Fourteenth
Amendment the Mississippi
University for Women School of
Nursing had to admit men.

The points in the VMI case
which allowed it to remain an all
men’s school are: 1) Admitting
women would thwart the educa-
tional mission of the institution
because men would not be able to
bond in the “traditional” manner
if they had to provide privacy
within the living environment.
As well, women would not be
able to pass the challenging phys-
ical endurance tests, which are
also part of the institutional tradi-
tion. 2) Remaining a men-only
institution provides diversity in
Virginia’s higher education
school system. Under Title IX
(a)(5) Judge Kiser ruled that the
Virginia Military Institute could
remain an all men’s institution
because it had been so since its
inception and it was a necessary
part of its educational mission.

Both institutions are arguing
that they want to remain single-
sex because of their educational
missions. Why then was one
allowed to and the other not?
Teaching women to become
nurses perpetuates a stereotype
about the types of careers into
which women should enter.
Therefore, the decision in the
MUW case seems justified. Does
not a military institution for men
perpetuate an historical stereo-
type of careers into which men

can enter and women cannot?
VMI does not give adequate
justification for the purpose of
hazing as part of its educational
mission. For this justification to
be adequate they should explain
why women can not be a part of
the hazing/bonding rituals.
Women are not allowed to fight
in combat, although they are
allowed to participate in all other
military activities including
preparation for combat. Mitchell
(1991) states that:
“We’re not talking about
whether there is a role for
single-sex education,...The
real question is, can the
brother rats have male bond-
ing with tax money from the
state of Virginia?” In the
wake of Operation Desert
Storm, in which women died
alongside men for their
country, Judge Kiser’s ruling
seems rather jarring—espe-
cially since female tax pay-
ers help pay for V.M.L.’s dif-
ferent drummer (p. 66).
Another similarity between the
two cases is the fact that they
both allowed members of the
opposite sex to audit or take night
and summer courses. Due to this,
the court said MUW did not
maintain a single-sex environ-
ment, which MUW argued was
needed to benefit women. This
same argument was not consid-
ered in the case against VMI.
A final point to consider is
the fact that although VMI
receives a third of its budget from
the state for military education,
only 15% of VMI graduates enter
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the armed forces upon gradua-
tion. *“The majority move
smoothly into the Old
Dominion’s most powerful busi-
ness and political ranks. Barring
women from the school effective-
ly curtails their access to that old-
boy network” (Mitchell, 1991, p.
66). Thus, VMI receives a great
deal of money from the state,
which, in turn, gives men the
opportunity to either move into
the military or into influential
business and political positions.
‘Women may not be getting these
positions because they are not a
part of the school’s network. In
comparison to the MUW case,
VMTI’s logic does not seem justi-
fiable when considering the
above observations.
The Fourteenth
Amendment’s equal protec-
tion clause places restrictions
on public undergraduate
schools even if they are sin-
gle-sex schools exempt form
Title IX....Our decisions also
establish that the party seek-
ing to uphold the statute that
classifies individuals on the
bases of their gender must
carry the burden of showing
an “exceedingly persuasive
justification” for the classifi-
cation....Care must be taken
in ascertaining whether the
statutory objective itself
reflects archaic and stereo-
typic notions (Kaplan, 1985,
pp. 239-240).
In an article in the Roanoke
(Virginia) Times and World-
News (1989) the governor of
Virginia, Gerald Baliles, made

the following comments:

Clearly there will be those

who...cling to this particular

VMI tradition, even when

similar tradition has not pre-

vented West Point,

Annapolis, and the Air Force

Academy from opening their

doors to all qualified candi-

dates, regardless of their
gender. History does not
negate our responsibility to
the present. The historic fact
that VMI has never admitted

a woman student, by itself,

does not justify the continu-

ance of that policy today (p.

46:B7).

Based on the burden of proof
necessary, the authors feel that
VMI has not been “exceedingly
Persuasive* in their justification.

On the outset it appears that
the VMI decision helps other sin-
gle-sex colleges, most of which
are women’s colleges. What has
not been discussed is the need for
single-sex colleges in today’s
society. Many believe that,
although there is a place and need
for single-sex colleges in society
today, schools like VMI do not
fill that need, but instead hinder
educational opportunities for
women.

The coeducational classroom
climate for women is not equal to
that for men.

A fairly large body of evi
dence now indicates that
women learn more, learn
faster, and emerge more con
fident at women’s colleges
that at coed colleges...

{M]uch... seems to depend



on the larger number of
female teachers, who serve
as mentors and role models,
and the gearing of education
to female strengths and sen-
sibilities....Most of these
studies point to a loss of con-
fidence among many women
at mainstream colleges (Leo,
1990, p. 21).
Historically, institutions of higher
learning were created for men.
At the onset of higher education
in the United States, the men who
attended colleges were Anglo, of
high socioeconomic status, and
usually entering the clergy.
Women’s colleges began in order
to give women an opportunity for
higher education which had been
denied to them. Because of the
supportive educational atmos-
phere on these campuses, they
have continued. Existing
research, as noted above, points
to these institutions as places for
a supportive educational environ-
ment where women excel
scholastically.

Some gender-specific
action may “[increase]
women’s access to new
social roles.”...there is evi-
dence that single-sex educa-
tion may have that effect.
While permitting gender dis-
tinctions often involves plac-
ing the interest of one of the
sexes over that of the other,
this is not always the
case....Since post-secondary
educational facilities do not
generally represent a scarce
resource, males probably
will not suffer a significant

injury by being excluded
from a relatively small num-
ber of schools with females-
only admissions policies
(Dubnoff, 1984, p. 334).

Depending on the mission of
the single-sex school, there could
be a place for them in society.

As indicated, women’s colleges
provide an education for women
which may not be found at coed-
ucational institutions. Where the
Mississippi University for
Women perpetuated a stereotype
of traditional roles for women,
remaining women-only does not
seem justified. In the same
sense, where the Virginia
Military Institute also perpetuates
traditional role stereotypes,
remaining men-only does not
seem justified. This may not be
the case for many other single-
sex institutions.

Summary :

This article began by asking a
series of questions about single-
sex colleges. Are single-sex col-
leges unconstitutional? The most
recent ruling, The Department of
Justice v the Virginia Military
Institute, indicates that they are
not unconstitutional. It was
found that this school could
remain all men. The courts have
stated that for an institution to
remain single-sex, the school
must prove the justification for
this classification. It is not
enough to rely on tradition. The
educational mission must not per-
petuate gender specific stereo-
types.
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Is there a difference if a sin-
gle-sex college is public or pri-
vate? The courts do not make a
distinction between public or pri-
vate schools in regards to race if
the private school is receiving
federal funds or claiming tax-
exempt status, as seen in the Bob
Jones University case. To date
the courts have not dealt with the
public-private issue in regards to
Sex.

Are single-sex colleges
needed in today’s society? The
literature indicates that, based on
the history of education, and cur-
rent teaching practices in coedu-
cational institutions, there may be
a need for women’s colleges.

[Women’s colleges] have an

important function in build-
ing confidence and leader-
ship potential. In addition, it
seems sensible to view
women'’s colleges as labora-
tories where we will discover
what teaching works best
with women....The fact is
that we know very little
about the education of
women. We have simply
assumed that one-size-fits-all
education will apply equally
well to males and females.

This is very likely not the

case (Leo, 1990, p. 21).

The issues surrounding single-sex
colleges are not resolved, and
will be at the forefront of much
discussion with Student Affairs
professional in the coming years.
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Orientation at Randolph-
Macon Woman’s College:
The Importance of “What I
Did Last Summer”

Emily A. Langdon

Orientation has come into its
own. The ACPA Commission
for Admissions and Orientation is
contemplating branching out and
having Orientation represented
separately, or teamed with
Assessment, in place of
Admissions. Why all the fuss?

The literature on orientation
stresses its importance, reviews
its purposes and goals, and then
charges us with the responsibility
of implementing it. This article
explores the opportunity to be
creative with these programs and
gives examples of approaches
that have worked on our campus.
The entire 1991 entering class of
Randolph-Macon Woman’s
College in Lynchburg, Virginia
spent the first day on campus on
a ropes course and volunteered
for community service groups
around the city. All the orienta-
tion activities were tied together
with the theme: Get a Global
Perspective!

Emily A. Langdon, ‘90, is the
Director of Programming at
Randolph-Macon Woman's College

What is Orientation anyway?
“Orientation means ‘turning
toward the East’, facing a new
dawn; it is commonly defined as
‘adjustment of one’s self to one’s
environment” (Wrenn, 1951, p.
274). By definition, orientation
suggests a transition, a period of
change. With that newness prob-
ably comes uncertainty and anxi-
ety.

Perigot & Upcraft offer a
definition of how orientation fits
into the post-secondary institu-
tion: “Orientation is any effort to
help freshmen make the transi-
tion from their previous environ-
ment to the collegiate environ-
ment and enhance their success”
(p. 82).

What are the purpose and
goals of orientation programs?
Orientation is an opportunity to
increase the student’s chances of
succeeding at the college or uni-
versity (Perigot & Upcraft,
1989). Thus, it is an obligation
of any post-secondary institution.
*“The major purpose of orienta-
tion to higher education is to
communicate to the new student
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that college is a self-directed,
intellectually oriented experi-
ence” (Shaffer & Martinson,
1966, p. 23).

Next on this list of purposes
is providing information about
the institution to the student and
parents, advising students, and
enrolling the student in the first
term. Perigot and Upcraft (1989)
list some of the goals of orienta-
tion as increasing the student’s
academic success, aiding in the
personal transition and increasing
personal growth opportunities,
and addressing the concerns and
roles of the student’s family.

There are as many varieties
of orientation programs as there
are post-secondary institutions.
Programs vary in time, place,
content, length, scope, personnel,
and sponsors. Much of the litera-
ture is devoted to describing the
different programs offered
(Treeger & Easton, 1986;
Klostermann & Merseal, 1987,
Holland & Gillingham, 1980;
Gerber, 1970; Fley, 1962;
Stonewater, Stonewater & Allen,
1983). Orientation programs pro-
vide an introduction to personnel
services as well as facilities and
academic curriculum, Some
include a broader orientation of
the world outside the college set-
ting, to prepare students for life
after graduation (Wrenn, 1951).

As far back as 1926, there
was concern for the quality of
orientation: “Standardization,
characteristic of mass production
in an industrial age, carried over
into schools and colleges had
resulted all too frequently in plac-

ing emphasis on the mechanisms
of education instead of on the
individual” (Doermann, 1926, p.
21).

The Involving Colleges liter-
ature from Kuh, Schuh, Whitt
and Associates addresses the role
of orientation at a post-secondary
institution. “A combination of
formal and informal induction
activities prepares students for
being successful and meeting
their own learning and personal
development goals. Through
these activities, which are differ-
ent at each college or university,
the bonding process of student to
institution and student to student
begins, an Involving College
says to its newcomers: “We were
expecting you!” (p. 132).

In the conclusion of
Involving Colleges, one recom-
mendation advises institutions:
“Make it clear to students that
they are expected to attend orien-
tation” (p. 359). The authors
stress that participating in orien-
tation will help the students func-
tion on the campus and get to
know the environment they have
entered. “No matter where a stu-
dent goes to college, he or she
will learn a lot about the institu-
tion by taking part in the events
the institution had planned to
introduce new students to college
life...” (p. 359). Thus, the astute
student will read the messages
sent by the orientation program,
and glean information about his
or her new home from those first
experiences.

It is the responsibility of the
institution and the student affairs



professional planning orientation
to decide what messages to send
the incoming students. Sending
consistent messages is one key to
linking orientation to the remain-
der of the first year experience.
What is said and done during the
week before classes should mir-
ror what is said and done during
the academic year.

For example, community
service is important on the cam-
pus of Randolph-Macon
Woman’s College. We wanted to
send that message to the incom-
ing students from the beginning.
Community service is on the rise
among college students. Many
campuses have active service
clubs or students who volunteer
regularly. Some institutions have
provided full-time or part-time
staff to help organize the volun-
teerism efforts on campus.

During Orientation ‘91, we
organized an afternoon of volun-
teer opportunities in which the
freshwomen participated with
their Orientation Leaders and
Orientation Groups. We sent 250
students into the community for
an afternoon of service. Students
painted the homeless shelter, read
stories on a pediatric ward,
washed dogs at the ASPCA, and
a host of other activities around
the city. Not all the jobs were
fun or glamorous. Some students
picked up trash along the strip of
highway that R-MWC has adopt-
ed. All the students attended a
wrap-up session at the end of the
day to process the events. How
did the afternoon make them
feel? Some felt fortunate, some

felt sad, most felt good about giv-
ing their time to a group or pro-
ject that needed attention.

This project met several of
our goals. First, it communicated
to the Class of 1995 that women
at Randolph-Macon Woman’s
College participate in volunteer
activities. It showed the variety
of service opportunities available
in the Lynchburg community,
and it boosted interest in our
campus community service orga-
nization B.I.O.N.I.C. (Believe It
or Not I Care). B.I.O.N.I.C. had
record sign-ups at the
Involvement Fair, where students
went to find out about co-
curricular activities on campus
and had the chance to sign up for

" aclub or committee.

The experience also helped
new students get excited about
and involved in our campus-wide
efforts with Habitat for
Humanity, R-MWC, with our
two other local colleges, built a
house for a needy family. A
quarter of the student body actu-
ally worked on the house, fram-
ing the walls, hanging drywall,
and shingling the roof.

Another message R-MWC
tried to convey with our orienta-
tion activities is the importance
we place on community. We
dedicated the first full day of ori-
entation events to a ropes course
experience for the entire first year
class. The previous year, we
took the students to a regional
retreat center and used its ropes
course facility, but due to sched-
uling conflicts, we were not able
to return there. We felt the expe-
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rience was so beneficial to the
incoming students that we
searched for other facilities but
none could handle the number of
students we had. Finally, we
built low ropes course apparatus
and used our own playing fields
and grounds for the day. The
experience began with the entire
Class of ‘95, the residence life
staff, and even the college presi-
dent on the soccer field for warm
up New Games. We broke the
214 new students into residence
hall groups of 10-12 for the rest
of the morning. Half of the
groups went through a three hour
experience of trust activities and
low ropes course challenges.

The other groups had indoor
activities to help with roommate
relations. The Resident Assistant
facilitated conversations between
roommates, using open ended
sentences (e.g. When I am
stressed, I will...). The areas cov-
ered by the sentence starters
included family background, liv-
ing and studying habits, emotion-
al style, and reactions to the con-
versation. The RA gave them
time to discuss each section but
between sections, the pairs
played a cooperation game. As
the conversations continued, the
games involved higher levels of
trust. At the conclusion of the
conversations, the RA discussed
the Roommate Contract and the
pairs of students read and signed
the agreement.

As the various groups dis-
cussed the roommate issues,
Spirit Leaders roamed from
group to group. They taught the

new students some school spirit
songs and the Alma Mater.
Singing spirit songs and the Alma
Mater is an intricate part of R-
MWC tradition. We felt that
learning them as soon as possible
would help the new students feel
a part of campus life.

After lunch, the groups
switched. At the end of the day,
the entire class came together
again for some final new games
and then the spirit group led the
class in songs, finishing with the
Alma Mater. The day was long
and tiring, but it allowed the resi-
dence groups to begin the bond-
ing experience. We felt it was
important to invest our time and
resources where they would pay
off. We continue to reap the
benefits of that day of trust and
team building, as the freshwomen
have developed a deep sense of
community on their floors and a
strong and cooperative class.

We worried about losing the
special retreat atmosphere of the
previous ropes course experience
by having the event on our cam-
pus. We used the concept of an
Orientation theme; It’s a Small
World: Get a Global Perspective,
to try to create a unique experi-
ence. We wanted to send the
message that orientation was a
time to learn about the small, inti-
mate world they had entered and
to learn about the specifics of
Randolph-Macon, from her
resources to her traditions.
Orientation, however, also is a
time to explore the big picture.
In our orientation programming,
we address broad topics such as



diversity, relationships, honor
and self-respect, community, and
communication.

To follow our global theme,
each of the six residence halls
was assigned a continent. The
staffs did a terrific job decorating
the buildings with their theme
continent, and some used it as a
springboard for programming
during the year. Wright Hall
(South America) created an infor-
mation bulletin board about the
destruction of the rain forests.

With the continents covered,
we dedicated the rest of the globe
to our ropes course day. Eighty
percent of the earth’s surface is
water and our outdoor experience
was titled Macon Waves! The
ropes course facilitators obliged
and changed their story lines to
fit into our marine theme
(Instead of trying to escape a spi-
der’s web, for example our
groups were dolphins caught in a
tuna net!). The groups were
given water names, identifying
themselves with starfish,
stingrays and sea horses. The
food service decorated the dining
hall for lunch with goldfish and
other nautical paraphernalia.

These events may be diffi-
cult on larger campuses, but per-
haps the lessons can be trans-
ferred into different scenarios and
on different stages. The idea of
using orientation to lay the foun-
dation of what is important on
your campus is not new, but cre-
ative activities to send those
messages engage the students and
make orientation an enjoyable
learning experience.
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Cross-Campus Collaboration
in Developing and Teaching
a Course in Men’s Studies

Douglas M. Gertner

Prologue

The residence halls were
filled to overflowing during the
1988-1989 academic year, my
first at Colorado State. With the
stable budget this produced, the
director offered to fund our atten-
dance at two professional confer-
ences. In March, at ACPA in
Washington, D.C., I found my
way to the Standing Committee
for Men which had been formed
only a few years before. I attend-
ed a day-long workshop on
“Finding Our Fathers” and
became acquainted with the
counselors, programmers and
teachers who make up the Com-
mittee. In June of the same year I
attended the 14th Conference on
Men & Masculinity (M&M 14)
in Pittsburgh and the first-ever
Men’s Studies Conference
(MSC) which was held in con-
junction with M&M 14. It was
during the latter meeting, a
diverse assemblage of scholars
discussing new approaches to the
study of masculinity, that an idea

Douglas M. Gertner is the
Coordina-tor of Academic Programs
for Housing and Food Services at
Colorado State University

began to form.

I resolved to develop and
teach a general course about men
at Colorado State the following
year. It would be the first such
course at CSU and one of only
about 300 being taught nation-
wide. Thanks to an agreement
with the School of Occupational
and Educational Studies, our
department is able to teach cours-
es for purposes of training and
leadership development under the
general heading of “group study
in education.” My initial plan
was to create a syllabus, with the
help of contacts from
Washington and Pittsburgh, and
to teach it for the benefit of resi-
dence hall staff members and
anyone else who might hear
about the class and be interested
in the topic.

Attending those conferences
had a substantial impact on me as
I was immersed in issues of gen-
der and personal development,
and I sought out Karen Wedge,
Colorado State’s Director of
Women’s Programs and Studies,
to share my new insights, ideas
and enthusiasm. Over dinner, I
described my experiences and the



idea for a men’s studies class.
Karen suggested that, rather than
rushing a syllabus into produc-
tion, I take the time to participate
in the Gender Studies Integration
Project and develop a course to
be offered as part of the
Women’s Studies curriculum.
Her wisdom and support were the
catalyst for the process I recount
herein.

Gender ies In tion
Proi
Colorado State was one of

only eleven universities to
receive funding from the U.S.
Department of Education,
through the Southwest Institute
for Research on Women, to initi-
ate a Gender Scholarship
Program. This program sought to
integrate teaching and research
about women into selected cours-
es. These funds sustained the
program from 1984-1987 after
which time Colorado State chose
to continue the effort by creating
the Gender Studies Integration
Project with funding from the
Office of the Provost. In Fall of
1989, I joined six full-time facul-
ty members from such diverse
disciplines as art history, English,
sociology and communication
disorders for a series of monthly
seminars in which we discussed
our ongoing work. Each of these
faculty members received several
hundred dollars from the Provost
to facilitate the redesign of an
existing class syllabus to inte-
grate issues of women and gen-
der. And with equal funds from
the Office of Women’s Programs

and Studies, which has ties to
both Student Affairs and
Academic Affairs, I was develop-
ing a syllabus for a comprehen-
sive course about men,

At the first meeting of this
group I was introduced to Pam
Thoma, an instructor in the
Department of English, who
would serve as a Research
Assistant for the project. (Ina
classic case of “it’s a small
world,” Pam and I had attended
the same Ohio high school a few
years apart.) Her assistance was
invaluable to me as she tracked
down numerous sources, photo-
copied countless articles, and
spent many hours with me, often
on weekends, brainstorming and
narrowing the idea for topics
which would eventually become
the course. We even discussed
co-teaching the class and decided
that the instructors, at least ini-
tially, should be male.

The finished syllabus fea-
tured twelve topic areas to be
covered during weekly, three-
hour seminar style classes. The
focus of these, in order of presen-
tation, was as follows:

1) Introduction: A Case for
Men'’s Studies

2) Power and Patriarchy

3) Men and Multiculturalism
4) Men in Families

5) Men and Spirituality

6) Male Sexuality

7) Male Violence

8) Men’s Health

9) Men at Work

10) Male Friendships and
Intimacy

11) Men at Work/Men at Play
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12) Men’s Culture

13, 14, 15) The final two weeks
of the semester, and the final
exam period, were set aside for
in-class presentation of students’
final projects.

Selecting Co-Teachers
Seeking to offer a broad

expertise in the subject, I asked
Karen Wedge who she thought
might be an appropriate co-
teacher. She mentioned a new
member of the staff of the
University Counseling Center,
Carl Davison, whom I had once
met briefly. Before I had a
chance to contact him on campus,
I encountered Carl at a meeting
of the Standing Committee for
Men at ACPA in St. Louis. We
immediately connected on this
common interest and he eagerly
agreed to co-teach the class.

A few months later, during
the second Men’s Studies
Conference and M&M 15 in
Atlanta, I met Sam Sappington.
A member of the governing com-
mittee for the National
Organization of Men Against
Sexism (NOMAS, the conference
sponsors), Sam has long been
active in the pro-feminist, gay-
affirmative, male-positive men’s
movement. When I learned that
he had just accepted a position in
the counseling center at Colorado
State I asked Sam to join me and
Carl in teaching the class.

Together, we three instruc-
tors offered a striking diversity of
backgrounds and experiences to
the class. Between us we were
African- and Anglo-American,

gay and straight, married and
unmarried, a new father, and a
Jew. We had worked with AIDS
patients and with men who batter,
served in residence life, student
activities and admissions offices,
as counselors and therapists and
as a professional musician. Our
range of experiences, made possi-
ble because of the cross-campus
cooperation in teaching this class,
was an important element of the
eventual success we achieved.
Carl, Sam and I met numer-
ous times and split the course
topics between us, each taking
the lead in facilitating several
class sessions. We supplemented
the resources that Pam and I had
gathered and assembled a large
collection of readings which were
duplicated and sold at Kinko’s
Copies for over $40.00.
(Ironically, it was during this
semester that a court ruling made
such packets illegal unless pub-
lisher’s consent was granted.)

Teaching the Class

During the first class meet-
ing, Carl, Sam and I introduced
ourselves and outlined the syl-
labus and our expectations. I
introduced the first of what
would be many experiential exer-
cises which we would use along
with didactic instruction. AsI
gaye the students instructions for
what to do with their “mask of
masculinity” - depict their inner
and outer selves to facilitate an
introduction to their classmates -
I noticed the only freshman male
student in the class grimace and
slump progressively lower in his



chair. At the break, before stu-
dents were to discuss their masks,
this student was gone, reinforcing
the notion that younger students
are not developmentally ready to
examine and explore issues of
gender in their lives.

Those twenty students who
did stay for the semester were a
truly diverse group. Thirteen
men and seven women, they were
mostly juniors, seniors and grad-
uate students from nearly every
college at Colorado State. Many
were non-traditional age students
and several community members,
including the campus minister,
registered through Continuing
Education. By the completion of
that first activity it was clear to
me and my co-teachers that we
had an exceptional group of stu-
dents. They took risks and
shared themselves and their expe-
riences openly and honestly from
that first day and in subsequent
class sessions, through their five
journal entries, and in the presen-
tations of their final projects.

Following a feminist
approach to education, we contin-
ued to employ experiential activi-
ties on numerous occasions dur-
ing the semester. For the session
Carl led on multiculturalism stu-
dents played BaFa‘, BaFa‘, a
simulation game about the expe-
rience of being an outsider.

The class on spirituality was
held in the campus chapel and
began with students participating
in a moving continuum exercise,
responding to and discussing
questions such as: “I am a reli-
gious person,” “I am a spiritual

person,” “I believe in a supreme
being,” and “God is male.” This
activity was followed by one
drawn from the mythopoetic
men’s movement. Asikepta
pulsing drum beat, a storyteller
related an old, Scottish traveling
tale. The storyteller stopped at
designated points and I led the
class in processing their feelings
and reactions to the themes of the
story. This unique approach pro-
voked a great deal of introspec-
tive thinking and generally yield-
ed many positive reactions.

To explore issues of sexuality,
the class viewed a video titled
“Finding Our Way” which
offered a rare opportunity to hear
a diverse group of men talk open-
ly and candidly about their sexual
experiences and feelings. This
was followed by the men and the
women in the class participating
in separate “fishbowl” exercises,
discussing questions of sexuality
as the other sex looked on.

The topic of men at work
was highlighted by simulated job
interviews conducted with a strict
set of rules to approximate the
white male system in the world
of work. (Carl even brought in a
bunch of neckties to fit with the
dress code of corporate America.)

It was ironic that, given the
role of males in world govern-
ments, our class about men and
society began one week after the
first bombs were dropped in the
Persian Gulf. We set aside time
the first day to discuss the situa-
tion as part of a campus-wide
“teach-in” and revisited the topic
in a later class session as planned.
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During the first part of that class
meeting (held after the cease-
fire), students formed dyads and
discussed their own feelings and
experiences during the war and
how these related to what they
were learning and thinking about
men’s issues. In a purposeful
juxtaposition, the second half of
that class titled “Men at War/Men
at Play” was spent outside experi-
encing a number of non-competi-
tive games and activities.

Our final topical class ses-
sion took up men’s culture. It
began with Carl playing a piano
composition based upon a
melody made from a series of
musical notes chosen by each
member of the class. This was
followed by poems and songs
offered by several of the students
and concluded with a number of
challenging exercises facilitated
by a visiting artist.

Class projects were featured
during the final weeks of the
course and truly reflected the
diversity of the students. For
instance, a computer science
major wrote a series of poems
from the perspective of his own
life-course. A student in the
Student Affairs in Higher
Education program researched,
wrote and produced a brochure
for “changing men.” There were
also analyses of images of men in
the media and of men’s clothing
fashions throughout history. One
Masters of Social Work student
in the class showed slides to
reflect on his father while another
took up the topic of journaling
and a third shared original

research on men and the men’s
movement. The variety and cre-
ativity of these projects reflected
well on the class and provided an
opportunity to integrate and per-
sonalize the information and
experience of the course.

We did two evaluations of
the course, one at mid-term and
one after the semester. Positive
feedback about the content of the
course and our approach to teach-
ing affirmed the process that had
brought about the class. Several
helpful suggestions were the
bases of reflection and improve-
ment of the course. Some com-
ments from male students includ-
ed:

The class has allowed and
encouraged me to analyze who I
am and who I can be.

Great class! It has opened me
up, developed my sensitivities,
and given me information and
tools that I can use to facilitate
others’ development around these
issues.

Please offer more men’s classes
in the future.

The class discussions, journals
and diverse reading assignments
were what the students said they
most enjoyed while a number of
improvements were suggested for
specific topic areas.

For me, there were several
unexpected outcomes from the
class. My professional and per-
sonal relationships with my co-
teachers and several students
have been ongoing and have
grown strong. My own growing
knowledge and interest in men’s
studies has opened many doors



for me on campus and beyond.

Epilogue

Developing and teaching a
course in men’s studies has
involved collaboration and coop-
eration across the campus and
across the country. Several stu-
dent affairs and academic affairs
offices and colleges were
involved in this venture and the
class has touched students
throughout the University and
Fort Collins communities. My
co-teachers and I presented our
course model at ACPA and MSC
and we are preparing to teach the
class for a second time this
semester.

Personally, this course has
helped me come to some impor-
tant professional decisions. Last
Spring during my oral defense of
my comprehensive exams for my
doctorate I was asked to explain
the relationship between the new
scholarship on masculinities and
student affairs work. My contin-
ued interest in this area has led
me to a dissertation topic involv-
ing men’s studies which is, along
with my work in residence life
and my teaching duties, the cur-
rent focus of my attention.
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Male Gender Role Conflict:
A Proposed Program for
Training and Outreach

Adam Wolfer

The era of the 1960’s and
1970’s was a time of radical
social change in the United
States. The changes occurring
throughout the country led to an
interest in civil rights and equal
access. Part of this social change
was women and their role in soci-
ety. Women began to seck
greater roles for themselves in
society—in occupations, politics,
and relationships. As women
explored new roles they left some
male counterparts feeling con-
fused and defensive about their
own roles (May, 1988). In the
late 1970’s, men began to see
how their own roles had been
prescribed for them and began to
explore other possibilities
(O’Neil, 1981). As men explored
these new, less restrictive roles,
many began to experience the
strain and conflict associated
with refusing to follow societal
norms. This conflict has been
labeled gender role conflict
(O’Neil, 1981).

O’Neil and others (O’Neil,

Adam Wolfer, ‘91, is a Hall Director
at SUNY Cobleskill

1981, 1982; O’Neil, David, &
Wrightsman, 1982; O’Neil et al,
1984) have explored male gender
role conflict and its effect on
society. Gender role conflict is
“...a psychological state where
gender roles have negative conse-
quences or impact on the person
or others” (O’Neil, 1981, p. 203).
Gender role conflict can cause
excessive mental or physical ten-
sion in the lives of any person;
this excessive tension has been
labeled gender role strain.
Gender role conflict and sexism
are both by-products of socializa-
tion; they also work together to
devalue women and men restrict-
ing them from reaching their full
potential (O’Neil, 1981). Much
of the gender role strain men
experience is caused by the fear
of being perceived as a woman or
like a woman. O’Neil (1982)
identified six patterns of men’s
gender-role conflict and strain:

a) restrictive emotionality; b)
homophobia; c) socialized con-
trol, power, and competition
issues; d) restricted sexual and
affectionate behavior; €) obses-
sion with achievement and suc-
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cess; and f) health care problems.
Many of the difficulties that men
experience are caused by them
attempting to live within the
restrictive male gender roles that
society places upon them
(O’Neil, 1981).

This article proposes a model
training program for student
affairs personnel that will assist
them to work with and counsel
college men undergoing difficul-
ties caused by gender role con-
flict and strain. Both profession-
al and paraprofessional student
affairs staff will be taught strate-
gies for working with men
exhibiting gender role strain and
associated behaviors. They will
also be supported in their con-
frontation of conflict in their own
lives. The most important part of
the program will aid male staff in
becoming positive role models
for male students.

Program Proposal

The necessary components
for this program are in place at
Colorado State, but there is no
comprehensive program. The
proposed program will remedy
this by bringing the various com-
ponents together. Ideally, the
program will be housed and
supervised by a proposed Office
of Men’s Studies and Programs,
and will consist of three stages:
1) training of professional staff,
2) training of student paraprofes-
sional staff, and 3) outreach to
the campus and community.

Professional Staff
Because of the longevity and

impact on students of profession-
al student affairs staff, their train-
ing serves as the foundation of
this program. Professional staff
come from varied backgrounds
and have different knowledge
about gender roles and associated
strain, so adequate planning must
go into their training.

Eichenfield and Stevens (1987)
have identified variables to con-
sider in designing a training pro-
gram, the most important of
which are: current level of coun-
seling skills, previous knowledge
of subject matter, expected future
training opportunities, and trust
level of participants.

Three unique groups will be
formed for professional staff.
The three groups are: 1) an edu-
cational group for all professional
staff, 2) a continuing support
group, and 3) a training group for
trainers. These groups are not
mutually exclusive and some
staff members may want to par-
ticipate in all three groups. Due
to the differing goals and needs
of the various units in student
affairs, each division may need to
develop its own training program.

Educational Groups

The educational group will
inform staff members about gen-
der role conflict and means of
intervention in students’ lives.
The workshop outline will vary
depending on participants and
time constraints, but may follow
a format such as below (see
Table 1). The major goal of this
educational group is to provide
professionals with information



that they can integrate into their
work with students and col-
leagues. As staff members
become more comfortable with
this subject they can have a
greater impact on students and
create a more accepting environ-
ment for those student exploring
different roles.

Support Group

The purpose of these groups
is to offer support for staff mem-
bers who are experiencing diffi-
culties, either professionally or
personally, due to gender role
conflict. The groups could be all-
male, all-female, or mixed gen-
der, based on the needs of the
staff members identified in the
screening process (see
Silverberg, 1986). It is important
that leaders consider the ability of
men to open up about their sexu-
ality and conflict when in a group
with female participants.

It is important that all staff
members who choose to partici-
pate feel comfortable in the
group. This may require refer-
ring members to outside support
groups if they feel uncomfortable
opening up to coworkers. The
leaders of the educational groups
should watch for participants that
may be looking for this support
and refer them to the support

groups.

Training Groups

Many of the units in student
affairs have student paraprofes-
sionals working in the unit, and
some of these students have
responsible positions. The pur-

pose of the training group will be
to instruct professional staff in
teaching student staff. Student
staff will be trained to aid stu-
dents experiencing gender role
difficulties. The staff will coun-
sel students on the recognition of
gender role strain, interventions
such as programs and modeling
behavior, and referral of students
to counseling or support groups.

Paraprofessionals

Student affairs paraprofes-
sionals are very visible on cam-
pus, and serve as role models for
fellow students. Paraprofession-
als confront the same personal
and academic difficulties as other
students while also experiencing
those unique to their positions
(see Dodge, 1990; Eichenfield,
1988; Schuh, Shipton, & Edman,
1986). Because of the unique
position these students hold, they
need opportunities for training
and support. The paraprofession-
al portion of this program will
consist of three sections: 1) edu-
cational/training groups, 2) sup-
port groups, and 3) presentation
training. These groups are not
mutually exclusive nor are they
sequential.

Educational/Training Groups
Training for paraprofession-
als must be at a more concrete
ievel than that for professionals,
because they have more immedi-
ate needs and lower levels of per-
sonal experience than profession-
als. The training will include a
brief overview of gender role
conflict and strain, behaviors
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Table 1
Sample Outline of Educational Group

N o=

4. Interventions

6. Evaluation

Outline and Expectations of Session
Discussion of Gender Role Conflict
a. Role in Staff Member's lives
b. Sharing by Male Participants
3. Role of Conflict in Students' Lives
a. Exploring Roles
b. Behaviors

a. Example of Intervention (Brainstorm)
b. Formal Methods
i Presentation
ii Group Discussions
¢. Informal Methods
i Role Models
ii Posters and Other Materials
5. Discussion of Staff Roles as Role Models

Note: For counselors practicing in the Counseling Center, the format proposed
by Eichenfield and Stevens (1987) would be more appropriate

associated with conflict, and
strategies to aid students. They
must also be given enough infor-
mation to help determine when a
student should be referred to a
professional staff member or the
Counseling Center. It is impor-
tant to remember that counseling
fellow students is on of the most
difficult tasks asked of parapro-
fessionals (Schuh et al., 1986).

As with the professional staff
members, supporting each other
and support from peers is impor-
tant for paraprofessional staff
members. The optional support

group for paraprofessional staff
will share the same outline as for
professional staff, and should be
coordinated through the
Counseling Center.

Presentation Training

Student paraprofessionals
can have an important impact on
their peers; this is true in work-
shops as well as in other interac-
tions. Stmdents that attend work-
shops presented by fellow stu-
dents will be more apt to accept
what they hear (Warshaw, 1988).

Training for paraprofession-
als as presenters should include
topics of group leadership, group




dynamics, teaching strategies,
and workshop presentation. They
will also be taught the necessary
information to be included in
workshops they present.
Information on language used
and modeling behaviors should
be included in their training.
Professionals responsible for
training will also serve as ongo-
ing advisors for the paraprofes-
sionals.

Outreach

Outreach will consist of
workshops and Men’s Studies
courses coordinated through the
Office of Men’s Studies and

Programs.

Workshops
Workshops will be presented

throughout campus in living
groups (residence halls, fraterni-
ties, etc.), other student groups,
leadership conferences, relevant
classes, and local middle and
high schools by paraprofessional
and professional staff presenters.

Men’s Studies

Men’s Studies programs
have been suggested as a way to
educate men and women about
male gender role conflict and
male socialization (Brod, 1987;
Good & may, 1987; Scher,
Canon, & Stevens, 1988). Brod
(1987) identifies Men’s Studies
as the study of average men in
society and the study of their
socialization. This is opposed to
traditional social research, which
studies the men of power and his-
torical significance but not men

as human beings. A variety of
courses should be provided to
serve the campus.

Modeling Behavior

Workshops can be very use-
ful in stimulating thought and
conversation about the topics
associated with male gender role
conflict, but they will not prove
successful without positive role
models throughout the campus.
Both professional and paraprofes-
sional student affairs staff must
be supported and trained to be
role models of expected behavior.
The training and support groups
discussed earlier will greatly
enhanced staffs’ abilities to serve
in this capacity.

An important aspect of role
modeling that has not yet been
discussed is encouraging appro-
priate and positive behavior.
skills in giving positive feedback
should be included in all training.

Resources

Several books which have
been published talk exclusively
about working with males and
male problems from counseling
and psychotherapy perspectives
(Scher, Stevens, Good, &
Eichenfield, 1987; Silverberg,
1986; Skovholt, Schauble, &
Davis, 1980; Solomon & Levy,
1982). Another resource that is
useful is a special edition of The
Personnel and Guidance Journal,
edited by Murray Scher (1981),
which contains articles on men’s
development, counseling men,
and working with special popula-
tions of men. May and Scher
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(1988) have compiled an impor-
tant resource for student affairs
professionals in their book, New
Directions For ent Servi
Changing Roles For Men On
Campus. There are also helpful
resources that are more accessi-
ble for students, paraprofession-
als, and professionals, and these
include: The Forty-Nine Percent
Majority (David & Brannon,
1976), Men in Difficult Times
(Lewis, 1981), the Hazards of
Being Male and The New Male
by Herb Goldberg (1976, 1979),
and Sam Keen’s (1991) Fire in
the Belly. When dealing with
topics of date rape, Warshaw’s
(1988) 1 Never Called it Rape
and Beneke’s (1982) Men On
Rape are valuable resources.

Conclusions

The proposed program will
serve as the beginning steps in a
process that will reduce the
effects of gender role conflict and
strain on campus. The program
will serve to train those individu-
als that most often experience the
results of conflict and strain, so
that they may be a positive and
proactive influence on the cam-
pus environment and culture, As
this program progresses, the cam-
pus culture will be positively
impacted, and new campus norms
will result. As this program is
implemented, it should be studied
to ensure that the program is hav-
ing the desired effect. This will
help in guiding the program, so
that it remains a positive force.

The ultimate goal will be to
have an Office of Men’s Studies

and Programs guiding, support-
ing, and presenting on men’s
concerns. This office will be
closely allied with the Office of
Women’s Studies and Programs;
with both providing services and
classes to help the campus com-
munity in understanding the role
of gender in our society.

Student affairs must take the
lead in helping students cope
with gender role conflict and
associated behaviors. As long as
there are colleges and universi-
ties, students will be coming to
campus and using that opportuni-
ty to explore new roles. Provid-
ing an environment that supports
this exploration in a positive and
non-judgmental manner is impor-
tant for all involved.
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Eating Disorders: Taking the
Facts Into Account

Emanuelle F. Pallia

Today’s college student has
heard the terms anorexia nervosa
and bulimia nervosa at some time
or another.“American culture
encourages people to base self-
worth on body weight and shape
- if you aren’t thin as a fashion
model or as muscular as a fitness
fanatic, you may see yourself as a
less valuable person” (American
College Health Association
[ACHA], 1990).

‘Whether through personal
experience, the media, or educa-
tional sources eating disorders
are prevalent on college campus-
es. Depending on the study,
research states that 1% to 34% of
college students suffer from an
eating disorder. Carter and
Eason (1985) found that 34% of
their sample were self-induced
vomiters. On the other hand in a
study using stricter guidelines
Drewnowski, Hopkins, and
Kessler (1988) found only 1% to
be bulimic. According to
Holleran, Pascale, and Fraley
(1987) 2% are anorexic and 3.9%
to 23% are bulimic. The range
expressed here is based on differ-
ences in the criteria establishing
that the subject had an eating dis-
order and will be further dis-
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cussed in this article. While
approximately 90% of students
with eating disorders are women,
about 10% of those suffering are
men (National Dairy Council,
1985). This article will analyze
the two major eating disorders
among college students.
Attention will be given to whom
they affect, why, how they can be
addressed and treated, issues with
which student affairs profession-
als should be concerned, and
proactive measures which can
educate students to the history
and dangers of these disorders.

Anorexia nervosa is defined
in simple terms as self-imposed
starvation. According to the
Diagnostic and Statistical Manual
of Mental Disorders (3rd ed. rev.
1987) [DSM IIIR] the following
criteria need to be met for clinical
diagnosis:

A) intense fear of becoming
obese which does not diminish
with weight loss

B) weight loss of more than
15% below normal body weight

C) disturbance of body
image

D) in females, the absence
of three or more consecutive
menstrual periods which are oth-
erwise expected. (p. 67)

There are many physical signs
and symptoms of this illness.



These include but are not limited
to the following: loss of 15% or
more of the normal body weight,
loss of menstrual period in
women, disturbed body image,
hyperactivity, excessive exercise,
growth of fine body hair, loss of
hair on scalp, nervousness around
mealtimes, playing with food,
frequent weighing, isolation, self-
critical attitude, sensitivity to
cold, brittle nails, and dry scaly
skin (Jacobson, 1985; About
Anorexia, 1990; ACHA, 1990).
If someone exhibits one or two of
these symptoms, depending on
which ones, there may not be a
problem; however, it may be
worth keeping an eye on her or
him just in case. In addition to
these symptoms, anorexics may
suffer from several health prob-
lems which can become life
threatening . These include:
dizziness, light headedness,
amnesia, fatigue, lack of energy,
electrolyte imbalance, shrinkage
of internal organs, low pulse rate,
kidney failure, nerve/tendon
injury, digestive problems,
swelling of joints, muscle
cramps, inability to reproduce,
and heart failure (Jacobson, 1985;
About Anorexia, 1990). On the
surface, the anorexic is usually a
high achiever. In reality, howev-
er, this person is insecure, self
critical, a perfectionist, and very
concerned with how others view
them. There is some speculation
that a fear of growing up and/or a
fear of sexual encounters may be
part of the underlying problem
(Kubistant, 1982).

Bulimia nervosa/bulimarexia

is defined as a binge-purge cycle
where the victim consumes large
quantities of food and then rids
themselves of it through the use
of laxatives, diuretics, or vomit-
ing. In many cases,a combina-
tion of these methods, along with
fasting, are used. Of the two
mentioned eating disorders,
bulimia is more prevalent among
college students. This may be
due to the fact that it seems
almost contagious in group living
situations such as a residence hall
or sorority house. Kubistant
(1982) states that “women who
privately starve themselves
through the use of laxatives and
diuretics or by vomiting, are
often publicly admired as people
who possess control and disci-
pline” (p. 334). The DSM IIIR
criteria for clinical diagnosis are
as follows:

A) recurrent episodes of
binge eating ( rapid consumption
of a large amount of food in a
discrete period of time)

B) fear of losing control and
not being able to stop the binge

C) regularly engages in
either self-induced vomiting, use
of laxatives, rigorous dieting or
fasting to counteract the binge

D) minimum of two binge
eating episodes per week for at
least three months

E) persistent over concern
with body shape and weight. (p.
68-69)

Similarly to anorexia, bulimia has
several physical signs and symp-
toms which include but are not
limited to the following : secre-
cy, weight changes, abuse of lax-
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atives/diuretics, depression,rash-
es, dry skin, swollen salivary
glands,abnormal interest in food,
severe dieting and exercise, sub-
stance abuse, and disappearing
after meals (Jacobson, 1985;
About Bulimia, 1991). Again,
one or two signs may be insignif-
icant depending on which ones
they are; however, it is a good
idea to be aware and alert if any
do develop. There are many seri-
ous health complications which
may arise in a bulimic individual.
As with anorexia, some can be
fatal. These include: tooth decay
and gum damage, muscle
cramps,stiffness, numbness,
swollen salivary glands, sore
throats,a ruptured esophagus, kid-
ney damage, diabetes, amenorre-
hea, nausea, stomach cramps,
ulcers, a ruptured stomach,and
heart failure (Jacobson, 1985;
About Bulimia , 1989). The
bulimic can be categorized as
being of near normal weight ,
healthy in appearance, a perfec-
tionist, a high achiever, and very
concerned about their looks and
acceptance by others. They are
often emotionally insecure, feel
inadequate in relationships, and
lonely. On the outside they
appear independent and confi-
dent, when in reality they have a
low self esteem and lack self con-
fidence. “The most obvious
commonality of bulimarexics is
that they are bright, successful,
and achievement-oriented young
women” (Kubistant, 1982, p.
335).

In both types of eating disor-
ders, the underlying problems are

where treatment begins. The
type of treatment(s) used depends
on the individual and their needs.
Family and friends can provide
stability and support during the
recovery process. Some families
may undergo family therapy if
the problems are rooted in the
home. College student personnel
such as resident assistants, stu-
dent assistants, hall directors, res-
ident directors, etc... can be an
excellent source for information,
guidance, and referral as well as
support through the process. In
addition, university counseling
facilities may be an excellent
place to begin. The specific
types of therapy include: support
groups, individual counseling
and/or psychotherapy, and in
some cases hospitalization.
Support groups serve as an arena
where students with the same
problems can talk to each other
with a facilitator present. They
help the patient feel like they are
not alone. Individual therapy pro-
vides a private atmosphere for the
anorexic or bulimic to work
through underlying issues.
Finally, hospitalization can be
necessary when the patient is
unable to control the disorder and
their life may be in danger.

Some people enter programs
before this point to aid their
recovery before it becomes too
late. This environment provides
different types of therapy in a
controlled setting. If a person
recovering from an eating disor-
der is not in need of hospitaliza-
tion, the best treatment is a vari-
ety of those mentioned, when



possible, to ensure a stable and
lasting recovery. Although not
all anorexics or bulimics will
respond to every method, they
should consider the options.

As student affairs profes-
sionals, there are several factors
we need to consider when look-
ing at eating disorders. We need
to consider the number of college
students with some type of eating
disorder, the most likely settings
where they will occur, and how
we can intervene and educate.
As stated in the introduction,
there are conflicting views in
research as to the number of stu-
dents with eating disorders. The
lowest given percentage is 1%
(Drewnowski, Hopkins,
&XKessler, 1988). This percent-
age was found using strict clini-
cal guidelines set forth by the
American Psychological
Association. Kathleen Berg
(1988) found that approximately
8% were bulimic by modified
clinical standards. Since we are
concerned with the well being of
our student population, we need
to consider the whole picture and
not simply the clinical criteria.
What the doctors are neglecting
to see is that clinical diagnosis
had to begin someplace; and that
if the problem had been discov-
ered earlier, the student may not
have incurred some of the serious
health problems. According to
the DSM 1IIR criteria, there
needs to be a weight loss of 15%
under normal body weight to be
diagnosed anorexic and two
binge eating episodes per week
for three months to be diagnosed

bulimic. The conflict here lies in
the fact that these are already
drastic problems. If a student has
binging episodes 3 - 5 times per
week for two weeks there is a
problem; however, that student
would not be considered bulimic
by clinical standards for another
2 1/2 months. These are the stu-
dents that need our help, those
who have been clinically diag-
nosed will in many cases need
hospitalization because the situa-
tion is so far advanced. If the
disorder is caught early, the stu-
dent may be able to handle it on
an out-patient basis and avoid
some of the more serious compli-
cations brought on by long term
behavior. Therefore, we need to
look at the higher figures and
plan our programs with those
numbers in mind. Another area
we need to consider is the fre-
quency of eating disorders among
those living in our residence
halls. Berg (1988) states:
Because the majority of
these students are away from
home for the first time, it is pos-
sible that residence hall living is
a situation that could serve as a
catalyst for the development of
anorexia and bulimia or that
could exacerbate existing eating
problems (p. 126). She also
found that there is a higher preva-
lence among those living in coed
versus those living in single sex
environments. With this infor-
mation we know where to target
our programs and interventions.
These programs and interventions
can include the following: train-
ing staff in the halls to spot warn-
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ing signs of eating disorders,
informing residents about eating
disorders and their dangers, and
sponsoring programs by health
center and counseling center
staffs on related topics such as
eating patterns, disorders, sex
role development, and self image.
In taking such proactive mea-
sures we can begin to tackle this
growing problem among today’s
college students.

In conclusion, we as student
affairs professionals in the 1990’s
need to be aware of the continu-
ing increases of eating disorders
among our college students.
Society has drawn a picture of
the ideal man and woman and our
students are trying to live up to
that picture. One of the state-
ments made by Drewnowski,
Hopkins, and Kessler (1988) is
that, “The prevalence of bulimic
behavior as opposed to bulimia
nervosa was somewhat
higher...since these women
denied losing control during a
binge, they did not satisfy the
strict DSM IIIR criteria for
bulimia nervosa” (p. 1322). Itis
not surprising that these women
did not admit losing control since
they are characteristically perfec-
tionists and have a fear of not
having control. These bulimic
behaviors need to be addressed
just like an eating disorder. The
same holds true for anorexic
behaviors of self starvation--they
should be addresses before they
become a larger problem beyond
control. We as student affairs
personnel are in a unique position
to be able to instill proactive

measures into our systems. In
doing so we may be able to start
diminishing these disorders that
are infesting the students of
today, by giving them a ray of
hope for a better tomorrow.
Eating disorders have become a
rampant reality in our society; we
need to start taking the facts into
account.
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Suicide and Today’s Student

Brad A. Lau

My most important lesson
was almost fatal. I was
alone on the night that 1
received this knowledge.

Due to problems with par-

ents, friends, school, and, I

felt, life itself, a violent
depression was upon me, and
on that night I decided that
there was only one solution.

1 sat upon the floor with the

sleeping pills in front of me.

In my mind all of the bad

events of my life were played

again and again. I turned on
my radio and opened the pill

botile (Battle, 1990, pp. 253-

254).

This opening paragraph to a
freshman essay illustrates well a
growing and alarming problem in
today’s colleges and universities.
Most people rightfully think of
college as a time for frivolity and
fun. Tragically, however, there is
also a very dark side to college
life. College students are consid-
ered to be the group most at risk
for suicide (Domino & Leenaars,
1989, p.161). Further, the suicide
rate is much higher for college
students than for those not attend
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ing college.

Suicide has become the sec-
ond leading cause of death
among those that are15-24 years
of age. Over the past 25 years
the United States has seen a
250% increase in the number of
suicides occurring in this age
group (Howze, 1988, p.42). This
alarming growth in this country’s
suicide rate reflects worldwide
trends (Battle, 1990, p. 253).
Rudd concludes from his
research that while there are more
than 6,000 suicides each year,
there are possible 50,000 non-
fatal attempts every single year
(1989, p. 174).. In fact, some
raise this figure to 250,000-
500,000 (cited in Rudd, 1989, p.
174). As Rudd continues, “The
present study supports claims
that, contrary to public opinion,
suicide is a problem faced by a
large number, if not the majority
of young Americans” (p. 175).
With these staggering statistics in
mind the Student Affairs profes-
sional is placed in the position of
understanding and attacking the
problem of suicide in our col-
leges.

Understanding the Issues
Many significant studies dis-
cuss suicide as it relates to
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today’s college student. Two
recent studies aid our current dis-
cussion. The first is a study by
Domino and Leenaars on the dif-
ferent attitudes toward suicide
that are held by Canadian stu-
dents as opposed to students in
the United States (1989, pp. 160-
170). One of the most interesting
aspects relating to this study is
that there are very few cross-cul-
tural studies that assess the issues
surrounding suicide. The sample
consisted of 100 Canadian stu-
dents at the University of
Windsor and 100 U.S. students
from the University of Arizona.
It was carried out by administer-
ing the Suicide Opinion
Questionnaire (SOQ) to these
students. This instrument con-
sists of 107 items with 100 of
those covering attitudes toward
suicide and seven items covering
demographics.

Several interesting attitudes
were uncovered in the research.
A few examples will help us
understand the issues and atti-
tudes that are involved. Item 10
on the SOQ contains the state-
ment: “Most suicide attempts are
impulsive in nature.” While 34
percent of Canadian students
agreed with this statement and 32
percent of U.S. students agreed,
59 percent and 55 percent respec-
tively disagreed. Hence, most
suicides are seen as involving
some level of planning. Item 14
states: “Those who threaten to
commit suicide rarely do so.”
This is seen as a common mis-
conception, and yet, 48 percent of
Canadian students and a full 77

percent of U.S. students dis-
agreed with this statement. The
study also found that 74 percent
of Canadian students and 82 per-
cent of U.S. students disagreed
with the statement: “Suicide is
normal behavior.” A further
finding was that 92 percent of
Canadian students and 93 percent
of U.S. students agreed that “A
suicide attempt is essentially a
cry for help.” One other item of
note is that 58 percent of
Canadian students and 39 percent
of U.S. students disagreed with
the statement: “People who
attempt suicide are as a group
less religious.” However,
Domino and Leenaars hasten to
point out that very little research
has been done in this area,

A second study of note is
that of Rudd who surveyed 737
university students using the ten
items of the Suicide Ideation
Scale (1989). In his research,
Rudd found that 43 percent of the
students surveyed had experi-
enced some type of suicidal
ideation and 14.9 percent of those
had acted on it by either telling
someone or actually trying sui-
cide. Rudd found several items
of note in analyzing the data.
There was no significant differ-
ence between men and women
insofar as ideation is concerned
(13.59 percent of males and
12.89 percent of females had
experienced “serious suicidal
ideation”). However, it was
found that completed suicides
were three times higher for males
and attempted suicides
were three times higher for



females. This is due in part to the
lethality differential in the
attempts of men and women.
Also, women tend to be better at
crying out for help and express-
ing emotion than many men.

An additional finding was
that only 11.68 percent of stu-
dents from a nuclear family
(mother and father living togeth-
er) experienced serious suicidal
ideation, while 17.55 percent of
students from “disrupted” fami-
lies experienced this level of
ideation. Rudd considered this to
be significant and consistent with
other research. Rudd’s study
also assessed a students’ self-
identified political persuasion as
it related to their suicidal
ideation. He found that 20.9 per-
cent of those identifying them-
selves as “liberal”, 11.31 percent
of those identifying themselves
as “moderates”, and 8.5 percent
of those identifying themselves
as “conservative” had experi-
enced serious suicidal ideation.

It was found that the more liberal
one was, the more serious was
the ideation. Rudd suggests that
this may be because more conser-
vatives tend to have religious val-
ues that are prohibitive against
suicide as an option. However,
he hastens to point out that this is
mere conjecture and much more
research is required. This is the
same basic conclusion that was
reached by Domino and Leenaars
(1989) though they found that the
majority of students felt that reli-
gion had little or no effect on sui-
cide rates.

Rudd (1989) arrives at three

conclusions that are very signifi-
cant for our study. First of all, he
points out that suicide is a far
greater problem than most pro-
fessionals care to admit. Second,
he concludes that suicide for
males employs a greater degree
of lethality than suicides attempt-
ed by females. Finally, Rudd
points out that thoughts of suicide
do have a relationship with cer-
tain demographic factors.
Because of this, he contends that
we can use this information to
target *“‘high-risk” populations.
Hopefully, examining these
recent studies has proven helpful
in ascertaining some of the issues
that are involved in combatting
suicide on our college campuses.

Reasons for Increase in Suicide
Certainly, there is not any
one reason for the alarming rate
of suicide which we currently
face. However, there are a num-
ber of factors that seem to con-
tribute to this problem. First of
all, the increasing use of alcohol
and other drugs seems to have an
impact on the suicide rate
(“About Suicide,” 1979). A sec-
ond reason identified by Battle is
the increasing attitudes of hope-
lessness among today’s students
(1990, p. 254). In fact, one of the
greatest worries of today’s col-
lege student is finding a meaning
and purpose to life. This should
speak loudly and effectively to
Student Affairs practitioners. A
third reason is the desensitization
toward violence that is all too
apparent in today’s culture and
forms of entertainment. Fourth,
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many students have difficulty
adjusting to the rigors and
demands of college life. All too
often, they are ill-equipped to
cope with the stress (Howze,
1988). Indeed, Americans,
emphasizing success at any cost,
tend to place themselves under
more stress than individuals in
many cultures (Wodarski and
Harris, 1987).

A fifth reason is that many of
today’s students live in what this
writer calls an “exaggerated reali-
ty.” Problems become all-con-
suming and reality becomes dis-
torted because of obstacles that
seem insurmountable. Wodarski
and Harris identify four compo-
nents to this faulty reasoning
process (1987). First, they point
to “arbitrary inference” by which
the student concludes something
based on circumstances that are
not supported by the facts. A
second distortion is “overgeneral-
ization” whereby a student takes
an isolated incident and extends it
to all of life. Third, they point to
the magnification of small prob-
lems into giant ones. Finally,
Wodarski and Harris point to
what they term “‘cognitive defi-
ciency” where a student ignores
vital considerations is overcom-
ing a problem or circumstance.

Though many more reasons
for the increase in suicide could
be considered, one more should
suffice for the purposes of this
discussion. This problem is well-
stated by Wodarski and Harris:

Growing up today is differ-

ent from growing up in the

1960’s. Then most children

had relatively warm, caring
families; stable school envi-
ronments; and trusting
adults. In contrast, a signifi-
cant percentage of today’s
teenagers are maturing in a
state of relative fear (1987,
p477).
This is even further specified by
Wodarski and Harris when they
conclude; “Sociological
researchers tend to view the phe-
nomenon of adolescent suicide as
reflection of the turmoil in
American families” (1987, p.
479). This emphasis on family
background is also supported by
Howze (1988). Thus, to under-
stand students, the Student
Affairs professional must under-
stand the homes from which they
come and the demographics of
those homes on a national level.
This should give us a partial
framework from which to address
the problem of suicide as Student
Affairs professionals.

Addressing the Problem of
Suicide

Look for the Warning Signs

It is vital when responding to
the issue of suicide that Student
Affairs personnel be informed as
to the warning signs of a poten-
tial suicide. This education must
extend to every level of the
department. Further, it is impor-
tant that sensitivity to individual
issues be maintained in this
process. Staff may have dealt
personally with a suicide or an
attempted suicide by someone
who is close to them, possibly



even in their own lives. There
are many indicators that may
identify a person who is “at risk.”
However, let it be unequivocally
asserted that the presence of one
or more of these factors does not
necessarily mean that a student is
going to commit suicide.
Nonetheless, the principle “better
safe than sorry” is a good stan-
dard to follow when a person is
obviously suicidal.

Some of the waming signs to
which we should pay attention in
the lives of students are as fol-
lows:

1) excessive and prolonged
depression

2) verbal statements express-
ing hopelessness

3) giving away prized pos-
sessions

4) truancy or severe discipli-
nary problems

5) severe behavioral changes
such as extreme boredom, loss of
appetite, loss of or dramatic
increase in sexual activity and/or
appetite

6) severe mood swings

7) extreme pessimism

Shneidman identifies ten charac-
teristics of a potentially suicidal
individual which prove helpful to
our discussion (1987, pp. 56-58):

1) “unendurable psychologi-
cal pain” which must be lessened
by the counselor

2) “frustrated psychological
needs” which must be addressed

3) a frantic search for any
kind of solution to one’s prob-
lems

4) an attempt to end con-

sciousness through escapism

5) helplessness and hopeless-
ness

6) perception of very limited
options

7) ambivalence

8) a clear communication of
suicidal intent (note: about 80
percent of those attempting
suicide give clues as to their
intent)

9) escapist attitude

10) abnormal coping patterns
and problem-solving capacity

With these typical patterns in
mind, the Student Affairs practi-
tioner can be prepared to respond
to cries for help.
Respond to Warning Signs

There are numerous steps in
responding to a potential crisis.
First, as professionals we must be
concerned about how a potential
or actual suicide will affect the
community at large. Dismuke
offers several steps in preparing
for potential tragedy:

1) plan ahead as to how the
community will respond

2) organize a committee to
respond to a suicide

3) identify clearly experts
and resources

4) never do anything that
would “glorify” death or suicide

5) be aware of “at risk”
groups

6) prepare a plan as to how
the institution will deal with the

media if a tragedy occurs

7) watch for environmental
influences that might induce sui-
cide (1988, p. 21)
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Second, Student Affairs profes-
sionals must educate and respond
to “at risk” individuals. This
involves confronting, listening,
breaking confidentiality, remov-
ing potential weapons from the
environment, and not leaving the
individual alone without account-
ability depending on the severity
of the behavior (Howze, 1988, p.
42).

In addition to the above
responses, we should be aware of
how students communicate;
whether verbally or written. This
involves teaching basic commu-
nication skills to students.
Further, we must encourage the
development of an individual’s
capacity to make informed, wise
decisions and resolve personal
problems in a healthy way. Only
when some of these basic and
essential skills are mastered can
we prepare students to face the
problems of an increasingly com-
plex and challenging society.

A Challenge to Student Affairs
As is the case with many
issues, the tragedy of suicide on
our nation’s campuses must be
met by Student Affairs. It is up
to us to provide the support and
education that will encourage and
give hope to students across our
nation. To accomplish this, I
would echo the challenges that
have appeared in this paper and
add one other. It is the feeling of
this writer that the twin philo-
sophical pinnacles upon which
current student development the-
ory is based - those of existential-
ism and pragmatism - must be

reexamined. Existentialism,

which is known in philosophical

circles as a philosophy of despair,

seems a strange bedfellow for a

profession that seeks to bring

hope and meaning to students.

By the same token, pragmatism

seems an odd philosophy to

embrace as what “works” is often
not what is “right” or “beneficial”
to the individual or to the com-
munity. Suicide often “works”,
but that does not mean that it is
an acceptable solution to one’s
problems.

The challenge before us is
clear. The freshman, with whose
essay this paper opened, did not
stop writing after the first para-
graph. He found that there were
many who cared about him and
supported him in finding solu-
tions to his problems. He discov-
ered that life is worth living and
that suicide is not the answer.
That is the message which
Student Affairs must communi-
cate loud and clear!
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The R.E.P.S. Program:
Mediation Training For
Residence Hall Staff

Maggie Miller

The Problem

As a hall director at
Colorado State University, I
encountered a situation familiar
to any residence life staff mem-
ber; an abundance of roommate
conflicts throughout the hall.
These conflicts were the result of
any number of issues from habits
of cleanliness and personal
hygiene to value differences
regarding alcohol and sexual
behavior. The common denomi-
nator in most of these conflicts
was the inability to communicate.
Students lacked assertiveness and
instead spoke aggressively or
passive-aggressively, they did not
know how to demonstrate listen-
ing behaviors, and they tended to
jump to solutions before gaining
a full understanding of the prob-
lem. Sometimes this lack of
communication accompanied an
unwillingness to work together;
quite often, however, the willing-
ness was evident but the skills
were lacking.

Roommate conflicts tend to
arise early in the semester when
two people make the initial dis

Maggie Miller, ‘92, is the Graduate
Assistant in the Lory Student Center
at Colorado State University

covery of incompatibility. These
often smooth out over time as the
roommates discover the more
positive aspects of their relation-
ship and learn to adapt to each
other. Sometimes the initial con-
flict is ‘brushed under the carpet’
because neither resident is com-
fortable confronrting the situation.
Most of us have been conditioned
to avoid conflict. Brushing
something under the carpet, how-
ever, does not make it go away.
During midterms and finals
weeks, the original problem aris-
es again, often in exacerbated
form. Now the conflict becomes
a crisis.

Resident advisors are usually
the first of the residence life staff
to become aware of potential
roommate conflicts, because they
live in such close proximity to
their residents. They are also
possibly the best suited to work
with roommates in conflict
because they have good rapport
with their residents and a reputa-
tion of impartiality. However, all
too often, resident advisors do
not receive training in conflict
management. Many administra-
tors believe that the abilities for
which resident advisors are hired
and the skills picked up in basic
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training will be sufficient to see
them through resident roommate
conflicts. Usually the training
schedule for staff is reserved for
bottom-line basics such as fire
safety procedures and communi-
ty-building. Whatever the rea-
son, the resident advisor is often
faced with roommate conflicts
without a solid background in
dispute resolution theory and
practice. When confronted with
a roommate conflict, many resi-
dent advisors ‘encourage the
roommates to talk to each other,’
or ‘encourage communication
and then patience.” When resi-
dents lack the skills to effectively
‘talk to each other,” and when
patience wears thin, the default
option is usually a room change.

It is the goal of residence life
staff members to foster an envi-
ronment which enhances the
development of students. The
greatest disadvantage of changing
rooms without addressing the
conflict is that each resident
moves on, believing that the
problem was the fault of his or
her roommate. In this scenario,
roommates take their own contri-
butions to the conflict - be it
intolerance, insensitivity, inabili-
ty to communicate, or objection-
able hygiene habits - with them.
The pattern of conflict-avoidance
is reinforced and a rich opportu-
nity to learn about communica-
tion, human relations, and one’s
identity is lost.

Many resident advisors
attempt to ‘speak to the room-
mates individually and then
together,’ or ‘get the three of us

to talk.” This initiative on the
part of the resident advisors is
commendable. However, most
people who have supervised resi-
dent advisors know that the R.A.
untrained in mediation may
spend hours mired in the conflicts
of his or her residents. Some
R.A.’s get caught in the middie,
literally going back and forth
between two roommates, trying
to convince each of the other’s
position. Others take on an arbi-
trator role which may force them
to make decisions that they
should not or need not make.
Still others give so much time
and attention to the problem that
their own grades and sleep pat-
terns suffer. Many professionals
and paraprofessionals in student
affairs have tendencies toward
co-dependency, helping others in
order to satisfy their own need to
be needed. This opportunity to
be caring, supportive, and impor-
tant to people in crisis is like
quicksand. Resentment and
burnout are typical results of this
pattern.

Mediation: A Possible Solution
There is a way for resident

advisors to assist in roommate
conflicts, providing a develop-
mental opportunity for residents
and protecting their own mental
health in the process. In the last
few years, various forms of alter-
native dispute resolution (ADR)
have become popular substitutes
for traditional modes of conflict
management. Psychologists,
consultants and lawyers are
learning these methods and find-



ing them applicable to their work.
One ADR technique, mediation,
has become a popular approach
to conflict and negotiation in
higher education settings.
Mediation is a voluntary
process in which a neutral third
party facilitates negotiation
between two or more disputants.
The mediator begins the process
by defining mediation, describing
his or her role, and setting com-
munication ground rules. He or
she then works with the dis-
putants to clarify the interests of
each. During this stage, the
mediator uses reframing tech-
niques to clear toxic language
from the discussion and make it
casier for each person to under-
stand the interests of the other(s).
(For example, one resident may
say, “my roommate is such a
slob... he’s always leaving his
*/@$ laundry everywhere!”
After clarification, the mediator
could reframe this as, “You get
angry when your roommate
leaves his laundry on the floor of
the room.”) After the interests of
the individuals have been articu-
lated, the mediator sets the agen-
da of issues to be addressed, and
helps the parties generate, evalu-
ate, and agree upon solutions for
each issue. At the close of the
mediation process, the disputants
record their solutions and sign
this ‘contract.” A simple room-
mate conflict (a cleanliness issue
or the problem of a significant
other who spends too much time
in the room) may be mediated in
one or two hours. More compli-
cated scenarios may take more

time.

Mediation is useful in the
residence hall because it gives
students an opportunity to experi-
ence positive resolution of con-
flict. The mediator provides
plus-one modeling of communi-
cation skills. Practice of these
skills will help the residents in
their other relationships.
Successful communication brings
new levels of intimacy.
Roommates who are able to
resolve differences may experi-
ence more support from each
other after this experience.
Mediation gives us the opportuni-
ty to see ourselves as others see
us, which is helpful to identity
development. Resident advisors
who successfully facilitate medi-
ation gain increased self-confi-
dence and greater credibility
among their residents.

Given the pervasive problem
of roommate conflicts on college
campuses and-the positioning of
resident advisors as potential
problem solvers, and given the
possibilities of mediation as a
developmental tool in the halls, I
decided to develop a mediation
training program at Colorado
State University for paraprofes-
sional residence life staff.

The Residential Experts in
Problem-Solving (R.E.P.S
Program
My first step was to generate
interest among student staff in the
residence halls and assess their
perceptions of roommate con-
flicts. I distributed a “Roommate
Conflict Resolution Survey” to
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141 staff members on campus.
Sixty-one (43%) of these were
returned. For the specific pur-
pose of establishing a training
program, I was most interested in
the answers to the question,
“Would mediation training have
helped in your job?” Thirty-
seven people (61%) responded
affirmatively. (Some people
answered, “it did,” or “No, it
already did.” These respondents
had apparently received some
training in this area, and they
expressed that it had been help-
ful, which is what I wanted to
know. I felt that for the non-sci-
entific purposes of my survey—
this project was, at the time, more
of a hobby than a real study—I
could interpret these answers as
affirmative.) Six (10%)
answered “‘maybe,” eleven (18%)
answered negatively, and six
(10%) either answered ‘N/A’ or
wrote no response. One person
answered ‘any,” which I could
not interpret.

These results, which indicat-
ed that about 70% of the respon-
dents thought that mediation
training might help R.A.’s do
their job, were encouraging. 1
reviewed the literature to learn
more about mediation training
programs on other campuses.
Although I found useful informa-
tion on roommate communication
skills workshops (Koenigsberg &
Susman,1985; Waldo, 1985;
Waldo, 1989; Waldo & Morrill,
1983), and some interesting work
on mediation in higher education
(Hayes & Balogh, 1990;
McCarthy, 1980), there was little

information on the resident advi-
sor as a mediator of roommate
conflicts. Hayes and Balogh pro-
vide the interesting fact that of
1019 NASPA member institu-
tions surveyed regarding media-
tion programs, only 29 were
identified as having formal pro-
grams. This seems consistent
with the lack of research in this
area.

Hayes and Balogh also note
that

The lack of formal training

in the mediation process pro-

vided for directors and medi-
ators was a definite weak-
ness among the institutions
surveyed. Although 41% of
the directors had not
received any such training,
the majority of those serving
as mediators (69%) received
their training “in-house.”

This suggests that many

mediators were trained by

people who did not have for-

mal training themselves. (p.

238)

My own lack of formal train-
ing was of concern to me and the
University Ombudsman, who
was advising me on this project.
The Code of Professional
Conduct for mediators (Moore,
1982) suggests that mediators
should *“constantly upgrade their
skills and theoretical ground-
ing...” (p. 13). The Ombudsman
suggested that I receive forty
hours of training myself before
attempting to teach others.
During the summer of 1991, I
attended a week-long program on
the mediation process, presented



by the Center for Dispute
Resolution (CDR) in Boulder,
Colorado.

This instruction was
extremely helpful and gave me a
variety of ideas for designing my
own training session. In August
and September of 1991, I met
with fourteen members of the
Residence Life and Apartment
Life staffs. Through the survey, I
had identified eleven resident
advisors who expressed interest
in receiving mediation training.
In the Fall semester, a number of
those originally interested were
unable to attend, but new recruits
(not necessarily resident advi-
sors) took their places. These
included graduate student staff in
the Department of Housing and
Food Services, many of whom
were not live-in. They attended
the workshop because they were
interested in the topic, but were
not planning to apply the material
in their jobs.

In the first session, introduc-
tions were made and the topics of
attitudes toward conflict and
interest-based bargaining were
addressed. A colleague from
Off-Campus Student Services,
who had attended CDR’s training
for her own professional develop-
ment, assisted in the second ses-
sion. In this session we presented
all of the steps of the mediation
process. Practical and theoretical
perspectives were explored, and
each technique was introduced
through lecture, case-study, and
role-plays. We also discussed the
limitations of mediation, self-care
for the mediator, and the logistics

and ethics of conducting media-
tion in the residence halls.
Altogether, eight and one half
hours of training were provided.
While the training moved along
at a quick pace, sufficient time
was allowed for questions and
answers.

A month after the training, I
distributed evaluation forms
which used a five-point Likert
scale and solicited comments. I
wanted to learn if the training had
been useful for participants. Ten
of the fourteen evaluations were
returned. All those who respond-
ed had found the training interest-
ing and the presenters well-pre-
pared. All indicated that they
would recommend the workshop
to others, and nine of the ten
respondents circled “strongly
agree” on this question. This
feedback was extremely gratify-
ing.

To the question, “I have
found the training applicable to
my job,” five people answered
affirmatively, two answered neg-
atively, and three circled the mid-
dle number ‘three.” To the ques-
tion, “I have used some of the
skills I learned,” four answered
affirmatively, two negatively, and
four circled the number ‘three.’
These results did not surprise me,
considering the final composition
of the class.

Originally, I had hoped to
establish monthly follow-up
meetings with the fourteen partic-
ipants of the workshop. I had
also hoped to develop a second
training session in the Spring
semester for those who had been
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interested but unable to attend the
Fall program. Finally, I wanted
to create an ongoing training sys-
tem which could continue at CSU
in the coming years. Unfortu-
nately, time is a limited resource,
and other projects such as my
professional paper and the job-
search process have taken prece-
dence as I near graduation. Iam
extremely satisfied with this
experience, however, and believe
that it can provide a foundation
for future mediation programs.

Conclusions and
Recommendations
Mediation as a problem-
solving process and an opportuni-
ty for student development is still

relatively underutilized in resi-
dence halls. The survey I used in
this project supports the idea that
mediation training can be useful
to residents advisors. I hope that
the workshop described here will
serve as a model for other resi-
dence life staff who want to inte-
grate alternative dispute resolu-
tion into their procedures for han-
dling roommate conflicts.
Training takes time, and time
is limited during the opening
months of the Fall semester. My
training program lasted eight
hours, however I would prefer to
use ten or twelve hours if I con-
duct this program again. There is
much information to be covered
and much practice needed before
participants feel comfortable
working in actual conflict situa-
tions. Many staff members do
not have twelve hours to commit
during the opening of the halls. 1

recommend that if resident advi-
sors are to receive this training,
they should receive it on a volun-
tary basis in the Spring before the
term of their employment. If
they receive it in the Fall, I sug-
gest that they be relieved of other
responsibilities during that time.

Creating this program also
took time. A full time profes-
sional staff member might be
able to reserve more time for this
process than a graduate student
conducting a practicum.
Developing a system for using
mediation in the residence halls
would take a few years. The rel-
ative longevity of a professional
staff member, contrasted to that
of a student, would be favorable
for establishing such a system.

Mediation has its limits,
Ideal conditions for mediation
include voluntary participation,
interdependent relationships
between disputants, and a low
level of hostility in the conflict.
Not all roommate disputes are
characterized by this description.
In some cases, the situation is
unmanageable and a room
change is the best option.
However, many conflicts, if they
are addressed by trained staff
before they reach crisis propor-
tions, can be resolved through
mediation. In the developmental
setting of a college campus,
mediation may be considered
successful even if it results in a
room change, provided that the
participants learn something
about themselves, each other, and
the nature of constructive com-
munication.



Mediation is also limited
because it is based on a middle-
class, White, Western model of
communication, which supports
the practices of assertiveness and
directness. The mediation model
may be unrealistic in internation-
al student housing or other
diverse settings. Encouraging
mediation without respecting the
background of residents demon-
strates a lack of respect for cul-
tural differences and perpetuates
Eurocentric thinking. It would be
useful to explore the cultural lim-
its of mediation and to examine
methods of alternative dispute
resolution in other cultures.

Despite the limitations of
mediation, it is an excellent tool
for teaching and community liv-
ing in university housing.
Integration of this process in resi-
dence life settings has only
begun. There are stili many stud-
ies to conduct, articles to write,
and programs to create. The
impact of an in-hall mediation
system on student satisfaction
and retention is worthy of exami-
nation. The applicability of
lessons learned in mediation to
student development, on both
interpersonal and cross-cultural
levels, would make a fascinating
study. I hope that this article pre-
sents an inviting preview of the
enormous potential of alternative
dispute resolution on the residen-
tial college campus.
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Principle-Centered
Leadership

Stephen R. Covey
New York, NY: Summit Books, 1991
334 pages, $20.00

Review by
David A. McKelfresh

Principle-Centered Leader-
ship introduces a new paradigm -
that we center our lives and the
leadership of our organizations
and people on certain inviolate
principles. Stephen R. Covey,
author of the nationwide best-
seller, The 7 Habits of Highly
Effective People, provides an
empowering philosophy for life
that demonstrates how lifelong
learning can transform personal
and work relationships. Covey
makes the case that “ineffective
people try to manage their time
around priorities, whereas effec-
tive people lead their lives and
manage their relationships
according to principles — natural
laws and governing values that
are universally valid.”

The book is organized into

. two sections: the first section is

comprised of thirteen chapters
focusing on personal and inter-
personal effectiveness, the sec-
ond section embodies eighteen
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chapters regarding managerial
and organizational development.

In section one Covey sug-
gests that real character and skill
development is irrevocably relat-
ed to natural laws and governing
principles. Two master princi-
ples covered in this section are
1) trustworthiness at the personal
level, and 2) trust at the interper-
sonal level. One chapter of note
in this section is titled “Moral
Compassing.” Covey maintains
that that a “map” is of limited
value when managing in the
wilderness of changing times,
and that what is needed is a
“moral compass” — principles,
core beliefs, the verities of life,
true north.

In section two Covey focuses
on issues and challenges that face
all managers — supervision, del-
egation, participation, expecta-
tions, and performance agree-
ments. Two master principles of
management and leadership cov-
ered in this section are 1)
empowerment at the management
level, and 2) alignment at the
organizational level. Covey’s



suggestion in one chapter is this:
“Manage from the left, lead from
the right.” Covey applies
research on brain theory to help
in understanding why some pco-
ple are great managers but weak
leaders and states “leadership

deals with direction, management

deals with speed.” Covey sug-
gests a functional balance for the
strategic leader who intends to
provide direction and vision and
motivation.

The major contribution of
Principle-centered Leadership is
its ability to open the mind to the
“permanent things” — values,
family, relationships, and com-
municating. Covey has again
contributed a valuable publica-
tion for personal and leadership
effectiveness. Student affairs
administrators will do well to
carefully examine this book as a
guide to responding more effec-
tively at home and at work. In
summary, this clearly written
book can well serve as the stimu-
lus for the members of the higher

education community to practice -

empathy and synergy in their
efforts to be proactive and pro-
ductive. :
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