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Editors’ Comments
Victoria S. Pasternak, Tara L. Sherwin

We are pleased to present the 2003 edition of the Journal of the Indiana University
giudent Personnel Association. The national and international tumult of the past year has left
its mark on colleges and universities across the United States. Students and administrators
alike have felt the effects of our world's inability to respect and honor the differences among
human heings. However, as we compiled the final edited versions of this year's Fournal
submissions, we noticed the celebration of diversity represented in all of them. We feel prond
of our authors' desire to study and bring awareness to issues of diversity, especially in a time
when higher education struggles to keep these issues at the forefront of campus awareness.

“Fraternity Men and Homosexuality" examines the attitudes and behaviors of
fraternity members toward homeosexual students. "A History of Jews in Higher Education in
the United States” provides a thorough overview of Jewish students’ experiences in higher
education, both academic and social, since the inception of the first American univessity.
nSelf-Efficacy and Student Leaders” is a quantitative study that looks at the influence of
various factors, with a special emphasis on gender, of students' beliefs in their leadership
capabilities. "Here Today, Gone Tomorrow” analyzes the presence of both Black students
and affirmative action policies in historical and current times. A guafitative study, "Assessing
International Student Perceptions of the Classroom Environment at & United States Business
School" describes the cxperiences of international students in the American classroom and
suggests ways to enhance those experiences. Finally, "White Students” Attitudes and
Behaviors Toward People of Color" provides insight to the reasons behind White students’
thoughts and actions toward people of color, noting in particular how gender differences
affect those thoughts and actions. Clearly, this year's authors all felt a strong need to address
issues of diversity and underrepresented students, and we applaud their dedication and
success in doing so.

The 2003 Journal could not have been completed without the help of Kate Boyle. Her
constant advice and unfailing support, in addition to her hard work in obtaining the grant
money that helped fund this year's edition, are appreciated more than she knows. We wish
her the best of luck this summer as she defends her dissertation and earns the well-deserved
titie of "Doctor!" We would also like to thank Chris Heasley for his innovative cover design,
as well as the many HESA alumni and friends who continue to help us provide this wondesful
service fo our readers.

Finaily, we would like to thank the extraordinary Masters and Doctoral students who
served on this year's Journal Review Board. Without their hard work and dedicated efforts,
the Journal could not have continued its tradition of exceptional content and quality. Again,
we would like to thank our peers for their professionalism and sincerity throughout the entire
review process. We hope that you enjoy this edition of the Journal, and that you continue to
support and contribute to the Journal, the Indiana University Student Personnel Association,

and Indiana University.

Vicky Pasternak graduated with a M.S. in Higher Education and Student Affaivs from Indiana
University in 2003, While at Indiana, Vicky held an assistaniship as a Graduate Supervisor in {he
Wright Quad and worked in the Office of Student Ethics. Vicky received her B.A. in Communica-
tions in 1998 from Marquette University.

Tara Sherwin is o current Master’s student in the Higher Education and Student Affairs program
at Indiana Universily. She works as the Graduate Assistant for the Student Alumni Association
and has served as the Graduate ftern for IU's Office of Orientation Programs. Tura received her
B.A. in English from Texas Christian University in May of 2002,
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State of the Program
Kate Boyle
Master’s Program Coordinator

Spring has arrived here in Bioomington and I'm pleased to offer you the 2003 edition of
the JUSPA Jowrnal! 1 have had a wonderful first year as the coordinator of the Higher Education
& Student Affairs master’s program. We welcomed forty first-year students from across the
nation. This is the largest class in recent memories and they have certainly brought many talents,
to us and will be wonderful additions to the field of Student Affairs. The second-year cohort
members are looking forward to graduation and mary of them are already successful in their job
search efforts and have announced where they are off to in the coming year!

Our faculty continue to provide active leadership in research, teaching and service. Trudy
Banta provides excellent leadership within the TUPUI program. She has published the book
Building a Scholarship of Assessment which has contributions from George Kuh, Vic Borden
and others at TUPUL. Trudy was announced as the 2003 winner of the Sidney 8. Suslow Award
given by the Association for Institutional Research (ATR) for “scholarly contributions to the field
of institutional research. Deborah Carter, who continues to be an essential part of the HESA
program, has recently received tenure and has been promoted to Associate Professor. Nancy
Chism, also one of our key facuity for the IUPUI program, has had three recent publications
regarding facully development and learning environments. Don Hossler has been working with
current and former IU doctoral students on a project funded by the Lumina Foundation to
examine how the College Decision-Making Process has changed over the past fifty years.

Mary Howard-Hamilton has been named Chair of the HESA Program and has provided
wonderful leadership for the master’s and doctoral programs. George Kuh continues to expand
the CSEQ and the NSSE through the grants received from The Pew Charitable Trust. George
was the 2002 recipient of the Sidney S. Suslow Award given by AIR. Doug Priest, previously
the Associate Vice Chascellor for Budgetary Administration and Planning, has joined the faculty
full-time. Doug recently collaborated with Don Hossler, Ed St. John and another author on a
book regarding budgeting systems in public universities. Ed St. John has written several pieces
recently on social class and college costs. Ed received the 2002 Leadership Award from the
Association for the Study of Higher Education (ASHE). Each of our faculty contribute to the
field of Higher Education and Student Affairs through publications and acknowledgements, but
also so much through their day-to-day interactions with the doctoral and master’s stdents in the
HESA program.

Interest in the master’s program in Higher Bducation & Student Affairs remains high
as we continue to attract new students to the program. We had approximately 95 students on
campus during our two Outreach recruitment sessions in February. We expect a full class of
talented students to join us in the fall. This year, we extended our Outreach program and began a
doctoral student Outreach that had 20 students attend. We also continued to participate in a
number of graduate preparation fairs.

The IUSPA Journal is one of the hallmarks of our program. As we pursue knowledge
in higher education and student affairs, the student authors challenge themselves to submit
articles that are reviewed and edited by their pecrs. The editorial team aiso has a wonderful
opportunity to improve their skills in reviewing, critiquing and editing the submitted works.
However, this opportunity continues only via your generons contributions. Please designate
donations to the annual fund drive to go towards the Journal so that we can continue to produce
this exceptional opportunity for our students and for you to receive as alumni. On behalf of the
faculty, students, and staff of the program, thank you for your support and contributions to the
HESA program. Through your continued efforts to refer talented students to the program and to
financial support our program you provide the necessary elements to sustain our strong Higher
Education & Student Affairs program at Indiana University!
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Fraternity Men and Homosexuality:
An Attitudinal and Environmental Assessment

Kerry Fieming, Jason Jones, Kevin McCord, & Eric Marc Ratner

Through a self-administered survey, this study examined the levels of ho-
mophobia within Greek chapters at a public Research [ insiifution in the
Midwest. Additionally, various environmental factors within each chapter
were assessed in order to determine which factors within the fraternal living
enviromment might influence attitudes toward homosexuality. Confrontation
of negative messages and quality GLB-related programming were found io be
significant deterrents of homophobia. This research suggests the necessity of
more diversity education within Greek chapters that teaches members how to
effectively confront negative messages within their chapter houses.

Over the past few years, issues of gay, lesbian, and bisexual (GLB)
students have joined racial, refigious, and ethnic concerns at the forefront of
diversity research. Although studies regarding attitudes and perceptions
toward GLB students on college campuses are easy to find, little research
has explored the influence of the fraternal living environment on members’
attitudes toward homosexuality (Case, 1996). Unfortunately, what little
research does exist regarding GLB issues within the fraternity environment
shows substantial levels of discrimination against prospective members
perceived as possibly gay, even to the extent of dismissing them from
membership (Case, 1996).

Peer groups, in the form of Greek organizations, serve as some of the
strongest socializing agents on college campuses, exerting great influence
over the social and academic behavior of their members (Kuh, 1982).
Consequently, these negative attitudes have forced numerous others to
remain in the closet for fear of threats and harassment from fellow mem-
bers. Not only does this hostile environment ignite issues of equal access,
but it also stagnates the essential processes of student development, thereby
undermining a principal goal of the college experience (Highlen, Bean, &
Sampson, 2000). The purpose of this research, therefore, is three-fold: to
collectively assess fraternity members’ attitudes toward homosexuality, to
explore the nature of the fraternity living environment, and to draw relation-
ships between the two.

Literature Review

Greek Values and Group-Think

The relevant literature acknowledges the importance of student culture,
in the form of fraternities and sororities in the undergraduate population.
Greek letter organizations represent thriving sub-cultures on their respective

campuses, providing undergraduates with a wealth of values and norms for
7
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other members to inherit through membership (Love, Boschini, Jacobs,
Hardy, and Kuh, 1993). In a study of American fraternities, Rayburn (1993)
lists fraternal values such as, “academe, brotherhood, culture, diversity,
loyalty, individuality, tradition, religion, and leadership” (p. 25). Interestingly,
Ravburn (1993) cites “culture™ and “diversity” as being of least importance
to the fraternity members surveyed.

Fraternities lack the necessary support for diversity within their chap-
ters for many reasons (Johnson, 1970). Members who endure shared
experiences tend to lose their individuality and begin to develop a collective
attitude or group-think mentality that is socially acceptable for their surround-
ing fraternity environment (Nuwer, 1999), Since these values exclude an
appreciation for diversity in their membership, gay students are left behind.

Campus Climates

In areview of twenty-four studies on campus diversity, Berrill (1992)
noted that 80 percent of GLB college students had been verbally harassed;
44 percent had been threatened with violence; 33 percent had been chased
or followed; and 17 percent had been physically assaulted. In another study
of GLB students, data show that 31 percent of GLB students left school for
at Teast one semester, and 33 percent either dropped out or transferred
because of harassment issues (Sherrill & Hardesty, 1994). These statistics
fiemonstrate the hostility of the campus climate for students struggling with
issues of sexual orientation and gender identity. Such environments can have
a drastic effect on the identity development of homosexuals. For example,
the “Identity Pride” stage in Cass’s (1979) model of homosexual identity
formation states that GLB students must address an oppressively
heterosexist living environment to progress to the next developmental level.
However, in order to avoid a hostile experience, they will be prone to act like
a heterosexual if it appears to be the overriding norm within their peer group .
{Blumenfeld, 1992).

This is certainly the case within the Greek environment (Case, 1996,
Blumenfeld, 1992; Hughes, 1991). Case (1996) distributed a 32-question
self-administered survey to GLB fraternity/sorority undergraduates and
alumni across the country, the results of which demonstrated that Greek
chapters often discriminate against prospective pledges if they suspect them
to be gay or lesbian. Tn Case’s (1996) study, negative attitudes toward
homosexuality were naturally linked to the unwelcoming climate within
Greek chapter houses, but perceptions of surrounding chapters in the com-
munity were also cited as a major issue.

Additional Influences
' Homophobia is not only a product of a campus living environment;
attitudes towards homosexuality can and are often learned before a student

8
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joins a fraternity or sorority (Case, 1996). Other factors that can affect an
individual’s attitnde toward homosexuality include previous relationships with
homosexuals and education on homosexual issues.

Many gay students feel invisible to their family and peers and are
anable to maintain close, positive, and honest relationships with their peers.
Galupo and St. John (2001) found that friendships between homosexual and
heterosexual students proved to be rewarding experiences for both parties in
the friendship. While sharing the general benefits of friendship, the relation-
ships were found to be mutually supporting of each other, regardless of
sexual orientation, while also promoting both cognitive and social-emotional
development (Galupo & St. John, 2001). Establishing cross-sexual orienta-
tion (e.g. friendships between heterosexuals and homosexuals) relationships
in high school allows for understanding and familiarity between both groups
(Lee, 2002).

Another factor that influences this understanding between sexualities is
the quantity and content of sex education for young people. A lack of
sufficient sex education can result in young adults, particularly men, force-
fully asserting their own views of sexuality and social acceptance, often in
the form of violence (Van de Ven, Bornholt, & Bailey, 1996). Effective
sexual orientation education allows for individuals to learn respecting diver-
sity among their peers by recognizing how mere phrases can hurt or injure
another individual (Plummer, 2001). Additionally, education that teaches
individuals to view sexuality on a continuum is likely to dissuade feelings of
homophobia (Griffin, 1998; Kinsey, Pomeroy, Martin, & Gebhard, 1953).

Higher education literature thoroughly explores the benefits of student
involvement in Greek life, and it also examines the reasons why Greek
communities systematically discourage diversity. However, developing a
better understanding of the attitudes of fraternity men toward homosexuality,
as well as establishing relationships between those attitudes and various
environmental influences of Greek life will enable student affairs profession-
als to concentrate their problem-solving efforts into more efficient solutions
for changing the fraternal culture.

Methodelogy

Participants

The researchers surveyed fraternity members at a large, Midwestern,
Research [, state-supported institution. The sample came from eighteen of
the nineteen traditional fraternal chapters that have on-campus residences at
the study university. One fraternity was eliminated from the sample pool
because the chapter’s status with the university was under review. Of all
the fraternitics contacted, a total of six agreed to atlow the researchers to
administer the survey to interested members. A total of 181 surveys were

9
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distributed and collected from members who agreed to participate. The
study sample included 46 freshmen (25.4%), 65 sophomores (35.9%), 44
juniors (24.3%), and 25 seniors (13.8%). The mean age of the participants
was 19,69 years. Sixty-three (34.8%) of the participants self-identified
themselves as holding a leadership position within their chapter.

Instrumernt
Researchers have grappled with the difficulties of accurately and

quantitatively measuring attitudes toward homosexuality. Between 1971 and
1978, at Ieast 31 reports of attitudinal studies of homosexuality were pub-

lished (Hudson & Ricketts, 1980). Hudson and Ricketts (1980) point out that

many instruments have blurred the distinction between “intellectual attitpdes

toward homosexuality...[and] affective responses toward homosexuality” (p. :

358). The former focuses on legality and morality, while the latter measures
irrational feelings of discomfort, fear, and anger toward homosexuals,
Weinberg (1972) defined homophobia in terms of fear of being in close
proximity with homosexuals, and Hudson and Ricketts (1980) chose this
definition as a model to create their Index of Homophobia (IAH).

. The researchers included additional questions at the end of Hudson and
Ricketts’ (1980) Index. The researchers’ survey, in turn, consists of the
following sections: fraternity members’ attitudes towards sexual orientation
fidapted from the Tndex of Homophobia (Huodson & Ricketts, 1980) consist’~
ing of 24 questions on a five-point Likert scale from 1 (strongly agr’ee) to5
(strongly disagree); a comparison of the individuals’ perceptions of them-
§elves and their respective chapter houses regarding homosexuality, consist-
ing of three pairs of questions on a five-point Likert scale also from 1
(stropgly agree) to 5 (strongly disagree); and questions regarding social and
physical environments within the house related to how negative messages
about homosexuals are encountered and addressed within the chapter.
These eighteen questions regarding social and physical environments were
on a four-point Likert-type scale from 1 {never) to 4 (often). The survey
closed with additional questions about policies and programming re garding
Sexqa'i orientation in and out of the fraternity and a section pertaining to the
participant’s demographics.

Procedure

‘ .The researchers administered surveys to groups of fraternity members
w1th.1n their respective chapter houses over a three-week period. Fraternity
presidents of the selected chapter houses were contacted for permission to
conlduct the survey. The surveys were administered at weekly chapter
busmegs .meetings for cach fraternity. At least one rescarcher was present
to administer the survey and answer participants’ questions,

10
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Data Analysis
According to Hudson and Ricketts (1980), a mean score of 0-25 is

regarded as high grade non-homophobic, a mean score between 25 and 50 is
regarded as low grade non-homophobic, between 50 and 75 is regarded as
low grade homophobic, and high grade homophobic refers to mean scores
above 75. In other words, the higher the score, the higher the level of
homophobia. Scores were calculated in accordance with the methods nsed
by Hudson and Ricketts (1980},

Questions from Section B were split into three pairs (1 and 2), (3 and
4), and (5 and 6). The first question of each pair reflects how a participant
would personally respond to homosexuality within the chapter house, while
the second question asks for a participant’s opinion about how the house as a
whole would feel. Comparisons for the mean responses in Section B were
used to see if the difference between the two questions in each pair was
significant.

The researchers then drew means comparisons and correlations
between various sections of data. Means comparisons (F-tests) and correla-
tions were drawn between scores on the IAH and various demographic and
environmental factors. A stronger relationship of IAH scores to input
factors, rather than environmental influences within the house, might weaken
the notion that fraternity house living breeds high levels of homophobia.

Limitations

Limitations seemed to fall within two areas: (1) the environment in
which the surveys were administered and (2) external influences. Each of
the researchers visited the fraternity houses after a chapter meeting to
administer the survey. While this was the best way to administer the survey
to as many chapter members as possible in one sitting, the researchers
noticed that chapter members were engaged in conversation and commen-
tary with other members. This may have constituted a hostile environment,
due to the confidential nature of the subject.

Additionally, while administering the surveys, the researchers identified
a possible external influence. Since fraternity chapter presidents were
contacted prior to the chapter meetings, there was ample time for any
chapter presidents concerned about the reputation of their house to possibly
influence their members to report socially desirable responses on the survey.

Results
Overall IAH Scores
A mean [AH score of 52.92 was found for the 181 participants.
Individual scores ranged the full spectrum of the IAH from 0.00 to 100,
Mean scores for specific chapters ranged from 44.21 to 58.67. The differ-
ence between these two extremes was found to be significant {p<.05).

1
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Section B

The overall analysis of Section B found participants rating their respec-

tive chapter as less tolerant of homosexuals than they rated themselves. The "
mean response from all of the participants for the “I” or “Individual” ques-
tions in Section B (questions 1, 3, and 5) were 2.15, 2.04, and 2.84, respec-
tively (sce Table 1).

A greater mean score in Section B indicates higher perceived levels of
discomfort with homosexuality. The mean responses to the “My house” ;
questions in Section B, on the other hand, were all greater than the scores
individuals gave themselves on matching questions. Questions 2, 4 and 6

simply replaced the word “I” from questions 1, 3, and 5 with the words “my
house.” The mean scores for the “My house” questions (2,4, and 6) were
2.62,3.52, and 3.18, respectively. A paired samples comparison of the
means in Section B, in turn, produced a significant difference (p<.05) be- :
tween all paired questions (questions 1 and 2;3and 4; and 5 and 6, see Table
2 as it relates to corresponding data in Table 1). A greater mean score in
Section B, therefore, indicates that the respondent tended to disagree more

with the questions pertaining to the perceived attitudes of his respective
chapter house.

Table 1
Mean Scores from Responses to Section B

Chapters
All A B C o E
n=[80 n=15 n=37 n=25 =39 a=47

Question M SD M 8D M SD M 8D M Sp M 5D

—

215 086 167 472 241 0.99 235 080 210 075 202 081
2 262 095 L83 070 276 .14 3.00  0.69 27 079 240 077

3 204 Li3 233 L1} 343 109 jd6 121 287 089 281 19
4 325 1M 233105 354 117 369 079 305 083 310 079

5 284 111 267" 0.98 319 122 3.08 115 2.67 095 250 102
] 318 112 32r 12 343 121 319 113 315" 1.0L 290 098
Note. Question 1: If a brother “came out” 1 would be supportive of that individual.

Question 2: I a brother “came oul™ my house would be supportive of that individual,

Question 3: If a gay brother were to bring a male date to house functions, T would be supportive.

Question 4: If 2 gay brother were to bring & male date to house [unctions, my house would be sapportive,
Question 5: T would be comfortable if other Iraternities knew (kat my chapter has 2 gay member(s).
Question 6: My honse would be comfortahle i other fratemities knew that my chapter has a gay member(s).

“Notice that these means are greater than the means for questions 4 for these partioular chapters (A and D). This s
from the patiern found {hroughon all ch

a deviation
apters. This suggests that the individuls’ perception of the other members in his
chapier is that they are less comfortable with ofher fraternities knowing they have u gay member,

"Notice that this mean is greater than the meun for question 3 for this chapter (A). This, too, is a deviztionfrom the paficin

found throughout a1 chapters. This Suggests that Chapter A is most concerned with otlers’
membership,

perception of the Fraternity and its
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ection C ‘ .
: Section C of the survey instrument was designed to discover how

negative messages are communicated and confronted. Iokes_and verbal
harassment occur more often than non-verbal forms of ne.gat}ve'nllessages.
Jokes, especially, occur more frequently across chapters with individual
chapter means no lower than 2.83_. o . .

Section C investigated who, if anyone, confronts situations in which
negative messages about gays are seen and’for heard. When the means
from the confrontation subcategory of Seciion C are con-lpared_wnh IAH
;scores, t-tests show that more confrontation of SltllE‘thO.IlS. mvoh.fmg negative
messages about gays from members, officers, and individuals in the chapter
relates to less homophobia. Respondents who reportfj*d a score of 3or
greater (either sometimes or always confronts a s1tuz}t19n) in this subcategory
of Section C were compared with respondents who indicated less than 3
{either never or rarely confronts a situation). The mean IAH scores‘of these
groups were found to be significantly different (p<.05) a'md show that lower
IAH scores (i.e., lower levels of homophobia) relate to increased levels of
confrontation in a chapter.

Non-discrimination Policies . ,

Another comparison was made between .IAH scores ar'ld part‘lmpants
responses to the questions in Section D pertginmg to perceptlgqs of a non-
discrimination policy that includes sexual orientation. Tht-a validity of a
participant’s response to the question “Doe:? your frati:rmty have a non-
discrimination policy that includes sexual onentatl(?n? could not.be verified
(chapters do not necessarily disclose this information). Comparison of IAH
scores between those who answered yes and those whlo answered’ no to this
guestion demonstrated that those who believed that their chapter did not
have a non-discrimination policy had lower IAH scores (M:SQ.B 8?. Those
who did know a policy existed had an IAH score of 54.83. This difference,
however, was not found to be significant (p<.05). Furthermore, whe'n tl}e
entire study group was analyzed, the majority of responden'ts (n=97) indi-
cated that they did not know of the existence of such a policy.

ing that Addresses GLB Issues o
ng’:?;’::’l ciﬁistions in Section D inquired as to the respondents" participation
in or attendance at educational programs held (1) by the fraternity and (2)
not held by the respondents’ fraternity. Respondents who attended program-
ming sponsored by their chapter had a mean IAH score of 53.75. The mean
TAH score for the respondents who indicated that .they attended program-
ming held outside their fraternity was 46.38. This is more than seven points
below the overall mean TAH score (52.92), and it is significantly different
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(p<.05) from the mean JAH score of respondents who did not attend pro-
gramming held outside their fraternity (M=54.17).

Demographic Issues

In general, participants in this study were in the early years of their
college careers, with a mean participant age of 19.69 years (SD=1.22). The
average time spent residing in their respective chapter houses was 1.41
years (SD=0.49). Since age does not necessarily correspond with years
spent in college, a T-test comparing mean IAI scores of underclassmen
(freshmen and sophomores) and upperclassmen (juniors and seniors} was
performed to investigate a possible significant difference in IAH scores.
Those respondents who identified themselves as upperclassmen (n=69) had
a mean IAH score of 50.89. The remaining 111 respendents who identified
themselves as underclassmen had a mean IAH score of 54.06. This differ-
ence in means was not significant (p<.05).

The researchers also explored the possibility that previous, personal
contact/experience with gay men may influence a respondents level of
homophobia. A participants positive response to the question “Did you
personally know any gay men in high school?” did, in fact, produce a signifi-
cant relationship (p<.05) with TAH scores. A significant majority (n1=128) of
the participants indicated that they knew gay men in high school. These
respondents’ mean TAH score was 50.60, more than 2 points below the
overall IAH mean of 52.92. In contrast, the participants who indicated
having no personal experience with gay men in high school had a mean TAH
of 58.30. Individual previous interaction with gay men, however, did not
seem to affect chapter-wide JAH scores.

The survey instrument’s final question asked the participants to place
themselves along a seven-point continuum (Kinsey, et al., 1953) that ranks
the respondents’ level of sexuality as it pertains to their thoughts, feelings,
and relationship experiences. The scale ranges from 1 (completely hetero-
sexual) to 7 (completely homosexual). The overall mean score for this

Table 2
Meun Differences of Paired Questions from Scction B

L-test Significance
Pair Questions M 5D stalistic (2-tuiled)

If a brother “came out” Ymy house would be

1 supportive of that individual® 047 088 -1.19 .000
If a gay brother brought a male date to heuse functions,

2 T/my house would be supportive® 021 092 -3.07 002
/My house would be comfortable if other fraternities

3 knew that my chapler has a gay member(s)* -033 082 -5.38 000

Note. A significant dilference in the means of each paired questions was found. This is interi)reted as indicating
that an individual respondents’ perception of his house being more homoghobic than he is himseif permeates
thronghout the question pairs in Section B.

*pe,05
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question was 1.16 with a standard deviation of 0.72. Almost all of the
respondents (n=164), in fact, rated themselves as completely heterosexual.
Some respondents (n=10) ranked themselves as 2 (mostly heterosexual with
minimal homosexual experience). One respondent ranked himself as com-
pletely homosexual, and the remaining respondents (n=7) placed themselves
somewhere between 3 (mostly heterosexual with substantial homosexual
experience) and 6 (mostly homosexual with substantial heterosexual experi-
ence).

When choosing to compare the difference in IAH score means of the
respondents who ranked themselves as completely heterosexual versus the
ten respondents who ranked themselves as mostly heterosexual with minimal
homosexual experience, the researchers found that those who ranked
themselves as mostly heterosexual with minimal homosexual experience had
significantly (p<.05) lower IAH scores (M=43.13). Those who ranked
themselves as completely heterosexual had a mean IAH score of 53.79.

Discussion

The intent of this study was to gauge levels of homophobia within
fraternities at the campus of study, as well as to discover connections
between these homophobia levels and environmental factors within each
house. The research presented some interesting conclusions, as well as
some useful implications for practitioners striving to create effective pro-
gramming to reduce levels of homophobia within their campus Greek sys-
tems.

The study’s findings regarding Ievels of homophobia within the partici-
pating fraternities indicate that a variation between individual fraternal living
environments does occur. The variances between chapters were related to
environmental factors affecting individual’s level of homophobia. In some
cases these factors also had an affect on the homophobia level of the entire
chapter lending towards the notion of group think within fraternal living
environments. Due to the number of variables involved, it is difficult to draw
relationships between individual factors and chapter-wide homophobia.

An analysis of Section B of the study indicates that an individual
respondent perceives himself as less homophobic than his fellow chapter
members. This trend was reported across all six of the participating fraterni-
ties, and it confirms that “continuous interaction within an isolated group
produces the understandings and attitudes that form the basis of student
culture” (Hughes, 1962, p. 70). This study allowed the researchers to
interpret such implications when compared to Rayburn’s (1993) assertion
that individual values tend to converge upon entering the Greek environment.
Additional research regarding the accuracy with which individuals report
their own attitudes toward homosexuals could be used to educate Greek
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members about the actual levels of homophobia within the chapter house.
Other conclusions drawn from Section C indicate some practical

implications for addressing social norming as it relates to change. Jokes and

verbal harassment seem to be the most prevalent manifestations of ho-

mophobia within chapters. The frequency with which those messages were .

confronted, however, more significantly impacted IAH scores than their
existence. The data seem to suggest that members’ willingness to confront
issues of homophobia within the house might work toward reducing chapter-
wide homophobia. This connection between confrontation and TAH scores

showed a strong relationship between environmental factors and a collective
level of homophobia. Future research might attempt to establish which types -

of confrontations are most effective when dealing with homophobic jokes
and verbal harassment.

Another way to decrease the underlying culture of homophobia mi ght
be to provide effective educational programming that includes issues of the
GLB community. Attendance at outside programming demonstrated a
significant connection to lower levels of individual homophobia. However,
exposure to in-house programming did not show any significant impact upon
chapter members’ IAH scores. Future research should consider further
practical implications regarding the components of effective diversity pro-
gramming.

The data suggest that the existence or a perception of the existence of
a GLB-inclusive non-discrimination policy is not enough to reduce levels of
homophobia for individuals within a chapter. It is the opinion of the research-
ers that it is not only important that fraternities have a non-discrimination
policy that includes GLB issues, but that it is also important for those policies
to be explained and discussed in detail with all chapter members. Future
research comparing fraternities that do have policies with those who do not
may provide more in-depth connections between policies and homophobia.

Most demographic factors studied, such as the setting individuals
surveyed grew up in, religion, strength of religious affiliation, socioeconomic
status, and academic major, showed no significant influence on participants’
IAH scores. Therefore, because these background factors did not prove to
be significant factors influencing overall TAH scores, the researchers could
only conclude that chapter house environments had (at least) a more-than-
incidental effect on individual and house-wide attitudes towards homosexu-
als.

Contact with gay men in high school did show a significant impact on
individual levels of homophobia. However, the social norming phenomenon
of the fraternity environment seemed to eradicate its effect on the chapter-
wide environment, Malaney (1990) asserts that contact with diverse indi-

16

2003 Edition

viduals quells feelings of prejudice. Fraternities, therefore, should consider
the diversity of the members they recruit and the value of the impact of
jnteraction with gay men on the level of their chapter’s homophobia. This
study showed that a majority of the participants had positive experien@s
with gay men in high school, and in turn, had lower levels of homophobia. It
can be assumed that positive inferactions with gay men in college would
provide the same decrease in levels of homophobia,

The final factor to be considered is the respondents’ placement of
themselves on Kinsey, et al. (1953) sexuality scale. Although only eight
percent of respondents reported having thoughts, feelings, and experiences
that were not completely heterosexual, the survey data, seems to show that
the ability to place one’s sexuality on a continuum is significantly linked with
low levels of homephobia. Respondents that reported being mostly hetero-
sexual with minimal homosexual experiences would still likely regard them-
selves as being heterosexual. However, as Kinsey, et al. (1953) and Gri.ffin
(1998) suggest, individuals who were able to see the wide range of possible
sexual thoughts, feelings, and behavior were less likely to be judgmental of
those who display different styles of behavior. 3

These conclusions suggest some guidelines for student affairs practitio-
ners who wish to apply this research to educational programming within thci:
fraternity environment. The revelation that “Not everyone is as homophobic
as [ think they are” might supply hesitant individuals with enough courage to
delve more deeply into the issues of homophobia. Educational programming
should also address the prevalence of jokes and verbal harassment in infor-
mal settings, as well as how to effectively confront such negative messages.
Members should be educated as to the existence of GLB-inclusive policies
and both how to get them and how to successfully apply them to daily life

within the fraternity. Finally, any education that addresses issues of ho-
mophobia should utilize the Kinsey, et al. (1953) continuum model of sexual-
ity. Accenting this exploration with a panel presentation of gay individuals
might provide fraternity members with a variety of perspectives on GLB
issues. This might help members to establish links between the continuum
model of sexuality and a representation of people in general, thereby blwring
the line between what is and what is not socially acceptable.

This research has shown various linkages between environments and
attitudes, but, as Love (1997) points out, strategies for changing a culture of
homophobia must be tailored to the needs of individual environments, Ttis
the hope of the researchers that this study will inspire others in the student
affairs community to explore this area further in order to improve climates of
homophobia within the collegiate Greek system.
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A History of Jews in American Higher Education
Valerie B. Kolko

Throughout the history of American higher education, Jews have been both
marginalized and unaccepted in collegiate life. Their history of discrimina-
tion in the United States led to the founding of religious and secular institu-
tions in which Jewish American culture could be explored and celebrated.
The following paper provides a historical account of the persecution of Jews
and their subsequent responses in the context of American higher education
and offers implications for student affairs practitioners.

From the inception of higher education in America with the founding of

Harvard College in 1636, Jews were cast as outsiders beyond the realm of
normal college life. Participation and eligibility in extracurricular activitics

was limited for centuries by the dominant Protestant paradigm; for example, _Zi

institionalized anti-Semitism across the country denied Jews the opportunity
to join historically Christian fraternities (Horowitz, 1987), and similar senti-
ments drastically affected the admission of Jews to medical schools in the
United States (Halperin, 2001). At the turn of the twentieth century, quota
requirements limited Jews' matriculation in college and forced them to
compete against one another for the few spots elite colleges had reserved

for such students. At that time, Jewish American leaders formulated plans to

establish their own universities to change the face of the urban educational
landscape in cities across the east (Gurock, 1988; Meyer, 1976).

However, despite a lasting and permeating sense of exclusion from
college life, the discrimination of Jews was one of many practices of
nonmeritocratic prejudice existing in American colleges and universities that
continues today. Jews were disqualified as eligible candidates for admission,
based not on their abilities to succeed academically, but merely because of
what was perceived as their religious conflicts with an institution's Christian
values. Until the founding of such institutions as the Rabbi Isaac Elchanan
Theological Seminary in New York City (affiliated with Yeshiva University),
Hebrew Union College in Cincinnati, Ohio, and Brandeis University in
Waltham, Massachusetts, the higher education of Jews and their full integra-

tion into American society as participants in a democratic educational system

was severely hindered by lasting social injustices and ignorance dating at
least back to 1722 at Harvard University (Morison, 1936). Rising ethnic
consciousnesses have followed research interests in Judaism by spawning,
for instance, Black, women's, and queer studies, all connected to the civil
rights movement (Greenspahn, 2000). This paper will outline the history of
Jews in institutions of higher education in America. It will describe the
establishment of distinctly Jewish institutions as a response to an emerging
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Jewish American identity in light of discrimination by higher education’s
mainstream. The author, a practicing Jew who attended a Jewish-sponsored
university, explores the contribution of such institutions to the development of
students' spiritual development and of student affairs practitioners' role in
ephancing student learning for Jewish students.

Harvard and Yale: The Early Years

Despite the unwelcoming atmosphere to Jews that Puritan settlers
created, their Hebrew texts, the Old Testament, and rabbinical literature
were highly valuable to higher education for not only their educational
purposes but also for their representation of learnedness and elevation of
character. Rosovsky (1986) found that such figures in Puritan history as
Cotton Mather, Michael Wigglesworth, and William Bradford all practiced
Hebrew at Harvard Colege to promote scholarship and religious adherence.
The first Jewish instructor of Hebrew, however, was converted to Christian-
ity (one of the first to do so in the new world) in March 1722 after his
methods of teaching were found "so tedious as to be discouraging” (Morison,
1936, pp. 57-38). Tt is unclear as to whether his pedagogy was disliked
because of his style or because of the religious beliefs that may have been
connected to his Iessons.

The proliferation of college campuses across the country proved less
welcoming to Jews in the mid-nineteenth century, intensifying the growing
elitism of American life (Horowitz, 1987). Yale College's Congregationalist
affiliation helped perpetuate a highly Christianized climate fearful and wary
of JTudaism, but which nevertheless accepted and taught the Hebrew lan-
guage. Yale forbade the organization of any non-Christian religious society
(Oren, 1985). The first Jews at Yale graduated in 1777 and were actually
three half-Jewish brothers who did not practice the religion. According to
Yale historian Dan Oren (1983), the first "bona fide Jewish student” (p. 6)
was Moses Simons, who graduated from the institution in 1809. Little is
known about his education there. Seventeen years later, a Jew named Judah
P. Benjamin attended Yale College, only to drop out and later become a
United States senator, and eventually Secretary of State to President
Jefferson Davis of the Confederacy (Canby, 1936; Horowitz, 1987).

Jews and some Catholics remained on the fringe of New Haven life
through the end of the eighteenth century, although Blacks and Native
Americans remained most removed from society. Tolerance for all four
ethnic groups remained low; these students were essentially invisible on
small-town campuses and in schools in the American west. Even within the
marginalized Jewish communities at both Cambridge and New Haven,
discrimination existed between the first immigration wave of Spanish and

Portuguese Jews (Sephardim, who preferred to distinguish themselves as
21
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"Hebrews") and the second migration, which consisted more of German

Jews (Ashkenazim) who identified as German ethnics before associating as

Jewish (Oren, 1985; Rosovsky, 1986). This German affiliation allowed the
Jews to gain quicker acceptance with society at large. The first known Jew
to teach at Yale came from New Haven's Ashkenazi comumunity, a local
immigrant hired directly by the stadents to tutor them in the new sciences
brought to America from Europe (Oren, 1985).

The rise of the "Jewish problem” (the increasing numbers of Jews at

upiversities previously only attended by the Protestant elite) in New England -
institations began in the late nineteenth century when a reformed practice of

Judaism emerged that conflicted with mandatory chapel attendance for all
enrolled students. Oren (1985) describes one Yale undergraduate (Lewis

Ehrich, B.A. 1869} who attended services on the fast day of Yom Kippur (he
was excused from Sunday prayers to be allowed to attend Saturday services

at a local synagogue) and followed suit with dinner at a neighborhood pub.
This newly developing Jewish identity confused and offended the strict '
obedient religious nature of the student population. Further, what few schol-
arly interests Ehrich had - perhaps due to immigrant expectations of college
as a door to success - during the inteilectual drain of college life at that time
marked him as an outsider {(Oren, 1985), giving Jews a reputation for being
bookish and snobby that would remain for some time (Horowitz, 1987). The

first ideations of the creation of a Jewish interest fraternity were discussed at

Yale in 1866. At that institution, Jewish men, for the time being became an
accepted part of the campus community, only later to be called into question
after the awarding of a coveted literary prize to the first Jewish student in
1878 (Oren, 1985).

Soon after, Harvard's president Charles William Eliot abolished compul- '

sory chapel attendance in 1886 to continue the introduction of non-sectarian-
ism into his school. His open-mindedness allowed non-Protestants to start
their own organizations; the Menorah Society (an early national Jewish
student organization) was established in 1906 (Rosovsky, 1986). Neverthe-
less, Eliot's successor A. Lawrence Lowell feared the deterioration of the
quality of the institution from the increasing percentages of Jewish students in

Harvard's colleges. Not just limited to Harvard, the "Jewish Problem" existed
for schools such as Tufts, Bowdoin, Colambia, and even Yale, as discussed in

1918 at a meeting of the Association of New England Deans {Rosovsky,
1986). Newly instituted admissions requirements such as character and
psychological tests, in addition to curricular reform, discriminated against
Jews as lower-class immigrants who were kept out of many Eastern colleges
through quotas concealed behind facades of alummi interviews and prefer-
ence to students from outside the East (Steinberg, 1974). Harvard began to
require passport-sized photographs from applicants, a practice thought to be
22
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American Conditions and Jewish Cultural Continuity.

Because Eastern European culture was neither integrated nor unchang-
ing in the new world, "American conditions selectively reinforced certain
characteristics and cultural tendencies and discouraged others™ (Gorelick,
1981, p. 16). Certainly, living and working conditions in the United States di
not favor Jewish orthodoxy. Even Jewish employers would steal precious
moments away from Sabbath preparation on late Friday evenings to discour-
age piety and practice. In the early twenticth century, culture came to be
divided by class (Gorelick, 1981). The employers overworked their laborers
in dangerous sweatshops and reaped the benefits, while the workers orga-
nized unions, went on strike, and rioted, fighting not onty for fair labor laws,
but also desperately trying to cling to religious practices and beliefs residual
from before their immigration (Takaki, 1993).

The German Jews, often businessmen removed from traditional Jewish
culture still practiced by American Jews, sought social, economic, and
cultural assimilation into the North American business class. They found
orthodoxy alienating and embarrassing. At times these Jews led small
congregations of their own despite the lack of ordination by a formal rabbini-
cal body (Hebrew Union College, 2002). When Rabbi Isaac Wise came to
America in 1946 from Bohemia, he encountered a leaderless frontier of an
emerging form of Judaism, in which Wise saw the need for an educational
institution for the benefit of all Jews, Zion College, "an institution for the
training of rabbis and teachers in which not only the religious but also secular
branches should be taught" (Philipson, 1925, p. 5), opened in 1855 for a short
time in Cincinnati, but Wise was not daunted.

Recognizing the need for "American leaders for American congrega-
tions” (Philipson, 1925, p. 6}, representatives of Cincinnati congregations,
under the leadership of Rabbi Wise, formed in 1873 what is now the Union
of American Hebrew Congregations (UAHC). At the Cleveland 1874
convention, Hebrew Union College was named as the union's own institution
of higher education in which rabbis could be prepared and ordained
(Philipson, 1925). In line with the social and political revolutions of the era,
rabbis prepared in this Progressive institution would learn to infuse religion
with emphases on social justice, environmentalism, and reformation into their
teachings, which are values still evident in Reform Judaism today. With an
American Jewish population exceeding 150,000, the Hebrew Union College
became the first permanent Jewish institution of higher learning in the new
world (Meyer, 1976).

Orthodox Jews were concerned with this break from cultural tradition.
New York Rabbi Moses Meyer Matlin, an immigrant from Kovno, observed
how some Jews in his area blithely ignored dietary laws and his attempts to
monitor them; Eastern Buropean religious life in America would not be
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revived. In response, his son and some classmates, under the rabbi's tutelage °

and assistance from other rabbis who desired a return to European-style
learning, formalized a study of Torah under the incorporated name of the
Rabbi Isaac Elchanan Theological Seminary (RIETS), which would later
become the American counterpart {0 European yeshivas as the only instifu-
tion in the United States for the preparation of orthodox rabbis (Gurock,
1988). In 1903, the school’s chances for survival, which had been endan-
gered since its founding, were dramatically improved as the newly-formed
Union of Orthodox Rabbis of the United States and Canada took RIETS
under its wing to ensure the perpetoation of its constituency (Gurock, 1988).

Bath Hebrew Union College and RIETS thus served as catalysts for
religious educational change in America. Under the auspices of newly
created rabbinical assemblies, their student populations would thrive. The
Jewish sons of immigrants in the new world attended Jewish institutions of
higher Jearning not only as a result of discrimination encountered in main-
stream colleges, but also of the need for maintaining a Jewish culture and
tradition in light of the American experience (Gurock, 1988). Despite their
founding purposes, however, these two institutions functioned as
segregational tools, distinctly separating secular Jews from the more obser-
vant ones. Those students not interested in rabbinical ordination would
continue to attempt assimilation in secular colleges.

Higher education in America was transformed in part by the social
crisis of Jews that helped make educational reform possible. The new
capitalist economy, the creation of new social classes, the clash of cultures,
and the new social and organizational forms all triggered these educational
(and occupational) changes (Steinberg, 1989). However, despite the bur-
geoning promise of educational opportunity for Jews in eastern cities where
they had established schools of their own, they encountered discrimination,
prejudice, and exclusion at Ivy League institutions, colleges and universities
across the Midwest, and even schools in their own home cities.

The "Jewish Problem'': Discrimination in Academe and College Life

The College of the City of New York attracted local Jewish boys as the .

first tuition-free municipal college, providing the first step towards a public,
secular education for the sons of immigrants. Otherwise unable to attend
college, Russian Jews found in City College the keys to upward mobility
through Progressive learning. At the same time, the sons of New York City's
elite families enrolled in a parallel curriculum at the same academy, thus
creating a dual system of education in one school based implicitly on social
origins (Gorelick, 1981). Perceptions of American democracy manifested in
two curriculum tracks designed to keep the upper echelon of Jewish busi-
nessmen wealthy while the merchants would learn only enough how to
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pargain. Within the Free Academy of City College, the classical course and
English course helped to perpetuate and maintain classism within higher
education. Jews self-segregated into these two programs, increasing Jewish
enrollment at City College overall and giving that institution a reputation for
peing a "Jewish school" (Steinberg, 1974). By 1916, Jewish college students
were "ubiquitous on college campuses in the city - 44 percent of the enroll-
ment at Hunter College and 73 percent at City College” (Takaki, 1993).

A number of other Eastern colleges also showed rapid increases in
their Jewish enrollment. Because Jews were generally assimilated within the
American culture, they had not clearly formed a separate element or ethnic
group. During this period of growing elitism and intolerance, they remained
impoverished, blending in with other imumigrants in urban slums and ghettos.
Aspirations of parents to see their children succeed in America's alleged
meritocratic economy, however, led students to attend public schools in large
numbers. Horowitz (1987) found that many were "encouraged to learn and
excel, [taking] the next step and [entering] college” (p. 76). Sons of Jewish
immigrants chose instifutions close at hand like Columbia, New York Univer-
sity, Harvard, and the University of Pennsylvania (Horowitz, 1987). As these
schools grew to become universities, their curricula, organization, and
pedagogies changed, often violently affecting Jews and their corafort on
campus. Horowitz (1987) found that in light of their exclusion from social
and even co-curricular organizations such as literary societies, Jews used
education as a means of social and economic uplift when their efforts to
participate in the traditional "college life” were deterred. Epithets and expres-
sions of resentment further pushed Jews from campus activities and deterred
them from applying to college at all (Takalki, 1993).

Jewish academic success came not from any particular aptitude or
genius, wrote Steinberg (1974), but rather merely from their willingness to
undergo sacrifices, persevering beyond discrimination and social injustices to
make the most of their academic career. The perception of a "Jewish
invasion" of elite Eastern colleges came from the fact that Jews sent their
children to college a generation or two before other immigrants such as
Ttalians, Armenians, and Slavs. Nearly anyone with a penchant for education
and the determination to succeed, Steinberg (1974) continued, could have
availed themselves of the newly created opportunities for outsiders. Never-
theless, through curricular reform and the explosion of interest in student
activities, Jews were made aware - and caught in the center - of a battle-
ground between the old class and the rising bourgeoisie. Without the eco-
nomic resources to join forces with the leisure class, Jews were forcibly
excluded from groups of privileged background (Horowitz, 1987, Steinberg,
1974).

Finding no welcome from their classmates, Jews faced a profusion 01; S
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anti-Semitism on campuses across the country; college life essentially
confirmed and intensified the growing elitism of late-nineteenth-century
American life. Most students learned to live the high life by buying exorbi-

tantly and rarely paying the bills. This indulgence, wrote Canby (1936), "was -

scurrilous but not insolent, bawdy but not obscene.” The overwhelmingly

white and Protestant men who participated in college life gained contact with

young men from other regions, but they did not become tolerant of those
from other ethnic groups (Horowitz, 1987). Jews remained wary of their
origins, keeping a low profile and focusing on their schooling rather than on
their wallets.

Nevertheless, exclusion from the mainstream did not necessarily shape ©

their choices within college life. Like other serious students who had pre-
ceded them, most had not come to college to play games and pranks. Most
Jews imagined that Ivy League schools would provide the opportunity to

advance in society. It was assumed that academic success would lead to law

school or medical school, although as Halperin (2001) found, Jews would
encounter anti-Semitism even more often in admissions policies for the top
schools of medicine in the United States, along with discrimination against
Blacks, Catholics, and women. Jewish quotas limited enrollment at the
medical schools of Yale, Dartmouth, and the Universities of Michigan and

Pennsylvania (Halperin, 2001). Nevertheless, the Jewish respect for scholar-

ship set them further apart from other students.
The clubbish atmosphere established in institutions of higher education

by an environment of friendships, social development, fraternity houses, good

sportsmanship, [and] athletic teams (Rudolph, 1962) alienated Jews. What

had begun as a caste system separating the sons of Jewish businessmen and

the sons of Jewish merchants evolved into a hierarchy of elitism on the
college campus dominated by the wealthy Protestant men who set patterns
of discrimination that seeped into all aspects of college life. Literary maga-
zines, debating societies, and musical clubs refused membership to Jews in
fear that their numbers were simply too great for their campus (Horowitz,
1987). They were certainly excluded from historically Christian fraternities
and thus began to form their own in response.

Despite the expectations of collegians' parents who hoped for their
children's assured economic well-being through public education and college
studies, college and university life did not necessarily give Jews the social
experience they might need to advance in the new world. Schools were
supposed to be hospitable to their students. These "outsiders" wanted to
succeed in their undergraduate academics so that they would have hopeful
futures as doctors, lawyers, or in other professions (Horowitz, 1987). They
had no time for extracurricular foolishness, and thus largety ignored the

college life altogether. Those that were interested in Greek life formed their
26

2003 Edition

own fraternities and sororities. Jews seemed to threaten the holy balance of
"geting by" in one's classes, "destroying the unity of the college" by raising
the expectations for schoolwork by the professors (Horowitz, 1987, p. 79).
Jewish students were the scapegoat of college men (and later women) who
decreased the value of their "gentleman’s C" (Steinberg, 1974), a grade
considered honorable and praiseworthy by those students who spent more
time in pubs and on the athletic fields than in the library. Steinberg (1989)
wrote that given the "taboo on scholarship” by non-Jews, "Jewish academic
success aroused considerable resentment” (p. 230).

For most Jews, training in veshiva (Jewish school) and in family had
instilted a devotion to learning surpassing that of Gentiles. Their persistence
resulted in the winning of college honors far greater than their ratio to the
student body (Horowitz, 1987). The growing numbers of Jews seemed to
threaten the Protestant world, rising to an intense pitch because they had
become attuned to the new possibilities of learning. Jews entered a situation
of expanding educational opportunity, and with the goals and changing
curriculum of higher education closely aligned with Jewish interests and
talents, Jewish students were bound to succeed. Steinberg (1974) questioned
whether the Jews would have distinguished themselves so academically if
coursework had retained its emphasis on Latin, Greek, and other classical
subjects.

Collegiate culture thus drew careful battle lines between the Jews and
the rest of the community. On one side were the students who looked to the
extracurriculum of athletics, journalism, fraternities, and other clubs for the
real education. The other side held Jewish students inculcated with aspira-
tions of upward mobility who knew that academic success would open the
door for professional opportunities in the future. For those who chose secular
educations over strictly Jewish institutions like those established in New York
and Cincinnati, Jewish identity, regardless of saliency, proved to be a real
barrier to success; quotas limited Jewish enrollment regardless of obser-
vance (Gorelick, 1981; Horowitz, 1987; Steinberg 1974), Such issues would
be addressed in the establishment of the first Jewish-sponsored, non-sectar-
ian university in the United States in 1948.

Brandeis University: A Host at Last

The former site of Middlesex University in Waltham, Massachusetts
was a likely setting for the founding of a Jewish-sponsored institution of
higher education. Founded in 1926 and primarily a veterinary and medical
school, in its evolution the university had quickly evolved to become a refuge
for Jews discriminated against elsewhere (Sachar, 1995). Despite his up-
bringing in the Protestant ¢lite, Dr. John Hall Smith, the school's founder and
foremost advocate, later grounded Middlesex's accreditation problems in its
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high graduation rate of Jewish doctors. When he died in 1944, the school
struggled to remain open, abandoning many Jewish students' hopes for
success in the medical field (Goldstein, 1951).

Long before inquiries into Middlesex's standards, however, Rabbi Israel

Goldstein of New York had assessed the need for a Jewish-sponsored
institution of higher learning in America that did not have integral ties to a
rabbinical school such as Yeshiva University/RIETS (Goldstein, 1951). It

was evident to Goldstein that a secular school based on broad Jewish values, -
open to both Jews and Gentiles, should be organized by the collective Jewish

community to answer the problems Jews were having when quotas and

practice rigorously limited their participation in college life. With the endorse-
ment of physicist Albert Einstein and the financial backing of Julius Silver of

the Polaroid Corporation, the Jewish communities of Boston and New York

approved the founding of Brandeis University in 1948, named for the Jewish :

Supreme Court Justice from Louisville whose services to the Jewish people
would serve as "an inspiration to American youth" (Goldstein, 1951, p. 79).
The curriculum was a prescribed program for a degree in liberal arts,
but with direction and guidance a student could follow pre-medical pursuits;
the medical and veterinary schools had been eliminated at the time of
Middlesex's demise (Brandeis University, 1954). The campus had to be
immediately renovated and expanded upon to accommodate increasing
enrollments due to the G.1 Bill of Rights and residential students. The
school's first president, Abram L. Sachar, was charged with shaping an

institutional culture commensurate to the founding mission and goals. Despite

the example of other emerging experimental schools at that time such as

Bennington, Antioch, Reed, and Sarah Lawrence, Brandeis University would

remain a testament fo the core curriculum of natural sciences, humanities,
and the social sciences (Sachar, 1995). Early faculty members included
composers Irving Fine and Leonard Bernstein, former First Lady Eleanor
Roosevelt, socialist Herbert Marcuse, journalist Max Lerner, and civil rights
activist Jacob "Jerry” Cohen. In its formative years, Brandeis quickly estab-
lished itself as a haven for students of all backgrounds with real interest in
furthering their knowledge led by world-renowned scholars (Brandeis
University, 1954),

Brandeis' commitment to non-sectarianism under the spansorship of the

Jewish community was manifest in all forms of student life. Although the
majority of students have always been Jewish, the 1952 student body be-
came outraged over the rumor of the building of a single chapel to be used
for Jewish purposes only. In response, President Sachar announced plans for
a three-chapel complex in which Protestantism, Catholicism, and Judaism
would each find a home (Sachar, 1995). The following year, Brandeis gained

accreditation and opened its first graduate school, and conferred honorary
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degrees to scholars and peliticians of various religions.

Today, the delicate balance between non-sectarianism and Jewish
Sponsorship presents many opportunities for multicultural and diversity
programming with stress on Jewish pride and outreach. The context and
climate of college campuses today creates an atmosphere ripe for religious
exploration and involvement, providing a sense of community involvement
and ties to a spiritual outlet (Levine and Cureton, 1998). The following
section illustrates the role of the university in enhancing student learning
through religion. Specifically, student affairs practitioners can use religion and
spirituality to inform practice with students whose Jewish beliefs are a salient
part of their identity.

Jewish Students in the American University: Implications for Student
Affairs Practitioners

American colleges and universities have reported an increase in the
pumber of students from religious minorities (Schlosser & Sedlacek, 2001).
As a result, institutions of higher education must be sensitive to the needs
and issues of their students (Temkins & Evans, 1998). Over 65 years ago,
the Student Personnel Point of View {American Council on Eduocation, 1937)
indicated that moral and religious values are a significant component of a
student's being. As the face of American Judaism evolves, student personnel
must become actively aware of the institutional role in using religion to
holistically develop students as integrated citizens of the university commu-
nity and provide a framework for spiritual development (Temkin & Evans,
1998).

Research continues to demonstrate that religion plays an important role
in the lives of college students and has a significant effect on moral and
ethical development (Butler, 1989; Dillon, 1996). Religious involvement thus
appears to provide rich opportunities for student development as a whole.
However, as Temkin and Evans (1998) noted, "cooperation between student
affairs staff and campus-based religious personnel. . is virtually nonexistent”
(p. 65). Collaboration between these two groups can foster relationships that
contribute to a Jewish student’s sense of belonging and meaning on a campus
whose population is predominantly of another religion (Schlosser & Sedlacek,
1998; Temkin & Evans, 1998). For example, Jewish organizations can inform
housing and dining personnel of traditions that may affect the life of students
in the residence halls. Students may then be permitted to light Sabbath
candles in their rooms under staff supervision as part of a religious obser-
vance or know what ingredients go into recipes at the dining halls.

Diamant and Cooper (1991) expand on this theme by emphasizing that
a student may choose to matriculate at a college merely because of its ability
to cater to the student's needs as a practicing Jew. Most colleges and
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universities in metropolitan or suburban areas with high concentrations of
Jews offer an academic track in Jewish Studies. Even if a student chooses
not to major in such a field, one may take the opportunity to use such offer-
ings to explore the academic and historical nature of Judaism and perhaps
meet other Jewish classmates. Diamant and Cooper write that "Jewish
academics are less important than Jewish social life for many students, who
want information about the presence of other Jews on campus and the
availability of Jewish social, cultural, and religious programs” (p. 160). Asa -
result, many students tend to choose Jewish-affiliated universities or at least
urban institutions, where Jewish communities tend to be larger and Jewish
culture is stronger (Gose, 1999).

For student affairs professionals, this means that not all Jewish students*_’j;-

are inferested in a curricular examination of Judaism, but that they may
merely need to connect with a group of students whose interests match
theirs on different levels. Hillel, the International Foundation for Jewish
Campus Life, offers on its website a comprehensive search of nearly 500
colleges and universities across the globe and offers contact information to

prospective students (Hillel, 2003). Tts professionals are a mixture of student

affairs personnel, Jewish scholars, social workers, and grant-writers who

advise students and offer weekly religious services, student offices, common -

areas and recreation facilities, kosher kitchens, and a number of student
clubs (Jacobson, 2001). Temkin and Evans {1998) stipulate that in order to
facilitate holistic growth, religious advisors must work with other campus
student services to "enrich the quality and extent of programs for students”
(p. 68). An environmental approach to working with religious minorities can

make the campus climate more welcoming.

Conclusien
Today's practices on campus are informed by injustices thronghout the
history of American higher education. Student affairs professionals can use
research and scholarly works to help Jewish students find a sense of belong-
ing on a campus in which their religious values and traditions are not visibly -

accepted. Partnerships across functional areas are necessary to integrate the ::'j‘

campus as a total living environment for students with Jewish lifestyles. As
students find themselves more interested in exploring Jewish identity, the
campus should provide the necessary resources for them - both academic
and extracurricular - to begin to investigate how the university setting can
enhance their moral and spiritnal development.

A historical survey of Jewish students in American colleges and

universities finds them caught between wanting to merely be an included part

of the campus atmosphere and seeking an educational haven for Jewish
thought and study. On mainstream campuses, integration into the student
body actually began with an immersion into study and learning, which
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aradoxically separated Jewish students from the rest of the population
(Horowitz, 1987). As they gradually became accepted by others, Jews
sought to embrace their individuality through the development of Jewish
student groups and organizations (Steinberg, 1974). Organizations such as
Hillel and Jewish-interest Greek organizations offer a network for students to
find a community and place where they can find support for the values they
uphold (Diamant & Cooper, 1991). Today, students he.we reached their goal
of assipilation without sacrificing their religions practices.

On predominantly Jewish campuses, students have the experience of
peing in a religious majority whose traditions are explicitly supported by
administration, academic departments, and fellow students. Students at
Yeshiva University, Hebrew Union College, and the Conservative
movement's Jewish Theological Seminary embrace the opportunity to
publicly practice lifelong traditions and worship along with the rest of the
student body. These unique institutions afford students a learning environ-
ment nearly free from anti-Semitism or persecution that historically pre-
vented Jews from partaking in activities that campus life has had to offer.

Despite the difficulties, Jewish students have had throughout the history
of American higher education, their contributions to individual campuses and
to the face of American colleges and to universities in general are manifold.
Consequently, Jewish students themselves have exploited the values of
aniversity learning to uplift and support American Judaism as a whole.
Although the early colonial colleges offered few chances for a Jewish
student to matriculate and learn, the various opportunities for Jewish students
today allow them not only to choose a campus, but also to have the support
of college or university administrators in addition to fellow students. Student
affairs practitioners can better assist their Jewish students by partnering with
other campus resources and offices to create an inviting and inclusive

commuinity.
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Self-Efficacy and Student Leaders: The Effects of Gender, Previous

Leadership Experiences, and Institutional Environment

Kristen J. Bardou, Shannon M. Byrne, Victoria S. Pasternak, Nikki C.
Perez, and Amanda L. Rainey

This study assesses the self-efficacy of 188 undergraduate student lec_aders ata
large, public, Research-I institution in the Midwest. Specifically, this ,S'ILta.'y
examines the impact of prior leadership experiences, genii.ef; gild perceptions
of institutional support on student leaders’ self-efficacy. Pmdfngs sugg‘est that
men and women differ in leadership self-efficacy and perception of their
environment. Support and organizational type appear to impact self-efficacy,
but past leadership experiences do not.

Introduction

On college and university campuses, students play an essential 1'0%6 in
the development and implementation of pelicies, events, anc'i campus climate
{Astin, 1984; Kuh 1993a, 1993b, 2000; Pascarella & TC.ICBZHII, '1991;
Strange, 1996). Student leaders emerge and direct their peers in these
efforts (Depp, 1993). In order to effectively promote development and
growth in these student leaders, a student affairs practitioner must be .
educated about student leadership. Typically, student leadership theonesj
focus on personality traits, innate abilities, established positions of authority,
and leadership styles (Rost, 1991). In contrast to focusing on how 'stu.dents
lead, this study considers leadership self-efficacy, a different and distinct
approach in examining student leadership. . -

Bandura (1997) defines self-efficacy as the “belief in one’s capablilties
to organize and execute the courses of action required to produce given
attainments” (p. 3). Self-efficacy is highly domain specific (Pressley &
McCormick, 1995) in that it can be unique and separate for specific tasks or
situations (Bandura, 1997). Leadership self-efficacy ultimately determines
how leaders behave, think, and become motivated to be involved with
particular roles (Bandura, 1993, 1995, 1997). As a leader develops greater
Jevels of self-efficacy, motivation to complete the specific task also increases
(Pintrich & Schunk, 1995; Stage, 1996). Therefore, increased se'if—efficacy
strengthens motivation which in turn influences a student’s behavior fo
complete the given task. Though the main factors in the devekl)p'mer.it of self-
efficacy are based on personal experiences and continued participation in a
particular activity (Bandura, 1993, 1995, 1997; Pajares, 1996; Stage, 1996),
other Tactors such as gender (Depp, 1993; Mayo & Christenfeld, 1999) and
institutional environment (Bloland, Stamatakos, & Rogers, 1996; Kuh, 2000)

can also have strong effects.
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This study assesses the impact of prior student feadership experiences,-
gender, and perceived institutional support on student leaders’ self-efficacy. -

As a result of this study, student affairs practitioners can gain a greater

understanding of the factors contributing to and the effects of self-efficacy

on student leaders. In turn, student affairs practitioners can have more
effective developmental interactions with the student leaders they advise,
supervise, and mentor,

Literature Review
Self-Efficacy

Self-efficacy develops as an individual processes information from four :

sources: mastery experiences, vicarious learning, social persuasion, and
intense psychological states (Bandura, 1986, 1995, 1997). Mastery experi-

ence oceurs when an individual gains confidence in their ability for a specific -
task through increased participation in that task (Bandura, 1986, 1995, 1997;
Depp, 1993). Individuals also develop self-efficacy beliefs through vicarious
learning which occurs when students observe others performing a given task ==

and then interpret those results as if they themselves had participated in the
task (Bandura, 1986, 1995, 1997; Pajares, 1996; Stage, 1996). Further, self-
efficacy beliefs are developed through social persuasion as the opinions of
others cause the individual to reassess their beliefs regarding their capabili-
ties in a particular situation (Bandura, 1997). Finally, psychological states,

when emotional reactions such as anxiety or stress arise, affect the develop- =

ment of self-efficacy (Bandura, 1997; Pajares, 1996, Stage, 1996).
Uldmately, self-efficacy is important because it assesses the role of
one’s self-beliefs as it plays into the context of behavior (Stage, 1996).
Specifically for college students, self-efficacy affects involvement by deter-
mining whether or not a student will aspire to become involved in an organi-
zation and take a leadership position (Stage, 1996). Further, perceptions of
self-efficacy influence the amount of effort put forth on a specific task

(Stage, 1996). Therefore, leadership self-efficacy has a strong impact on the

actual leadership behaviors of student leaders (Depp, 1993; Stage, 1996).
Student Leadership

In order to describe student leadership, one must first define leadership.

Rost (1991) posits that leadership is a characteristic of individuals and how
they act in influencing others. Adding to this, Prince and Associates {(1985)
define leadership as “the process of influencing human behavior so as to
accomplish the goals prescribed by the organizationally appointed leader” (p.
7). Further, the Higher Education Research Institute (1993) asserts that
leadership is not just the behavior of a single individual, but rather is charac-
terized by a collaborative relationship between the individual and those he or

she is leading,
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Though defining leadership as a characteristic is a difficult task, distin-
guishing someone as a leader proves to be just as challenging. Although
apyone can be a leader (Higher Education Research Institute, 1993; Kouzes
& Posner, 1995), positionat leadership (leadership through an elected and/or
appoiﬂted position) has been shown to be a predictor of actual leadership
ability (Kezar & Moriarty, 2000). Student leaders who demonstrate leader-
ship through the positional theory model are those most. freguefltly referred to
by their peers and campus administrators as leaders (Wielkiewicz, 2000).

As students learn and grow in their leadership abilities, their effective-
ness as a leader increases (Depp, 1993; Endress, 2000;' Posnfar & . ‘
Rosenbergerg, 1997). Kouzes and Posner (1995) identified f1v§ pracuces of
cffective leaders: Challenging the Process, Inspiring a Shared Vision, En-
abling Others to Act, Modeling the Way, and Encouraglpg the Heart. Fm?,t?
«Challenging the Process” can be characterized by seekmg out opportumues
to improve one’s organization and one’s self through experirpentatlon and
risk-taking. Next, leaders that “Inspire a Shared Vision” enlist others to
embrace common goals. Third, “Enabling Others to Act” involves empower-
ing others and encouraging collaboration. Kouzes and Posner’s “Mo_dehng
the Way” involves setting an example for others through .role_ modeling.
Finally, “Encouraging the Heart” is characterized by .motlvatmg others
through recognition of individual and group accomplishments (Kouzes &
Posner, 1995).

Several researchers (Endress, 2000; Mayo & Christenteld, 1999;
Posner & Rosenberger, 1997) also focused on the aforementioned fiv§
leadership practices by conducting their own research using the operational
definition of effective leadership established by Kouzes and Posner (1995).
These studies using Kouzes and Posner’s model lend credibility to the
process of determining leaders’ effectivencss by their successful use of the

five leadership practices.

Leadership Self-Efficacy . .
Leadership self-efficacy is an important factor in becoming an effec-

tive leader (Stage, 1996). Self-efficacy has the capability to increase o
dectease motivation (Bandura, 1993; Pintrich & Schunk, 1995; Stage, 1996).
Specifically for student leaders, motivation serves as an important cont.ri‘outor
to a leader’s success, as students who are motivated “display interest in
activities, persist at tasks, and typically use effective task[s] anq cognitive
skills” (Pintrich & Schunk, 1995, p. v). Ultimately, high self-efficacy pro-
motes not only a vested interest in activities in which they are involved, but it
also fosters a strong level of commitment to those activities (Bandura, 1993.,
1997). As students become more motivated to work on a specific task, their
self-efficacy for that task increases (Bandura, 1993, 1997, Stage, 1996),
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Thus, a positive relationship exists between leadership seif-efficacy and
willingness to take on a leadership role (Endress, 2000; Posner &
Rosenberger, 1997).

Leadership self-efficacy remains important as the student leader
aspires to recognized leadership roles (Endress, 2000; Mayo & Christenfeld,
1999; Posner & Rosenberger, 1997). Kuh and Lund (1994) found that mere

participation in campus leadership positions significantly impacts the level of -

leadership self-efficacy for student leaders. In addition, rating one’s self as

an effective leader seems to imply confidence in one’s personal ability to be

a good leader, thereby demonstrating high leadership self-efficacy (Depp,
1993; Endress, 2000). Despite a focus on high levels of self-efficacy, self-
percepiions of performance level do not inherently represent actual perfor-

mance of a given task (Mayo & Chuistenfeld, 1999), implying that high self-

efficacy does not necessarily lead to better leadership. However, Mayo and
Christenfeld (1999) also noted that long periods of low self-efficacy counld

negatively affect the actual performance of the task in the future. Therefore.

LIRS

low self-efficacy can lead to less effective leadership while high self-

efficacy promotes more effective leadership (Depp, 1993; Endress, 2000;
Mayo & Christenfeld, 1999),

Gender and Leadership Self-Efficacy
As previously stated, individuals develop self-efficacy through four
specific processes (Bandura, 1986, 1995, 1997). These basic forms of self-

efficacy development, however, do not consider input factors such as gender

that may affect the way in which individuals develop their self-efficacy.
Fixed traits such as gender have strong effects on many levels of student
development, inchuding self-efficacy (Astin, 1993; Depp, 1993; Leonard and
Sigal, 1989; Mayo & Christenfeld, 1999).

A study by Mayo and Christenfeld (1999) found that women tend to
have lower self-efficacy than men in their ability to perform specific leader-
ship tasks. Depp’s (1993) study found women to be more active in the
community, but to have lower levels of self-efficacy. Further, this study found
that men were less likely to be active in organizations, but actually held more
leadership roles and had higher levels of leadership self-efficacy than
women. According to Astin (1993) and Ieonard and Sigal (1989), female
students are reluctant to lead campus-wide student organizations and might
not achieve their full potential as student leaders. Female student leaders
struggle with being taken seriously, having to work harder than men to gain
respect, being intimidated by male competitiveness, and fearing the loss of
approval if they assert themselves (Leonard & Sigal, 1989). Further, women,
in comparison to men, use leadership styles focusing on interpersonal interac-
tions, encouragement of reciprocity and collective thoughts, empowerment of
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t, and de-emphasis of hierarchical relationships within an organi-
n & Ieland, 1991). In addition, women tend to seek' out hi gh

s of involvement in their organizations but do not necessarily aspire to
v S- hip roles as often as their male counterparts (Depp, 1993). When
Jeader di seek formal leadership roles, they are more likely to seek out
wofne? ical “female roles” in an organization, such as “secretary” rather
Sieie?)tiir positions of leadership (Depp, 1993). In summary, men gnd
thgf:nen have varied levels of leadership self-efficacy and leadership styles.
W

others 10 a¢
zation (Astl

' _Efficacy and Leadership
Enwrlz:jﬁi;tg aﬁiiiz?th(;ncasxf}lgusjznvirznment ignores an essential E‘ISpeCt
of a student leader’s self-efficacy (Chin.zkering & Reisser, 19?3).;.ew1fder .
(1936) posits that all aspects of the environment must F)e explore .m oder_
in a full perspective of a person’s behavior. By gz'nmng. a clearer un
o ding of students’ environment and their interaction with that envuonr‘nent,
St,ﬁﬂ ;gadministrators can better understand their students’ neelds (Lewin,
'(i“;gné)) Additioﬁaily, Sanford (1966) theorizes that a student receiving appro-
riate.h:vels of challenge and support from the univers‘ity (via adv.mmg, _
grogramming, allocation of space, etc.) will be nflfore likely to achieve their
ing higher levels of self-efficacy.
ol ;?E:leel;{ ;jeiggrzp\?fo}?egceive positive reinforcement from the?r er'wiron—
ment develop heightened levels of self-efficacy and inc:}‘ca.selc% mou\;at;(:a;,
demonstrating that the university environment plays a‘ mgmfu,a}l:t r(;( 31996)
student leader’s motivation, involvement, and self—efflcacy (Sc und , E ffa.irs
Through deliberate attention to the design of the egvn‘onme‘nt, s?u enia i
professionals can help ensure that the student-environment Intex a;tion 53
only healthy, but also conducive to student development andtielg f;enreSit .
leadership self-efficacy (Kuh, 2000; Strange, 1996). Thus, the umv;,i Vg
provide accessible resources and suppott that enable_ students to E;C ;elf_
goals, improve their leadership skills, and develop heightened levels of s
efficacy (Bloland, Stamatakos & Rogers, 1996; Kuh, 2000).

Hypothesis and research questions N
" As previously stated, the researchers seek to assess the self-efficacy

of student leaders. Specifically, researchers de§igned thi§ study to e\;faluta;?
the following: the effect of gender on leaderghlp self—gfﬁcaoy, giehe eef(;‘ect y
previous leadership expetiences on leadeli:hl}:)f lself—eﬁ'icacy, and the

[ s environment on leadership self-efficacy. ‘

e Caglai?d Zr;)on the literature review, the researchers hypothe&;llze 'tha:) .
women will have lower leadership self-efficacy than men. Fu:rt er, dal; >
relationship between the number of previous legc?ersmp expeu:(;;:;z T e
leadership self-efficacy was anticipated. [n addition, the resea

i iti i i sitive perceptions of
that there will be a positive relationship between positive percep “
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ame and those failing to complete the initial survey later received a
usern

T nvitation. The modified SLPI was scored to determine self-efficacy

Methods . second ] : hip practices
. for each of the Slz; 1ead§f5 tlpalr)iables in this experiment was self-efficacy.
Sample One of the dependent v _ -
’ pResearCherS invited 532 student leaders to participate in this study. The . r each participant, a score was calculated for each area of e(fifiecmve
respondents consisted of 188 undergraduates at a large, public, Research-1 i:(;dershilj behavior. Individual scores were then grouped according to

institution in the Midwest. Respondents were one hundred women and 88 " dor, previous lcadership experiences, type of organization, afildtr;e;:-:;:d
men, ranging from 18 to 30 years old. Student leaders were identified and gnvir(mmental support. Independent T-tests analyse.s w;ret usc' end;r g
asked fo participate based upon their status with the Student Activities the relationship between self-efficacy and the follow%ng ac OZS&E ° Calc,u_
Office as a contact person for any registered student organization or as any Jeadership training, and organizational type. Corrclat10n§ wer oo
elected/appointed officer of a campus student organization. jated to examine the relationship betwee'n perceived cnzdnronné1 o 5
.. and self-efficacy. Finally, the relationship between gender ar P ;

f support and organizational type was analyzed using correlations and T-tests.
O

i Instrument
i Participants were given an online modified version of the Student
i Leadership Practices Inventory (SLPI) (Kouzes & Posner, 1998) that

5 imitations o . ] 5
| assesses leadership self-efficacy on an 11-point scale (Endress, 2000). Lm”u;%?:e major limitations were inherent within the study. First, the sample E
.| Endress (2000) modified the existing SLPI to assess leadership self-efficacy dependent on self-reported information by students to the Student
. andinclude an additional six questions that addressed participants’ abilities to wai. itIi)e s Office which was outdated or inaccurate in several cases. An- d
“Influence Others,” the sixth practice of effective leadership. Statements f Activities \7 s that the study only considered student leaders who he
were changed to address how well individuals thought they could or could Oiifiigrﬁt?;?lzr\:}sip roles but excluded Resident Assistants and O?entatm;ls
i . ) . L 0 ; . ! or acce.
not perform the partlcglar task‘lzllther than the frequency with which lhey Ij\ssistants- Finally, the use of an online survey po;;:d a Ct:-l ;lr:agfesearchers
completed the task as in the original SLPI (Kouzes & Posner, 1998). This to technology and proper participant notification. However,

instrument was specifically chosen by the researchers because it directly

.. i - ributed
had only limited concerns about this 1ssue because the survey was distribu
measures the self-cfficacy of student leaders. Furthermore, it has internal

campus where access to technology is widespread and expected from

reliabilities between .88 and .95 (Endress, 2000), : on a ‘

. : all stadents.

Section Il of the survey was developed by the researchers to gather

information regarding the participants’ perceptions of the organizational : Results cally tend to have high
purpose, size, and amount of support their organization received from the i The findings suggest that St}ldem leaders ,lgeng S f};lt most confident in
university. Participants were asked to estimate the size of their respective _' self-efficacy for leadership PfaCFlces' Studept eﬂi Tleart (M = 8.42) and
organization and to ideatify on a 5-point Likert scale how well each of the :__ their ability to motivatc.others via Encour.agﬂtf PeroC ess (M = 8.02). Most
following characteristics represents their organization: Academic and Profes- reported lowest self-efficacy in (;halleﬂgll_lg ﬂ::ef organizations and partici-
sional, Activism, Arts and Theatre, Cultural, Governance, Greek, Honorary, respondents had preViOH_Sly been mvolvﬁ:;l n ?:i . ant% were confident in their
Political, Programming and Support, Recreational and Club S port, Religions, - pated in leadership training. Althox}gh al pa;. c1pdf_ efficacy and in their
and Service. Questions also collected information about prior leadership : abilities, men and women differed in leadership 'i and organizational type
experiences, previous leadership training, other leadership experiences, perceptions of the environment. Furtl.r%er, SUPp;ifl ast leadership experi-
gender, age, and perceptions of support from their environment, ;; seem to have some impact on self-efficacy, while p

ences do not. The following section will report the findings of gendert s _—
efficacy and perception of the environment, the}mpac of p
vironmental variables on self-efficacy, along

Procedure
This study utilized a web-based survey which asked participants to
.+ respond within five days. Student email contact mformation was collected
‘ ~ from the Student Activities Office and organizational websites. Participants -
. received a scripted, personalized email complete with their name and the :g Gender ioher levels of self-efficacy than
name of their organization. Participants were tracked via their university It was hypothesized men would have higher
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impact on self-
Jeadership involvement and en :
with how gender affects those variables.
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women. Contrary to previous research, women in this study tended to repor:
equal or higher levels of self-efficacy (see Table 1). However, a t-test pom

analysis indicated men and women differed significantly in self-efficacy for -

Modeling the Way. Women tend to have significantly higher levels of self
efficacy in this area with t = 2.10 (p < .05). This may be attributed to H
changes in leadership style and increasing participation of women in higher

education. Further, 'S SCOI
Ic ther, men’s scores seemed to vary more than women as noted :

by the differences in standard deviation (see Table 1)

‘ Researchers also found that men and women varied in the; :
tions (-)f the environment on their self-efficacy. Using a five-poi ltl‘ PE:; cep-
participants were asked to rate how much they agreed withpa slt}' tSCa e’
concerning their perception of the campus environment in relati \ ‘:m;ﬂt_
organization. On average, participants felt that their advisor Supglci)rt(;d 511;

organization (M = 4.21) and encouraged leadership development (M =4.07)

?iﬁ:;zr;nn;n tantil women perceived these differently. As shown in Table
(t,: e :ciz) ;a)t a; women feel more supported by their advisor than men
Ieader.Shi,p de‘;elg and were more likely to feel that their advisor encourages
ot ;‘Jn:;nt (F =2.18, p <.05). Women tended to rate individual
support mge et Tl}ll eyaltn f; ;1}1}11 ;téz gf;lniefl university as indicated by support

| ‘ o N . .
w1th. an atfivisor and feel more concre%e BSL;?)LU:: I()):ct;llf ot the ooty
eationshio, se of the closer
Table 1

Self-efficacy and Envirenmental Factors by Gender

Female (¥ = 100) Male (N = 8§8)
Self-efficacy® = = = = :
Challh?ngi ng the Process 8.13 1.08
Insplqug a Shared Vision 842 1.08 s i Loy
i?.;la{lljil.lug Others to Act 8.5 1‘] i 3.13 1 I3
y o] eimglthe Way 8.53 E:UO 8%2 Lae i
ncotsaging the Heart 8.55 1.02 . i ey
Inflnencing Others 8.55 1-07 gig 113 "
' . . 1.13 0.46
Environmental Variables®
Advisor Support
i 4.38
Advisor encourages 4,25 1”1)1 To5 i1y e
endorst .18 3.88 117 2.18%
ﬁe(lio teadership experience 4.32 1.20 4.31
Uﬁx ;1;511:1(;20 4.09 1.06 3‘81 }.05 7
Univ. promotion 3.47 1.40 3. B 1
. Prowdes resources .64 1.4() e e 150
Orgamzation well known 3.04 1-23 s 30 e
Un%v.lencoarages teadership 4,01 0.99 e 100 oo
Satisfied with Univ. 4.21 0.94 o5 1o e
. . 1.05 1.02 1.16

leadership experience
* p < 05
* Res b
penses based on an 11-point scale
Respenses based on a 5-point scale
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Researchers determined past leadership experiences by number of high
school organizatons participated in during senior year in high school, number
of leadership positions held in high school, and patticipation in leadership
(raining. Because self-efficacy develops with practice (Bandura, 1986, 1995,
1997; Depp, 1993) it was hypothesized that past leadership experience would
encourage higher levels of self-efficacy. The mean number of high school
organizations individuals participated in was 3.39 (N = 181). The mean
number of leadership positions held was 2.44 (N = 183). Due to the high
frequency of leadership training among the participants, comparisons could
not be made between those who received training and those who did not.
Thus, levels of self-efficacy could not be attributed to feadership training. i

Environmental Factors
The majority of participants responded that they would be the leader of

their organization again (80.9 %) and a majority further replied that they
were generally satisfied with their leadership experience (78.2 %). Correla-
tion analyses indicated that there are positive relationships between the
feeling that one’s advisor encourages leadership development and leadership
self-efficacy. Specifically, the more an individual agrees that his or her
advisor encourages leadership development, the more capable that individual
feels he or she can Inspire a Shared Vision (r = .35), Enable Others to Act (r
= 33), and Model the Way (r = .36). A perception of support by an advisor
seems to have a stronger impact than general university support. Further,
satisfaction is also moderately correlated with leadership self-efficacy. The
[more an individual wants to repeat his or her leadership experience, the more
likely that individual feels like he or she can Inspire a Shared Vision (r = A3,
Model the Way (r = .47), Encourage the Heart (r = .42), and Influence
Others (r = .39). The more likely an individual is satisfied with their leader-
ship experience, the more likely that individual feels like he or she can Inspire
a Shared Vision (r = .41), Encourage Others to Act (r = .36), Model the Way
(r = .38), and Influence Others (r = :35). Students who are willing to repeat
an experience may draw confidence from their previous or current expeti-
ence, which affects their self-efficacy. Further, confidence in one’s ability
may be drawn from the satisfaction with relationships with others in the
organizations or the organization’s constituents. Many of the correlations
seemn to coincide with practices that involve including and incorporating

others.
Gender also impacts the perceptions of environment, Correlation

analyses were conducted to examine the impact of the perception of envi-

ronmental support variables on self-efficacy for men and women as groups

(See Table 2). Positive perceptions of support varjables tended to correlate
41
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Table 2

“orrelatic » Gender
Corelarons b GeChﬂHenging the  Inspiring a Shared  Emabling Others to ™ Modeling the Way
Process Vision Act
Femzic Malke  Female Male  Female Malke Female  Male
(N=100) (N=BB) (W=100) (N=BR) (N=100) (N=88) (N=100) {N=88)
Advisor support..22* 33 23% 39%F 28 6% A0EE A5EE

Advisor 1% agEe 33eE 4R 3 27 37 32
ENCOURIEES
Leadership
Redo 4% AoEx o 3ges i ¥ A3 qgse 5ges
Univ. support 2% 28 ) 23% 19 27% 23* 3w
Univ, promotion  .24¥ 03 21 07 20 0 25% A9
Univ. provides  -02 il 03 -05 18 -804 04 m
reseurces
Organization 22 08 18 20 07 -02 23% 16
well known
Univ. 275 27 A9 21 .25% 16 2 20
CRCOUVREES
Ieadership
Satisfied with 16 43 g Sime o oaw A 25 Agee
univ,
leadership
expericnce
Size A5 10 41 A7 -0d ikt o7 1
HS ieadership 08 A5 13 16 00 -03 18 06
(N=9T;
Ni=84)
HS leadership -0t 20 -3 24 -0 21 03 5%
positions
(Np=08;
Ny=85)

p<l5 Hp<hi

with higher self-efficacy more for men than for women, Looking specifi-
cally at advisor support, the more men perceive that their advisor supports
them, the more confidence they have in Challenging the Process (r = 33),
Inspiring a Shared Vision (r =.39), Encouraging the Heart (r = .33) and
Influencing Others (r = .37). Therefore, although women perceive support
frota their advisor more than men, it might be hypothesized that advisor
support may have a greater impact on men.

Researchers investigated relationships between organizational type and
level of leadership self-efficacy. Those in activist organizations tended to
have higher leadership self-efficacy in Challenging the Process, Inspiring a
Shared Vision, and Modeling the Way. Culturai organization participants
tended to feel more confident in their ability to Encourage the Heart com-
pared to those in other organizations. Those in professional organizations
tended to have a higher leadership self-efficacy in Enabling Others to Act,

Encouraging the Heart, and Influencin g Others. Individuals involved in
programming and support organizations demonstrated more confidence in
Enabling Others. Members of service-related organizations tended to
demonstrate higher levels of leadership self-efficacy in Inspiring a Shared

Vision, Enabling Others to Act, Modeling the Way, and Influencing Others

(See Table 3). The different levels of self-efficacy among organizational
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may be a result of charact}lgristics Qf the organizational type that
; i i leadership practices.
}??s?;ﬁgrﬁ;iﬁa;ote that bgcgmse participants coulq identify their
.ation with more than one characteristic, relationsh}ps between types
- ations may exist. Activism groups correlated with governance (r =
o Orgar:fiticﬂ (r = .413), and service organizations (r = .405). Th'ere was a
.378-’)i ption between organizations being identiﬁe‘d as both profassmnal. and
o y = 370 as well as organizations identified as both programming and
pohtlcal . —(.r = 358). These findings are important in that some orgamza-
govelinan?s en;c;m‘agf.:d leadership self-efficacy more than others even.
tiona’ me degree, the different types represented the same organiza-
tl-lough, e le ﬁlﬂl’é was a moderate positive correlation between activist
fon. ™ cx:f:z o;ganizations, implying that at least some groups had compo-
andt%()c:]fel?cl)th characteristics. At the same time, governance groups tended
22? go encourage self-efficacy as well as activist groups.

types
colnc

Discussion ' )
In examining the results, several variables of 1ead§rsh1§ Seieg}iciii
proved noteworthy. Specifically, results for genc‘ler, lpast lea {1&;‘3 tﬁ)e m{()} ’
ences, enviropmental support, and type of organization revea

Table3

Organizational Means end Standard Deviations

Clallcnging the Tnspiring 4 Enabling Others  Modeting the
Process Shared Vision 10 Act Way .
N M 5D M SD M sD M8

Academic g5 818 108 838 119 8.4; ilﬁ g;ﬂ}) iég
Non-Acad. 93 736 8 819 126 82 1'07 3.53 2
it 08 RT RS S b an
n-Act. ; . X . -
ClIl\‘l::]l’ﬁi 6l 813 20 8% 120 8353 1(1)2 :;3 i ;0
Non-Culr. 127 197 (12 81 1.24 8.23 ].12 3.41 1:13
Governance 103 807 Li 8.27 (2t 83 1. ° 8.28 L
Non-Gov. 8 797 120 830 126 839 1.20 3'42 1. s
Greek 63 809 Lig &3 130 817 ].{}7 3.32 1:19
Mon-Greek 125 799 L3 823 L19 8.42 1.24 3.39 e
Pelitical 60 8.2 123 840 13 835 1'0{, 3.34 L
NowPoli. 128 798 1.1 87 .19 8.34 1.[}2 31@7 e
Professional 88 819 1,04 8.406 1d 85 llig 3125 o
Non-Prof. 100 7.8 i22 813 1.36 2;2 0.99 8'47 o
Programming 126 804 107 831 1,10 . 1.29 3-1 L
B N e R T BT
i 7 N . X . ,
Re}g;;‘fl}i{(::ﬂ {16 809 L4 838 120 8§83 Lo 844 LIG

: |1/ 851 L0S
Vi 42 103 846 186 83
S?I‘gﬁe 1?1 E?’.82 134 192 146 301 124 803 1.38
Service
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essential findings. In general, the majority of student leaders had a positive .

sense of themselves in regards to lealdersl?ip self-efficacy. Onfa can assume
that if student ieaders are demonstratmfg high levels of self—efﬁcac.y, they.
must have a clear understanding of their role as a leader, and confidence in
their own leadership abilities. Extrapolating from these findings, student

affairs professionals need to understand and incorporate this strong sense of
air

self-efficacy to challenge and support organizational leaders. Ag this study
demonstrates, student leaders feel that they excel as leaders and perform
leadership tasks to the best of their ability. Advisors can utilize this informa-
tion to help student leaders continue to develop in aforementioned six areas
of leadership and to challenge the students to exceed beyond their current
abilitics.

Gender

The relationships between gender and leadership self-efficacy provide
the next point of interest from the findings. In a marked improvement from
past research (1970s-1990s), women in this stady demonstrated gains in
leadership self-efficacy. In this study, women were found to have signifi-
cantly higher levels of self-efficacy than men. One potential rationale for this
improvement in woraen’s leadership self-efficacy could reside in the growing
majority of wornen in institutions of higher leaming. Because college and
universities generally have a higher percentage of women in recent years
(Brimelow, 2000), leadership opportunities in college can offer women
experiences that will help them build thejr leadership self-efficacy and skills

for the future. By developing high leadership self-efficacy in college, where
the climate for women is more comfortable, female leaders are better
preparing themselves for future leadership roles in the non-academic envi-
ronment. Therefore, student affairs practitioners can significantly influence
women’s leadership development through intentional mentoring throughout
their college years.

Tn directly comparing the six leadership practices, women’s self-
efficacy for Modeling the Way was statistically higher than that of men, This
characteristic of leadership is defined as setting an example for others
through role-modeling (Kouzes & Posner, 1995). In agreement with other
hiterature, women often describe their leadership style as bein ¢ based upon
relationships that have been formed between themselves and individuals in
an organization (Romano, 1996). Previous research also suggests that
women are more relationship-oriented, non-hierarchical and concerned with
sharing power and information (Helgesen, 1990; Rosener, 1990). This
leadership practice enables women to build strong personal relationships and
role-model behaviors to other members of the group.
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¢ hip Experiences . .
Post [;}fdjgjeafchefs hypothesized that students with the most previous
e

i rate higher levels of leadership self-
1ea'dership expgieiiafh‘zzl;tle?:;nn?;i of selfg-efﬁcacy Fhrough mastery
- Bas%anlc)lura 1986, 1995, 1997; Depp, 1993),1t fo%lows that stu-
expeﬂef}fi}f most p;‘evious experiences would have Fhe hlghe.s‘t se](fi—

o o Hom ver, the findings do not suppost this notion. In this stu g
efﬁ(?a‘?Y- H(‘)w?ﬂ(eé their levels of leadership self-efficacy as ver_y hig ihe
311' 280511:11;"3; ;ractices, thus indicating that all garticigaingl}tlsi ;‘ sgﬁ:gﬁisagemhip
acr : : ve ‘
amount' o pmgiouiieeagf iggl}%;;%ESETSF ?;ilglvergnt in previous 1eadersPip
self~e_fflcaCY- f elcla articipants, perhaps it is not the sheef' number of ex;;eu-
experiences 0 'aheil)-ent quality of those leadership expe;nences tha? moi1 -
onces, DUl e 1111 ment and level of leadership self-efficacy. Keeping _td lls m
aﬁ'Fe(élt ts}tlidien\fagfiirs practitioners should encouraiclz{ all stllldfzixgs; };el;gi; 1ei:ss
e i iences, to take on ica : 8.
of their pas;{CGCO:Cela?’(f:;eiﬁ‘iﬁptng gllztudents, both those wittla hlg;l and
i{esﬁltie(;g E)fli?);:{fious involvement, have high levels of leadership efficacy
ow levels

and thus can all be confident leaders.

ironmental Factors i . : factors,
EﬂV”’;’!;’L comparing leadership self-efficacy with environmental

d 41 o -

ed as student leaders. Ultimately advisors need to

supported and encourag e of

inue to acknowledge their important role in mentoring student le
ot o throughout their leadership devclopm‘ent process. -
pot genqefs tud?:ni had high self-efficacy in the six 1eade.rsh1p P flf:llt-lces,
Challgzﬁiegsthe Prc;cess had the lowest means. Since all S;éolga;ig;; Zlep; N
practices are essential for effective leadership {(Endress, :

1 1]
ga

i ncy in Chal-
epergy on helping student leaders develop their comftf;t;migg s
?;E;ng the Process through intentional support gld folr)IrI;ac e ol
' 'ch, student affairs _
I . Based upon this research, : s pr orting student
n Ehlfh:riilz;aerent importance of being an active ag\fiSOl {0 supporung
note i i udents.
organizations atd Sncouae I8 1Bad§fsﬁlgi‘;ris tslilgnif icant to examine the
nt affairs practitioners mig _ ols of leadership
diff 21tlliczepes of student organizations an(‘i t}:}e d{ffert?nat;z\rfls *re the only
f1i ezcy tlfat each supporis. Leaders of activist 011 g;m‘?f fficacy for Chal-
effic e ) level of selL-
- indi ly higher le
participants to indicate a statistically hig .
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lenging the Process. As a whole, all participants ranked Challenging the
Process as the aspect of leadership in which they have the lowest self-
efficacy. Student affairs practitioners should analyze the ways in which
activist organizations enhance this aspect of leadership so that they can then
encourage student leaders of other types of organizations to use similar
methods to improve their own abilities in Challenging the Process. Addition-
ally, it seems that leaders of all types of student organizations feel high levels
of self-efficacy for different aspects of the six leadership practices. Future
research should evaluate the ways in which organizational type affects
leadership self-efficacy and effective leadership behaviors.
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Here today, gone tomorrow? A Historical and Contemporary
Analysis of Black Student Participation and
Affirmative Action Policy in Higher Education

Ontario S. Wooden

This paper reviews literature on Black student participation in ‘higher ‘
education and how affirmative action programs have impacted it. Tren.ds in
Black student participation at predominantly White .institutions -r,md lustolrh
cally Black colleges and universities form the historical f()undfftwn for this
piece. The evolution of affirmative action in employment and h{gher .educa—'
tion is introduced and explored. Further, legal cases challenging ajﬁrn'mnve
aciion are reviewed. The paper concludes with recommendations for higher
education practice and directions for future research.

Introduction .

The 1960s sparked increased involvement by the federafl government, ,m
numerous social issues. Believing that Blacks needed “equality asa result,
President Lyndon B. Johnson shifted the widely accepted American concept
of equality of opportunity to one that meant government would guara‘ntele
opportunities through preferential policies for Blacks and later, other racial
minoritics and women (Rai & Critzer, 2000). One of the I-HOSt fa.med 91’
Johnson’s policies was atfirmative action. Since its.incegmon, z}f‘flrmatlve
action policy has been altered numerous times and is Fiefmed differently by'a
myriad of groups. Currently, affirmative action pOh(.lleS have come unFler fire
in both the employment and educational arenas. While the r90ts Qf afflrma—_
tive action lie in the employment arena, the discussion of affirmative action in
this paper will focus on its relationship with higher education. .

First, the early enrollment trends of Black students at ]E.’redorpmanﬂy
White Institutions (PWIs) will be reviewed, followed by a discussion of the
founding and subsequent enrollment of Blacks at Historically Black Colleges
and Universities (HBCUs). Second, this paper will move toward an anc?er—
standing of the initial purposes of affirmative action in employ'ment and its
introduction into higher education settings. Third, the paper will transition to
a discussion of the pros and cons of affirmative action, citing afgumfants from
both camps. Fourth, legal challenges surrounding the use of at?ﬁrmatwe
action in college and university admissions will be explored. Fmail){, the paper
will conclude with a discussion and analysis, as well as a. pre‘sentatlon of .
implications relative to the future participation of Blacks in higher education.

Literature Review

History of Black Higher Education in America _ .
With the founding of Harvard College in 1636 in Cambridge, Massa-
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chusetts (Rudolph, 1990), Blacks and women were excluded from participa-

tion in higher education. Harvard’s student body was comprised of White,
upper class men. Not only was this the case at Harvard, it was also true at
all PWIs during this time period. It was not until Alexander Lucius Twilight

earned a degree from Middlebury College in 1823 that Blacks began to enter

higher education (Bennett, 1993).

A few institutions of secondary and higher education for Blacks were
organized in the antebellum years. Cheyney University in Pennsylvania,
founded in 1837 as the Institute for Colored Youth, has the earliest founding
date of an HBCU. Although for most of its early history it offered only
elementary and high school level instruction (Roebuck & Murty, 1993). Two
other colleges for Blacks were also founded before the Civil War: Lincoln
University in Pennsylvania (1854) and Wilberforce University in Ohio (1856)
(Fleming, 1984; Lucas, 1994). However, the first great expansion in Black
higher education came after the Civil War, doring the widening opportunities
of the Reconstruction era of American history (Anderson, 1999).

During the Reconstruction era (1863-1877), educational provisions
were enacted into the new state constitutions with the aid of Black legisla-
tors (Spring, 2001). For the first time in Southern history, universal education
was recognized as a right of all citizens. Most states set up school funds,
which frequently required Blacks to pay special taxes in addition to those
required of all citizens (Dyer, 1989). Of the 17 Southern states that mandated
racially segregated education during the Jim Crow era, a period of strict
separation of Blacks and Whites in the South, 14 simply refused to establish
state-supported colleges for Black students until Congress required them to
do so in the 1890 Morrill-McComas Act, which required states with dual
systems of higher education (all-White and all-Black) to provide land-grant
institutions for both systems (Roebuck & Murty, 1993).

As a result, the number of HBCUs increased modestly. Unfortunately,
the institutions that were established were colleges only in name and did not
meet the requirements to teach agriculture, mechanical arts, and liberal
education on a collegiate level (Rudolph, 1990). According to the Bureau of
Education, in 1916 Black land-grant colleges had almost no students enrolled
in college-level curricula (Anderson, 1999; Hoffman, Snyder, & Sonnenberg,
1996). By 1935, Black collegiate enrollments in the Southern states had
risen to 12,600, while Black enrollment in Black private colleges nationally
was almost 17,000. These enrollment numbers still represented only a small
percentage of the country’s Black population (Lucas, 1994).

While the improvements that stemmed from the Morrill Land Grant Act
showed physical change due to improving campus conditions for Blacks,
psychologically the country still viewed “separate but equal” as an accept-

a;%le idea. The Supreme Cour(’s Plessy v. Ferguson decision of 1896
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declared that Blacks and Whites could not attend the same schools (Roe-
buck & Murty, 1993). This doctrine would stand unchallenged for over 40
years. As Blacks started to understand the reality of the inequities, they
began to demand equality in educational arenas. Between 1945 and 1954,
the “separate but equal” doctrine began to be overturned in graduate and
professional schools. Equality, in a sense, was gained in public elementary
and secondary school education with the Brown v. Board of Education of
Topeka, Shawnee County, Kansas decision in 1954 (Bowen & Bok, 1998;
Fleming, 1984; Roebuck & Murty, 1993).

In 1964, there were an estimated 15,000 Blacks enrolled in PWIs in the
South, which was a fourfold increase since 1957. Despite this increase, by
1965, only 4.8% of all college students in the country were Black (Bowen &
Bok, 1998). Remarkably, Lucas (1994) reports, Black undergraduates in the
North had increased from 45,000 in 1954 to around 95,000 in 1967-68. From
1065 to 1970, Black enroliment at PW1s in the South more than tripled. At
the same time, enrollments of Blacks at HBCUs had dropped from 82% of
all college-attending Blacks to 60% between 1965 and 1970; it had further
declined to 40% by 1978 (Lucas, 1994). Black student enrollment as a
percentage of all undergraduate student attendance rose after the mid-
sixties. By 1971, the figure was 8.4% and in 1977 it was 10.8%. Between
1967 and 1974, Black enrollment in PWIs increased 160%, compared to a
34% increase at HBCUs (Lucas, 1994).

Towards an Understanding of Affirmative Action
By the 1960s, Black students had been participating in higher education

for a number of decades. However, those participation levels were not
proportionate to Black representation in society at large. The introduction of
affirmative action programs in higher education would increase Black
student participation rates to unprecedented levels. The phrase “affirmative
action,” which is defined as taking positive steps to remedy a problem, first
became associated with race refations in the United States when President
John F Kennedy used it in a 1961 civil rights speech (Lemann, 1997). The
term had been the idea of Hobart Taylor, a popular Detroit businessman who
had charged former Supreme Coutt J ustices Arthur Goldberg and Abe
Fortas with preparing a document to address discrimination in the hiring of
federal contractors. This document was initially known as Executive Order
10925 (Lemann, 1997).

Governmenta! reform to advance racial justice was nota totally new
idea. An executive order signed in 1941 by President Franklin D. Roosevelt
forbid racial discrimination in federal contracting, and after World War 11, t:he
1.S. military had been ordered to end racial segregation in the armec'I service
(Brown, 1996). In 1965, President Lyndon B. J ohnson signed Executive
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Order 11246, which required federal contractors to increase the number of
minority employees as an affirmative step toward remedying the
underrepresentation of minorities in those firms (Brown, 1996; Tatum, 1997).
However, it was Kennedy’s use of the phrase “affirmative action” that
began to garner public attention, Interestingly enough, Tatum acknowledges,
“though Execcutive Order 11246 required affirmative action, it did not specify
exactly what affirmative action programs should look like” (p. 117). Because
of this lack of specificity, it is not surprising that there remains great variety
in the ways affirmative action programs operate around the country.

Brown (1996) asserts that the use of affirmative action allows mem-
bers of all backgrounds and genders to have the potential to succeed if the
opportunity presents itself. She contends that a diverse environment is
crucial to the existence of higher education, as colleges set the standards for
other institutions to follow. Brown further argues:

Colleges and universities are the principal institutions in which America’s
future professional leaders and role models are educated and shaped. And
lest we forget the higher education community had historically served as
the nation’s conscience, holding its own members and the larger commu-
nity of citizens to higher standards of intellectual achievement and social
justice (p. 12).

Trent (1991) defines affirmative action programs and strategies as
those targeted at Blacks, Mexican Americans, Native Americans, Puerto
Ricans, and women. These programs are employed by colleges and universi-
ties to encourage minorities to apply and enroll. Many affirmative action
programs serve only to ensure that institutions do not discriminate in a
negative manner against certain groups. “Leveling the playing field,” asitis
called, seeks to ensure that merit determines whether some groups are
included or excluded in admissions processes. However, there are still
affirmative action programs that try to increase the number of individuals
that represent certain groups. This approach to diversity is intended to
include groups that have been historically excluded or underrepresented from
various types of institutions (Thomas, 2000).

Misconceptions about Affirmative Action

Numerous misconceptions have arisen during the ongoing debate about
affirmative action. Chang, Witt-Sandis, and Hakuta (1999) address four
popular misconceptions. The first misconception is that “Past inequalities in
access and opportunities that racial and ethnic minority groups have suffered
have been sufficiently addressed and no longer require attention” (p. 13).
While research by Trent (1999) has shown that intervention by nationat,
state, and campus leaders toward addressing underrepresentation and
success of minority groups in higher education has made some progress,
52
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much remains to be done.

The second misconception is that test scores can define merit. On the
contrary, Wightman (1999) contends that standardized tests are far from
being infallible and comprehensive in their measures of merit. Further, she
argues that a combination of ability, talent, and motivation, which are immea-
surable by standardized tests, are the real factors that determine who will be
successful in college. Likewise, Sedlacek (1996) offers a set of noncognitive
variables that institutions may consider during admissions processes. These
variables include understanding and dealing with racism, availability of
support systems, successful leadership experience, community service, and
knowledge acquired in a field, just to name a few. In addition to test score
and academics, noncognitive variables, to a large extent, determine who will
and will not succeed in college.

The third misconception is that fairness is best achieved through race-
neutral policy. Levin (1999) claims that racism exists today and has always
existed in the United States on individual, institutional, and societal levels. She
contends, “Using the same standards to judge individuals from majority and
minority groups is unfair because differences in power prevent the two
groups from having equal opportunity” (p. 14). Further, Bowen and Bok
(1998) found in their study of admissions data from selective schools that if
Black students had been admitted in the same proportions as Whites with
similar SAT scores, Blacks would have constituted only 3.9% of the entering
class at the schools studied. This represents a decrease of between 50% and
70%.

The fourth, and final misconception offered by Chang, Witt-Sandis, and
Hakuta (1999) is that diversity programs only benefit students of color.
Milem (1999) reports numerous findings that support the idea that all stu-
dents benefit from diversity programs. For example, he discusses the inclu-
sive benefits of cross-cultural interactions, which lead to acceptance of those
from other cultures, civic participation, increased retention rates, and a
greater commitment to racial understanding. Milem’s research also shows
that individuals who experience desegregation in grades K-12 later seek
desegregation in college, social settings, and careers.

Opposing Viewpoints of Affirmative Action

Affirmative action debates have endured since the inception of efforts
to systematically open doors of education for members of groups that have
experienced long-standing and persistent discrimination (Chang, 1999). When
colleges and universities formulated race-related admissions policies in the
1960s, there were two intended objectives: (1)} to create a diverse educa-
tional environment and (2) to prepare larger numbers of minority students to
enter the mainstream of American life (Falsetti, 1999).
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University of Georgia President Michael Adams (as cited in Shearer,
2000) argued, “Maintaining a diverse student body is a question of justice;
therefore justice compels us to help this state to find a way to serve all of its
citizens educationally” (p. 1). He added that having a diverse student body is
important to prepare students for the increasingly multicultural world in
which they will work and live (Shearer, 2000). These statements supported
his decision to continue to use race as a factor in admissions. However, in
Johnson v. Board of Regents of the University System of Georgia (2001},
the court ruled that race could no longer be used as a factor in admissions.
The race-based admissions policy is also in question at the University of
Virginia. The Washington-based Center for Equal Opportunity brought
admissions policies under fire at the institution in January 1999. The Center
claimed that a Black student with the same SAT scores as a White student
has an unfair advantage in gaining admission to the University, merely
because of his or her skin color (Gopalan, 1999).

Opponents of affirmative action feel that race-based admissions
policies discriminate against majority students, who subsequently feel unfairly
bypassed (Heilman, 1996). These claims have led to challenges in the courts.
Thus, a consequence of the litigious attitude of today’s society is that many
schools are turming their backs on minority students in the admissions pro-
cess. For instance, officials at the University of Massachusetts-Amherst
revamped their admissions process, to decrease the likelihood of legal
challenges, thereby decreasing educational access for Black students.
Chancellor David Scott explained that the cusrent political climate, created
by court decisions striking down race-sensitive admissions policies in many
states, served as the catalyst for the University’s decision. University
representatives admitted that, under the new admissions plan, minority
enrollment will likely plummet to as low as 13% of the University’s student
enrollment from its current 19% (Bennefield, 1999).

In addition, some opponents assert that affirmative action programs
place Black students in rigorous academic positions, where they are unable
to compete. These students eventually drop out of school, which leads many
to think that affirmative action has a hindering effect on Black students
(Cross, 1998). Heilman (1996) stated that affirmative action breeds a stigma
of incompetence among the individuals for whom these programs were
intended to benefit. Her research has shown that inferences of incompe-
tence were found from association with affirmative action whether the
individuals were students, working people, or racial minorities.

Legal Challenges to Affirmative Action in Higher Education
While affirmative action programs were initially designed to increase
the number of minority persons allowed to enter educational programs, the
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policies pose delicate legal questions (Kaplin & Lee, 1997). Affirmative
action in higher education has taken center stage in recent vears, with a
plethora of court cases that address college and university admissions
p[actices and the value of diversity, Additionally, countless headlines empha-
gizing the politicization of the issue and the surrounding debate have created
the current climate for affirmative action (Coleman, 2002). The onslaught of
legal action regarding race-based admissions policies has led to additional
challenges. Cases have been filed challenging college admissions policies in
many states across the country. Tn some instances, decisions have been
made that support the notion that minority students do not deserve a seat in
academic arenas based solely on their race.

The Supreme Court has decided that it will revisit its 1978 decision in
Regents of the University of California v. Bakke, which prohibited racial
quotas, but aHowed universitics to consider race as one factor among many
in the pursuit of diversity (Bowen & Bok, 1998; Shaw, 2000). The Medical
School of the University of California at Davis had two admissions programs
for its entering class of 100 students: the regular admissions program and the
special admissions program (Regents of the University of California v.
Bakke, 1978). Under the regular procedure, candidates whose overall
undergraduate grade point averages fell below 2.5 on a scale of 4.0 were
immediately rejected. About one out of six applicants was then given an
interview, following which he or she was rated on a seale of 1 to 100 by
each of the committee members. The student’s rating was based on the
interviewers’ summaries, overall grade point average, science courses grade
point average, Medical College Admissions Test (MCAT) scores, letters of
recommendation, extracurricular activities, and other biographical data, all of
which tesulted in a total “benchmark score” (Regents of the University of
California v. Bakke, 1978). The admissions committee then made offers of
admission on the basis of its review of the applicant’s file and his or her
score, considering and acting upon applications as they were received. The
committee chairman was responsible for placing names on the waiting list
and had discretion to include persons with “special skills” (Regents of the
University of California v. Bakke, 1978).

In both 1973 and 1974, special applicants were admitted with signifi-
cantly lower scores than Bakke’s. After his second rejection, he filed a
lawsuit in state court for mandatory admission to UC-Davis, alleging that the
special admissions program operated to exclude him on the basis of race in
violation of the Equal Protection Clause of the Fourteenth Amendment, a
provision of the California Constitution. Additionally, he suggested that the
committee had violated Article 601 of Title VI of the Civil Rights Act of
1964, which provides that no person shall, on the ground of race or color, be
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excluded from participating in any programs receiving federal financial
assistance (Regents of the University of California v. Bakke, 1978).

The trial court found that the special program operated as a racial
quota, because minority applicants in that program were rated only against
one another, and 16 places in a class of 100 were reserved for them (Kaplin
& T.ee, 1997). Declaring that UC-Davis could not take race into account in
making admissions decisions, the program was held in violation of the
Federal and State Constitutions and Title VI. In spite of this ruling, Bakke’s
admission was not initially ordered, for lack of proof that he would have been
admitted had the special program not existed. The California Supreme Court
concluded that the special admissions program was not the least intrusive
means of achieving the goals of the compelling state interests of integrating
the medical profession and increasing the number of doctors willing to serve
minority patients (Regents of the University of California v. Bakke, 1978).
Without passing on the state constitutional or federal statutory grounds, the
court held that UC-Davis could not satisfy its burden of demonstrating that
Bakke, absent the special program, would not have been admitted, and the
court ordered his admission to UC-Davis (Regents of the University of
California v. Bakke, 1978).

The 5th Circuit Court ruled in another landmark case, Hopwood v.
State of Texas (1996), in which Cheryl Hopwood and three other students
disputed their rejection by the University of Texas Law School. The students
were successful as the court ruled that the institution could not use different
standards for minority applicants from those it uses for White applicants.
One of the strengths of the case says Terral Smith, the lawyer who filed the
case, is that Hopwood is “a real victim, the sort of person affirmative action
should help” (Gwynne & Cray, 1996, p. 54). Hopwood, who came from a
blue-collar family, was offered a few partial scholarships, including one to
Princeton, but still could not afford to go to law school, Instead, she attended
California State University, married a serviceman, worked as an accountant,
and was raising a child with cerebral palsy when she applied to the Univer-
sity of Texas law school. Her Law School Admissions Test (LSAT) scores
were strong enough to qualify for the pool of minority and disadvantaged
applicants. But, charged Smith, “They take the last 60 White kids and make
places for minority students” (p. 54). Smith’s comment supports the notion
that academically talented White applicants and disadvantaged Black appli-
cants normally receive a seat in the University of Texas law school, while
applicants with other circumstances are not granted any special consider-
ations.

The court agreed that Hopwood is “a fair example of an applicant with
a unique background. . her circumstances would bring a different perspective
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to the law school” (Gwynne & Cray, 1996, p. 54). This statement endorses
the idea that other types of “diversity” are valid for colleges and universities
to consider. And later in the decision, it states, “A university may properly
favor one applicant over another because of his ability to play the cello, make
a downfield tackle, his relationship to alumni or his economic or social
background” (Gwynne & Cray, p. 54). However, the court concluded that
schools must “scrutinize applicants individually, rather than resorting to the
dangerous proxy of race” (Gwynne & Cray, p. 54). Kaplin and Lee (1997),
assert that the case calls into question the continuing validity of the Bakke
line of cases. The Supreme Court’s refusal to review this case raised
questions about how to lawfully create admissions policies that take affirma-
tive action into consideration.

In the most recent ruling on affirmative action and college admissions,
Judge Bernard Friedman, in the University of Michigan law school case,
surprised many leaders and legal experts when he contradicted another
district judge, who just three months eatlier had ruled that the University of
Michigan’s undergraduate school could lawfully continue using race as a
factor in admissions. In the fall of 1997, the Center for Individual Rights
filed two class-action lawsuits on behalf of White students who were denied
admission to the University of Michigan’s undergraduate and law school
programs (Alger, 1999). Based on information garnered by a professor that
demonstrates that higher standards are required for the admission of White
students, the suit alleges that the University uses different standards for
admitting White and minority students. However, the University claims that
these standards are representative of its commitment to affirmative action
(Alger, 1999).

Judge Friedman, appointed to the bench in 1988 by former President
Ronald Reagan, ruled that diversity is not a compelling state interest. He
added that if it was a state interest, Michigan’s admissions system was not
narrowly tailored. Thus, it is targeting a specific group or interest, in this
case Black students. He also ruled that there was no evidence of past or
present discrimination by the law school to justify the use of race as a factor
in admissions. He rejected the University’s argument that race was simply
one of many factors used in admissions and said the law school admissions
policy has created the functional equivalent of a quota system with a strong
emphasis on race.

Friedman also rejected the argument that affirmative action is neces-
sary to compensate for past discrimination and wrote that such a rationale
ignores a person’s individual history. There has been a “long and tragic
history of race discrimination in this country,” Friedman wrote, but that does
not justify using race as a standard in the law school’s admissions process
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(Lords, 2001). However, in the meantime, many institutions are faced with
the dilemma of assuring diversity on campus, while avoiding legal action for
doing so.

Interpretation and Analysis

Blacks have had to deal with legal, administrative, and rhetorical
attacks on affirmative action in both education and general society. As the
debate over affirmative action continues, many issues still need to be ad-
dressed. These issues include the historical gaps and inequities in Black
student participation in higher education. Second, diversity and its relevance
to higher education outcomes must be addressed. Finally, a discussion needs
to be held on a viable future for affirmative action programs.

Cross (1994) notes, “For the first two and a half centuries of the life of
our country, Black people were virtually shut out from access to higher
education” (p. 52). This statement indicates the lack of participation of
Blacks during the founding of American institutions of higher education. The
small number of Blacks that graduated from PWIs during the 1820s was
definitely not in proportion with the presence of Blacks in society at large. In
fact, up until 1900, less than 100 Blacks had earned degrees from PWIs,
while at the same time, 500 had received degrees from HBCUs (Bennett,
1993 Lucas, 1994). These degrees from HBCUs were conferred in spite of
obvious issues such as funding, poor physical plant, and underprepared
teachers. During the period of “separate but equal,” the development of the
HBCUs was important to Black students. This importance was obvious
because in 1940, 90% of all Black degree holders had received their degrees
from HBCUs (Davis, 1998). To date, Black student participation has in-
creased, but continues to lag behind that of Whites. “In view of this history,
most fair-minded people would agree that there is a strong moral case for
establishing a period of university admissions that confers advantage on
Black people” (Cross, 1994, p. 52).

Affirmative action programs and the influx of Black students at PWIs
have, without a doubt, contributed to the diversity of institutions of higher
education. Thus, by 1987, Black students were more likely to matriculate at
PWIs than at HBCUs (Lucas, 1994). After a decline in representation from
9.4% in 1976 to 8.8 % in 1984, Blacks increased their representation among
all college students to 10.1% by 1994. In 1994, Black enrollment at all
postsecondary institutions was 1 448,208 and 230,162 of these students were
enrolled in HBCUSs (Nettles & Perna, 1997). In 1997, Black participation in
higher education had reached 1,532,800 students, 11% of all students enrolled
(Snyder, 2001). Wilds (2000) recorded that in 1998, 85.6% of Black students
in higher education were eprolled in PWls.

As mentioned earlier, Milem’s (1999) research has proven that all
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students benefit from a diverse learning environrment. Further, Hurtado,
Milem, Clayton-Pedersen, and Allen (1999) describe the psychological
climate for students on college campuses that involve feelings of comfort,
inclusion, and a campus commitment to positive racial relationships. In an
academic setting, it is an asset to have numerous different backgrounds
represented, as it allows for a more complete worldview. A diverse campus
environment also challenges students to view a situation or an issue, not only
through their own lens, but also through the lens of others.

Milem and Hakuta (2000), present four findings of their research on
diverse learning environments. Diversity enriches the educational experience,
it promotes personal growth as well as healthy society, it strengthens com-
munities and the workplace, and it enhances America’s economic competi-
tiveness. Without a doubt, the aforementioned points are definitely attained
in diverse learning and work environments. These facts also contribute to the
idea that Black students are needed at PWIs in order to diversify (academi-
cally and socially) the environment. However, Hurtado, et al., (1999) warn
that increasing the racial/ethnic diversity on a campus without addressing the
changed racial climate, can result in difficulties for afl students on college
campuses. This is significant because institutions must do more than just get
Black students on campus; there must also be programming and support/
advising systems in place to respond to their needs and interests.

Further, Darity (2000) contends that affirmative action has only been in
effect for 25 years, and today it is being drastically rolled back. He continues
to say that instead of pretending that racism is no longer present and certain
individuals no longer suffer from it, affirmative action programs should be
strengthened and policies should be implemented that directly address the
racial gap in wealth. The fact that Black enrollment in higher education lags
behind Black representation in the population indicates that reverse discrimi-
nation is not a solid foundation on which to place the arguments against
affirmative action. However, the Supreme Court will render a decision
relative to the future of affirmative action programs on college and university
campuses across the country.

Should the Court rule against affirmative action programs, the participa-
tion of Blacks in higher education would be significantly impacted. The
Journal of Blacks in Higher Education (JBHE) (1997) illustrates the realities
of Black student enrollments after affirmative action programs were elimi-
nated in Maryland, Texas, and California. After a scholarship program for
Blacks was found to be unconstitutional, the University of Maryland allowed
all students to apply for the scholarship. Surprisingly, the number of Black
students receiving the scholarship remains the same as it was before the
Court ruled the program unconstitutional. However, the court’s decision was
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also applicable in the states of North Carolina, South Carolina, Virginia, and
West Virginia, and while the numbers are not yet in for those states, it is
highly unlikely that they did not negatively impact Black student access and
participation. The JBHE (1997) further reports that in 1997, the number of
Black applications to the University of Texas and Texas A&M dropped 26%
and 13% respectively. Even worse, Black applicants to the University of
Texas Law School dropped 42%, while the acceptance rate for Blacks
dropped from 54% to 37%. In California, applications were down 7% at UC
Berkeley and 13% at UCLA in 1997 (JBHE, 1997). These three states
provide differing examples of what could happen across the country should
affirmative action programs cease to exist.

Hopefully, the example that Texas provides will not hold for the rest of
the country. If affirmative action programs cease to exist, Black student
enroliments at academically selective colleges would probably see the largest
deciine. The decreases in enrollment are projected to be between 50% and
70% at selective colleges and universities (Bowen & Bok, 1998). The worst-
case scenario may be a return to segregation of higher education, encom-
passing a reversal of demographic trends with the majority of Black students
enrolled at HBCUs and White students at PW1s. Though this may seem to
be a drastic prediction, it is far from impossible.

As noted eatlier, in 1997, Black participation in higher education had
reached 1,532,800 students, 11% of all students enrolled (Snyder, 2001).
Fuarther, Wilds (2000) recorded that in 1998, 85.6% of Black students in
higher education were enrolled in PW1s. While enrollment of Black students
is on the rise, only time will truly tell whether further increases will be
realized,

Implications and Recommendatiions

The increase in Black students at PWIs has decreased the number of
students enrolling in HBCUs, the institutions that were responsible for mass
access to higher education for Black students. In light of the expected
demise of affirmative action, and Black students possibly being relegated to
HBCUs, now is the time to financially strengthen HBCUs. Renner (1998)
suggests funding HBCUs at flagship standards, at the expense of those
flagship institutions. He further insists that states end the practice of order-
ing HBCUs to find White students, instead shifting that responsibility to
PWIs. HBCUs have never had policies that excluded White students from
enrolling and should not be forced to enroll students that don’t choose to
attend these institutions. While these suggestions are far from reality, they
are fogical steps in the direction of equality for all students in higher educa-
tion,

Academic advising units, in conjunction with academic and other
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student affairs departments, should establish programs that reach out to
Black high school students not performing well enough to meet college
admissions standards. Student affairs professionals should also seek to
engage students on a regular basis to hear their thoughts on affirmative
action programs. These discussions can form the foundation for subsequent
forams on introducing the benefits of diverse learning environments for all
students, not just Black students. There should also be opportunities for
students to engage the literature on research in this area. If all students could
see the benefits of affirmative action programs, there might be greater
support for the existence of these programs.

Admissions offices should increase their recruiting efforts for academi-
cally qualified Black students at predominantly Black high schools. Over time,
partnerships should be established that guarantee access and funding for
students who meet pre-determined thresholds. Due to the disappearance of
color-specific scholarships, financial aid offices should seek to disseminate
information to high school students on financing options for college. Also, Black
students should be encouraged to participate in more community service and
high school campus activities, as options for funding may be present for partici-
pating in these activities. Colleges and universities should seek to diversify
faculty and administration. The presence of diversity in the academy at the
faculty and administrative levels can have an overwhelmingly positive effect on
Black student enrollment and persistence.

Finally, research in this arca should address the impact that affirmative
action programs have on perceptions of the existence of these programs. It
may also be beneficial to study Black and White students’ perceptions of
affirmative action programs. Most of the discussion on these programs does
not include the views of those that it most directly impacts. Researchers
should also continue to seek methodologically sound means for assessing the
educational benefits of diverse learning environments.

The aforementioned recommendations can be instrumental in sustaining
and increasing Black student participation in higher education at both
HBCUs and PWIs. The higher education community cannot continue to
reduce or deny access to Black students. Working within the legal frame-
work the Supreme Court will soon outline, the higher education community
must find innovative ways to achieve access, equity, and diversity on college
campuses.
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Assessing International Student Perceptions of the Classroom
Environment at a U.S. Business School

Sandra Britton, Todd Chamberlain, Colin Davis, Denise Easley,
Cynthia Grunden, and Julie Williams

The number of international students on college campuses has sharply
increased in the last decade. Although several studies have explored the
topic of international students from the perspective of fuculty, little research
has been conducted on the classroom experiences of the international
students themselves. This qualitative study examines the business school
classroom environment from the perspective of international students,
specifically focusing on instructional methods, international student-faculty
interactions, and the effectiveness of instructional tools.

Introduction

According to a survey by the Institute of International Education
{Davis, 2002), the number of international students studying in the United
States rose to 582,996 in 2001, a 6.4% increase over the previous year.
Enrollment of international students increased by nearly 100,000 in the 1990s
(Tomkovich & Al-Khatib, 1996). Several authors (Coleman, 1997;
Tomkovich & Al-Khatib, 1996) have attributed these increases to the active
recruitment of international students by colleges and universities, for both
educational and utilitarian purposes. International students often represent
the top-tier students of their native countries and bring diverse perspectives
to the classroom; they also bring in greater tuition revenues since they
typically pay closer to the full cost of their education than domestic students
(Tomkovich & Al-Khatib, 1996).

Despite the growing number of international students in the United
States, studies exploring their unique needs and perceptions of the classroom
environment are lacking. Although there is a useful body of lterature on
faculty perceptions of international students (L.add & Ruby, 1999; Trice,
2000, 2001; Young, 1998), little exists to indicate how well these students feel
their educational needs are being met and what pedagogical techniques they
consider most effective.

Because business and management continue to be the most popular
fields of study for international students (Davis, 2000, 2002}, this study
focuses on students in these majors, specifically those for whom English is
not their primary language. Students who must overcome this language
barrier face a variety of challenges, making an examination of their needs all
the more critical. The purpose of this study is to explore international student
perceptions of the classroom environment, with a special emphasis on the
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professor’s instructional style and techniques. Specifically, what instructional
methods do international students perceive as most conducive to their
learning? What aspects of the classroom environment created by the
instructor are perceived as welcoming and supportive to learning by interna-
tional students? Furthermore, what additional resources {overheads,
PowerPoint, handouts, etc.) do international students find effective in en-
hancing their learning?

Literature Review
The researchers reviewed three dimensions of the classroom environ-
ment: faculty perceptions of international students as learners, how interna-
tional students view various instructional and communication styles, and how
international students believe faculty perceive them as learners. These areas
were selected because the researchers believe that they best embody the
most salient parts of the classroom experience for international students,

Faculty Perception of International Students as Learners

Although student expectations of faculty vary, several studies indicate
the role of faculty to be an important part of the educational environment for
international students. Trice (2001} found that faculty’s ability to interact
with international students is a key dimension contributing to the satisfaction
of international students. Trice’s (2001) study found that faculty’s perception
of non-English speaking international students consists of various elements;
(1) international smadents face unique academic issues, (2} international
students face adjustment to a new culture, (3) international students are
greatly affected by the language barrier, and (4) international students face
problems such as integration with American students as well as financial
difficulties. Faculty members also underestimate international students’
desire to integrate with American students as they often believe that interna-
tional students tend to self-segregate ('Irice, 2001).

Faculty perception of international students can influence the way in
which they instruct a course and respond to individual student’s needs.
Several studies indicate that many faculty members feel they should not have
to alter their instructional style to meet special needs of international stu-
dents. Omar (1985) asserts that such faculty attitudes may canse interna-
tional students to feel faculty are not concerned about serving their needs,
although some faculty do try to adjust to international students’ special
circumstances (Trice, 2000). Nonetheless, a commonly shared faculty
perspective is that international students should be expected to achieve the
same level of classroom performance as their domestic student counterparts
(Ladd & Ruby, 1999). Further, when considering whose responsibility it is to
ensure intercultural adaptation in the classroom, faculty participants often

take a middle of the road approach, arguing that it is “everyone’s” responsi-
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bility (Young, 1998).

Faculty Instructional Style and Classroom Communication

Trice (2000) found that faculty who had spent some time overseas
were more likely to modify their instructional style for international students,
Adaptations mentioned by these faculty included “using less jargon, incorpo-
rating more visual aids into lectures and being cognizant of whether interna-
tional students comprehended class discussions” (p. 22).

Multiple researchers (Ladd & Ruby, 1999; Matthews, 1994; Yuen &
Lee, 1994) have concluded that faculty should adopt a flexible instructional
style that accommodates the diverse learning styles of both domestic and
international students. Without flexibility, a faculty member’s instructional
style can become a barrier to student learning. Johannesen (1983) notes that
this may require “some measure of adaptation in language choice, supporting |
materials, organization and message transmission to reflect the specific |
nature of the audience” (p. 5).

Young (1998) also identified several adaptations that faculty use as
“day to day operational strategies” for assisting international students (p. 13).
Examples mentioned in the study include using a student’s native language in
class for reference or greeting, inviting international students to discuss
papers and asking them about ways to help them learn the material, as well
as allowing dictionaries in class, time extensions for tests, extensions of
deadlines for essays, or taking alternative tests. However, Young (1998)
stated there is no formal evidence that such adaptations by faculty members
actually assist international students in learning.

Becoming familiar with a student’s native culture and educational
system can allow faculty to better assist students discover their learning style
and ways to more effectively navigate classroom dynamics. Depending on a
student’s native culture, participation in classroom discussion may be difficult
and intimidating (Lu, 2001). For example, students from Southeast Asian
countries may feel impolite or that they are wasting the instructor’s time if
they interrupt the class with a question (Tanaka, 2002). Furthermore, in their
qualitative study of Turkish and U.S. graduate students at a U.S. university,
Cagiltay and Bichelmeyer (2000) found that culture has an effect on the way
students perceive power relationships in the classroom.

Even when faculty and international students actively attempt to work
together, communication between international students and professors may
still be hindered at times by the linguistic challenges of international students.
For example, Biesenbach-Lucas and Weasenforth (2000) examined e-mail
messages of twenty-eight American and international students to an Ameri-
can professor’s electronic office hour consultations and found that the
international students’ messages lacked negotiation skills. The authors
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suggest that this deficiency relates to cultural differences and less-developed
English language skills. This lack of negotiating skills may make it difficult for
faculty to interpret students’ needs and appropriately respond, putting these
students at a disadvantage for completing coursework successfully
{Biesenbach-Lucas & Weasenforth, 2000).

How Students Believe Faculty Perceive Them as Learners

One deficiency in the literature regarding international students was a
lack of studies exploring how students believe faculty perceive them as
learners and how this affects their educational experience. Ladd and Rudy
(1999) and Tomkovich and Al-Khatib(1996) found that many international
students place a high value on understanding their American professors and
developing warm interpersonal relationships with them. However, in some
cultures students view the instructor as an unquestioned figure whose
authority on instructional matters is final, making relational expectations
between faculty and students low (Ladd & Ruby, 1999).

Further research on the international student perspective is necessary
in order to understand how to optimize the faculty-student relationship. The
intention of this study is to contribute knowledge to the research base that
could be used to enhance pedagogical methods and develop instructional
resources for faculty instructing international students, Toward this goal, the
purpose of this study is to explore international student perspectives on the
classroom learning environment, specifically investigating their beliefs of how
faculty perceive them as learners and their assessment of the effectiveness
of various instructional styles and tools.

Methodology

Participants

The sample comprised nineteen undergraduate international business
students at a highly competitive and prestigious business school at Central
University, a large, public, research university in the Midwest. According to
the business school’s Academic Counselor for International Students, there
are 382 international students within the business school, comprising 9.7% of
the total number of students in the business school. University-wide, there
are 3,284 international students, comprising 8% of the total student population
according to Central University’s International Services website, Partici-
pants in this study were from Austria, Burma, India, Indonesia, Japan,
Pakistan, South Korea, Taiwan, Thailand, and Yugoslavia and have spent
varying amounts of time studying English and living in the U.S. The gender
balance was 42% men and 58% women.

The sample was limited to business stadents to help ensure consistency
of prior classroom experience by participants. Noting Selvadurai’s (1992)

finding that use and comprehension of the English language is one of the
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most significant obstacles in the classroom for international students, the
researchers chose to focus this study on students for whom English is not
their primary language. The researchers’ intent was not to select a sample
that represented the full breadth of international student experience, but
rather to determine the themes common to one group of international stu-
dents within the context of the Central University business school.

Procedure
Students were contacted through e-mail and classroom solicitation and
provided a description of the study’s purpose, information on the format of
the interviews, and how the researchers intended to use the information
participants provided to ensure informed consent (Kvale, 1996; Manning,
1992; Mesriam, 1997). |
Previous research indicates that international stndents may interpret |
their educational experiences differently than domestic students (Davis,
2000, 2002), leading the researchers to select a constructivist approach. A
constructivist approach emphasizes the importance of recognizing and
understanding the unique perspectives and perceptions of each participant
(Denzin & Lincoln, 1998; Manning, 1992; Merriam, 1997). The rescarchers
developed a written interview protocol comprised of open-ended questions
(Kvale, 1996; Lofland & Lofland, 1992; Manning, 1992} drawn from previ-
ous literature in the areas of “instructor related” and “course related”
experiences. Students were also asked to respond to four questions using a
Likert-type scale. The total time of each interview did not exceed forty-five
minutes.

Data Analysis

Written notes from the interviews were entered into a database with
cells representing each item on the interview-recording instrument. Re-
sponses from all participants were summarized on one worksheet, with each
comment identified by participant number. Each researcher analyzed the full
data set to identify common themes. After individual analysis, the research-
ers discussed all the themes that were identified and narrowed them down to
five.

Limitations

Although the researchers strived to account for numerous perspectives
within the planning of the study, a few limitations do exist. First, the wording
of one question was confusing to participants, requiring the researchers to
only use the results from the question as supplementary data. Concerning
demographics, the sample was primarily Asian and of senior class level,
possibly limiting the applicability of the findings to other groups. Comparative
data on domestic business students would have added an additional dimen-
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sion to the findings. In addition, a limitation of all interview-based research is
that researcher bias may steer the conversation, therefore biasing the results
(Kvale, 1996; Lofland & Lofland, 1992; Merriam, 1998).

Results
In analyzing the interview data, five general themes emerged from
comments made by participants. These themes include: the caring or ap-
proachable nature of faculty; the use or lack of inclusive examples and
illustrations used by instructors; the preference for visual instructional tools;
the view of group projects as both challenging and valuable; and students’
assertiveness in the classroom.

Caring Faculty

The warmth and friendliness associated with an instructor was most
often the determinant of whether a professor was ultimately viewed as
“approachable.” Most students described their instructors as “open to
students” or “easy to approach.” Jnatri, a student from India, described
professors as “welcoming, really pleasant, and friendly to speak to.” Ex-
amples of the means through which faculty members presented themselves as
approachable included their availability to students through office hours, after
class, and via email. How instructors utilized associate instructors (Als) in the
course and in responding to student questions also informed how approach-
able the faculty member appeared to students. For example, Amah from
Indonesia shared an instance of a professor whom he found particularly
inaccessible because the professor insisted that students direct all of their
questions regarding the course to the Al Describing his instructor, Amah
stated, “he is indifferent, and T am not certain that he even likes students.”

In regards to grading, most participants brought up “fairness” of the
instructor. With one exception, “fairness” was defined as allowing students
to re-write an assignment or correct grammatical mistakes. Erlyinda, an
Indonesian student, described such a professor when he stated, “He allows
international students and other hardworking students a chance to do assign-
ments over...[he] recognizes effort in students.” Similarly, Batuta, another
Indonesian student, mentioned the notion of “fairness” describing one of his
favorite classes. Batuta stated, “[The professor} allows us second chances to
rewrite and looks at our effort.”

Inclusiveness of Examples and Hlustrations used By Instructors
Participants frequently mentioned the use of descriptive examples and
illustrations as particularly helpful to their learning. For instance, Amsia, a
student from Indonesia, explained that professors were easy to understand if
they “tell jokes and provide illustrations, such as real life situations.” Partici-
pants, however, stressed the importance of examples being relevant to their
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individual experience and cultural background. Relevancy allows them to
easily make meaning of and connection with the example. Teungku from
Indonesia explained, “It is sometimes difficult to understand examples that
are based on American TV shows not familiar to international students.”
Vrishni from India provided an example of this issue. He stated, “In my
Business Culture class the professor used examples of the O.J. Simpson trial
and T was at a loss but all the Americans were comfortable with it.” Eight
students similarly noted that culturally-based content, including jokes, slang,
and television and movie references, sometimes placed them at a disadvan-
tage in their ability to grasp the material. Several students said they wished
professors would teach from an international perspective and use more
examples from other countries. Hei, from South Korea, said he particularly
appreciated faculty who have worked or taught overseas and used examples
from those expetiences,

Visual Instructional Tools

Commenting on various instructional tools, all but one participant
mentioned the visual aspect of instructional tools as being beneficial for their
learning. Particularly, all but four participants indicated that PowerPoint
slideshows were most helpful, with handouts and videos also frequently
noted as aiding their learning. Participants stated that these types of tools
helped to organize the instructor’s main points of discussion and helped them
highlight key concepts. PowerPoint slideshows were viewed as most helpful
to students, especially when handouts of the slides were shared with students
at the beginning of the lecture so that students could add their individual
notes during the class discussion. Jnatri, from India, summarized this senti-
ment when he explained, “PowerPoint and handouts combined [together]
highlight the most important points the students need to learn.”

The caveat to these favorable views on instructional tools was found
regarding the use of overheads and videos. Some students expressed frustra-
tions with faculty who remove the overheads too quickly and that simply
include too much information on overheads making the points impossible to
copy down. In these cases the students expressed their preference for take-
home handouts that could be used for future reference and for study puz-
poses. Finally, a few students noted their dissatisfaction with the use of
videos because the rapid dialogue sometimes makes it difficult for them to
keep up with the English.

Group Projects: Challenging, but Valuable

The topic of group and team projects, common to the business curricu-
Tum, surfaced in almost all of the interview conversations regarding assign-
ments. Consistent within comments was the belief that group projects were

both challenging and valuable. Immad, a student from Pakistan, explained,
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“Although group projects can be hard, I learn the most from them.” In fact,
47% of participants agreed, making positive comments about their experi-
ences and how it greatly benefited their learning. Aiko, a student from Japan,
explained, “I fike having lots of group projects because they teach you to
work as a team.” Other benefits of participating in group projects identified
included: group members helping each other review and reevaluate course
content; the sharing of new information and perspectives; learning how to
work as a team; learning how to deal with other people and help one an-
other; having a support network; and learning new cultural perspectives.
Bao, a student from Taiwan, further explained the benefits when he stated,
“With group projects [I] can share information and get new perspectives.”
Nine of the participants also cited specific challenges they associated

with working on group projects, such as difficulties communicating with
native English speakers. Bon-hwa, a student from South Korea, explained,
“It is difficult to communicate in groups because of different background]s]
and language{s]. Team projects make me nervous.” Some challenges
expressed by participants seemed typical of any student working in a group
project. Participants remarked about the difficulty in coordinating several
students’ schedules and group members’ unwillingness to put in the neces-
sary time to complete the project, challenges potentially inherent to afl
group work. However, other challenges seemed specifically related to
international stadent cxperiences with group work, For instance, participants
mentioned the feeling of being excluded, as if one’s comments are not being
heard or are being ignored, and dealing with American students who pro-
crastinate and don’t understand that an international student cannot perform
as efficiently at the last minute because of his/her language skill differences.
Aiko, a student from Japan, explained, “Team projects are difficult because
the team will wait until the last minute and because I don’t speak or write
English well I need more time.” Despite these challenges participants also
expressed benefits they gain from working in groups with American stu-
dents. These benefits include pressure to think creatively in English and an
opportunity to work as a team and forge relationships with their American
peers. One participant referred to the collective rewards and risks of group
work when he stated, “If you go down, all of us go down.”

Assertiveness in the Classroom

Statements about varying degrees of assertiveness within the class-
room were common. Moreover, they seemed to derive from two areas with
cultural undertones: the American educational environment and the student
response to that environment. In reference to the American educational
environment, stidents articulated differences from the educational environ-
ments of their native countries, Students regularly mentioned the less formal
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U.S. educational environment and the higher emphasis placed on student
participation in class, characteristics contrary to the guiding methods and
protocols used in some of their native countries. For example, Tmmad from
Pakistan explained, “Professors should explain the expected classroom
behavior to international students so we know that it is okay to go to the
restroom during class or to address the professors by their first names.”
Tmportant to this point is that these actions would be viewed as unacceptable
or disrespectful in some other cultures.

When describing differences in their native educational systems, ten
participants either described an expectation that students would be passive in
the classroom, or said they had a much more formal, distant relationship with
instructors in their home countries, “Many times [American] professors are
concerned because we do not raise our hands in class and often wonder if
we understand what’s going on; we do, it’s just that in our own country we
are not allowed to ask questions in class, so we do not do it here,” said Lian
from Taiwan. Aiko, a Japanese student, further explained that she was
uncomfortable speaking in the large lecture classes because Japanese
culture promotes self-consciousness and the need to not make mistakes.

Responding to the American educational environient, students shared
stories of their hesitancy to approach and ask questions of faculty members
or to address them by their given name, even though they had been encour-
aged to do so by faculty members. Sabir explained that because of his native
Pakistani culture, he “would need to be approached (by a professor) to open
up.” Although participants said professors at this institution were generally
very approachable and available for questions, they still generally felt more
comfortable asking professors their questions after class or during office
hours than in the classroom. Others said it was easier to ask assistant
instructors in the smaller discussion sections, or peers in their classes.

Further commenting on their classroom participation, several partici-
pants expressed discomfort with professors who posed questions directly to
specific students in the class. For instance, one student mentioned that she
told her professor outside of class that calling on her made her uncomfprt—
able. Other participants criticized the large lecture format of many business
school courses, using the following descriptors, “It’s not encouraging to
participate,” “1 feel nervous to speak,” and “T have to sit at the front to feel
like I am there.” Ungelated to cultural or language differences, some
participants shared that their lack of classroom participation was simply due
to general shyness. One Indian student, Jnatri, stated simply, “I’m not the
kind of guy who would lift his hand up in class.” Paradoxically, .al‘thoggh
participants described feelings of discomfort and difficulty participating as
much as domestic students, they expressed preference for the higher level of

interaction in U.S. classrooms. As Markus, a student from Austria stated,;;l
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like the interaction in U.S. classrooms. Professors in the U.S. try to help out
students.”

Despite the challenges expressed, participants, especially those who
had been studying in the U.S. for a significant amount of time, seemed well
adjusted. The majority of participants spoke very positively about their
experience. As Erlyinda, an Indonesian student expressed, “I feel very
comfortabie here.” In addition to being positive about their experience, many
participants needed to reflect back to their first semesters studying in the
United States to describe struggles, suggesting their current level of adjust-
ment to be high.

Discussion

The primary goal of this study was to explore international student
perceptions of the classroom environment, with a special emphasis on
professor instructional style and techniques. Although a sizable body of
literature regarding faculty perception of international students exists (Ladd
& Ruby, 1999; Trice, 2000, 2001; Young, 1998), the international students’
perception of faculty instructional style, use of instructional tools, and how
faculty perceive them as learners were notable omissions in previous re-
searchers’ treatment of this topic. As the number of international students in
U.S. universities continues to increase (Davis, 2000, 2002), understanding
how best to help these students learn is of vital importance to universities
interested in attracting and serving these students. Although Young (1998)
found that faculty members do try to accommodate the perceived special
needs of international students through wse of instructional tools, there was
no existing evidence that such accommodations are effective. This study
addressed these gaps in the research by investigating international students’
feclings and perceptions regarding faculty instructional style and the effec-
tiveness of instructional tools,

The researchers’ use of constructivist inquiry in the form of open-
ended mterview questions allowed the nineteen participants to express their
feelings and perceptions of the classroom environment. The analysis of the
results of these interviews revealed the previously mentioned emergent
themes. Both the existing body of literature and the findings of this study
support the following recommendations for institutions and faculty desiring to
better serve international students,

Faculty'’s Role in the Enhancement of International Students’ Learning
Experience

The findings of this study confirmed Trice’s (2000) research on the
faculty role as significant to the international student learning experience.
The results revealed that faculty attitude, teaching style, and appreciation of

the native cultures of international students are critical elements within the
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learning environment. Faculty-initiated efforts to establish relationships
may be necessary with international students from certain ethnic or regional
backgrounds as such students may be accustomed to more formal classroom
relationships than those found in the U.S. Consistent and repeated outreach
to these students may be needed to assist them in overcoming their unfamil-
jarity with U.S. classroom norms. Faculty who make the additional effort to
build rapport with international students will be rewarded by appreciative
students who feel that they matter as learners (Omar, 1985; Trice, 2001).
As a result of these findings institutions should consider developing compre-
hensive orientation programs to help faculty become familiar with the needs
of international students, their learning styles and expectations, a need Ladd
and Ruby (1999) previously advocated.

Group Projects .

Group work was a consistent theme throughout the inquiry as well.
Similar to previous domestic business student research (Diessner, 1.993),
participants acknowledged that group work is particularly chalifangmg for
them, but that it provides recognizable benefits. Respondents cited language
differences and limited previous exposure to group work as primary reasons
for this challenge. To help minimize these challenges faculty should purpose-
fully design assignments and group membership in ways.that encourage and
support the full participation and contributions of international students:
Components of the assignment could include international or corpparative
perspectives. '

Tn order to ensure that each group member feels valued, it may also be
necessary for faculty to facilitate mutual understanding between interi}ati'onal
students and domestic students in group projects by clarifying basic principles
that foster positive group dynamics. Participants in this study stated that they
often feel outnambered in groups, making it important for faculty members to
encourage groups to be inclusive of all members. Finally, while itis impoFtant
to remember that heterogeneous groups generally maximize the broadening
of student horizons, there may also be times when homogenous groups can
allow for more thoughtful conversations, such as projects that require the
discussion of sensitive topics. Until student-peer rapport is established,
faculty must be cognizant of these challenges when gssigning group work
and try to structure them such as to mitigate these differences (Diessner,

1993; Nowak & Miller, 1996).

Classroom Participation _ _ .

Trice’s (2001), research on faculty perceptions of non—Enghst_l speaking
international students found that many may face unique acader.mc issues,
such as challenges in adjusting to a new cuiture, language barriers, and

finding ways to participate within a new environment. Tanaka (2002} and s
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Lu’s (2001) research on students of Southeastern Asian countries found that
these students rarely participate in class because in their native classrooms it
is considered impolite or a waste of an instructor’s time to ask questions and
to clarify points. Participants from regions with similar faculty-student
interaction models also found it difficult to participate and ask many ques-
tions in the American classroom setting even when they recognized that the
U.S. classroom environment is more open, participatory, and one in which a
more equal relationship with professors is encouraged. Another factor that
could contribuie to international student passivity in the classroom is self-
consciousness about their English language skills. Uncertainty about words,
difficulty in phrasing questions and the fear of possible ridicule from class-
mates should they make mistakes are all factors that may also contribute to
the reduced participation of some international students,

Faculty members should continue to encourage international students to
ask questions and participate in the classroom setting. As previously men-
tioned, the hesitancy to be more assertive may be cultural and the efforts of
faculty members to include international students are appreciated (Ladd &
Ruby, 1999). Despite consistent hesitancy to openly participate in the class-
room, participants stated that faculty’s attempt to encourage their participa-
tion increases their comfort in the classroom.

Faculty Instructional Style

Participants indicated that the use of examples and illustrations in-
creased their ability to understand class material, but it was important that
the examples be relevant and reflective of both American and international
student experiences. The use of examples and illustrations from U.S. popular
culture was sometimes a hindrance to international student learning and
excluded them from fully sharing in the common understanding and enjoy-
ment of the class. This finding lends credibility to research (Ladd & Rudy,
1999; Matthews, 1994, Yuen & Lee, 1994) that indicates that without
flexibility, a faculty member’s instructional style can become a barrier, rather
than a bridge, to student learning. Given that international students may not
be familiar with U.S. popular culture references, faculty members should
attempt to use alternative examples in conjunction with pop culture refer-
ences, or use multiple global examples that reflect the culture of other
countries. When U.S. pop culture illustrations are used, professors should
explain the context. This background information, while essential for interna-
tional students, might also enhance the understanding of domestic students
who may have misperceptions or a limited understanding of the topic being
discussed. The use of American slang, idioms, or other complex vocabulary
should also be limited and the pace of presentation should be moderate with
all points clearly organized. A final enhancement to the international student
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learning environment is achieved through the use of an international stu-
dents’ native language in classroom for reference, greeting purposes, or
when inviting international students to discuss papers.

Visual Instructional Aids
The use of almost all visval instructional tools in the classroom was

regarded positively, with particular preference for Power Point presentations
and handouts. The only exception is that the use of videos are only helpful if
the videos are short and pertained directly to the course content in a straight-
forward manner. The study revealed that when faculty combined these tools
it not only enhances the student’s ability to understand and keep up with. the
class conversation, but also serves to compensate for the language barriers
by providing a clear framework into which individugl notes can be recc?rded.
This helps international students organize the material and focus on salient
concepts. To facilitate international student learning, faculty members should
endeavor to use these types of instructional tools.

Conclusion
In general, the findings of this study support previous resear'd.l and give
a stronger voice to the experiences of international students. Par}iczpants
indicated that they perceive the American classroom and edt'icationai system
as supportive, democratic, and progressive. Wl.lile students d@ not always
actively respond to faculty invitations to participate or rpeet with them
individually, they appreciated the faculty who made dehbe.rate efforts to .
engage them in and out of the classroom. Students recognized the bem?ﬁts
that they gained from group work and, accordingly, faculty s?hf)uld continue to
structure learning in similar interactive formats, while remaining aware that
group work sometimes needs guidance to assure that all members are able to
participate in a fulfilling way. o
Researchers interested in pursuing an even stronger understanding of
international students’ perceptions of the classroom environment may want
to investigate the role of peers. Participants in this study did c.)ccasmnally
note that peers are an important part of the classroom experience, but the
researchers did not focus questioning or analysis on this issue. Anothler
jmportant issue not addressed by the researchers is the Ieffect of the interna-
tional students’ cultures’ gender norms on their perceptions of the classroom
environment. Researchers did discern some gender differences in terms of
asserfiveness in the classroom, but were unable to reliably connect these
differences to the students’ native cultures.
As American higher education broadens into an increasi‘ngly global

system, efforts by institutions to be more inclu sive of 1pterqat10nal students
will be increasingly imperative. While this increased diversity may result
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from a variety of changing factors (Coleman, 1997; Tomkovich & Al-
Khatib, 1996) the implications for faculty members are evident: clear and
organized communications, globally-based illustrations, and a willingness to
reach out to international students are essential elements for maximum
student participation and success.
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White Students’ Attitudes and Behaviors Toward People of Color
Stephanie Bondi, Christropher Heasley, Valerie B. Kolko and Sarah Young

The increase in diversity initiatives on college campuses seems to exclude the
needs of White students in learning about multiculturalism. This study
addresses White students’ attitudes and behaviors toward people of color in a
large, public, Doctoral-Extensive university in the Midwest. Results indicate
strong differences in both attitude and behavior between men and women as
well as between people who have had varying levels of social contact with
minorities. Implications for theory and practice are presented.

Introduction

Across the United States, multicultural attitudes are being encouraged
in colleges and universities in response to an abundance of negative racial
and ethnic incidents. Although educators and researchers hold the general
view that prejudicial attitudes are in a state of decline (Federico & Sidanius,
2002; Sniderman & Piazza, 1993; Tuch & Hughes, 1996; Wilkinson, 2000),
college campuses continue to experience an increase of negative race-
related events (Carter, 1990; Fisher and Hartmann, 1995; Sue & Sue, 1990).
American institutions of higher education have been called upon to educate
students about racism through workshops and facilitated training activities in
order to promote tolerance and acceptance, as well as diminish the effects of
prejudice (Patterson, 1995). Education allows people to comprehend complex
ideological principles that bear on their racial attitudes (Sniderman & Piazza,
1993).

While campus initiatives related to racism address several issues, they
often only reflect minorities” perspectives of unjust attitudes and behaviors
toward themselves (Carter, 1990). Coordinators of diversity initiatives should
also consider the White experience of racial consciousness and privileged
racial statas (Pope-Davis & Ottavi, 1994). Historically, antiracism training
has not allowed Whites to examine the meaning of their Whiteness, nor has it
enabled the contextualization of belonging to a majority culture. It is there-
fore important for educators and counselors to consider “how racist attitudes
might be related to variations in White racial identity, a within-group psycho-
logical variable” (Carter, 1990, p. 46). As Whites begin to understand how
they are indeed part of a racial culture group, administrators can develop
proactive strategies targeted to an individual’s psychological understanding of
racism issues and prejudice.

Few existing studies assess attitudes and behaviors that Whites have
towards people of color. Such limited literature finds that White college
students continue to hold negative attitudes toward their Black counterparts

(Carter, White, & Sedlacek, 1987; Claney & Parker, 1989; Minatoya &
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Sedlacek, 1980; Minatoya & Sedlacek, 1984), and nearly all suggest that
counseling, as well as educational and developmental practices, can help in
understanding the nature of such attitudes. Dennis (1981) suggested a
systematic study be conducted to determine the reasons Wh.ltes perpetuate
their supremacy by denying Blacks equal opportunity. Dennis advocated that
such a study would help provide an understanding of the ways that "‘mythS,
legends, and fantasies become embedded in the psyche as ‘1deol.og1c:a1
imperatives’” (p. 84). This leads to the research imperative tc') dl.s‘?over‘
differences in how Whites acquire, retain, and perpetuate prejudicial atti-
tudes. The current study investigates fixed personal qualities (g_ender and
previous social contact) and their respective differences in White students’
attitudes and behaviors toward people of color.

Literature Review

Numerous studies (Carter, 1990; Carter, White, & Sedlacek, 198”{';
Claney & Parker, 1989; Dovidio, Kawakami, & Gaertner, 2002} Federico &
Sidanius, 2002; Fisher & Hartmann, 1995; Pope-Davis & Ottavi, 1594;
Shirakawa, 1999) have attempted to understand racism in terms of an
individual’s attitudinal, affective, and situational experiences. Carter (1990)
wrote that Whites express ambivalent attitudes and behaviors towfard Blacks
that vary according to the individual’s background, his or her previous
contact with Blacks, and other “ideas” about Blacks that stem oply from
indirect knowledge (Dennis, 1981). In order to understz.md the dlffe.renc.es
among Whites as they develop racial attitudes, a brief 11'terature review is
necessary to describe previous findings. The White Racial Identlt.y Develop-
ment Model (Helms, 1990) provides a framework for underst.andmg how
Whites acquire and develop racist and nonracist fec]ings, which can be
further understood by examining the differences in whlc.h men and women
experience racial identity. Whites’ prior social contf;}ct with people of color
can also help to explain present attitudes and behaviors.

White Racial Identity Development o _
The most frequently cited work of its kind, Helms’ White ‘1dent115y
development model (1990) describes the development of a White 1.rac,1al
consciousness in two phases, abandonment of racism and developing a nop-
racist White identity. McEwen (1996) found racism to be a central theme in
White identity development, and as such, various studies have been con- _
ducted to understand the prejudicial attitudes and behaviors that are associ-
ated with each level of development. As individuals change from being racist
to nonracist, they begin to acknowledge racism as a problem and become
aware of their own Whiteness as a racial state of being (Helms,l 1990).
Other psychologists have explored similar models of racial identity develop-
ment (Hardiman, 1982; Ponterotto, 1938).
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Prior to the emergence of Helms’ influential model (1 990), numerous
other studies also ex plored White identity development, For ¢xample, Claney
and Parker (1989) conducted an inquiry to explore levels of White racial
consciousness and perceived comfort with Black individuals in different
situations. The authors found that Whites who see Blacks from a narrow
perspective tend to develop stereotypic ideas and formulate racist thoughts,
Claney and Parker also cited the need for experiential exercises in order to
allow individuals to move through the stages of racial consciousness,

Following Claney and Parker’s (1989) study, Carter (1990) became the
first researcher to use Helms’ model of racial identity (1990) to explore the
specific relationship between White racial identity attitudes and racism,
Carter found White attitudes to be predictive of racism and supported
existing literature that claimed that Whites in general hoid prejudiced atti-
tudes (Carter, White, & Sedlacek, 1987). Additionally, the analyses showed
gender differences in levels of White racial identity attitudes. Women tended

to have less prejudiced attitudes towards people of color than men of the

same age. Across both genders, however, Reintegration (characterized by
the assertion of White superio

rity and the expression of Black inferiority)
was the most significant predictor of racist attitudes, Pope-Davis and Ottavi
(1994) expanded upon Carter’s (1990) study by including a larger sample
and by using age and gender as exogenous variables, They also confirmed
Claney and Parker’s ( 1989) findings that a relationship exists between
Reintegration and racist atfitudes. A further look at certain individual charac-
teristics, such as gender and previous interracial contact, and related theories
concerning such characteristics’ association with racist attitudes and behav-
lors is warranted to understand the differences in how White individuals
perceive and behave toward people of color.
Gender

Gilligan’s (1977) theory of women’s
departure from previous models

recognizes that women’s feelings and emotions
they make decisions, express themselves, g
connecting an individual’
care and responsibility a
making. Women view th
others, In contrast, Kohl

nd relate to others. Closely

s personal experience and thought, Gilligan identified
s the central theme behind women’s moral decision-
e self as both relational and interdependent with
berg (1969) described a “justice orientation” that
men than to women. In this model, men develop
through a hierarchy that values antonomy and justice. As the relationship
characterized between the self and society’s rules develops from
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preconventional to postconventional, individuals are ahle to base decisions on
universally generalizable principles. Gilligan argued, how;ver, that women’s
growth is in fact grounded in themes of relationships and mterconngcte.dpess.

Both Carter (1990) and Pope-Davis and Ottavi (1994) found significant
gender differences in the White racial identity development O.f college men
and women. Across all ages, women were found to be at a higher leve] of
identity development and thus less likely to }}old racist behe.fs. Carter (,1990)
suggested that these differences may be attributable to Wh.lte. women’s
involvement with the advocacy and support of human al?d Cl.Vll nghts', and
may be able to connect their experiences of sex discrimination with ideas of
racial discrimination. A 1992 study by Qualls, Cox, and Schehr also fgupﬁd
that college women were less prejudiced than men. Johnson and Ma.r_lm 8
(1998) extensive study found that gender alone accounted for a pOt’tlf)ﬂ of
the variance in racial attitudes among a sample of mipseq-gender Whvlte and
Black high school senjors. Such research reinforces Gilligan’s Work in that
women experience changes in racial attitude toward others earlier and more
intensely than do men.

Social Contact
White college students’ attitudes and behaviors towa.rd pgople of cc_)lor

may also be considered in light of their previous .contact with this p(.)pulauf)n. |
Research (Oliver & Mendelberg, 2000) emphasizes the role of social envi-
ronments as a determinant of Whites’ racial attitudes. Allport (1954) was the
first sociologist to examine theories of intergro_up conteﬁict, and found that '
prolonged exposure to people of different ethnic or racial groups resulted in
increased social comfort and fewer acts of prejudice. This resefarcf'xer
described three types of contact that can be used in understanding interper-
sonal contact and its effect on racism. The first kind, casual contz‘tct., does
not pecessarily reduce prejudice, and is rather likely to enfqrce existing
stereotypic negative beliefs. Next, acquaintance contact brin gs knowlc?dge. fo
the individual and provides a more accurate, stable Pnd?rstar?dlng Of m.morlly
groups. The final kind of contact is labeled residential, in which prejudice is
lessened for Whites who five with Blacks as a result of increased communi-
Caéion (Hurtado, Milem, Clayton-Pedersen, & Allen, 1;999)'. I.-Io.weiver,. for
some Whites, contact with minorities in residential sett‘mgs is intimidating, and

ey may therefore identify this kind of close interaction ’as a threat, Hurta_do,
Milem, Clayton-Pedersen, and Allen (1999) used Allport’s the.ory. to describe
how interracial contact “can serve to Iessen or to increase prejudice, depend-
ing on the nature and the quality of the contacti’ (p. 33). ’

Wittig and Grant-Thompson (1998) examined A‘prjr_t S coptact theory

(1954) as it relates to the reduction of racism and pl'e]lfChClal attltudfes ancll
behaviors by Whites. The researchers sought to examine the ways in which
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different levels of social contact enhanced comfort in talking about racial
issues, strengthened the belief in the equal worth of all groups, and increased
openness to making friends across racial boundaries. They found that under
experimental settings that replicated Allport’s ideal conditions, authoritative
support (in this case, by teachers), individualized contact, equal status of
participants, and cooperative interdependence in working toward a common
goal all served to help reduce attitudes and behaviors of prejudice. They also
suggested that school and neighborhood levels of interracial climate be
examined to assess their affect on classroom programs designed to target
racism.

Most studies report positive effects of increased contact between
groups (Pettigrew, 1998). A longitudinal study by Smith (1994) found that
meeting Allport’s conditions (1954) lessened prejudice by both Black and
White neighbors. Oliver and Mendelberg (2000) also found that racist
predisposition decreased with increased exposure in a social context to
people of other races (in this study, the context was an individual’s zip code),
Ina similar study, Thlanfeldt and Scafidi (2002), found that neighborhood
contact affects the attitudes of Whites toward Blacks, but only if those
Blacks are of the same or higher social status. This investigation supported
Allport’s (1954) research, which concluded that for prejudice to be reduced,
individuals must have equal social standing.

Gaps in existing literature lead to both the need and purpose for the
current study. The lack of research on majority groups in educational envi-
ronments, specifically White students in college, implies the need to examine

individual differences as they manifest in Whites’ racial attitudes and behav-
iors.

Method

Participants

Data for this study were collected from a convenience sample of 421
students enrolled in introductory psychology and sociology lecture classes at
aresidential Doctoral/Research—Extensive institution located in the Mid-
west. Thirty-four of the original 421 students (8.1%) respondents reported
their racial or ethnic identification as other than White. The low number of
these individuals in the original sample caused the removal of their responses
from the study. The remaining respondents, who reported their race or
ethnicity as White, constituted a sample size of 387 {91.9%). The mean age
group of the respondents was 18-20 (84.0%). Nearly two-thirds of the
participants identified as female (65.4%). Seventy-seven percent of partici-
pants reported having a mostly White group of friends in high school. The
percentage of those who reported attending a mostly White high school was
65%. Eighty-seven percent reported living in a mostly White neighborhood.
84
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Instrumentation and Procedure
A questionnaire was administered to students at the end of the class

period. The instrument included 13 demo graphic questiqns in addition to
questions derived from five published instrumen'ts. The lpstruments that
served as guides for the questionnatre used in this study 1n§1ude the College
Student Experiences Questionnaire (CSEQ; Pace & Kuh, 1998), Cul.tu.ral
Attitudes and Climate Questionnaire (CACQ; Helm, Sedlacek, & Prieto,
1998), Situational Attitude Scale (SAS; Sedlacek & Brooks, 197%),
Multicuttural Awareness-Knowledge-Skills Survey (MAKSS; D’ Andrea, ‘
Daniels, & Heck, 1991), and Whites/Blacks Attitude Towards Blacks/Whites
; Helms, 1990). .
Scale'l(‘ﬁeTElTn;ment used in)this study consisted of 13 demqgraphw ques-
tions, 50 closed-ended questions, and two open-ended guestlons. Of the
demographic questions, gender and previous contact with people of othcr}rh
races were identified as the exogenous Var%ables for_ the cTarrent study.. he
participant responses to the racial composition of t'he1r environments (};1g
school, high school neighborhood, and group of friends) were collecte (im a
five-point Likert-like scale: (1) mostly White, (2) many Whites, (3) equa
number of Whites and people of color, (4) many people of c:o!or, and (5)
mostly people of color. During data anfcﬁysis, these cattelgorles.\?»fcre then o
collapsed into two groups: those reportllng a mos'tz.y W(l;teér;vnonment (P=
s ting any other racial composition (F=35). .
o a"lll“?l;hSO(; i]rtfé}:;—en%ied{;uestions were identified as eith.er att1tude‘—related
(13 of the 50 questions) or behavior-related. Sﬁfveral'behaworal questions
addressed a single type of cross-racial interactlon‘w,ith one of the four )
following groups: Asian American, African American, Latmo{a, and V\?};le.
These were repeated four times throughout the survey, each time comnsi f;‘lrl-
ing an interaction with each group. Few participants chose to respond to{ e
two open-ended survey questions; these answers were therefore not ana-
in this report.
lyzed/]:?f ;:Sgc;)ne;hdent %atest was used to identify .differences i_n responses by
gender and racial composition of environments (high school, high school ‘
neighborhood, and group of friends). Answers to .the closed-ended questions
were recorded on the following five-point Lﬂ(f?rt—hke f;cale: () grongly /
disagree or rarely/never, (2) disagree or once In.a while, (3} neither agree,
disagree or sometimes, (4) agree or fairly often, and (.5) strongly a}greedctr t
frequently. For the purpose of analysis, these catc?gorles were coll_apse into
three categories, which were (1) disagree, (2) neither agree nor disagree,
and (3) agree.

Limitations ‘ .
Difficulties with the initial sample size caused the authors to reconsider
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the research question itself. In visiting introductory psychology and sociology
classes, the researchers did not foresee the high percentage of women and
first-year students. The current sample is skewed toward these populations,
Existing studies have used both imbalanced samples by gender (Shirakawa,
1999), as well as approximately even samples (Carter, 1990; Pope-Davis &
Ottavi, 1994). Using gender as a study variable, this should not have greatly
affected the data. Research does acknowledge that younger people gener-
ally score lower on racial identity scales (Carter, 1990; Helms, 1990; Pope-
Da(\;is & Ottavi, 1994), which should be considered when evaluating this
study.

'It should also be noted that all of the rescarchers who administered the
questionnaires were White. Past experiments have investigated the impact of
researcher race on respondents’ answers (Fazio, Jackson, Duaton, and
Williams, 1995; Ferguson, Rhodes, Lee, & Sriram, 2001) and concluded that
the race of the researcher indeed affects responses. Claney and Parker’s
{1989) study hypothesized that responses would appear less negative if one
of tpe researchers had been Black: Fazio et al.’s (1995) study found that
subjects with a Black experimenter present responded with fewer prejudicial
responses to a racial prejudice questionnaire, However, because White

students completed all the surveys used for this study, the authors expect that
race was not a significant factor.

Results
Gender
_ Table 1 contains significant findings regarding gender differences in
racial attitudes and behaviors. These resulis are represented on a scale from
one to three (1 = strongly disagree/disagree, 2 = neutral, and 3= agree/
strongly agree for the attitude questions and 1= rarely/once in a while, 2 =
sometimes, and 3 = fairly often/almost always for the behavioral questions)
All results mentioned are at the p < .01 or p <.05 significance level. |
' Differences by gender emerged as themes of racial hostility, discrimi-
n.auon, and policy effects were addressed, The male and female respondents
differed on a number of attitudes related to racial discrimination. Females
were more likely than males to agree that ignorance is the canse of racial
d?scrfm%nation (¢ = 2.88). They were also more likely to affirm that racial
discrimination is a learned behavior (¢ =2.95). There is a significant differ-
ence (7 = 2.25) between male and female responses (o the statement that
people do not racially discriminate when choosing friends. Similarly, males
(M =1.78) were significantly more likely to agree than females (M, = 1.46)
Elat people who feel they are discriminated against are just being oversensi-
ive.

Both males and females agreed that racial hostility is still felt by many
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Table i
Responses by Gender Female Male
Disagree or Agree M S N M S N I3
Enouvgh efforts ure being made to promole
racial diversily. .91 841 250 2.30 frice] 132 4. 36%%

Pcople who feel they are racially

discriminated aguinst are just being

overscnsilive. 146 606 24% 1.78 745 132 4.26%%
Because of affirmative action, pecple of

color often receive preferential treatment

when it comes (o getting into cotlege, 2,21 732 2438 2.49 637 131 374k

Minority students encotnter racial
discrimination from non-minorly

students, 2.51 riird 250 2.25 158 £31 32
Racial discriminalion is lcarncd behavior, 2.78 467 250 2.6t 650 132 25w
tgnorance is the cause of racial

discrimination. 2.69 .63% 250 248 726 32 2.88%%

IPeople are not likely to express their racial

hostility. 1.73 682 247 1.93 809 13¢ 2.51%
People do not racially discriminale when

choosing fricncds. 1.62 763 250 1.81 Bl4 131 2.25%
Racial hostility is still felt by many people, 2.78 S8 248 2.65 619 131 2.23%

How often do I:
Confront others who use racist language or
tell racist jokes itn my presence 1.78 .834 249 1.55 IS 132 2.62%F
Minimize various characteristics of my
racial/ethnic cultare to fit in with the
group 1 am with at the time 1.18 452 247 i41 6335 131 4,08+
Use rucist language or tell racist jokes 1.1% .348 250 157 T64 132 B.08%*

Tecl sclf-conscious slow dancing with
someone who is African American in a

public place Li6 486 250 1.38 .671 132 32w
Become uncomfortable around people who

are Latino/s L1D 355 250 1.28 612 129 3.52%
Become uncomfortable around people who

are Asian American 1.06 263 249 L7 437 132 329%%
Feel uncomlortable when walking through

a neighborhood that is mosuly White 1.08 .354 250 1.20 532 B3l 2.530%
Treel scif-conscicus slow dancing with

someone who is Whilc in a public place 1.O7 316 249 1.17 486 131 2.47"

Nate, # p < .05, * p= QLT o the un a 3-point scule where 1 = disagree, 2 = neither agree nor

disagree, and 3 = agree. Remaining Gueslions were reported on a 3 -point scale where 1 = rarely/once in a while, 2 = sometimes, ind 3 —
altenffrequently.

people, although females were more likely to agree with this statement (7 =
2.23). Another difference was that females were more likely to agree that
minority students encounter racism (¥ = 3.28). Significant differences were
also noted on attitudes toward policy. Specifically, males were more likely to
agree that because of affirmative action, minority students often receive
preferential treatment (¢ = 3.74). Similarly, men were more likely to believe
that enough efforts are being made to promote racial diversity (¢ = 4.36).

There were also significant differences by gender regarding behaviors.
Males were more likely than females to minimize their racial characteristics
to fit in (¢t = 4.09). Furthermore, males also reported that they were more
likely to use racist language or tell racist jokes than female respondents (¢ =
8.08). Women were more likely to confront others who use racist language
or tell racist jokes (¢ = 2.62). Overall, female participants reported feeling
more comfortable than male respondents when interacting with all three
racially different groups listed within the study.
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Previous Contact with People of Color

The researchers assumed that various racial compositions offered
different kinds of social contact with people of other races for the partici-
pant. Significant results for responses of students who reported mostly White
environments versus all other environments can be found in Table 2. There
were no significant differences found between students who had mostly
White peer groups in high school and students who had multiracial peer
groups in the responses to the aftitudinal questions.

Analysis of the behavioral questions based o racial composition of the
partictpant’s group of friends in high school found that participants who
reported that they had mostly White peer groups in high school were less
likely to be uncomfortable being the only White person in a crowd (¢ = -
5.20), and less likely to minimize their racial characteristics to fitin (¢ = -
1.99). They are less likely to interact on a social level {t = -6.18), to hang out
with (¢ = -7.60), or to have serious discussions with someone of another race
or ethnicity (¢ = -6.51). Additionally, they are less likely to compare their
cultural perspective with that of someone from another culture (r= -2.54),
less likely to attend racial or ethnic programs {r = -3.46), and less likely to
seek information regarding racial or ethnic issues (t = -3.52). They are less

Table 2

Mostly While All Others

Responses by Racial Composition of Group of
Friends M Sty N M S N [
I'am comfortable being in a situation where |
amt the only person of my racial/ethnic

group 223 0830 295 272 0564 8y =5,20%%
It would not bother me if my roommate were
African American 265 0.683 295 291 G391 88 -4.49%*

Interact on a social love! with students who

are raciaily or ethnicaily different from my

own background 224 0.805 295 279 0410 90 -6.18%*
Have scrious discussions with stadents who

are of a different race or cthnic background

Irora my own 188  0.835 295 2351 0691 %0 5,5 ¥
Hang oul with semcone who is of a different

race or ethnic background from my own 2.09 (827 294 279 0439 89 -7.60%%
Compare my own cultura! perspective with

that of 4 persen from another cuiture 178 0819 294 202 0783 89 -2.54%
Confront others who usc racist language or

tell racist jokes in my prescnce 1.64 0816 295 L9 0862 00 -2.57%

Attend programs that are about jssues facing

arace or cthnicily that is different from my

own 119 0474 209 144 0638 90 3.6k
Scck out information about jssues facing a

race or ethnicity that is different from my

own 122 0484 204 .51 0727 88 -3.52%%
Minimize various characteristics of my

racial/ethnic culture to fit in with the group

tam with at the time 123 0527 295 .37 0593 g7 -1.99#%*

Nate. **p < .01, *p < .05, ¥ approximated 295 for Moslly White, N approximated 90 for AT Others.

88

2003 Edition

2.57) and less likely to be comfortable with an African American roommate

. igc?se who attended a mostly White high schc.)ol. reported that the}r \
were more likely to believe that people do not disc?nnnnatc when choosing
friends (r = 2.73). When asked about their behaviors, tbose who attended a
mostly White high school reported that they were less likely to fflttend a )
racial/ethnic program (t = -2.85), less likely to interact on a soqal level (t = -
2.13), and were less likely to hang out with someone who is racially (‘{r.
ethnically different (f = -4.19). Students whos.e nelghbc?rhood compomlgn

was mostly White were less likely to engage in educating themselves about

or immersing themselves in multicultural situations.

|
|
likely to confront others about using racist language or telling racial jokes (r = lk
|

Discussion ‘
The findings, divided into the categoties of gen@er and previous t?ontac;t
with people of color, provide knowledge about the attlltudes and.behiwmrs 0
White students towards people of color. Student affalts 3r0fessmna § can
derive theoretical and practical implications from the findings.

Gender N 1
In addressing the differences of participant responses by gender, a

number of themes surface including racial hostility, 'discrilmnamop, a}r;d t
feelings of comfort with people of cololr. These variables show significan
i i tween female and male responses.
mcongleszﬁgczl;clusions can be made based on tbe differences of re-
sponses by gender. Men harbor more negative racial attltude-s thffm .woti}aen,
and are more likely to desensitize the effects. and causes O.f dllscr-lrfuna ton.
They favored opinions that sought to discredit reports of dlscnmmc‘i;orly t
behaviors towards people of color. Converseiy, females are more h ely to
recognize prejudices. They affirm the realizatmp tf‘aat 'ra(:lal pre}udici?s arert
still prevalent and practiced by most people. Th1§, finding appears ;lo‘sup;;];)(:h
both Carter’s (1990) and Pope-Davis and Ottavi’s (1994) researc in ;’V
women across all cultural backgrounds and ages were found to have fewer
i ial aftitudes. -
negétziégzilgeg::ctler difference can be noted in males’ responses regardmg_
their Ievel of social ease with people of color.. Men reporif being more uncom
fortable than women in social interactions with pf?opie of coler, Th;s;a e
feelings support research (Wilkinson, ?0()0) that fll}ds men mo're Itl ; 33/ 0
and display behaviors of racism than ierr%ales. Their ne?gatlve dttl. ude .
toward people of color manifest in behawqrs that may-mciude us(ljng r%'ld iny
insensitive language, stereotyping, and giving demeaning stares. 0ns1h ering
these results, men may be at lower levels and progress slower throug
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statuses of White racial identity development.

Findings from other researchers suggest that men are, at all ages, lower

than women of comparable age on Helms’ (1990) White racial identity
development scale (Carter, 1990; Pope-Davis & Ottavi, 1994; Wilkinson,
2000). Females have less tolerance for racist and discriminatory attitudes
and behavior and are therefore more likely to confront these inappropriate
actions, Pope-Davis and Ottavi (1994) use a historical perspective to analyze
the attitudes of women regarding racial integration. Specifically, they state
that because women have actively worked toward civil rights, they are more
compassionate about eliminating all kinds of discrimination. Women’s sense
of interconnectedness (Gilligan, 1977) also seems to influence their racial
attitudes and behaviors. Within this activist framework it can be assumed
that women would be more in favor of policies, such as affirmative action,
that seek to end government and de facto practices that discriminate. The
current research suggests that White women in college have a higher level

of identity development than men and therefore communicate less prejudice
through attitudinal and behavioral expressions.

Previous Contact with People of Color
More statistical differences were found between the responses of
participants from mostly White environments and participants from mixed-
race environments. Increased acquaintance contact (described as “high
school friends” on the instrument) and residential contact (*neighborhood you
lived in during high school”) resulted in lower levels of prejudice. These
results align with the conclusions of Allport (1954) and Pettigrew (1998),
who found that greater exposure of Whites to multicultural environments
resulted in fewer negative attitudes and behaviors toward people of color.
Most differences between those who reported experiencing a mostly
White environment while growing up and those from mixed environments
arose in behavioral, rather than in attitudinal, questions. Results indicate that
participants with mostly White high school friends were less likely to hang
out with and have social contact or discussions about race with students of
color. This finding is significant given the number of studies which report that
cross-racial contact has meaningful positive effects for Whites (Hampton,
1996; Minatoya & Sedlacek, 1980: Patterson, 1995; Pettigrew, 1998; Wittig
& Grant-Thompson, 1998). Without such social interactions, students whose
environment was mostly White in high school would gain only a limited
awareness of their White racial identity. They may not understand the extent
of differences among people of different races, nor recognize the need for
learning diverse and multicultural perspectives by attending programs,
seeking out information, or comparing cultures.

The results of this study support existing literature outlinin ¢ the differ-
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ences related to gender and previous interracial contact as t};ey r;lvaslr;fzst t::\;e
White students’ attitudes and beha\;iorsf tox;vard f(;:g{;li (())f g;)hzze ogatively

i itudes towards people of color a
fg‘vz:;i;{:;?tgmaﬂy, White studepts who have exp.eﬂencc?d grea\t‘:ﬂilr. (;?rzt;fttg
with people of color due to the racial makeup of the.lr pre;fllous 2: riron
are more likely to behave desirably toward those of an;)t zrci)alor y
conveying negative attitudes ot behaviors toward people o :

Implications - .
The current study has practical implications for stude‘nt affairs pro es-
ionals, university administratoss, and college faculty. Individual charac‘t'a:;‘féd
S'mnas ,eciﬁcally gender and previous interracial contact should be gonbtlh ;:SB
:;Cki;n%eveloping diversity initiatives. Theoretical frameworks fu; " (;12 hos
described here would support campus pbrograms t(T3 g;;):::z é;)aleatﬁtu(.les -
indi harbor more n
ample, findings suggest that men b : : o
exc‘)lrrrrllgn and tenc% to practice more prejudiced beh:dvmrs toyvard pt?oprllfn .
o 1or. Educators should thus be proactive in creating 1earmgg enwr(;d oot
(t:l(l)at z;cimowledge gender differences in attitude and behavior toward p
[ color. ‘ e and
oree Certain academic disciplines (e.g., SCIENCEs, law, a?d::(s);i?gz% -
izati fraternities, conservatiy
rious student organizations (e.g., ] jou orgat
;Ztions) that are reflective of male predominance can create enwsr onmens
ipe for discrimination and racism. Care should be taken to asgesreate I
i judicial relations and ¢
isti foster prejudicial n
ntal characteristics that may . ns a .
mt::nos here in which both genders can thrive. The contr}butn;ns (S)sz N
?nulticf:ﬂtural and diverse individuals in work or acadermc_seit mi e
hance the identity development of Whites who have had th e prf o e
ant ¢t with people of color and therefore reduce express‘.10n§to D f) e .
o i for all university pers
ici ini be implemented for
Sufficient training should : : : erone
who interact with students within their }emng envxronx.ner;lt.s.l;[‘:xcm(ﬂ
from this study illustrate that individuals w1‘d.1 mosﬂ‘y WhiteT ;lirefore ! ont
friends and neighbors tend to hold more racial prejudices. ,

iversi ite individu-
affairs practitioners should understand the diversity needs of White indl

. . imited interac-
als whose backgrounds and previous environments ofgere? hml{ii?invento-
. 1 can use identity developm
i th people of color. Personne : opment and
?i(f):zs(: ; II::Ieerr’lg 1990) to assess students’ current stage 'cc,if df;:ii \I;\ihite
g, R4) T
design programs that challenge and su_pport ther‘n to co_?; :ople e olor
acial consciousness as a factor in their interactions witi P o an begin with
r Changing White students’ racist attitndes and beha\‘,flf;his an promote
ositive collaboration among and across race and gerrgm.ce entity dovelop-
Il;oth cognitive and psychosocial growth, as well as er a-nit e alticultural
t. When considering the development of future diversity
ment. Whe
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awareness programs, educators must reflect on and consider the ways in
which White students perceive their environmental conditions and the ways
in which they interact with students of color, Student affairs practitioners
should consider using multicultural perspectives in creating well-rounded
curricula that address the interactions of people of color and Whites,
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