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Prologue
On almost any university campus, the division of student

affairs is by its very nature a complex organization, with a host of
diverse units under one umbrella. Each of these units has a
unique role to play in serving student needs and in building a
vibrant campus life. But to be completely successful, these
different units must share common goals and engage in some
common strategies. In Student Affairs for All Seasons, the
University of North Florida’s team offers the reader an insight
into what makes each of these units critical as well as an
appreciation for how they collectively contribute to moving the
institutional mission forward. Throughout the book, the
individual authors provide a wealth of area-specific best practices
for the reader. At the same time, they paint a clear picture of their
individual and collective contributions to the health and vitality of
the university as a whole.

As you read this text, you’ll discover a collection of
experiences and services that our Student Affairs’ departments
make available to every student on campus, some unique and
many that you yourself may be using. While providing these
experiences, our staff is also involved in a continuous cycle of
quality improvement and is engaged with the on-campus and off-
campus communities-at-large. In addition, these men and women
are using their professional associations to guide them in
developing stronger programming.

I hope you also enjoy the chronicling of UNF’s innovative
and dynamic approach to meeting the needs of our students
through intentionally created experiential learning which aligns
with our university commitment to community engagement.

As you can probably tell, I’m very proud of our Division of
Student Affairs and I believe you’ll understand why by reading
through these pages.

Please feel free to contact any of the authors with
questions or feedback. We’d love to be in touch and to learn from
what you’re doing.

John A. Delaney
President,
University of North Florida
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Preface
Phyllis L. Mable, Executive Director of Council for the Advancement of
Standards

By looking closely at how one excellent model university
provides student services to its student body, we can see how student
services work and can be replicated throughout all colleges and
universities. In choosing North Florida University as a model for others,
the authors provide an excellent and very full picture of what student
services are, what they do and how they are central to an institution and
its students success.

The chapters in this best practices book focus on the meaning
and purpose of out-of-class experiences as they challenge and support
student learning. These programs and services, designed and managed
with attention to quality, connect to the heads, hearts, and hands of
students. The CAS Standards (Council for the Advancement of Standards
in Higher Education) are a definite piece and part of this picture as they
promote student learning and development that is purposeful and
holistic. The book stresses institutional commitment to the assessment
of students’ learning with dedication to their achievement and
accomplishment.

The North Florida authors shape the nature and meaning of
education (student learning and development) as it pays serious
attention to collecting a combination of knowledge, skills, and attitudes.
Students live, love, learn, and leave their legacies through involvement
and engagement in courses, projects, services, programs, and activities.
They are whole persons. The book is devoted to the developmental
needs of students, and it promotes the accomplishment of these needs
in accordance with ongoing work throughout the institution. The units
and departments are expected to enhance the achievement of students
with a focus on citizenship and citizen leadership.
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The leaders in this book of best practices foster innovation and
experimentation, and set the stage for and shaping the future. The
vision, direction, and strategies provide connection to the
developmental needs that students bring to the institution. The chapters
are devoted to leading students. (A few words are taken from each
chapter in order to provide a picture of involvement, initiative and
interest. The chapters lead students to the proverbial pot of gold, one
transformational moment at a time).

The authors (teachers and leaders) concentrate on innovative
and collaborative learning initiatives as they describe their plans for
leading students to concentrate on learning and development. The book
focuses on philosophy and practice. Student learning and development
outcomes provide wisdom for each functional area. The outcomes relate
closely to the revised learning domains prepared by the Council for the
Advancement of Standards in Higher Education: knowledge acquisition,
integration, construction, and application, cognitive complexity, intra-
personal development, interpersonal competence, humanitarianism and
civic engagement, and practical competence.

Each chapter recognizes the virtue and value of the co-
curriculum and its potential for designing and managing programs and
services based on learning outcomes. Student Affairs professionals have
significant responsibility for assisting students to achieve defined
student learning outcomes that are responsive to the whole student.
The book defines institutional commitment to developing and achieving
excellence in student learning and development, and to promoting the
concepts of assessment and accountability relevant to the meaning and
purpose of student involvement in learning. Functional areas on
campuses will be able to profit from the best practices described in each
chapter and will be able to plan and organize the program or service as
it contributes to the institution’s mission and student success.
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Introduction
Mauricio Gonzalez

Peter Drucker once said, “The best way to predict the future is
to create it.” In creating a Student Affairs Division that possesses ”best
practices” elements worthy of replicating, I have come to value and even
rely upon Drucker’s well-meaning and sage advice.

Our students, predominantly traditionally aged, invoke a saying
I often hear either in passing or during discourse that gets to the heart
of the mindset we proactively focus on averting. The saying is, “It is
what it is.” Now, I cherish the clever way to defer taking everything to
heart and it gets to the point I’d like to make. In order to design learning
experiences that tap into each student’s potential, we must intentionally
concern ourselves with what could be instead of merely what is. Here’s
how I came to crystallize certain foundational precepts. While my story
unfolds in both traditional and nontraditional settings, I hope you can
find a strand that resonates with you and brings you closer to
understanding the “magic” of Student Affairs.

When I began working at my first university job I found myself
relying on what I had learned as a staff supervisor in the army rather
than on what I had learned in college. The job entailed supervising a
small department consisting of four people, where a great amount of
energy was spent negotiating personnel issues. Neither my bachelor’s
degree in Latin American Studies, nor my master’s degree, prepared me
for such administrative matters of dispute. I began to find that my
favorite moments were those spent working directly with students.
Realizing this, I began assuming additional responsibilities that allowed
me to further my work with students; I was able to carve out a niche
that has developed into a career. The training that led me to Student
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Affairs came through practical experience coupled with what I believe
to be an essential ingredient – common sense. Wikipedia defines
common-sense as “ideas that tend to relate to events within human
experience (such as good will), and thus appear commensurate with
human scale.”

The difference between those early years and now is a sense of
purpose – a vision for the future. I don’t remember sitting at my desk in
the early years wondering about what really mattered or interpreting
my thoughts in an attempt to identify what was important in a day’s
work. The term metacognition comes to mind, although again you
certainly can’t explain the richness embedded in this phenomenon by
theory alone. You have to experience it; even practice it. The truth is
that the words goals and objectives were not part of my vocabulary. So
although I dedicated my time to where I believed it truly mattered, it
still was not intentional. Upon looking back it seems that the future was
shaped by circumstances.

I have now worked as a Student Affairs professional at four
universities and have dealt with a plethora of matters. Now when I go
about my daily responsibilities, I do so with a goal of contributing to the
fulfillment of a vision. During my 32 years of experience I have come to
believe that what we do at work, whether it be pedestrian or exciting,
should be intentionally crafted so it leads to a purposeful impact. I
would like to share a few points which I consider to be important –
principles that through experience have left an imprint on me and have
helped me to be more intentional about my work. These are aspects of
the job that if ignored could complicate situations to the point of
preventing a smooth road toward accomplishing the important tasks.
These points may seem obvious, but have a tendency to be shelved and
retrieved only when demanding occasions arise, such as accreditation
reviews, or revisited when all else fails.

Student Affairs professionals tend to rely on (or at least say that
we do) our mission statement for guidance as we go about our daily
work. As we moved into our new Student Union last summer we carved
out precious time with key leaders to revise our vision statement and
goals, and then reframed them to go into offices. We post these goals in
every office to keep us alert and mindful of what we have been charged
to accomplish for the area of Student Affairs. They comprise a statement
that many times is found to be confusing and perhaps too lofty. At best,
the typical mission statement, as I have observed, describes the
business of Student Affairs. At UNF, our attempt has been to keep it
simple and yet fundamental to what we believe we should be.

The Division of Student Affairs supports a diverse student body
by creating a dynamic educational environment that complements the
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University’s mission and values. The Division focuses on the necessity of
relevant learning outside the classroom and facilitates holistic
development with a global context. The values “are the essential and
enduring tenets of an organization. A small set of timeless guiding
principles, core values require no external justification; they have
intrinsic value and importance to those inside the organization” (p. 66).

In 2000, ignoring the idea that guiding principles should be kept
to a small number, our Student Affairs staff developed ten basic
“expectations” ranging from valuing diversity to respecting each other
to fiscal responsibility. Most recently, the University developed six core
values for our campus at-large: the pursuit of truth and knowledge
carried out in the spirit of intellectual and artistic freedom, ethical
conduct, community engagement, and diversity, responsibility to the
natural environment, and mutual respect and civility.

Many of us in Student Affairs need to be clearer about the
reason for our existence –
our purpose. The purpose “is the organization’s reason for being. An
effective purpose reflects people’s idealistic motivations for doing the
company’s work” (p. 68). Our mission statement at UNF is ”for students
to leave the University prepared to continue to grow, learn, and serve
as responsible citizens and leaders in an increasingly complex,
pluralistic and changing world.”

The purpose drives home what we should be accomplishing.
The mission and core values should serve as guides to develop our
purpose – a clear and simple statement from which we can begin to
dream of what we want the future to look like. We tend to spend our
workdays meeting with people, attending functions, participating in
programs, and reading documents. And while these are important, we
seem to get too wrapped up in the immediacy of our daily requirements
without giving much thought to the future and where our day-to-day
work is leading us.

We know that a new building will be finished by a certain date
and that certain programs will hopefully come to fruition, but do we
really give thought to orchestrating the pieces together so they fit into
what we envision the future should look like or are all these pieces
shaping the future without our participating in what the future will turn
out to look like?

I value the time I use to reflect alone and with my staff, and am
grateful for the opportunity to ask one simple question: “What do we
want student affairs to look like in three to five years?” These reflective
times have led to our consolidating departments, developing initiatives
that strengthen existing departments, and creating staff development
initiatives along with other ideas that put us in the driver’s seat.
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Cultivating a vision for the future is at the top of what we should be
engaged in; perhaps the reason we don’t spend more time envisioning
the future is that we are a production-driven society, and contemplative
time is seen as wasted time. I don’t know about others but at times I
have felt guilty sitting at my desk seemingly idle; it seems that I should
be doing something tangible, but the fact is that preparing for the future
takes contemplative planning. The following Student Affairs Vision
Statement is a product of many imaging sessions with staff – a product
of intentional discernment:

“Students at UNF thrive in an environment of robust collegiate
spirit encouraged by deliberate Student Affairs programming. Student
Affairs has paved the way toward integrating the University’s Core
Values into every facet of campus life by intentionally infusing them into
strategic planning, programming, services and over-arching philosophy.
Student Affairs has embraced a ’culture of learning’ by proactively
cultivating beneficial partnerships with Academic Affairs, thereby
complementing in-classroom learning with equally strong out-of-
classroom learning.”

I have met some of the country’s top Student Affairs Leaders
and what has stood out is their genuine love of working with students.
Student Affairs leaders want to make a difference in students’ lives.
They look forward to having conversations with students, whether over
coffee in the Student Union or in the privacy of their office. I have also
found Student Affairs leaders to be positive and enthusiastic in their
outlook on life. They display a “can do” attitude. Today’s leader is
considered to be an integral part of the university, and as such interacts
with students, faculty, and staff on a daily basis as a representative of
Student Affairs and with a willingness to collaborate. The Student
Affairs leader sets the tone for the division’s outlook as he or she works
with each of his/her departments in accomplishing established goals.
He/she has to be fair and accepting of diverse personalities and
opinions. Being a good listener and an affable person is important, while
resolutely upholding the core values of the division as well as the
University’s. He/she has to lead compassionately, and firmly when
necessary. The Student Affairs leader serves as a mediator and
confidant. I am mindful of a quote that points to the pivotal role we all
play as we mentor, teach, counsel, direct and guide our students:
“Identity is socially constructed, meaning it is discovered and expressed
through exchanges with others” (Marjolein Lips-Wiersma and Colleen
Mill, Journal of Managerial Psychology 17, 3).

The Student Affairs leader is expected to lead the division to
new horizons with innovative ideas that translate into needed programs
and services. Unquestionably this calls for the leader to understand the
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purpose of his/her division – why it exists as he/she prepares for the
future. It is incumbent upon Student Affairs to pursue common interests
and develop partnerships and associations that are beneficial to both
the student and academic divisions. While at first glance one might
believe that these two areas have very distinct missions, closer
examination shows that both have as their ultimate goal the education
of the student. The days of working solo are gone – more and more we
are finding common ground for working together. Opportunities are
abundant and waiting to be discovered and acted upon.

I’ll discuss one such example of an action that has reaped
benefits and subsequently paved the way for many more collaborative
opportunities. Since my arrival at UNF, our Student Medical Center has
been in need of expansion. One of our future goals was to find the right
circumstances that would allow us to expand the Center with the limited
funds available. When an addition to the existing health building was in
the planning stages, a partnership was created between the College of
Health and Student Affairs. The dean of the College of Health embraced
the idea of housing the Student Health Center in her new addition. By
taking advantage of her resources we were able to make our funding go
a long way. The partnership has been ideal – both Academic Affairs and
Student Affairs have benefited from an exchange of staff, students, and
programs. Recently the dean persuaded one of her community advisory
members to donate a state-of-the-art x-ray machine to the Student
Health Center – a great benefit to all our students. I don’t think this kind
of collaboration would have been possible without the strong
partnership that has developed between the two divisions due to
proximity and common interests.

It’s quite simple – relationships have to do with our ability to
connect with colleagues and are key factors in tenure at any institution.
It is always surprising to me how lack of communication is almost
always at the center of broken relationships. Many times we just don’t
take the time to sit down and talk about our differences of opinion, but
rather go our separate ways never to speak again except when doing so
is unavoidable. Aside from it being the right thing to do, there’s a
practical side to why it’s incumbent on those seeking a career in higher
education to work to maintain strong or at least good relations with
colleagues. Relationships create an environment where positive
influence can grow, an environment of support and an environment
where one feels a sense of belonging.

It’s worthwhile to note that many times those working at the
bottom of the proverbial ladder went on to rise to top leadership
positions by impacting those individuals who were once in charge. In
1980, in my first university position, I witnessed such a situation. One of
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the chairpersons was at odds with a dean. A few years later a new
university president was appointed. Who could have foreseen that the
new president would appoint the chair who did not see eye to eye with
the dean to be the new provost? It wasn’t long before the newly
appointed provost asked the dean for his resignation. Although this
example may seem somewhat dramatic, it serves to emphasize the
wisdom in maintaining strong, productive relationships with colleagues
at all levels.

Hiring staff is probably one of the most important tasks of a
leader. One of the best aspects of working in Student Affairs is the vast
array of diverse departments each of which has its own distinct
responsibilities and discipline, creating one large complete division. We
cannot begin to pretend that as Student Affairs vice presidents we are
experts in all areas that make up Student Affairs – this presumption
would lead to failure. As supervisors we can best rely on the expertise
our staff members bring to the job.

We work in a constantly changing environment. But what are
some of the circumstances that bring about the need to change? I have
chosen seven circumstances to focus on although many more exist. If
there is one circumstance that turns the status quo upside down, it is
budget cuts. Diminishing resources force one to look closely at all of the
Student Affairs components in an effort to determine the best manner to
eliminate -- when necessary -- activities, programs, and even personnel.
Changes become necessary due to state and federal mandates, and new
requirements dictate that an order of change be implemented. For
example, when the federal government required new reporting
methods for international students, we adjusted our International
Center to accommodate not only a new staff member but also new
technology and a different office configuration. New leadership
inevitably brings about change – it is expected. Having now moved to
my fourth university I would like to think that I have implemented
change for the good of the University and Student Affairs.

Change can occur in a number of ways. The physical
infrastructure of the university more than anything brings about change
in the way we operate. Moving into a new student union building and
the mere proximity of one office to another has altered the way
colleagues relate to one another. Staff members have been presented
with new opportunities for collaborative programs and sharing of
resources. Sometimes change occurs because of staff needs, such as the
need to relocate an employee due to burnout or because certain staff
members’ expertise is needed elsewhere. There is always the need to
implement change because of the need to improve. Our police
department is an excellent example of this type of change. After an
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almost complete departmental reorganization, we ended up with a
department governed by the theories of community policing. And
certainly the change in the types of students we enroll each year
requires adjustments and modifications to our existing programs and
services.

How then do we prepare for changes that will ensure successful
outcomes? The answer is to acknowledge that change inevitable and to
accept it by embracing it with creativity. The core of successful
implementation of change is effective communication. Many of the
problems and concerns that come about with change arise because
people feel that communication did not occur in an effective manner.
Parkinson says it best: “The vacuum created by a failure to
communicate will quickly be filled with rumor, misrepresentation,
drivel, and poison.” Implementing change effectively requires paying
attention to where we need to be in the future, complemented by having
a knowledgeable, loyal and dedicated staff, and constantly evaluating
what is done. “Student Affairs professionals should view their role on
campus through a critical lens, to interject professional values into their
work, and to become change agents” (Evans, 2001).

As Student Affairs professionals we have a responsibility to
maintain a diverse workforce, a workforce that is reflective of our larger
community. This creates an environment of different ideas to which
interaction between staff brings about varied perspectives and
informed decisions on topics of gender, race, ethnicity, disability, and
sexual preference. We owe it to our students to educate them in a
setting that will challenge and expose them to areas outside their
comfort zone. A diverse environment will better prepare our students
for success upon graduation. The corporate sector is becoming more
and more diverse with expectations for graduates to interact in
environments very different from those in which they grew up. “Though
there have been many disagreements about what diversity should
mean, most would agree that the major goal of diversity education is to
produce graduates who will become effective citizens and leaders in a
multicultural society” (p.57 Sandeen, Arthur, Maargaret J. Barr, Critical
Issues for Student Affairs How should student Affairs Help Students
Learn About Diversity).

Seeking the opinions of respected colleagues is important. I
cannot imagine making decisions pertaining to our African American
Student Union organization without first consulting with the director of
the Intercultural Center or Black faculty and staff members; hearing
their perspectives on matters concerning Black issues is essential. I’m
sure that the directors, faculty, and staff will have an insight that I may
not have considered. One recent conversation centers on the best way
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to accommodate our small transgender population in housing. At the
forefront of these conversations has been the staff of our LGBT Center.
The LGBT staff has been instrumental in reaching a solution for the near
future while they, and the housing staff, work on resolving the concern
on a more permanent basis. These are just two examples that speak to
the how critical that diversity is to the success of Student Affairs.

National conferences in practically every area of Student Affairs
are made available each year. As Student Affairs professionals we attend
them and glean the best information to bring back our institutions.
Regional conferences are also made available, and many of us take
advantage of the plethora of presentations in an effort to stay current
and to better deliver our services and programs. Some departments in
Student Affairs tend to benefit more from attending conferences than
others and of course more recently we have “webinars”. For instance,
for the staff of the Intercultural Center to attend a conference on
diversity training and bring back a program for implementation is
acceptable and of benefit to the university. Staff members still travel to
conferences as part of their development, but we are currently more
discriminating in deciding which ones they attend.

Not too long ago I attended the National Association on Student
Health conference. There I attended two sessions that made the trip
worthwhile. The first session was on creating a travel clinic and the
other was on “Healthy Campus 2010.” Both of these ideas are now in
place at UNF. Although the travel clinic idea was already in the works at
UNF before the conference, the session contained enough useful
information that it altered some of the implementation strategies. At
UNF we have begun implementing our own staff development
programming in an attempt to deal with areas requiring further
enhancement. A year ago we implemented a partnership with UNF’s
department of Professional Development and Training to develop
sessions on campus, in areas identified by our staff, which would
contribute to the understanding of a number of topics that we deal with
on a daily basis.

The question that comes to mind is, should we continue to
provide the same programming and services year in and year out or
should we modify what we offer? Which should we modify and when is
the appropriate time for such modification? The concept of assessment
may be difficult for some staff members to accept, or more accurately to
embrace, as part of the Student Affairs culture. It is not something that
we as Student Affairs professionals have seen as important until
recently. Student Affairs professionals have been, for the most part,
engaged in data gathering through the means of satisfaction surveys and
attendance counts with the idea of somehow benefiting from such
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information. From my observation, not much has been gained with such
information. Therefore, it’s not unreasonable for staff to be reluctant to
embrace the new process of assessment where goals are set and
outcomes are developed and evaluation methods are used with the idea
of implementing continuous improvement.

The implementation of assessment processes ranges in
difficulty from department to department. In the example of our fitness
center, if students visit the center in large numbers, we have normally
called that a success – an accomplishment based solely on the number of
students attending. This to a great extent talks about the popularity of
the facility. Have we stopped to analyze exactly why we have fitness
centers on our respective campuses? At UNF we have a fitness center to
promote healthy lifestyles where exercise becomes part of a student’s
way of life and, yes, there are many residual benefits that come about
from regularly using the fitness center, such as weight loss, muscle
building, etc. So indeed, if that is its purpose, then counting numbers
doesn’t tell us the end of the story -- whether or not our students are
graduating with the understanding that exercise will enhance a healthy
lifestyle over a long period of time. On the other hand, our Counseling
Center might find it more within its scope to embrace assessment.

There is always the risk of assessment revealing areas of
ineffectiveness. Patrick G. Love and Sandra M. Estanek (2004) describe
assessment as the “on-going efforts to gather, analyze, and interpret
evidence which describes individual, programmatic, or institutional
effectiveness and using that evidence to improve practice” (p. 85).
Assessment can help identify what we need to know to determine the
accuracy of hitting our target or desired outcomes and the improvement
that is required as we strive to improve. The suggested improvements
outlined in the assessment process help programs get back on
trajectory. Assessment is no longer an option; it is a necessity that
challenges us to stay on track as we try to accomplish our goals and look
toward the future.

As I mentioned earlier, we are in the business of Student Affairs
because we love working with students. We cherish those moments
when we make a difference in a student’s life. Students come to our
campus from all walks of life with diverse aspirations and dreams.
Although we have to acknowledge that generation gaps exist, and may
be useful to some extent, we promote individuality. The principles
outlined in the CAS (2006) standards, especially the following three, are
clear about the type of relationship and environment we should have
with our students in order to promote a setting for learning: “The
student must be considered as a whole person. Each student is a unique
person and must be treated as such. The student’s total environment is
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educational and must be used to achieve full development” (p. 7). I have
found assessment tools such as the NEESE, College Health, homegrown
surveys, and existing data to be useful instruments in gaining an
understanding of our students. But there is no substitution for the small
group setting where dialogue occurs, with students opening up and
speaking honestly about the institution and their perceived progress. I
have also found our Parents’ Program to be a great wealth of
information about our students from parents’ perspectives.

Our entire campus should be a laboratory where education is at
the forefront as Student Affairs staff engages with students; a place
where students don’t feel threatened, where they are allowed to make
mistakes as they tackle difficult and controversial topics. There are
those who dismiss this laboratory concept because of the perception of
chaos. But in fact this process allows for the active participation of
students as they attempt to understand and reach resolutions to
controversial dilemmas. One example where we should apply this
concept is when the campus newspaper publishes an article that is
either inaccurate or inflammatory. The first reaction is to admonish the
student writer when what we should be doing is counseling and
advising the student with the goal of honing his or her skills as a
journalist. The second are those instances when a student controversy
gains momentum and divides the campus. The first reaction on the part
of some university personnel may be to squelch the controversy in an
attempt to bring things back to “normal”.

We tend to forget that this kind of strife, although painful,
presents an excellent opportunity where education can take place
through personal involvement. We walk with the students through a
number of steps to reach a resolution. The success of these resolutions
hinges on knowing our students as individuals before a crisis occurs
This means staying in touch with them throughout the year and being
sincere in our approaches. It means being good listeners, exemplifying
good behavior, and most of all, caring for their success as community
members once they graduate. Linda M. Clement and Scott T. Rickard
said, “Effective leaders understand the developmental processes so
critical in students’ lives and the importance of their role” (p. 86).

External funding is one of those areas I originally didn’t sign up
for as I entered the world of Student Affairs; it was something the
president, deans, and the vice president for institutional advancement
had as a responsibility -- and that was fine with me. Student Affairs is
allocated a budget every year through the process of determining
priorities. Due to budget reductions, and the fact that involving the
community at large had always appealed to me, I formed a community
council for the purpose of input and development. I saw no reason why
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the Student Affairs division could not be involved in the area of
development and community engagement.

Through this effort and the help of many colleagues, we have
raised a considerable amount in the four years since implementing the
Student Affairs Community Council. The council is effective, and the
members are excited about being part of the university and making a
difference. We have found that we never lack projects. Each of the
council members is asked to give $1,000 per year to belong to the
council and to engage in one of our projects. Some of the outgrowths of
the council include the Parents’ Program and the “brick campaign”. This
is a fundraising effort to sell naming opportunities for the plaza of the
new Student Union. One of our members is working on the concept of
how we can infuse our stated values into the culture of the University,
while another is working with a committee to help us prepare for our
returning veterans. The council’s interaction with staff, whether in a
formal setting or over lunch, has been invaluable.

It’s interesting to note that before joining the council, not one of
our members knew what Student Affairs was about – which revealed to
us the work we have to do to educate community members on our
purpose, programs, and services. The council has created a link to the
community that otherwise would not have been possible. Council
members serve as ambassadors and advocates for many of our projects.
The importance here is not only that tapping into external funding has
become a necessity for us as Student Affairs professionals, but also that
connecting with our communities is equally important, especially for
public institutions.

Our hope is that by reading our Student Affairs story you will
find nuggets that you can incorporate into your university’s journey. To
suggest that we consider this book a gift is an understatement. We have
grown as professionals and been strengthened by the reflective and
rigorous process that we believe has led us to experience new heights.
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Understanding and Bridging the Student Affairs-
Academic Affairs Divide
David Jaffee

There is a fundamental tension inherent in all organizations. It
is between differentiation and integration (Jaffee 2001). Institutions of
higher education (IHEs) are not exceptions to this rule. Bureaucratic
pressures to enhance efficiency fuel divisions of labor and specialization
among positions and organizational units. The successful and coherent
realization of the organizational mission requires inter-unit
cooperation, communication, and collaboration. Within colleges and
universities, the single largest and substantively significant chasm is
between academic affairs (AA) and student affairs (SA). Likewise, the
creation and provision of an effective institutional infrastructure for
student development and success necessitates wedding the student and
academic affairs’ functions and missions. This chapter will examine this
formidable institutional challenge and suggest ways to unify and
integrate student and academic affairs.

In the evolution of IHEs, as in most organizations, there is a
tendency toward greater structural complexity. Throughout most of the
18th and 19th centuries there was no clear division between academic
and student affairs. These functions were combined and integrated into
the faculty role. Faculty members and the small number of
administrators took responsibility for both the intellectual and social
development of the student body through instruction, counseling, and
mentorship (Rudolph, 1990; Bliming & Alschuler, 1996). Over time,
however, as faculty themselves became more specialized in terms of
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academic disciplinary knowledge, and shifted their attention to
scholarship and the production of knowledge, the perceived non-
intellectual and extra-curricular concerns of faculty diminished. These
functions were shifted to other personnel who themselves would
specialize in the out-of-classroom life and development of the student
body. Thus we find in IHE what has been observed in the historical
development and evolution of other institutions and societies more
generally – what sociologists describe as “structural differentiation” -- in
this case, the organizational differentiation of administrative
responsibility for aspects of the student experience. This runs parallel
with the push toward more rational bureaucratic organizational
practices involving increasing specialization, formalization, divisions of
labor, and complexity.

The net result of this differentiation is the oft-noted institutional
“silos” that direct and administer common organizational goals but with
insufficient interaction or interchange (Schroeder, 1999). Further
contributing to the division is the fact that in academic affairs, one finds
faculty and former faculty administrators, credentialed with PhDs and
trained and socialized within academic disciplines and professional
schools. Commitment is directed toward disciplinary knowledge and
scholarly practice. In student affairs, personnel typically come from
programs in student development, higher education administration,
student personnel, or educational leadership. These divergent academic
backgrounds translate into distinct ethos and cultures. Those on the AA
side of the house concentrate on academic experiences, while those in
SA view student development more broadly to include the wide range of
extra- and co-curricular experiences and activities.

Given the different emphases of SA and AA, it is not surprising
to find some tension between the two units as each argues for the
primacy of its institutional vision. This often manifests itself in a belief
of AA staff members that they are the guardians of the intellectual
mission of the academy, and that the work of SA is largely non-academic
and superfluous. SA staff members may believe that they best
understand the holistic notion of student development and truly care
about the welfare of the student population. Because the faculty
exercise greater strength on most campuses in determining the
espoused goals and direction of the institution, and because academic
affairs tends to be viewed as more central to the institutional mission of
universities and colleges, and because the PhD is the coin of the realm
for prestige in the academic setting, it is also not surprising that SA may
develop an “inferiority complex” vis-à-vis AA. These patterns and
dynamics further estrange of the two divisions and, as Doyle (2004)
counsels, “Any future efforts at re-envisioning student affairs’ role as co-
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educators must take these historical ‘second-class citizenship’ beliefs on
the part of both academic and student affairs into account” (p. 80).

Another contributing factor to the split between SA and AA has
been the guiding philosophies and principles of the units. In an effort to
establish itself as a legitimate professional undertaking, and address the
perception of “second-class citizenship” within the academy, SA has
tried to carve out a distinct mission and set of goals for which it is
distinctly qualified. Doyle (2004) chronicles the 20th century evolution
of the guiding philosophies of student affairs from “student services” to
“student development” to “student learning.” These shifting
philosophical emphases were driven by several forces, including
bureaucratization, professionalization, emerging demands based on
changing student demographics, and the desire to be equal alongside
AA. While it is probably most accurate that SA as incorporates all these
guiding principles, in an amalgamated form, into the espoused and
enacted missions (Bliming, 2001), the student learning philosophy has
had the greatest impact in contributing to bridging the two divisions.

While the “student learning imperative” articulated in the early
1990s by the American College Personnel Association (1996) is
described as a philosophy facilitating the alignment of student affairs
more closely with academic affairs (Doyle, 2004), it came at a time when
AA was also undergoing a significant paradigmatic reorientation. The
broad based and highly influential “learning paradigm” (Barr and Tagg,
1995), directed at AA, advocated a shift in emphasis from teaching to
learning and, accordingly, from the activity of the faculty to the activity
of the student. What mattered, in terms of assessing institutional
effectiveness, was not what faculty were teaching or what courses were
delivered, but rather what students were learning. In moving from a
faculty- to student-centric focus, the “learning paradigm,” like the
“learning imperative,” facilitated the potential for greater SA-AA
interchange and integration.

Another major force contributing to greater SA-AA cooperation,
in addition to the learning focus, can be found in the accumulated
research literature identifying the factors most closely associated with
student learning and student success. These are “social integration”
(Tinto, 1993) and “student engagement” (Kuh, 2001). Each, to be fully
realized, necessitates a joint and collaborative effort between SA and
AA. For purposes here, social integration can be defined as the human
relationships and connections that students forge and develop within
academic institutions. As a condition in promoting student academic
success, and one that pertains to out of class student experiences, social
integration is of mutual interest to AA and SA. It is particularly critical
during the periods of transition when students are moving from one
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life-course phase, and institutional setting, to another. This explains its
widespread application to first-year experience programming and
retention strategies.

A recent sociological study of the first-year transition after high
school (Clydesdale, 2007) concludes the following: The first year out is
actually a time when previous patterns and priorities become more
deeply habituated. What the vast majority of teens focus on during their
first year out is daily life management: they manage their adult freedoms
to use substances and be sexually active; they manage expanded
responsibilities for their daily life, including money, food, and clothes.
This is the common experience that that culturally mainstream
American teens share during the first year out, and this is what occupies
the attention of most teens during the entire year (p. 15; emphasis in
original).

This suggests that the most pressing challenges facing freshman
students are not necessarily academic preparation or intellectual ability,
but rather managing new responsibilities. Within the larger context of
student development, this has been an ongoing concern of student
affairs and has enormous implications for how first-year programming –
curricular and extra-curricular -- is conceptualized and organized.

Turning to student engagement, the prominence of this factor as
a major institutional objective has been fueled by the National Survey of
Student Engagement (NSSE) and suggests the interrelationship of AA
and SA. Defined by NSSE as “the time and energy students devote to
educationally sound activities inside and outside the classroom, and the
policies and practices that institutions use to induce students to take
part in these activities,” enhancing student engagement involves a role
for, and collaboration between, the two units. The NSSE is designed to
gauge levels of academic challenge, active and collaborative learning,
student-faculty interaction, enriching educational experiences, and
supportive campus environment. It is inclusive of the full range of
student developmental experiences and relationships -- curricular, co-
curricular, and extra-curricular. It is now worth considering some more
specific areas of institutional programming and policy-making that offer
opportunities for significant inter-unit collaboration. These are as
follows:

 Freshman Learning Communities
Programs that are concerned with transitional

populations – such as first-year students and transfers – are particularly
appropriate areas for developing strategies that combine AA and SA
personnel and units. While the learning communities may be based on a
common academic curricular experience, they are also often
accompanied by a first-year seminar or curricular components that are
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explicitly designed to address student developmental needs. Where
these programs include a residential component, there is further
opportunity to strengthen the SA-AA linkage.

 Undergraduate Studies Committees
Committees charged with developing, designing,

enhancing, and
enriching the undergraduate experience are ideal venues for bringing
together personnel from SA and AA. Defining student academic
development holistically entails considering the full range of
developmental experiences – curricular, co-curricular, and extra-
curricular – and the inclusion of student affairs professionals. If these
committees are developing programming as the means to realize the
student objectives, AA-SA collaboration will be an automatic by-
product.

 Co-curricular transcripts
Universities that are interested in formally

documenting the full range of student experiences inside and outside
the classroom – through, for example, co-curricular transcripts –
communicate an institutional recognition of the holistic nature of
student development and are also likely to foster greater
communication between AA and SA in the development and
implementation of a co-curricular transcript program.

 Parents’ Programs
Involving faculty and academic affairs administrators in

parents’ programs contributes to a greater appreciation on the AA side
for the concerns of parents that are often not directly related to
academic classroom matters but to broader forms of integration and
adjustment of their students. Opportunities for collaboration exist
during orientation and organized events that include parent attendance
and participation.

 Orientation and Week of Welcome
With Freshman Leaning Communities, programs

designed to socialize and integrate new students are an ideal way to
bring together faculty and staff from AA and SA. Committees formed to
organize and plan the orientation and week of welcome should combine
personnel from both SA and AA.

 Student Crisis Management Committees
The growing prevalence of committees designed to deal

with student adjustment and behavior in class and out of class has
provided another opportunity to develop programs that support
students through AA and SA cooperation and collaboration. These
committees and the programming they have developed to both
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identify and also assist students who may be having difficulties
adjusting to academic life, require active involvement and participation
of both AA and SA.

While there exists a growing literature on ways to build
successful partnerships between AA and SA (Schuh & Whitt, 1999;

Hirsch, & Burack, 2002; Kezar, 2003; Magolda, 2005), we have
identified some specific areas on our own campus where the
opportunities to bring both units together have proven particularly
fruitful. We hope that readers will locate comparable points of
intersection for AA and SA on their campus, and build relationships
around the shared goals and objectives of student learning and
development.
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Why Student Affairs?
Anita L. Vorreyer
Annabel Brooks

The University of North Florida is a beautiful campus nestled
amid lovely lakes and nature trails. It is also a relatively young
university — it was established in 1972 and has been growing rapidly
ever since. As UNF has grown, so has its Division of Student Affairs.
Although always committed to meeting the needs of the students at
UNF, the division has continued to grow over the years in its intensity to
this commitment.

This book you now are reading is a testament to the most recent
process the division has undergone to intentionally embrace, in its
fullest, the deep and abiding dedication to help our students develop
holistically. One of the end results of this process has been to ensure
that all units have implemented current best practices and are meeting
student needs, including student learning outcomes, and are meeting
administrative goals. The other end result, and just as important, has
been that of an energized, more committed, and better developed
professional staff. This process has not only empowered Student Affairs
to meet its mission to support a diverse student body by creating a
dynamic educational environment that complements the University’s
mission and values, and focuses on the necessity of relevant learning
outside the classroom and facilitates holistic development within a
global context; it also has fully supported the mission of the University:

The University of North Florida fosters the intellectual and
cultural growth and civic awareness of its students, preparing them to
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make significant contributions to their communities in the region and
beyond. At UNF, students and faculty engage together and individually
in the discovery and application of knowledge. UNF faculty and staff
maintain an unreserved commitment to student success within a
diverse, supportive campus culture.
Providing a Platform

It was a sunny afternoon during the spring semester. The vice
president and his cabinet sat at the round conference table in his office
thinking about and discussing the upcoming annual retreat. In the
sunlight that was peeking in through the windows, it began almost as
musing -- a softly-uttered question about what it was that we were
actually providing students in each of our units. Although this was not
particularly an odd question to ask during a discussion concerning a
strategic planning initiative, this time something different happened.

The discussion evolved. The cabinet began talking genuinely
about the services and programs units within the division were
providing to students and the rationale behind them. The discussion
further included how people felt about what the division was doing, and
articulated not only the feeling but also the evidence that, as Student
Affairs professionals, members of the cabinet inherently knew that what
the division was doing really mattered and was truly the best Student
Affairs could provide. The vice president’s cabinet became energized
and excited, and knew that this dialogue had to be extended to include
everyone in the division.

Planning processes usually include discussions about what it is
the unit or organization is doing and why. However, there tends to be a
temptation to go through “the motions”, relying on rote answers learned
in graduate school, or a recitation of the verbiage written about
programs and services submitted for the college catalog or perhaps the
brochure developed for a department. Eyes roll when the questions are
posed and people, sometimes in irritation, think, “We know what we’re
doing and why!” Yes and no. Yes, as professionals in higher education,
most people do know what value their service or program adds and
how that positively affects the students at the institution. However, if
programs and services are not revisited, and not viewed with “new”
eyes from time to time, then, no, as professionals in higher education,
people do not know what they are doing.

Growth and development require learning and change—
whether for an individual, a unit, a division, or an institution. Growth
and development require finding new answers, finding deeper
meanings, reconnecting with the “whys” that brought us here in the first
place. It means tweaking, uncovering, and discovering something new
that hides amidst the familiar.
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What occurred in the vice president’s office that day was one of
those odd juxtapositions of intentionality and serendipity. It was a
jelling moment, a challenging moment, and a revitalizing moment. It was
the beginning of what has become a deep and palpable commitment to
provide the best programs and services that we possibly can. It has also
become a quest to uncover and unpack our profession -- that of Student
Affairs -- and to carefully examine student development in relation to
how we provide best practices in necessary programs and services to
students within our context at UNF.

As is typical among those who are passionate about what they
do, discussions continued and expanded. Therefore, a collaborative
process of deep reflection began -- not just a collective review, but a
mutual search for hidden deeper meanings. The conversations the
division had among its members were not just discussions about
services and actual programs, but also about processes and aspirations.
These were not mere philosophical meanderings but rather were
focused dialogues concerning UNF’s very specific context, and done in
light of today’s students. What also unfolded was that as the
commitment to nurture students from entry to graduation became
central, the staff was being nurtured.

The vice president provided a platform for the discussions. It
has become a cyclical process that has been enriching, deeply
meaningful, and extremely productive. The process began with a
discussion about planning, which sparked deeper thinking about theory
and practice, which then sparked the drive for best practices in all
Student Affairs units, which then sparked the desire to broaden the
conversations and ultimately to share them.

In sharing the conversations, questions have arisen. One of
those questions centers on “how.” “How did you go about having the
entire division involved? Wasn’t there some resistance?” To be honest,
yes, there was some resistance; however, as Malcolm Gladwell (2002)
described in The Tipping Point, change sometimes happens quickly and
unexpectedly, as if it were an epidemic. Like an epidemic, just a little bit
of input is enough to get things started. Once that happens, it can spread
very quickly. The division reached the tipping point.

There was some resistance. One of the first concerns voiced by
Student Affairs professionals concerned the time involved, given that
many units are already stretched with regard to staff. One of the keys to
an accepted invitation to engage in the process was helping people see
the payoff not only to the division but also their units. In addition to
improved programs and services, the payoff came in the form of
renewed staff energy. Although the initial response from some was, “I
don’t have enough time as it is!” it was quickly replaced with, “This has
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helped so much!” In that the process was embedded to some point in
existing processes of the division, it was quickly apparent that time
spent in deep reflection would lead to improved services and programs,
and to a revitalized staff. That, in essence, fueled the staff to continue to
develop themselves as well as their programs.

Although the quickening took place in the Vice President of
Student and International Affairs’ Office, and although he provided the
platform for the process to fully take hold, it would be remiss not to
mention that there was a happy confluence of other factors that also
contributed to the phenomenon. One such factor was that the
University, under the direction of a new president, had chosen to focus
its mission on transformational learning. The institution’s concentration
on what transformational learning was, how the university was engaged
in such, and what may further need to be done, helped spur on the
discussions in Student Affairs. Clearly Student Affairs had a commitment
to holistic student development, and knew through experience how
learning can transform individual students’ lives. This heightened
awareness on transformational learning fueled the Student Affairs
dialogue.

Another contributing factor was the growing collaboration the
division was enjoying with Undergraduate Studies in Academic Affairs.
The Vice President of Student Affairs and the Dean of Undergraduate
Studies deepened an already collaborative relationship. One of the
outcomes was an agreement for both Undergraduate Studies and
Student Affairs to read and discuss the book The First Year Out (2007).
The book provided yet another venue to develop a deeper look at
students. It also enhanced conversations among Undergraduate Studies
and Student Affairs concerning how to best serve students. Further, it
also fueled the Student Affairs process.

The final contributing factor was the commitment Student
Affairs had earlier made to strengthen departmental assessment and to
become actively involved in assessment at the divisional level.
A Commitment to Assessment

As stated above, the division of Student Affairs made a
commitment to engage more fully in assessment. Although individual
departments had been somewhat engaged in assessment efforts, the
division began to engage in division-wide assessment. As time passed, it
was more and more apparent that the division was using the
assessment data to improve. By the time the institution’s cycle for
reaffirmation of accreditation was at hand, the division was well
positioned with a number of division-wide cycles of assessment and
continuous improvement.
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The commitment was to conduct rigorous assessment
throughout the division, with a particular emphasis on learning
outcomes for students. One of the ways the units within the division
began their focus on student learning outcomes was by studying the
CAS Standards. Each unit was given the task to review their
department’s mission, programs, and strategies with regard to
alignment with CAS Standards.

Another assignment that units were given was to state the
annual unit objectives in terms of what students were to learn. In
addition to stating outcomes relative to student learning, units were to
outline their assessment strategies to determine whether or not the
outcomes were met. This framework of assessment, student learning
outcomes, and CAS standards as benchmarks helped to set the stage for
the discussions concerning best practices within Student Affairs.
The Desire to Share

Most people, when excited about an endeavor they are engaged
in, want to tell other people about it. As the Student Affairs
professionals initially involved in the process discussed best practices
with other colleagues, the excitement and passion set off a chain
reaction. More and more members of the division talked about and
shared their insights and enthusiasm with others. The conversations
also broadened to colleagues in Academic Affairs at UNF. As those
conversations deepened, a decision was made to use The First Year Out
as a ”common reader” for Student Affairs and members of Academic
Affairs. This common reading served as the backdrop for reconsidering
who UNF’s students were, what their needs might be given changing
times and the changing faces of incoming students, and how the
university may be best able to serve them. Not only was it heuristic, it
fueled the enthusiasm to include a growing number of others in the
conversations. The desire to share meaningful dialogue concerning the
learning and holistic development of our students was significant. Also
significant, however, were some initially unexpected outcomes. Perhaps
some of the most significant outcomes of broadening and deepening
conversations across divisions have been staff development,
strengthened collaborations, and a strengthened commitment to holistic
student development using best practices.

This book is also one of the outcomes of the process Student
Affairs engaged in, the resulting conversations across the institution,
and the resulting best practices within and across the entire division of
Student Affairs. As the thought of sharing more broadly through a book
was introduced and began to unfold, it was important that the vital
components of the process be clearly acknowledged, that the distinctive
outcomes of the process be clearly identified, and that the resulting best
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practices be clearly articulated. Through the progression of
identification, acknowledgment, and articulation, the model that
evolved was a teaching model with five lenses of focus, each
interlocking with the other four: personal growth and development,
individual attention for students and families, empowerment,
collaborative interdependence, and universal design. The model is
holistic -- it is fluid, living, moving, breathing. Before describing each of
the five lenses of the teaching model, it is important to note that as
pracademics, student affairs professionals teach primarily outside the
classroom. (Wikipedia defines a pracademic as "someone who is both an
academic and an active practitioner in their subject area.")

Because student affairs professionals do not frequently think
about their teaching role, or slow down long enough to think about
developing models, it was almost as if the model came about
serendipitously. As the division had conversations about alignment with
CAS Standards (2006) and best practices in student affairs units, there
was a crystal clear realization that all units, as well as the division as a
whole, engaged in and focused on the following: 1) student learning
outcomes; 2) the personal growth and development of students; 3)
giving students, and families, individual attention; 4) collaboration; and
5) empowerment.

The commonalities of focus across the division were not
accidental; however, they were not developed intentionally as a model.
Acknowledging that indeed it was a model came later and almost as a
surprise. (The word model was first uttered in the campus Starbucks
during a chat over a cup of coffee.) It is important to add that the context
in which this model developed was one in which the institution was
preparing for reaffirmation of accreditation, and one in which the
institution had a fairly new president.

The commonality of focus that was most readily apparent was
that each unit in Student Affairs at UNF focuses on student learning
outcomes. The identification of particular learning domains and the
subsequent development of the student learning outcomes were largely
informed by the CAS (2006) standards. CAS clearly articulates best
practices for each of the unit areas it addresses. The focus on learning
domains and student learning outcomes, and on best practices, has
meant that the division of Student Affairs was using a Universal Design.
This universal design, therefore, became the first lens of focus in the
teaching model. (See figure below.)

The second lens of the teaching model was identified as
Personal Growth and Development. Personal growth and development
evolved out of the very work of Student Affairs. From the theories about
student development that emerged in the 1950s and 1960s, we know
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that students undergo considerable growth and development,
particularly interpersonally and intrapersonally (Hamrick, Evans, &
Schuh, 2002). This knowledge guides the work of student affairs. As
Nuss (2003) has stated, student affairs is noted for its “consistent and
persistent emphasis on and commitment to the development of the
whole person” (p. 65). The division of Student Affairs at UNF is no
different.

The campus environment is a critical factor that influences
learning (Hamrick, Evans, & Schuh, 2002). UNF embraces the notion
that every student is unique and, under the new president, adopted as
its brand “No one like you, no place like this.” Student Affairs, already
with its commitment to student development, has taken the brand quite
literally by focusing on individual students. Given what is known about
today’s students known as the Millenials (Howe, Strauss, and Matson,
2000), this individual attention often includes the parents of the student
as well. The third lens in the model is therefore labeled “Individual
Attention: Students and Families.” All Student Affairs units are
committed to giving all students and their families individual attention.
Students then have the confidence to transform those choices into the
desired actions and outcomes. Empowerment, therefore, is the fifth lens
of the model.

A positive learning environment honors the fact that learning
has many dimensions and that it involves the development of the whole
person. In addition to empowering students, when following this model
student affairs staff are empowered as well. The profession’s
commitment to holistic student development attracts people who are
devoted to this commitment. When a student affairs professional sees
students being supported in their learning and development, when the
environment is clearly a positive learning environment, he or she is
empowered as well. This kind of staff empowerment leads to an
inspired student affairs team. One clearly discernable outcome of
engaging in this model at UNF has been not only the empowerment of
Student Affairs staff, but also an energized team of inspired
professionals.

The final lens of this teaching model is Collaborative
Interdependence. The division of Student Affairs at UNF has had a long
history of working collaboratively between units and working
collaboratively with other divisions. Within the division, various units
have worked together on multiple projects and joint programming,
pooling resources to maximize effort and effectiveness. The division has
also worked with other divisions within the university, particularly
Academic Affairs and Advancement. The division has found that
collaboration is multiplicative, not additive. The proof has been obvious.
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Collaboration is not just cooperation -- it is a mutual, deeply-
shared interaction and intertwined dance. It is truly interdependence,
and offers both challenge and support. According to Hamrick, Evans,
and Schuh (1998), “partnerships and collaboration should increasingly
characterize the student learning environment on campus -- in order to
create seamless learning experiences” (p126). At UNF, they have.

All five lenses combine to form a teaching model for student
affairs. The diagram below depicts the lenses and how they work
together fluidly toward the holistic development of students, while
honoring current student developmental levels, all within the particular
context of UNF. This is clearly a teaching model. In additional to the fact
that student affairs, as a knowledge community, has its own curriculum
(Roper, 2003), student affairs professionals are critically aware that
teaching is a relationship. Teaching is an activity and a process that
involves relationships. As Roper (2003) said, “Teaching is a
transformative activity. Effective teaching has the ability to create
remarkable shifts in students’ knowledge, awareness, skills, and ways of
being” (p. 471). This is the commitment of Student Affairs.
What’s to Come

What are to come are chapters on many of the units within
Student Affairs at the University of North Florida. Those chapters are
meant to provide insights and guidance for others on developing and
implementing best practices in their own schools. Use the steps in the
chapters to guide you along the path, but please do not lose sight of the
dynamic, living, teaching model, and of how it fits together.

The chapters are many, and varied. In addition to a chapter by
Mauricio Gonzalez, the Vice President of Student Affairs, on his
reflections concerning the process and the commitment to
implementing best practices within the division, there is a chapter by
David Jaffee, the then Dean of Undergraduate Studies, reflecting on the
collaborative interface between Academic Affairs and Student Affairs.
There are also chapters concerning many of the different units within
Student Affairs. Most of these chapters were written by the directors of
those units or departments; however, frequently they were written
collaboratively with the professional staff within the department.
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Student Health
Dorreen Perez

In the fall of 2008, we opened a new Student Health Center on
our campus. It was a long overdue and sorely needed project. We now
have triple that amount of space and the capacity to enhance services
for students and truly be a primary care health center. When we first
moved to our new location students, faculty and staff asked,” Where is
student health?” My first instinct was to say, “We moved over to the
new wing of the College of Health.” But look around -- we are in all four
corners of our University. The idea of health cannot be found in just one
building.
In the Standards of Practice for Health Promotion in Higher Education,
health is defined as “the capacity of individuals and communities to
reach their potential. It is not solely a biomedical quality measured
through clinical indicators. Health transcends individual factors and
includes cultural, institutional, socioeconomic, and political influences.”
Therefore, to answer the student’s question, “Where do I go to find
health?” I say, you can find health resources and education on our
campus, on the green, in the Student Life Center, in the library, at the
arena, at the clinic and even in the Vice President's office.

When students visit their campus’s Student Health Services,
there are several models of health available: primary care, ambulatory
healthcare, urgent care, and emergency care. In addition to the above
models of healthcare, one of the first but least used models is infirmary
care. The World Health Organization (WHO) describes primary care as
essential health care made universally assessable to individuals in
communities. On campus, primary care takes a holistic approach to the
health needs of student. When students leave home and come to



34

campus, this contact with a health center may be the first time these
young adults make contact with a healthcare facility on their own. In the
past, parents or guardians have usually assisted the students in
identifying illnesses and injuries, and have initiated their children’s
health service appointments. Now students are assuming this
responsibility and are identifying aliments from minor complaints to
serious life-threatening illnesses. When students become ill or injured,
they can choose to use the on-campus center or a local primary care
center in the community. So why does the student choose the Center on
campus? What elements of student health services different from the
local health center off-campus?

Student health services strive to make their services accessible,
convenient, and affordable. In many campus health centers across the
nation, students are not charged an office fee during their visit. This
charge was pre-paid in their tuition when they enrolled. Another point
students consider when selecting on campus services is that health
professionals at student health services are not just physicians and
nurses, they are also university/college employees. They are a part of
college life and the campus community. These healthcare providers’
interests are distinct from the interests of healthcare providers in the
outside community. Healthcare employees at Student Health Services
are interested in not only the medical wellbeing of students, but also in
the specific needs of the student, such as their academic success.

Case in point: During our recent University preparation for The
Southern Accreditation of Colleges (SAC), all departments were
responsible for creating goals and objectives that reflect student
learning outcomes. Not only does the campus health professional assess,
diagnose, treat, and evaluate students’ medical and health conditions,
they also help to improve student learning outcomes during these
student interactions. Another significant difference from off-campus
healthcare is that our campus community has annual turnover of
students. Once students leave the college/university either by transfer
or graduation, they no longer have access to the health center. The
college healthcare providers try to immediately foster a fluid proactive
relationship with incoming freshmen, transfer, and graduate students
because Student Health Services providers may have only one contact
with the student; although brief, that teachable moment is very
important. In these encounters students may be influenced to correct
life habits that may impact the rest of their lives, such as healthy heart
diets, routine health screenings, and stress management.

Campus health centers may also provide urgent and emergency
care. If this service is not a 24-hour option on campus, having accessible
alternate care is essential. Many health centers create working
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relationships with the off-campus emergency and urgent care centers to
provide the continuity of care needed by all students, and
communicating these facts is key to continuity of care.

What does a student health center look like? In 2005 and 2006,
as President of American College Health Association, I had the
opportunity to visit student health centers across the nation. These
health centers were staffed by active, energized health professionals
with a unity of purpose … to advance the health and learning of our
nation’s students. The approach to this goal was as diverse as the health
centers. Whether the students received health support from a single-
room nurse-directed program or a multi-staffed, multi-building
environment, all student care centered on improving and advancing the
students’ health to support their academic achievement and ability to
remain in school.
Amy N. Wuest, B.A.

The Institute of Medicine characterizes the goal of quality health
care as follows: “the degree to which health care services for individuals
and populations increases the likelihood of desired health outcomes and
are consistent with current professional knowledge” (p. 79). Therefore,
in assessing the quality of healthcare the outcomes must be taken into
consideration even though the outcome itself is not necessarily the sole
indicator of the quality of the care received by the patient. When
assessing SHS the quality of the healthcare services must themselves be
examined. The last feature of the care which ought to be assessed when
determining the quality of the health care provided at SHS is the relation
of the price to the services rendered. This is to say that a major feature
of quality healthcare involves price control.

Quality Improvement
Quality Assurance (QA) vs. Quality Improvement (QI)
Historically, QA relied on a peer review process which was

intended to root out those who were not perceived to be effective
workers. However, this process resulted in hostility in the workplace
and medical staff often adopted “defensive” (p. 80) attitudes.

Conversely, QI focuses on the method of care as the source of
problems concerning quality. Rather than targeting an individual, the
“process” itself may be scrutinized in order to single out what may have
caused the lapse in quality care. Again discouraging individual blame, QI
procedures also involve encouraging “high achievers” to introduce their
own practices to positively develop the work environment.
Key Concepts of QI

“Respect the needs of the ‘customer’” (p. 80). Understand that
students (as customers) will have different needs from traditional
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patients, such as immediate service, lower costs, and an understanding
of health care beyond simply treating an illness. SHS also have to
address the needs of “external customers” (p. 80), such as parents,
insurance companies, and university administrations. These parties are
generally concerned that the quality of health care of SHS is equal to
that of the surrounding community, while at the same time insuring that
the cost of said care is affordable to students. By emphasizing positive
relationships between workers QI theory advances the idea that as the
quality of the working atmosphere proportionally increases the quality
of the care received by patients. So, customer needs and worker needs
are contiguous.

“Process inefficiency results from process variation” (p. 81). By
statistical analyses of the clinical processes problems within the
established system can be discovered and corrected without singling
out particular workers. “A team approach is the best approach” (p. 81).
Employees, both clinical and not, have valuable input for improving the
clinical procedures and should be involved in the improvement process.
Effective QI treats all employees and their thoughts on clinical processes
as valuable.
Benefits and Caveats of a QI program

1) Benefits: Increased visibility, improved services efficiency
and communication, cutting costs while improving quality.
2) Caveats: QI is a long process, so results take time.

Implementing QI will not only take time from those in
“leadership” (p. 82) roles, but also from everyone else in the
organization. As a result, employees may be resistant to
committing time to QI driven discussions/activities, even
when the changes being discussed are clearly needed.

QI vs. Outcomes Assessment
1) QI programs do not necessarily improve the likelihood of

improved health outcomes because health outcomes are
results of a number of factors outside of the control of SHS.

2) The outcome assessment of SHS may be different from non-
collegiate health care centers because students have different concerns
than the population at large, such as increased attendance, improved
retention rates, etc. Therefore, QI procedures should be focused and
evaluated on the specific needs of a SHS.

Accreditation
The accreditation of an SHS serves as tangible evidence to

students (customers) of the quality of SHS and that the quality is
continuously monitored. Internally, the accreditation of a SHS helps to
motivate the staff and university to perform well and may help SHS
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compete without university services for funds. ACHA guidelines for a
college health programs serve as a rubric for SHS who do not wish to
become or are not able to be accredited to improve their quality in a
way that is similar to formal accreditation. However, these guidelines
are not a substitute for accreditation. The guidelines are published by
the ACHA in a “monograph” (p. 92) entitled “Guidelines for a College
Health Program.”(p. 103).
Two Accrediting Bodies

Accreditation Association of Ambulatory Health Care (AAAHC):
This is the most common choice of accreditation bodies by SHSs. Its
focus is “exclusively on ambulatory care” (93). AAAHC has played a
major role in the assessment of HMOs. Organizations accredited by
AAAHC “must provide data to compare themselves with other similar
organizations on key indicators” (p. 93). In evaluating healthcare
centers, AAAHC relies on medical professions whom volunteer to survey
these institutions with an emphasis on QI procedures. The AAAHC
assess an organization based on the following standards:

 Rights of Patients
 Governance
 Administration
 Quality of Care
 Quality Management and Improvement
 Clinical Records
 Professional Improvement
 Facilities and Environment

Joint Commission on Accreditation of Healthcare Organizations
(JCAHO): This is a much larger organization than AAAHC because it was
originally a hospital accreditation agency which later covered
ambulatory care centers. “Currently JCAHO evaluates and accredits
nearly 20,000 healthcare organizations in the U.S., including hospitals,
healthcare networks, managed care organizations, and facilities
providing home care, long-term care, and behavioral health care, as well
as laboratory and ambulatory care services”(p. 94). JCAHO surveyors
are paid and come from all areas of the healthcare industry. Their
standards were developed by health care industry researchers, medical
providers, and consumers. JCAHO’s standards are “more detailed and
explicit” (p. 94).
Patient-focused standards

 Patient Rights and Organization Ethics
 Assessment of Patient
 Care of Patient
 Education of Patients and Family
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 Continuity of Care
 Organization-focused Standards
 Environment of Care
 Surveillance, Prevention, and Control of Infection
 Human Resources
 Information Management
 Leadership
 Performance Improvement

Starting the Process
AAAHC requires that the application and deposit be submitted

five months in advance; JCAHO requires that the application and deposit
be submitted one year in advance. The applications include a pre-survey
questionnaire. After the applications have been “received and reviewed”
(p. 97) survey dates are decided on. Prior to conducting the surveys,
both organizations require that notice of the survey be posted in the
clinic four weeks in advance to bring in clients to interview. Fees are
assigned based on the size of the SHS, the numbers of locations to be
surveyed, the probable number of days the survey will take, etc.

This book epitomizes the passionate collaborative spirit of
departments within student affairs. In our efforts to support student
learning, we all share this responsibility. For example, in addition to my
job as director of student health, I also teach Emergency First Aid
Response for the College of Public Health and in addition to this class, I
teach first aid and CPR to many other departments such as the
University Police the staff of the Child Development Center and some of
our nursing professors. We also established relationship with the
emergency response Medical Corps in Duval County, Florida. This
connection with the community enables and gives our student's the
opportunity to participate in mock emergency response
transformational learning opportunities, the observer has the
opportunity to see how emergency response is planned and
implementation.
Travel Health

With more students participating in transformational learning
and signing up for study abroad programs, preparation for international
travel has become very popular on college campuses. When we first
started our program, students didn't know what to expect, let alone
know what questions to ask in reference to their international travel.
The Center for Disease Control Health Information for International
Travel (Mosby 2008) states, “International travel continues to grow
substantially with each passing year, including travel to developing
areas of the world that once were rarely visited.”Once here, students are
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advised on comprehensive health information and recommendations
needed to promote safe, healthy travels. The education provided ranges
from information on altitude –associated illness in Chile to
understanding the causes and prevention of traveler’s diarrhea in India.
Challenges for Student Health Services

Student health insurance has been encouraged to assist
students in maintaining optimal levels of health. Many colleges and
universities are considering the implementation of mandatory coverage.
Some universities require all students to show proof of insurance, while
other universities only require it for certain populations such as
international students. Many families find that student insurance
policies are comparable to their employer plans and much more cost
effective for the same type of coverage; mandatory plans are less
expensive because the cost is shared within a larger, healthier
population of students. There are many benefits to having health
insurance. First, students are more likely to seek care if they have
insurance. Early treatment and detection prevents the development of
more serious problems. With coverage, students are more likely to see
a provider for preventative care as well. Annual physicals, exams, and
immunizations contribute to a healthier student population and
campus. Finally, with the growth of study abroad programs, students
will be covered as they travel and learn in different countries. They can
use insurance benefits to properly immunize themselves prior to travel
and they will be covered should they become ill or injured abroad
(Janson, 2009).
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Department of Health Promotion
Shelly Purser
Michael Kennedy

The Department of Health Promotion has a unique position
within institutions of Higher Education (ACHA, 2005), with a mission to
promote the health and well being of the University community.
Through diverse science-based programs and services, the Department
of Health Promotion fosters physical, emotional, spiritual, and
intellectual development. Through a wellness model which
encompasses body, mind, and spirit, Health Promotion staff, and
professionals from different disciplines across campus, work together to
enhance the health and wellbeing of the University community (CAS
Professional Standards for Higher Education, 2006). These efforts lead to
transformational learning, healthier living and improved student
retention.

Health promotion’s mission and the academic mission of higher
education are naturally linked. Health promotion professionals in
colleges and universities support the academic mission of student
learning by (1) assisting students in leading healthier lives, and by (2)
engaging students who will become political, social, and economic
decision makers, thereby advancing the collective health of the
community.

There are universal concepts that impact the provision of health
promotion and disease prevention to college students. Current
sociological trends, high-risk identification, student health issues,
advanced technology, and changes in preventative medicine have broad
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institutional implications. College health promotion services have a
unique opportunity to help meet those new challenges (ACHA, 2005).

Theoretical Framework/Underpinnings
Theories give structure to program development, provide

guidance, suggest strategies and identify why certain problems exist
within the community. Using a theoretical approach as a framework for
program development has been successful in many aspects of public
health and health education. Beginning a program or service without
the foundation of a theory can lead to an inadequate and unevaluated
program. Theories are equally important for creating programs that can
accurately be evaluated by identifying determinant factors that
influence behavior change (Fisher, 1997).

Although there are many theories that have been created for
health behavior change, popular theories such as the Health Belief
Model , Social Cognitive Theory, Transtheoretical Model, Theories of
Reasoned Action and Planned Behavior have seen success in achieving
effective behavior change programming. Each theory shares a common
goal of changing behavior but differs in approach.

Given the complexity of a university community, more than one
theory should be used to conquer the multifarious nature of behavior
change. “Different theories may be relevant to interventions at different
levels; for example, theories of individual behavior are more relevant to
interventions directed at individuals and teams, whereas theories of
organizational change may be more relevant to interventions directed
at hospitals or trusts” (Eccles et al, 2005).

The University Of North Florida Department of Health
Promotion has seen its share of success by applying these theories and
following best practice models. The Social Cognitive Theory and the
Health Belief Model in particular have guided the development of
several programs and intervention planning. The theory asserts that
change is influenced by behavior, personal factors and the environment.
The Health Belief Model (source needed) relates to the cognitive factors
predisposing a person to a health behavior, including beliefs that health
is in jeopardy, beliefs that there is benefit from engaging in the
recommended health behavior, and a cue to action.

The University of North Florida’s “Ospreys-on-the-Move”
walking program is a great of example of how integrated theories and
models can be used to create an effective program. The Social Cognitive
Theory and the Health Belief Model were both used as a guide for the
development and implementation of the walking program. “Ospreys-on-
the-Move” is an annual walking program conducted in the spring
semester. (The osprey is UNF’s mascot.) The program is self-directed
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and motivates participants to increase their daily physical activity
through the number of steps they walk each day. Throughout the
program, each participant is guided and equipped with items and skills
needed to succeed to become the healthiest person possible.
The uniqueness of the program is that it focuses on one specific activity,
walking. Frequently programs that are broad and consist of wide range
of activities such as walking, running, swimming and so on often suffer
from high rate of failure. Research shows that the more specific the
program the more successful it is. Fishbein & Yzer (2003) found that the
most effective interventions are those directed at changing specific
behaviors (e.g., walk for 20 minutes three times a week) rather than
behavioral categories (e.g., exercise) or goals (e.g., lose weight).
“Ospreys-on-the-Move” further emphasized skill-building to increase
self-efficacy. It is believed that the more one perceives that one can
perform the behavior, even in the face of specific barriers or obstacles,
the stronger will be one’s self-efficacy with respect to performing the
behavior (Fishbein, 2000).

In order to increase self-efficacy within “Ospreys-on-the-Move”,
the Health Belief Model was used. To increase self-efficacy, short-term
goals were set each week for the participant, making it easier to
accomplish and receive support for the long-term goal of 10,000 steps
or more a day. A goal sheet was given to each participant to help him or
her identify what could hinder behavior change. Each goal sheet was
reviewed by walking coach with the participant to identify ways to
reduce barriers, as well as to provide reassurance.

In addition to the “Ospreys-on-the-Move” program, another
example of how UNF’s Health Promotion uses a theoretical approach to
programming is the decision to use a social marketing campaign to
diffuse information about programming and interventions. The goal of
Social Marketing (source needed) is for the target audience to either be
influenced to change a behavior or influenced to maintain it. A
marketing campaign is created to encourage behavior change by making
the change attractive and reducing the barriers as much as possible.
Social marketing has been used to produce voluntary behavior change
in a specific audience. Arnold & Gorin (2006) asserted that by
borrowing from commercial marketing principles, the process offers
benefits the audience wants, reduces barriers the audience faces, and
uses persuasion to influence intentions to act favorably.

Since social marketing has been effective in prevention
campaigns with regard to HIV/AIDS, substance abuse and cancer
screenings, the Department of Health Promotion decided to use
components of social marketing theory in its marketing efforts to the
university community. One particular component of social marketing
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theory is to segment the population. Segmentation involves separating
and dividing the target audience into similar variables. This has allowed
Health Promotion to know what encourages or discourages certain
behaviors within the target audience. When subgroups are formed, it is
much easier to tailor the marketing strategy to fit the needs and wants
of the population, and also encourages the marketing strategies to be
culturally sensitive. In the college population, segmenting can be done
by separating the population into males, females, year classification,
majors, clubs, sororities and fraternities. It is important to understand
what is attractive and receptive to the target audience.

Furthermore, most information today is exchanged via internet.
In a survey conducted in 2005, the findings showed that over 98% of
college students surveyed used the internet (Adame et al, 2005). UNF’s
Department of Health Promotion has shifted its strategies and markets
via internet, email and web launching. The success of marketing by
means of internet has allowed the reach of information to go far beyond
handing out flyers. It is has also been useful when targeting certain
populations such as incoming freshman versus graduating seniors.

Over the years the Department of Health Promotion has
increasingly used the Social Marketing Theory to have effective
marketing campaigns for all programs and interventions. Neiger et al,
(2003) suggested that health education planning models, modified to
reflect elements of social marketing, may represent a more powerful
planning approach that holds promise for better designed interventions
and more successful outcomes.
Best Practices in Health Promotion

The goal of UNF’s Department of Health Promotion is to
promote holistic health and wellness to the university community
through a variety of programs, services, and interventions. O’Donnell
(2008) asserted that the mission of the field of health promotion is to
promote healthy lifestyle choices and help individuals move to a state of
optimal health. Tere are standards in the field of college health
promotion that exemplify best practices:

 Health Promotion should emphasize the nation’s health
goals for college students through its commitment to teaching and
service; providing students the opportunity to increase their awareness,
education and growth towards a positive state of health (ACHA, 2005).

 A college health promotion program should provide a
wide spectrum of services, which will support the “health” of the
campus community in its broadest sense.
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 All students should have easy and equal access to
programs and services and must not discriminate except where
sanctioned by law and institutional policy (CAS, 2006).

 Health Promotion should be the principal advocate for a
healthy campus community.

 Health Promotion services must recognize relevant and
desirable student learning outcomes and provide programs and services
that encourage the achievement of those outcomes.

 Health Promotion needs to address the social, cultural,
economic, and political factors that may contribute to or compromise
the health and welfare of individuals.

 Health Promotion must maintain both on-campus and
external relations with the community by promoting effective relations
with relevant individual and groups both within the university
community and surrounding community at large.

 Funding for the department must remain adequate to
accomplish missions and goals. Priorities must be determined within
the context of the mission, goals and objectives set forth.

Acknowledging the best practices in the field, combined with
the needs and particularities of the UNF environment, UNF Health
Promotions has come up with its own best practices as seen in the
highlighted programs/examples which follow.
Intentional Comprehensive Educational Programming

UNF Health Promotion uses intentional comprehensive
educational programming and outreach activities focusing on various
health topics. College students, as a population, face several health risks
and existing research suggests that they lack adequate information on
many health topics relevant to their well-being (Baxter, Egbert, & Ho,
2008). Through use of the National College Health Assessment, or
NCHA, UNF Health Promotion collects information to determine major
focus areas for the campus community. The Department of Health
Promotion is committed to identifying health disparities within the UNF
Community so that targeted prevention programs can be developed and
administered. The intentional, comprehensive educational
programming and outreach activities incorporate skill development
activities for students and are administered by competent, trained
health promotion professionals.
Peer Education

One of the greatest assets the department has in connecting to
the students is peer education. Peer educators play a vital role in the
university community and have historically been uniquely positioned to
positively impact student health behaviors (Baxter and Egbert, 2008).
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By tapping into existing social systems, peer education programs
provide accurate, organized influential support by peers (Brack et al,
2008). The peer educators are trained in various health topics and act as
resources to other invaluable sources on campus that students tend not
to know about. Providing the peer educators with this training benefits
not only the department, but also the students.

Research suggests that peer educators display significant
improvements in leadership, knowledge, and improvements in their
personal health behaviors (Brack et al, 2008). In turn, these students act
as role models in the campus community. To prepare students for their
roles as leaders in the campus community, peer educators are
extensively trained in health-related issues and topics, as well as in the
rights of privacy and confidentiality of students they provide services to.
Not only are the students continually trained by Department
administrators, but they also are trained by many faculty in their
respective fields. Furthermore, The Department of Health Promotion
utilizes many community agencies to provide training and certification.
For example, the Department offers CPR certification through American
Red Cross and HIV counseling and testing certification through the
Duval County Health Department. The following testimonials were
provided by two members of the peer education team.

Teri:
Peer health educators are an integral part of the education that

students receive at the University of North Florida. College is a unique
time for students to receive not only a formal education from
professors, but also an informal education from their peers. As a peer
educator and LIFE Choices Team Member, I feel that it is my
responsibility to help facilitate the informal education into a positive
direction and help guide fellow students to CHOOSE healthy lifestyles
and making mature decisions. Not only does this job provide student
peer educators the opportunity to enhance their professional
development, but their leadership skills as well. Our peer health
education team facilitates educational presentations and programs that
involve student participation and an increased cognitive awareness of
healthy lifestyle behaviors. But, this is no easy task.

Kristin:
Working for the Department of Health Promotion at University

of North Florida has opened up an array of opportunities for me, not
only as a Life Team Member, but also as a student. When hired, I didn’t
know much about the health field, but I dove in head first hoping to
become an important asset to our team. Although I was intimidated at
first, working in the Paul Shirley Assessment Center was a great way for
me to learn quickly many of the things we do such as fitness
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assessments, nutritional analysis, body fat percentage, blood pressure,
and various stretching programs. Interacting with people in the Paul
Shirley Assessment Center also assisted me in developing additional
people skills and knowledge about health that help me in our on and off-
campus presentations and events. On-campus events are my favorite
part of my job. I helped organize Great American Smoke-out Day 2008.
Currently, I am on the Body Image Task Force, helping to plan events
organized around Eating Disorder Awareness Week 2009. In less than a
year, I have been certified in First Aid and CPR, as well as AHEC training.
I have also attended the 500/501 HIV training and am a certified HIV
counselor. Given that I am going to school to become a Licensed Mental
Health Counselor, I feel that this extensive training and my ever-
developing people skills will help me in my future.

Collaborations
Through unique relationships with various colleges,

departments, and faculty, the Department is able to branch out to
promote healthier living with the help of those campus resources. By
building partnerships, coalitions, and committees utilizing faculty from
various disciplines, we are able to provide the campus community with
policies and programs that foster holistic health. These partnerships can
provide shared understanding of issues that pertain to the University
community and create solutions that can be later supported by its
members for implementation. Zakocs et al. (2008) found that such
partnerships have become standard in health promotion practice as
endorsed by the American College Health Association. Through
partnerships with others, Health Promotion is able to branch out farther
into the campus community than it would be able to alone. Some of
those partnerships are highlighted throughout the chapter.
Sexual Health Programs

Sexually Transmitted Infection (STI) rates continue to rise and
are a critical concern for health professionals. Chlamydia, HPV and HIV
prevalence rates continue to climb among young adults and threaten
the sexual health of many college-aged students (CDC, 2006). The rises
in STI prevalence rates are especially alarming in certain geographic
areas, including Northeast Florida. CDC statistics show that Northeast
Florida ranks number one and two in Gonorrhea and Chlamydia
infection rates, respectively (CDC, 2006). Significant resources must be
devoted to education, treatment and prevention efforts. The
Department of Health Promotion has been a catalyst in providing sexual
health related programming to the UNF campus community. This
comprehensive programming has been holistic in nature and includes
primary, secondary and tertiary intervention services. These services
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have been delivered in a collaborative manner through ongoing
partnerships with the Duval County Health Department, UNF Student
Health Services, the UNF Women’s Center, the UNF Counseling Center,
the UNF School of Nursing and other related referral agencies.

In addition, the University of North Florida has been a certified
HIV/AIDS testing and counseling site since the early 1990’s. The
Department of Health Promotion works in conjunction with the Duval
County Health Department to train and certify HIV/AIDS counselors.
Student peer-educators and professional staff members are trained to
provide a full range of HIV/AIDS testing and counseling and referral
services.

The Department of Health Promotion continually works to
increase HIV/AIDS awareness and to de-stigmatize the illness. The
University has hosted the AIDS quilt on campus several times and has
also been involved with the Names Project. Sponsoring these types of
events and activities are vital.

Alcohol, Tobacco and Other Drug Intervention
The use and abuse of alcohol and other drugs remains a

constant on many university campuses. The bi-products of drug and
alcohol use can be seen in academics, athletics, student conduct, student
life, inter-personal relationships and more. Universities often utilize
police, policies and programming to minimize the impact from
substance use/abuse. The University of North Florida utilizes a
collaborative client-centered approach for dealing with substance use
and abuse issues. This collaboration includes numerous
offices/departments including the University Counseling Center, the
Student Conduct Office, the University Police Department, the
Department of Human Resources, the Student Ombudsman, Academic
Advising Offices, and more. This integrated approach treats the client
from a collaborative, holistic perspective and offers the greatest forum
for success.

The overwhelming majority of the Department’s clients are
mandated to the intervention process through the Student Conduct
Office. Clients are generally mandated for treatment because of
infractions of the University’s drug/alcohol policies. Therefore,
resistance to treatment is more common than in settings where clients
voluntarily seek treatment. Attempts are made to reduce resistance to
treatment by differentiating the Department of Health Promotion from
the referral source and by educating clients on their protections
afforded by confidentiality. The purpose of the intervention process and
the roles of the counselor and the client are also explained. The goal is to
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help clients realize that they have some control over the nature of the
intervention session and that the process is not meant to be punitive.

Clydesdale (2007) revealed that many teens settle into
manageable patterns of substance use and sexual activity. Because
young college students are typically away from home for the first time
and may have more freedom during this stage of life than in the past,
time is devoted to discussing their views on how they are adjusting to
college life. Psycho-education is oftentimes a crucial part of the
intervention process as students do not always have accurate
information regarding substance use. Depending on the individual, any
number of topics may be opened for discussion, and students are
encouraged to bring any questions they may have into session.

Cognitive Behavior Therapy (CBT) is the most common
theoretical approach used with clients. This approach, combined with
the warmth and empathy of person-centered therapy, helps build
rapport as quickly as possible while giving clients skills necessary to
implement change. For instance, students struggling with peer pressure
may benefit from a CBT “crash course” followed by role-playing to help
them practice the skills discussed. Rational Emotive Behavior Therapy
(REBT) is also used extensively to assist clients with skill building and
improved decision making.

Prochaska & DiClemente, (1983) defined the Stages of Change
which clients go through in the decision making process. Health
Promotion’s goal is to understand where the client is coming from and
to create an intervention process that meets the unique needs of each
individual receiving service. If a student’s administrative or
psychological needs are beyond the scope of services provided by the
Department, an appropriate referral is provided along with
encouragement for the student to come back at any time. The referral
network is comprised of on- and off-campus service providers.

Campus Alcohol & Drug Information Center (CADIC)
The Campus Alcohol & Drug Information Center (CADIC) is a

sub-unit of the Department of Health Promotion which is committed to
educating the University Community on all issues related to alcohol and
drug use, and substance abuse prevention. CADIC was founded in 1985
and is responsible for providing all ATOD Intervention services. The
Center focuses on delivering high quality intervention services and is
the only unit within the Florida State University System that is licensed
by the Department of Children and Families as a Level 1 Prevention
Program provider. The Center is staffed by graduate level intervention
specialists. Prevention services are free to UNF students, faculty and
staff and include alcohol and drug intervention counseling, group and
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individual tobacco cessation counseling, case management services, free
anonymous HIV testing, and sexually transmissible infection and
partner notification counseling. CADIC also provides the following
services free of charge to UNF Students:

 Alcohol and drug abuse risk assessment
 Comprehensive drug search and information database
 Free condoms and safer sex supplies
 HIV 101 interactive computer program (provides

education on HIV/AIDS)
 Library of books, brochures, pamphlets, and videos
 Interactive educational computer programming on

sexually transmissible
infections.

 Anger Management Counseling
 Intervention Counseling


Paul Shirley Assessment Center
The Paul Shirley Assessment Center provides fitness

assessments, nutritional assessments and personalized stretching
programs at no cost to members of the University community. With the
help of the professional staff, the programs and assessments offered
through the Paul Shirley Assessment Center are instrumental in creating
awareness and motivation, and in encouraging healthy lifestyle changes.
The Center’s assessments are designed to determine an individual’s
level of conditioning. The Assessment Center staff is available to help
individuals resume a regular conditioning program, improve an existing
conditioning program, or create a new conditioning program for
improved health and fitness.

Assessment and Evaluation
Assessment and evaluation are necessary components to the

continued success and direction of programs and services. Qualitative
and quantitative methodologies must be employed in determining to
what degree student learning outcomes are being achieved. Conducting
assessments and evaluations of health promotion programs and
services ensures: (1) accountability of all programs and services (2)
effectiveness of programs (and determining that objectives were met),
(3) information about service delivery is gathered, and perhaps most
important (4) information that is gathered is used to improve program
effectiveness.

The Department of Health Promotion uses a variety of
evaluation methods including observation, interviews, focus groups, and
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questionnaires/surveys. These methods provide our Department with
the necessary impact, process and outcome data vital to program
review, change, or enhancement. Brief descriptions of some of
assessment and evaluation instruments used are provided below.
Assessment and evaluation are ongoing.

 CORE - Alcohol and Other Drug Use Survey: This survey
has been conducted bi-annually since 1996 in an effort to collect
longitudinal data on the frequency of alcohol and other drug use within
the University community.

 Departmental Satisfaction & Marketing Survey: This
survey is used once per year in an effort to determine how satisfied
students are with the services provided through the Department of
Health Promotion.

 Program Assessment: This assessment is given after
most of our primary prevention outreach activities or events. It
measures the outcome of the program on learning and/or attitude.

 Pre-Post Knowledge Assessment: This assessment is
given before and after some of our alcohol and other drug prevention
services. It measures the outcome of the program on the acquisition of
knowledge related to alcohol and other drugs.

 American College Health Association – National College
Health Assessment (NCHA): This assessment is very similar to the
Alcohol and Other Drug Use Survey and will be used to collect
longitudinal data on health behaviors.


Healthy People 2010

Americans are now living longer; however, they are not
necessarily living healthier lives or lifestyles. Hypertension, heart
disease, type-two diabetes and obesity have all seen dramatic rises
during the last half of the twentieth century. The life-threatening health
disparities that are prevalent in the population at large are also clearly
present on America’s college campuses and underscore the need for
effective, comprehensive health promotion programming.

In 2000, Donna Shalala, U.S. Secretary of Health and Human
Services, and David Satcher, MD, PhD, U.S. Surgeon General and
Assistant Secretary of Health, released Healthy People 2010: National
Health Objectives. Healthy People 2010 offered a simple but powerful
idea: provide health objectives in a format that enables diverse groups
to combine their work efforts and work as a team. It is a road map to
better holistic health for all and was designed to achieve two
overarching goals: 1) Increase quality and years of healthy life, 2)
Eliminate health disparities.
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The American College Health Association (ACHA) has adopted
and incorporated the tenets, goals and objectives of Healthy People
2010 into their Healthy Campus 2010 health initiative. Their
overarching goals closely parallel Healthy People 2010 and serve as a
foundation for shaping health plans and programs for institutions of
higher education. The holistic health approach required by Healthy
Campus 2010 fits well with the definitional changes espoused by O’
Donnell (2008). The University of North Florida embraced the
objectives and integrated approach espoused by the Healthy Campus
2010 initiative. In 2008, “Healthy Osprey 2010 and Beyond” was
proposed to the UNF campus community by Student Health Services
and the Department of Health Promotion. A Healthy Osprey 2010
steering committee was formed and met to review and identify UNF
specific health disparities. The Department of Health Promotion was a
logical selection to spearhead the Healthy Osprey 2010 initiative.

Although there is no singular answer or magic bullet, building
and strengthening University and community relationships, fostering a
collaborative non-threatening message and implementing an integrated,
holistic marketing plan are all essential for success. Creating a
successful implementation also requires the ability to mold and evolve a
shared vision. This often involves helping University administrators and
departments to see how their respective areas fit within the Healthy
Osprey umbrella without threatening their operational autonomy.
Understanding the need for consensus building and taking time to
address real and imagined threats helps to minimize resistance and
maximize buy-in.
Future Challenges

The future calls upon college Health Promotion Services to
strengthen the focus on total-person healthcare. College health is as
much about education, prevention, and student development as it is
about collaboratively working with Student Medical Services on the
clinical care for individuals. College health promotion affords
institutions the opportunity to invest in students through integrated
prevention programs and to develop educated healthcare consumers.
This responsibility is vital to the whole health of students, which in turn
helps students remain in school, achieve academic success, and become
contributing members and leaders of our community.
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Parents’ Program
Jeanne Middleton

Parent programs provide parents and/or guardians with a needed
channel for their continuing interest in the student’s education, a way
by which they can legitimately be involved and make their own
contribution to the student’s life away from home. Through parent
programs, we create a connection between our institutions and the
parents of our students. This connection can make parents our best
supporters through their student’s college years and afterward. Parents
who are committed in this way will take pleasure in every success of the
institution and be concerned and supportive in times of crisis. They will
give generously of their time and their money, and they will encourage
others to do so. (Quebl, 1989, p. i)

The University of North Florida is committed to values that
promote the welfare and positive transformation of individuals,
communities, and societies. Our mission and outreach to parents is
guided by our institutional value of community engagement. “Higher
education has become the keystone institution in the transition from
youth dependency to an independent adulthood and successful family
formation” (Carnevale, 2009). Learning that parent programming is
integral to retention efforts may help other universities decide that it is
time to add an office to serve the parent constituency.

The mission of the Office of Parent and Family Programs and the
UNF Parents Association is to serve as a link between parents or
guardians of UNF students and the University to Unite, Nurture, and
Facilitate. We provide programming that unites parents, family
members, faculty, and staff as partners in support of the academic and
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personal success of students. The Association nurtures the relationship
between parents, families, students, and the University in recognition of
the critical role parents and families play in the education of students.
The Office seeks to further engage parents in UNF events, programs, and
activities, such as Family Weekend and Orientation, and facilitates
ongoing communication to educate parents and families about
university policies and campus resources.
The Beginning

As with any new initiative, it is helpful to have the support from
the top administration. Thirteen years ago, parents sat around our
campus waiting for their students to finish the advising and registration
process. The president wanted to let the parents know they were
welcome on campus, and he asked me to plan activities for the parents
including a Parents’ Day event. Thus began the journey from providing
an information session for the parents to the recent establishment of an
office to coordinate parent programming and the development of a
Parents Association.

When I was given this new responsibility, I was working in the
Office of Alumni Services which gave me access to resource materials
from the Council for Advancement and Support of Education (CASE). I
read the parent articles in CURRENTS, CASE’s magazine for its
professional members and the book Parent Programs: How to Create
Lasting Ties (1989) to learn what other universities were doing for
parents. Each chapter was written by an administrator who managed
some portion of parent programming while serving as a director for
Alumni Services, Orientation, Annual Fund or Development. These
materials, based on the writers’ experiences with parents, helped me lay
a foundation for coordinating the annual Family Weekend event, some
minor participation with Orientation, and freshmen send-offs in
conjunction with the alumni.

In actuality when I was on the alumni staff, there was no
parents’ program. Even though my efforts to assist the parents were
limited, I could have spent all day helping them and knew that providing
services for parents could be a full-time job. Our alumni director came
from a college where parent programming was coordinated in another
division, and she believed the Division of Student Affairs was the right
place for it. I met the Vice President for Student Affairs when he was
observing Orientation. He was impressed with the parent sessions, and
he was very supportive of a parents’ program at UNF, but at that time he
didn’t have the budget to add another department. The opportunity
didn’t open up until several years after a new president arrived on
campus.
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Parent programming has changed considerably since that day in
1994 when our former president asked, “What about the parents?” My
position transferred to the Division of Student Affairs in July of 2005,
and I now had the opportunity to develop a program for the parents. I
met with the Vice President for Student and International Affairs to
discuss his vision for the parents’ program and learned that he made a
commitment to the program by designating $10,000 in his budget as
start-up funds for events and printing promotional materials.

First Challenge: Parent & Family Weekend
Traditionally Family Weekend is held annually in October. This

meant that I had only a few months to coordinate a schedule and
advertise the event. Over the years, I found that by charging a
registration fee instead of charging per activity, we could keep the cost
affordable for the families. While this fee would cover the cost for meal
functions, in order to enhance the event, we would need to solicit
sponsorship funds. The best way to raise money through sponsorship is
to solicit businesses that see a benefit in reaching the parent
constituency.

“What most teens actually focus on during the first year out of
high school is this: daily life management. That is, they manage their
personal relationships – with romantic partners, friends, and authority
figures; they manage personal gratifications – including substance use
and sex; and they manage their economic lives – with its expanding
necessities and rising lifestyle expectations” (Clydesdale, 2007, p. 2). At
many schools, Family Weekend is scheduled with activities planned
around a football game. Since we don’t have football at UNF, our Family
Weekend schedule is focused on showcasing our students and the
campus. Activities include campus tours, parenting class, parents
association meeting, interactive games, an outdoor picnic and jazz band
concert, athletic events, a guided tour of our nature trails and various
family entertainment.

Creating a Timeline and Mission Statement
With Family Weekend behind me, my next deadline was to

develop a three-year timeline for parent programming and establishing
a parents association. The Vice President wanted the parents
association funded by a dues program. Once again, I began my search
for what should be included in a parents’ program and how a dues
program would work. Now that I had a new constituency to cultivate
and I had studied the campus culture, I decided to find out what the
parents wanted. “Parents are interested in the lives of their children and
in the success of their children’s educational pursuits. They want
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information about their children’s institution, and they are looking for
opportunities to serve and to be involved with it” (Weiss, 1989, p. 1).

A year before I transferred to Student Affairs, the Vice President
created a Community Advisory Council. The Council’s interest in
establishing a parents’ program was a major factor in the decision to
create a parents’ program in Student Affairs and provided another
avenue of support. I met with the Relations Committee, comprised of
council members who had college-aged children, to learn about their
experiences with their children’s colleges and to get feedback from
them on the mission and the three-year timeline. One of the members
suggested that the mission be revised to include the letters UNF to
highlight the University of North Florida’s commitment to parents.
Surprisingly, it was easier than I thought and our mission was created.
We were now ready to move forward with the next step of creating the
Parents Association. The members of the Council were invited to the
first Family Weekend hosted by Student Affairs. In addition, members of
the Student Affairs Community Council work with businesses who are
interested in meeting parents and have sponsored events at Family
Weekend. And last year, the chairman of the Council volunteered to
serve food to the families at the picnic!

Publishing a Parents’ Handbook
Most universities print a handbook with valuable information

about campus life, financial processes, university policies, FERPA, and
services available to assist the parents in reaching the best campus
resource to answer specific questions. In his Orientation Planning
Manual, Richard Mullendore, Editor of the National Orientation
Directors Association, says there is great value in publishing handbooks.
“For those who attend your orientation, this handbook serves as a
reminder and a resource guide. For those who did not/could not attend,
it may be the only source of information available” (p. 61).

I printed a Parents’ Guide the first year I was in Student Affairs.
It was distributed at Orientation, and students received a student
handbook at their Orientation. When our Conduct Officer pointed out
that the Students’ Rights and Regulations were printed in the student
handbook, I noticed that many parents also took a copy of the student
handbook. Following Orientation, we hosted a focus group of parents on
the Parents’ Guide. Based on the input from the parents, we decided to
combine the information and print one handbook for both audiences.
Parent information was printed on one side, and the reader flipped over
the handbook to find the student information on the other side. In the
middle of the handbook were the Students’ Rights and Regulations, the
Academic Calendar and a list of departments and phone numbers which
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was easily accessible for all audiences. In addition to being distributed
at Orientation, a PDF of the handbook is on the University Website,
www.unf.edu/student-affairs/parents-association.
Parent Orientation

Participating in Orientation and creating the Parents
Association were accomplished simultaneously. Not only was
Orientation a chance to promote the Parents Association and Family
Weekend, it was also an opportunity to promote my role as a liaison
between the parents and the University. Orientation is planned by the
event coordinator in the Admissions Office. I am given a three-hour
block of time to provide a program for the parents while their students
are being advised and registering for classes. It isn’t a lot of time, but we
cover most of the basic information that parents need to know to help
them prepare to send their sons or daughters to college at the end of the
summer. Topics include presentations on campus support services,
meal plans, bookstore, campus safety, classroom expectations from
professors, a student/parent panel and student health, because parents
want to know what we are going to do if their children get sick at night
or on the weekend.

For some families, Orientation is the first time they have seen
the campus. For the parents’ office, Orientation is the first opportunity
we have to form a bond with the parents. It is important that when the
parents leave the campus, they know who will be there to assist them
and they feel comfortable with their children’s choice of college.

Building a Parents Association
To start a parents association I needed to recruit parents, so I

started a membership drive and asked for volunteers at Orientation. I
learned in the Division of Institutional Advancement the importance of
cultivation to keep our donors involved. An example of how parents
have changed is that I had 400 members in the Parents Association
before I had provided them with any services. Of course, I cannot under
estimate the value of t-shirts. Every member who joined the Association
that summer received a “Charter Member” t-shirt. We decided to adopt
the membership levels that would be competitive and affordable for the
families of our students. To designate each level we gave them names
using our school colors and mascot, i.e., Blue (Annual) - $35; Silver
(Four-year members) - $100; and Osprey (Lifetime) - $250.
Electronic Newsletter Provides Ongoing Communication

Members receive membership cards and we continue to add
benefits as a “thank you” for joining the parents association. The
members receive discounts at local stores, a discount on Family
Weekend, a discount for basketball season tickets, a handbook, a toll-
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free phone number to call the Parent Office, and a monthly electronic
newsletter. (Our Vice President thought every parent would join just to
have access to the toll-free number.) Renewals are mailed each year to
all Annual family members. Parents are eager for information, so
continuing to receive the newsletter is the biggest reason families
renew. This newsletter provides important timely campus updates and
deadlines, upcoming events and tips for parents on supporting their
college students. The newsletter is also used to provide parents and
guardians with critical campus announcements. Due to our strategic
location in Northeast Florida, this message has been used to update
parents about campus closings due to hurricanes. It didn’t take me long
to learn that satisfied parents make our best recruiters. One day I
received a phone call from a parent in another city who had a son who
would be entering our university the following year. She said that her
neighbor said that the University of North Florida had a parent liaison
who provided assistance that none of the other universities her other
children attended offered. That was why the mother wanted her son at
our university.

A major change was implemented in our membership drive in
our second year. The assistant director for Orientation decided to pay
for the students’ lunches out of their Orientation fee and asked me to
pay for the parents’ lunches. I didn’t have funds in my budget to pay for
their lunches. The only way I could manage to assist the Orientation
Office was to charge the parents a fee to attend Orientation. I felt certain
that the fee would negatively impact the membership drive. If the fee
was the same $35 as the Annual family membership and we gave the
membership with the Orientation fee, then we would have more
members and be able to pay for the parents’ lunches. An advantage of
this revision was that we would have a year to cultivate the members,
which would result in more renewals. This suggested change was
approved by the Vice President for Student and International Affairs,
the Student Affairs Community Council and the Parents Association
before it was implemented.

Just when I was feeling comfortable with the joint Orientation
fee/membership dues, the Orientation director decided that the
Orientation Department couldn’t afford to pay for the student’s lunches
the following year. Of course, we were thrilled to have a large parents
association and the extra funds we raised that I knew we couldn’t go
back to the old format. We kept the Orientation fee for parents and
continue to give them the annual membership. Now that the free lunch
was cancelled, we returned to our reliable t-shirt. At the end of the day
when they turned in their evaluations, we gave them a free t-shirt.
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Again, I learned not to under estimate the power of a t-shirt when
nearly everyone turned in their evaluation.

Even though the parents only have to pay the $35 annual dues,
we still find that some families will join at the four-year or lifetime level.
The parents wear their t-shirts when they come back to campus, and it
is great advertising for the University. We now have 1,725 UNF families
in the Parent’s Association. With our dues program, we have established
an endowed scholarship and a grants program. Grants are awarded to
departments in Student Affairs that want to provide programming to
enhance the student’s college experience but don’t have funding
available in their annual budgets. Prize drawings are held at all Parent
Association Meetings for a Book Scholarship in the amount of $300 for
“members only” families.
Parents’ Council

By now, I had acquired some parents who regularly
volunteered. I was surprised when I asked my group of volunteers to
take the leadership role of the association, and they told me that they
liked things just the way they were – with me doing all the work! Next I
tried organizing committees, and no one seemed interested in that
format. Finally a core group of parent volunteers became motivated and
connected with one another and then the momentum grew. These 13
parents agreed to serve as a steering committee for a year. They acted
as the finance committee and served as the host committee for events.
This format worked well and provided the leadership the means to
transition into a Parents’ Council. We now have applications for the
council membership, and the Council will be appointed by the Vice
President for Student and International Affairs to serve for a term of
two years. After their appointment, they will elect their own officers.
Now I am looking forward to transferring the leadership of the Parents
Association to the Parents’ Council.
Parents’ Website

Since I learned so much from visiting other universities’
websites, I knew it would be important to develop a website for parents.
At the time I was starting this project, the Division of Student Affairs
was entering into a major website re-design so the same company
designed both websites, giving them a similar look. The website is an
excellent resource to keep parents connected to the University, as it is
updated monthly with deadline dates and University news and parent
events. There are tabs for information on the Parents Association and
campus resources, and for parents of prospective students. There are
also links to commonly requested offices and information. Now that we
have the website, my job is to refer the parents to all the information
that is provided to answer questions they didn’t even know they had. I
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am also working with other divisions to get links to the information they
provide to help the parents in supporting their students.

Building Bridges across Campus
Even before the popularity of the term “helicopter parent”,

many administrators working with parents have had to oppose a
parent. One parent told me, “I don’t think so,” when I told her she
couldn’t go with her daughter to be advised. “Developing programmatic
interventions for parents, such as orientation activities, provides a
mechanism for staff to educate parents about the separation process
and the ways in which they can appropriately be a part of their student’s
new experience” (Austin, 1993, p. 98). Parents, guardians, and family
members are encouraged to attend Orientation, but they often have
different expectations of the experience. A difficult time for parents
attending Orientation is when they find out they can’t go to advising and
registration with their students. They don’t think their sons or
daughters can select classes without parental input! We must be
prepared for the various ways parents try to get around this roadblock.
Sometimes one person can’t make a parent happy, which is why it is
important to “Build Bridges” across campus. The Parent & Family
Programs Office works closely with Academic Affairs, Enrollment
Services and Institutional Advancement. In addition to building bridges,
it is imperative for all parent program staff members to be familiar with
the Family Education Rights and Privacy Act (FERPA) which protects
students’ right to confidentiality and limits the release of information
pertaining to student records and awards. We must be caring but strong
when providing answers to parents’ questions regarding their students.

While the parents program has found a home in the Division of
Student Affairs, I found that it wasn’t easy to “build bridges” with other
departments and divisions. I was often greeted with, “Why are you
getting into our business?” I am happy to report that I was able to earn
their respect after I proved they could trust me with the information
they provided. On the other hand, the Counseling Center Director was
delighted to work with me from the start to help the parents. The
Director personally talks to the parents to give them suggestions on
how to assist their students with issues from homesickness to
roommates to academic issues. A staff member tells the parents about
the services the Counseling Office provides the students, and the
director presents a session on “Parenting from a Distance” at Family
Weekend and “Part II includes their own report card” at our spring
parent event.

Important partnerships have been established with other
divisions. The Provost and Vice President for Academic Affairs is always
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invited to attend parent events. His support shows the faculty that he
believes parent events should be supported by the faculty. The
Chairman of the Faculty Association sends emails to the faculty alerting
them to opportunities for faculty participation during Family Weekend.
The Assistant Vice President for Undergraduate Studies is another
strong supporter of the parents’ program. He attends Family Weekend
and participates in parent sessions at orientation. He and another
professor alternate the numerous orientation sessions. Their
presentations on academic expectations help the parents understand
the transition to college life and the role of the parents in their sons’ or
daughters’ academic success. They also give the parents their email
addresses and encourage them to write them directly. This session is
usually rated the highest on the parent evaluations.

Even though the parents program is no longer in the Division of
Institutional Advancement, there is a growing collaboration between
Institutional Advancement and Student Affairs. I work closely with the
Development Officer for Student Affairs to assist with the establishment
of a Parents’ Fund. I identified parents who were asked to provide the
leadership for the Parents’ Fund. Building a donor relationship with the
parents is an important piece of a capital campaign. My role is focused
on cultivating parents and looking forward to a successful campaign
with parent participation.

Strategic Partner: Student Advisory Committee
As an office in the Division of Student Affairs, we are very

familiar with the Council for the Advancement of Standards in Higher
Education (CAS) General Standards, and we incorporate them in our
programs and goals. I established a Parents Program Student Advisory
Committee to provide opportunities for students to collaborate with
parents. Representatives from Student Government, Osprey
Productions, an agency of Student Government, Resident Student
Association, and students whose parents attend the events serve on the
committee. In addition to providing suggestions for parent events, the
students have the opportunity to appreciate diversity as our parents are
different nationalities and are all ages. We expect they will achieve
social responsibility by participating as a volunteer at the parent events.
One of the members, a senior, attended our spring event last year. She
ate dinner with parents and their students and shared her college
experience at UNF. She also gave the students suggestions on getting
involved on campus. This year we are co-hosting our spring event with
Osprey Productions members who are planning activities and
volunteering at the registration table.



61

The Message We Are Sending
Through collaboration, the administrators and faculty who

interact with parents can develop a consistent message for parents. By
using the same language and same delivery, the message will be clear
and will let the parents know that they are welcome to partner with the
University to ensure that their student has every opportunity for
academic and personal success. It is vital that the parent office create a
philosophy for working with parents and then spread the word to
faculty and staff. Ask for their feedback and let them know that your
office is available to assist with parent issues. When I told one faculty
member that I was the liaison for parents, she excitedly said, “Can I send
all the parent calls to you?” Work to make sure that the Parent Office is
the first place parents call to assistance, express a concern or say thank
you.

Parents’ Office, a Valuable Asset
Because of the immediate feedback we receive from parents,

assisting parents is one of the most rewarding careers in higher
education. One year I received a phone call at the end of the semester.
The mother said, “I didn’t call you this year, but wanted to thank you for
being there if I needed to call.” It is also nice to hear how you are doing
from a colleague. An advisor in the Academic Center for Excellence told
me that since we have been discussing the parents’ role and what level
of involvement is appropriate at the Orientation Parent Session, the
center has been getting fewer parent calls. As my calls increase, I know
that is true. When a university provides quality parent programs, and
faculty and staff engage together to send consistent messages to
parents, we will promote positive parental involvement which in turn
promotes student success and retention. One way to reach out and build
a relationship with parents and guardians is to expand a parents
program by establishing a parents’ office. Hopefully you will find this
chapter to be helpful and a good resource as you challenge the skeptics,
justify a parents’ office, and partner with this valuable group of
stakeholders to help students be successful during their college years
and beyond.
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Child Development Resource Center
Pam Bell

Campus child development and research centers are going
through constant change. This field was impacted in the late 1960s and
1970s when the baby boomers started having children. These huge
cohorts of young children combined with the dramatic increase in the
number of mothers with children going into college and into the
workforce created a huge demand for childcare services. “In 2009, this
trend may have reached its peak as for the first time in American history
there may be more women in the workforce than men, thanks to the
disproportionate share of men losing their jobs in the current recession”
(Rapell). Families are changing; since the extended family is
disappearing and children are going into preschool, the preschool has
become a place that educates children, student parents, and traditional
students.

The combined pressure of raising children and working while
attending school can place undergraduate student parents at high risk
for college dropout. These students want understanding,
acknowledgement and respect for the daily challenges they face in order
to attend school. Child development research centers offer a supportive
campus environment. These young students need help transitioning
into adulthood while missing the ”typical” college experience. The
centers need to give value to being a parent, and help deal with feelings
of role stress/conflict/overload of the parent. It also helps lessen the
financial stress by keeping the childcare costs low. The center further
enhances the experience of students by making student parents aware
of many campus support services offered by their university.
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Learning begins at home, and research has shown that families
who are involved in family activities help their child succeed in school.
In the past, parents dropped off their children and then picked them up
with no expectations of having to participate in their children’s day. It is
important the school makes a strong and concerted effort to involve the
parents. Parent participation enables a communication network that
leads to fuller and more reciprocal knowledge as well as to a more
effective shared vision of the children’s and student parents’ needs.
Teachers already have a full schedule and are resistant to trying to
include families. Many families feel over-committed going to school,
working, and trying to raise a child. Being considerate of these barriers
encourages family participation without putting increased workload on
teachers or student parents.

Campus centers need to identify their function as childcare
service only, laboratory school only, preschool only, or various
combinations. They need to decide what administrative unit they will be
under, the revenue sources, involvement of college students, ages of the
children, parent population served, and accreditation. Campus
children’s centers are diverse in nature in order to meet the needs of the
variety of settings they serve. The administrative units they can be
under include academic departments, student services, administrative-
financial services, personnel-human services, contracted vendors, or
independent nonprofit agencies.

The funding affects many of the decisions made at the school.
Few campus centers depended entirely on parent fees for their
operating budgets. In-kind support, received by many centers, includes
such things a facility, maintenance and utilities. Self-supporting centers
will be different from those which rely on external support. Centers
with in-kind support may have faculty who teach university classes
while also being center directors. These schools can have extremely low
ratios of teacher to students. Self-supporting schools often have more
children with higher student-teacher ratios, requiring a full-time
director. The Florida State University System favors the self-supporting
center, with only nonfinancial in-kind support from the university such
as legal assistance, computer support, or security. Successful traditional
and nontraditional college students have benefited greatly from on-
campus preschools.

As we gain experience and conduct research, our ideas change
about what is a quality education. To help parents and educators in
answering this question, accreditation was created through local,
religious, and national accrediting systems. Center directors need to
know their university’s goals to be able to decide on what accreditation
would best fit their center.
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An important responsibility of a high-quality preschool director
is to stay current with innovative research identifying effective, proven
techniques in preschool education. Networking with colleagues,
attending conferences, reading newsletters and participating in blogs
are some of the ways to learn what works best according to the latest
research. A research-based curriculum provides a vast resource of
research-based learning activities that a teacher can access to create
lesson plans in all areas of content. The activities that support this
research are dramatic play, science and nature, literacy, math, social
competencies, art, toys and games, and discovery, to name a few. The
curriculum should be specifically aimed at preschool children, and
connect content with skills children are ready to learn. The teacher’s job
is to identify the needs of the diverse group of children in the program,
and select lessons that fill those needs. A good curriculum makes it easy
for teachers to find lessons which they can implement with confidence
because the activities have already been proven effective. The director
of a preschool oversees a teaching staff with a variety of skills, teaching
styles, and interests, thus finding a curriculum that is flexible and has
many options allows the teacher to blossom, explore new strategies, and
enjoy success in creating lesson plans. Highly-prescriptive curriculums
would not succeed in filling the needs of the diverse populations of
teachers and learners in a university setting. Many university
preschools, like CDRC at UNF, are multi-cultural and considered “little
United Nations.” Cultural orientation is only one way in which people
differ. A good teacher can take a flexible research-based curriculum and
create a lesson that allows for diversity in all areas including learning
styles, multiple intelligences, language proficiency, special needs and
talents, personal preferences, family structures, and parenting styles.
Best Practices

The Child Development Research Center (CDRC) on the UNF
campus has found the national accreditation by the National Association
of the Education of Young Children (NAEYC) accreditation standards an
excellent guideline for day-to-day operations of a pre-school. The
operation of a successful preschool includes many non-academic
functions, including physical environment, human resources,
technology, medical, financial and legal. All these functions must comply
with professional standards of operation. For example, the indoor and
outdoor physical environments must be safe and well cared for. Water
fountains, toilets, doors and locks, gates, electrical outlets, roof, and
security systems must be fully functioning. Furniture in classrooms
must be must be in good repair, child-sized, easily cleaned, and
arranged to facilitate optimal learning. Human resources activities must
be conducted in a business-like manner in compliance with ADA and
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University rules and regulations. Leadership, training, supervision and
professional communication are key responsibilities of the director in
order to establish a professional and collaborative working
environment.

The technology needs of a pre-school are ever growing and
always evolving. Children between ages two and five can develop skills
and learn by using computer games, and even access resources through
the Internet. Some excellent curriculum resources for teachers can be
found through the University educational research or educational
websites. CDRC has adopted three research-based programs, key
components of our program delivery.

CDRC uses Creative Curriculum and Creative Curriculum’s
computer-based assessment program, which provided a two-page
itemization of each child’s development. This researched-based
curriculum generates a report which informs parents about their
children’s growth and helps teachers design individualized plans for
students. As philosophies in the field of preschool education evolve,
literacy has emerged as the central focus of all learning. CDRC
collaborates with the Florida Institute of Education (FIE), based at UNF,
to implement the Early Literacy and Learning Model (ELLM). Not only is
the program research-based, CDRC is an active participant in its on-
going evaluation and improvement. In the ELLM manual introduction,
the researchers state, “No system or organization working alone can
develop and implement classroom curriculum content and instructional
practices necessary to improve the achievement of children. Therefore,
ELLM has working partnerships with community stakeholders and
program users. Together they advance a shared vision of all children
coming to school ready to learn, engaged in shared problem solving, and
address barriers to meeting the needs of all children.” Through this
collaboration, CDRC promotes teachers’ and student interns’ awareness
of successful methods to enhance literacy education.

As well as educational goals, the Center’s priorities are health,
safety, financial stability and a strong partnership with the university.
Each child and teacher must have current physicals. The center must
implement policies, procedures and systems that result in successful
licensing by the state, and health inspections and fire safety inspections.
Health and safety standards must be maintained for the basic needs of
children and staff, and to protect the University from liability. CDRC
receives money from various sources and pays numerous vendors. As a
university-based non-profit with support of sponsored research, CDRC
is favorably positioned to garner grant funding for its programs and
operations. Fiscal records must be current and accurate to ensure
financial stability and appropriate future planning. A good working
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relationship with the university financial representative is essential to
the smooth operation of monetary transactions, record keeping, and
audit preparedness.

CDRC is an advocate for early childhood education and the student
parents. Policymakers play a key role in campus support program
development and student parent success. CDRC has been successful in
receiving the very competitive federal Child Care Means Parents in
School (CCAMPIS) grant for eight years at $64,000 a year. Lack of
federal funding can be a great obstacle in providing support to student
parents. Without financial support, many low-income student parents
are unable to attend college or obtain childcare and are forced out of
higher education. The CCAMPIS grant gave childcare funding for PELL-
eligible student parents. These parents pay an extremely discounted
rate for childcare. Being associated with the University creates an
opportunity for the director to be a strong advocate for children and
student parents.
UNF CDRC strives to partner with parents to build learning environ-
ments in the home.

How UNF CDRC Implements Best Practices
CDRC is a preschool housed on the UNF Campus that serves as

an exemplary model for early education instruction, parent training
programs, pre-internships for students (several majors), and provides
collaborative opportunities for research-based investigations. For UNF
students with preschool aged children, the CDRC provides support
through excellence in delivery of a full-range of early education services
including cognitive development, safety and guidance, health
screenings, cultural diversity, communication skills, school readiness,
fine and gross motor abilities, positive social interaction, and emotional
growth.

CDRC plays an integral role within the Student Affairs Division as a
provider of early childhood education for non-traditional and
traditional students. The Center improves the nontraditional college
students’ overall college experience by ensuring that their children are
enrolled in a campus-based high-quality program, and provides
traditional students opportunities to study, work and volunteer within
CDRC’s office and classrooms. They learn skills in the areas of effective
teaching, child development, management, and communications. CDRC
offers opportunities for students and faculty to do research or apply
research outside of the traditional classroom. The research at CDRC
varies from students’ learning Piaget’s theories through personal
observation to nutritional lessons to groundbreaking neuroscience
research on the inner ear. Campus-wide events such as International
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Day incorporate age-appropriate activities for preschoolers. These
events count on our participation as a part of their success. Community
events sponsored by CDRC include Family Fest (an annual Literacy and
Nature-Awareness fund raiser), and the Trike-a-Thon (an annual
fundraiser for a local non-profit). CDRC acts as an outreach for UNF.

The Child Development Research Center (CDRC) is a preschool
that provides early education services for children from two to five
years of age in the daytime program, and for children up to ten years old
in our night program. The center was started in 1975 at the request of
student government to provide education and care for children, and
over 30 years later, CDRC is now in a building twice the size, enrolls an
average of 90 children a semester, has over 100 student UNF observers
and volunteers, and employs an average of 20 staff. CDRC is an auxiliary
under Student Affairs and is open from 7:30 a.m. until 9:00 p.m. Our
enrollment is open to UNF students, staff, faculty and the general public.

"I wanted to return to college soon after having my daughter in
2001 but was faced with the challenges of low income and the expense
of childcare. I researched the programs that the CDRC provided for
students attending UNF and found many hailed the school that sets the
standards and has an impeccable reputation.....Today, I am proud to say
that I am a college graduate, graduating Cum Laude and pursuing a
fulfilling career in graphic design." Melissa Mendoza, former UNF
student.

Productive citizenship for various recipients is one of CDRC’s most
important outcomes. Many college students who have preschoolers may
not have had opportunities to develop effective parenting skills. By
observing CDRC teaching methods and approaches to communicating
with young children and attending parenting classes offered at CDRC,
parents gain insight into best practices for offering guidance, ensuring
safety, providing emotional support, and developing literacy and other
cognitive functions for their child. CDRC is a model these students rely
on for research-based childcare practices. Students also network with
other parents who juggle the demands of school, work and family
responsibilities. In this way, CDRC is devoted to a positive cycle of
productive citizenship though support of families. When parent
students know their children are in good hands, they can increase their
success in college coursework, which contributes to their future, career,
fiscal wellness, and community involvement. For UNF students who
plan to pursue careers in the education sector, CDRC serves as an
introduction to best practices in teaching. Integrity in work, compliance
with health and safety standards, ongoing professional development,
high-quality facilities, adherence to standards and procedures, and
professionalism at all times are normal expectations of an educator.
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CDRC strives to instill a spirit of excellence in future teachers who will
positively influence their communities, the families they will serve, and
our future generations.

For some UNF students who work in the CDRC office and
classrooms, this is their first exposure to professional protocol,
customer relations, computer information systems, and office
management services. In the office they learn the importance of keeping
thorough and organized file systems, how to generate fiscal reports and
schedules, and observe other role models who practice time
management and oversee program quality. In the classroom they learn
how to put theory into practice, develop a deep understanding of
developmentally appropriate practices, and social emotional growth in
a child. These students benefit through their early exposure to a busy
and well-run workplace. They can carry sound management and
teaching skills into future job environments.

The curriculum needs to represent a paradigm shift from
“making children behave with negative discipline” to creating a loving
safe environment where children want to support and help each other.
It is a shift from trying to change the child to changing the perception
and the interactions of the teacher and student parent. The teacher and
parents are the models for children to learn how to be respectful,
responsible individuals. The teacher/parents need to be firm without
being disrespectful, need to show compassion, demonstrate what is
expected of the child, and not give their power away to the children. For
example, the comment, "You children are driving me crazy," is an
example of being disrespectful and of giving power away to children.

The teachers or parents are in control of how they feel.
Conscious Discipline by Becky Bailey (2001) is based on current brain
research, child development, and developmentally appropriate
practices that empower both the teacher and the child. Children
blossom when the motivator for learning and growth is love, not fear;
when they respond because they want to cooperate, not because they
have been coerced. When teachers look at conflict as an opportunity to
teach rather than one more problem to deal with, this promotes respect
and connects the adult and child in the classroom. A cutting edge
program needs not to see teachers and students as having roles
(teachers are boss and students are seen but not heard), but to see them
as being a part of a whole with relationships in a safe loving
environment. This environment needs to be one of unity, acceptance,
composure, encouragement, positive intent, and empathy.

The director needs to balance the needs of the child, the parent,
the staff, Student Affairs, and the University -- for example, a quiet
learning environment with no interruptions is best for the children.
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Hands-on experience is best for the university students. When a
university class comes into the preschool to observe, the children have
lost their quiet learning environment. CDRC limits the number of
observers to four in one room at a time. Balancing the amount of time
with family and with the school is a challenge when the parents work all
day and go to classes at night and need to leave their children for 10
hours in a day. We encourage the parents to come have dinner with the
child or just pick them up for a short walk. There are many stakeholders
in a university center with many needs. It is a balancing act that can
come out successful for all if there is a positive perception among all the
players, good communication, and shared understanding of the mission
and vision of the center.
The Results

The Child Development Research Center is an integral part of
the University, Student Affairs, and the lives of traditional and
nontraditional students. The Center incorporates research to bring
about new awareness, such as new literacy methods or positive
reinforcement social emotional curriculum. The Center also is open to
having students and faculty do research at the center while still
honoring the families’ and children's needs. Networking with the
University and the community makes all partners stronger. CDRC
networks with the Women's Center, Counseling Center, UNF Police
Department, the education department, Student Affairs, technology,
sponsored research, community health department, physical education
department, and Florida Institution of Education, to name a few. It does
take a village to raise a child and the university is a strong supportive
village.
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Career Services
Rick Roberts

In his book The First Year Out (2007), Clydesdale stated, "Still,
this game description conveys why playing the daily life management
game so consumes teens' time and attention…and why virtually
everything that lies beyond this game (such as social or political issues,
personal or community development, or thinking about the future) is
simply off the radar screens of mainstream American Teens" (p. 75).
Developmentally, a freshman is trying to understand who he/she is at
this point in life and is starting to make a wide range of decisions about
academics, work, and life. Some freshmen have strongly developed
career goals and know what they want to do, but the majority of
students arrive without any definitive academic or career goals. Ready
or not, like it or not, they are engaging in their own career development
process. Luzzo (2000) stated, "For some students, leaving home to
attend college may be the first time that they are faced with a
completely novel environment separate from the familiar emotional,
social and instrumental supports of home. All of these issues
undoubtedly have a profound impact on the student's emotional and
social well-being and on his or her ability to progress effectively in his
or her career" (p. 52).

The concept of career development dates back to 1909, when
Frank defined three steps for making vocational choices: 1) careful self-
assessment of one's interests, skills, values, goals, background, and
resources; 2) study of all available options for school, additional
training, employment, and occupations; and 3) a careful reasoning of
which choice was best in light of information uncovered in the first two
steps. This simple yet straightforward model still stands as the
foundation for current career development theory and models. Colleges
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and universities recognized the need to provide assistance for their
students and began dedicating staff and resources for career
development and placement services.

According to Clydesdale (2007), "Students manage their
economic lives with its expanding necessities and rising lifestyle
expectations. Teens know all too well that good jobs are not certain and
that even with the right credential there are no guarantees for the
future. So unless they receive a rich inheritance they know they must
complete their own educations and climb their own occupational
ladder" (p. 3). Therefore, students tend to become reluctant partners
with Career Services to work through the career development process
and to make important career decisions about their major and ultimate
career paths.

Overview of Career Services
Today, Career Services is a comprehensive career development

department whose mission is to help students develop the skills
necessary to effectively identify and implement career goals primarily
by encouraging individuals to accept responsibility for a lifelong process
of career development including self-assessment, exploration,
experiential learning and career implementation. Furthermore, Career
Services builds beneficial relationships with a diversity of employers
which provide students and alumni with opportunities to connect with
employers to achieve professional goals. The mission and vision both
align with the Council for Advancement of Standards in Higher
Education (CAS, 2006), and the National Association of Colleges and
Employers (NACE) Professional Standards for College and University
Career Services. These organizations help articulate best practices
within the field.

The mission statement is the foundation for UNF’s Career
Services' strategic plan and states that the purpose of Career Services at
the University is to help students identify skills and aptitudes, explore
career interests, and integrate classroom theory with actual on-the-job
experiences, enhance employability after graduation, develop social
responsibility through a variety of off-campus learning experiences, and
understand the dynamics of human relationships and cultural diversity.

The office supports learning through experience by providing
opportunities for intellectual development, civic and social
responsibility, community service, cross-cultural and global awareness,
career exploration, ethical development, and personal growth.
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Providing Career Services to Millenials -- Best Practices
Career Services has a strong commitment to programs and

services that are state of the art. Quality and innovation are inherently
involved in providing a state of the art career center engaging in best
practices. Innovative ways of performing responsibilities, creating
programming, and assessing student needs are strongly encouraged;
then, through evaluation measures and feedback from constituents,
outmoded and ineffective programs are eliminated and new programs
are developed to meet the current needs of constituents.

Those needs of constituents are assessed, and particular
attention is paid to who they are. The new generation of students
currently in school is unique and offers an interesting set of challenges in
terms of the delivery of career services and programs. In an article
excerpted from Connecting Generations: The Sourcebook, "Managing
Millenials", Claire Raines (2002) wrote,

They're the hottest commodity on the job market since Rosie
the Riveter. They're sociable, optimistic, talented, well-
educated, collaborative, open-minded, influential, and
achievement-oriented. They've always felt sought after,
needed, indispensable. They are arriving in the workplace with
higher expectations than any generations before them-and
they're so well connected that, if an employer doesn't match
those expectations, they can tell thousands of their cohorts
with one click of the mouse. Born between 1980 and 2000,
they're a generation nearly as large as the Baby Boom and
they're charged with potential.

Further, Raines describes some interesting facts about this new
generation of students. They are cyber-literate, for they have always
known cable television, cell phones, pagers, answering machines, laptop
computers, video games, the internet, email, chat rooms, blogs. Personal
safety is a great concern; they have witnessed the Oklahoma City
Bombing, the Columbine Shootings, and of course the attacks on the
World Trade Center. Fourteen million millenials are children of
immigrants. They will average 21 to 35 jobs per career; they are very
opportunistic and tend to change jobs for their own gain. This
generation prefers to work in teams, and because they are very
ethnically diverse, they are very accepting of diversity, inclusive of
others, and have a global perspective. Therefore, when looking to serve
the needs of these students, and when developing programs and
services for them, Career Services must remember to be mindful of the
uniqueness of the millennials.

In addition to paying particular attention to its student
constituents, Career Services at the University of North Florida pays
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particular attention to guiding principles and values which contribute
significantly to the commitment to best practices. The core values are
ethics & integrity, teamwork, student-centered focus, customer service,
collaboration, diversity, quality, innovation, and evaluation and
accountability.

Examples of the core values guiding the department can be seen
in Career Services’ commitment to diversity of the office staff. Further,
the staff is dedicated to providing opportunities and programs which
promote full participation by all students. Therefore, individualism and
diversity of students are considered in the development and delivery of
all programs and services. Career Services is dedicated to maintaining a
caring and nurturing environment which enables all students to
successfully engage in career and professional development.

Given Career Services’ commitment to best practices for
millenials, the department provides the following services:

 Assists students in exploring and clarifying career goals,
selecting suitable majors, and expanding their
knowledge of career options;

 Educates students about the job search process,
providing them with networking opportunities, and
offering a range of employer recruitment programs;

 Develops and maintains mutually beneficial
relationships with a diversity of employers to enhance
students’ career exploration process and provide
students with a variety of employment opportunities;

 Provides students with a variety of opportunities for
experiential learning experiences to enhance the career
exploration process, develop professional skills, and
increase awareness of social responsibility.

UNF’s Career Services intentionally and carefully evaluated its
programs as it looked at the characteristics and needs of millennial
students. For example, working in teams is one of the distinguishing
characteristics of the millennial generation. A series of workshops that
Career Services offered for years on topics like Resume and letter
writing, interviewing, and job search, was repackaged, marketed, and
offered to students. The new program was called The STAR Program
(Skills To Achieve Results) and was designed to teach students the skills
they need for a successful job search. The program features five steps:

1. STAR 1: Workshop: Job Search Basic Training: Students
learn how to write cover letters, develop a resume, and plan their job
search.
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2. STAR 2: Workshops: Interviewing for Success: Students
learn what to expect during a job interview, review common questions,
and how to prepare

3. STAR 3: Critique: Students have their resume or cover
letters critiqued by Career Services staff members.

4. STAR 4: Register in Career Wings/Upload Resume: Career
Wings is an online registration and referral system that connects
students to a multitude of on-campus recruiting programs including:
on-campus interviews, resume referral program, full-time, part-time
and seasonal job postings. Employers can access information 24/7.

5. STAR 5: Practice Interview: Students schedule a practice
interview with Career Services to bring their interview skills to a higher
level.

Students who complete all five steps of the STAR program
receive a certificate of completion and a special "STAR Pin" that they can
wear to job fairs and recruiting events. This program is heavily
marketed to employers, encouraging them to "look for the STARs.” This
program has been successfully implemented with hundreds of students
from each of UNF’s colleges.

The companion program to STAR, "Career Discoveries" was
developed and implemented to encourage undecided freshmen and
sophomores to engage in their own career development. By
participating in the Career Discoveries program, students earned
"Career Bucks" which could be used at the Career Auction to bid on a
wide range of prizes donated by corporate sponsors. In addition to
tweaking existing programs and implementing new ones, one of the
ways UNF Career Services has gone about providing ”best practice”
programs and services to millennials is through partnerships with other
units -- both within Student Affairs and also with Academic Affairs.

A four-year outreach plan is needed. Career Services must
continually communicate with students from their first day on campus
until they graduate to let them know about career services, programs,
and resources and to encourage them to plan their careers over all four
years. Students can learn how to incorporate academic experience into
overall career plans. Integrating academia with career development
requires coordination between the academic departments and Career
Services. Career Services originally followed a centralized career center
model, serving all students of the university. Unfortunately, there was a
slight disconnect between Career Services and the five colleges of UNF.
The Office was known for its career counseling and career testing
program but, ironically, was not seen as a strong resource center for
those students seeking assistance with resume and letter writing, job
interviewing, and job hunting. When students or faculty of a college
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contacted Career Services, they might have interacted with a different
staff member each time. The lack of a consistent point of contact made it
difficult to establish effective and lasting working relationships.
Oftentimes, selected faculty members assumed responsibility for
providing career assistance for students of that college. Therefore,
faculty members were duplicating effort by providing the same services
offered by Career Services.

In 1999, Career Services engaged in a comprehensive strategic
planning process with an outside consultant who assisted with
gathering feedback and input from all constituents. Based on the data,
Career Services developed a five-year strategic plan designed to
implement a decentralized career office model and to provide
comprehensive career services, programs and resources for all UNF
students and graduates in each of the five colleges.

During the 2000/2001 Academic Year, in conjunction with the
Office of Academic Affairs, Career Services implemented a pilot liaison
program assigning Career Liaisons to the College of Business and
College of Computing Science and Engineering. Each Career Liaison
worked specifically with students and faculty for their designated
college. The Career Liaisons were able to focus on the major
concentration for each college, give specialized advice to students and to
help them find employment and experiential opportunities that
corresponded with their program of study.

The first Career Liaisons were Career Services staff members
who had been reassigned to these two colleges. Even though they
worked exclusively to assist students of these colleges, they were still
seen as employees of Career Services and were not fully embraced by
faculty in the colleges. Staff turnover ultimately provided the
opportunity to involve the colleges in the process of hiring their own
Career Liaisons. In addition, during this time both colleges provided an
office for use by their new Career Liaisons.

Based on the successes of the initial liaison pilot program,
Career Services was able to fully implement a College Career Liaison
program with Career Liaisons assigned to each of the five colleges. At
that point, the Coggin College of Business took the satellite office model
to another level by raising funds and creating a "Career Management
Center." The Career Management Center currently has a manager, a
career coordinator, a recruiting assistant, and several student assistants
to provide comprehensive career planning and placement services for
its students.

The College of Arts and Sciences (COAS) Career Liaison
continues to coordinate her efforts on behalf of that college from central
Career Services, but utilizes office space in the College Advising Suite
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several days per week to provide walk-in hours and career counseling
appointments. Specialized career counseling skills are required by this
liaison since many COAS students are still deciding and exploring their
major and career options.

Obviously, Career Services’ relationships with employers and
recruiters are of paramount importance. Therefore, Career Services
utilizes "Career Wings," an online system (powered by
NACELink/Symplicity) that allows employers to create accounts, post
jobs, and register for career fairs and recruiting events. Students also
can create their profiles, upload resumes, and contact the employers in
the system 24/7. Career Services helps employers by providing access
to interview rooms for one-on-one interview, and group rooms for
information sessions. Bigger events, such as the Career Expos, are
scheduled and held at large common areas on campus. These tend to be
University-wide events for all majors, and all staff members of Career
Services help with their coordination.

The Career Liaisons provide more customized career services
for their colleges. The colleges have appreciated this new working
dynamic and have gained a greater awareness of the services and
programs offered by Career Services. At the same time, staff members of
Career Services have become more knowledgeable about various
aspects of Academic Affairs.

When the pilot liaison program was created, the job
descriptions and working relationships with the colleges were seen as
being identical. However, once the Career Liaisons began working in the
colleges, it became apparent that the career development needs of
students in each of the five colleges were very different, requiring
different approaches. Ultimately Career Liaisons have modified their
position descriptions to meet the specific needs of their particular
colleges and their students.

The College Career Liaisons are supervised by the central
Career Services Director as well as by the Dean of their College. This
shared supervision and evaluation enables the coordinator to tailor all
career services and programs to meet the needs of their respective
colleges. Having two supervisors can be daunting to many individuals,
and ongoing communication between all parties is essential for making
this arrangement work effectively, and for strengthening the
relationship between the Colleges and Career Services.

Partnerships
In addition to relationships with colleges and academic

departments, Career Services has developed partnerships with many
administrative offices at the University to reach out to students in a
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variety of ways and to encourage their involvement in career
development. The Career Counselor now serves as the Career Liaison to
the Office of Residential Life. This Career Liaison develops and presents
a series of career programs specifically for residential students. These
programs are offered in the residential halls. Furthermore, Career
Services has established a working relationship with the Disability
Resource Center. A series of employability skills training workshops
was offered to prepare students for the Spring Workforce Recruitment
Program which targeted students with disabilities. A section in the
Career Services Career Library provides career and job search resources
for students with disabilities. Career Services also added a webpage
with related links on its website.

Several other collaborative efforts are noteworthy as well.
Career Services works closely with the Lesbian, Gay, Bisexual, and
Transgender (LGBT) Resource Center, providing trainings and
dedicated resources. Also, a liaison was also assigned to work with the
UNF Athletic Department. The liaison works with the athletic coaches to
provide important career information for athletes engaging in career
development. The Academic Center for Excellence (ACE) is another
important partner for Career Services. Coordinators from ACE provide
academic advising for freshmen and sophomores and refer large
numbers of undecided and undeclared majors to Career Services for
career counseling assistance.

In addition to working with ACE and freshmen and sophomore
students, Career Services Career Coordinators and Liaisons work very
closely with the academic advisors within each college. Developing and
maintaining these types of relationships requires a lot of time and
energy from Career Services staff members, and would not be possible if
staff members stayed within the confines of a central career center.
They must venture out to all parts of campus to work with those people
who interact with students on a regular basis. These constituents are
more likely to refer students to Career Services as a result of the
personal relationship they have with staff members.
More Focused Student Learning Outcomes

As Career Services plans and implements its career services,
specific student learning outcomes are anticipated. If students engage in
their own career development, they can be expected to learn how to
explore and research career options (career exploration), make
informed decisions when choosing a major or career path, learn how to
write resumes and cover letters, discuss and present their qualifications
effectively in job interviews, and know how to conduct a comprehensive
job search (career implementation). Students will also know how to
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register and upload their resumes in "Career Wings" and connect with
employers posting job and career opportunities.

Other learning outcomes are inherent in the delivery of career
development services, programs and resources. According to the CAS
Standards (2006), "Career Services (CS) must identify relevant and
desirable student learning and development outcomes and provide
programs and services that encourage the achievement of those
outcomes" (p. 86). Career Services staff members use the CAS Standards
to design programs and services that help to develop specific skills.
Future Challenges

The NACE Future Directions Task Force polled NACE members
in 2005 about current trends and future issues within Career Services.
NACE membership consists of career services professionals and college
recruiting (employers). In their responses, both groups gave high
importance ratings to issues and trend statements related to
accountability, branding, diversity, internships/co-ops, and technology.

A major challenge facing Career Services is that the nature of
work is changing. Not only did the NACE poll reflect this, but Reardon,
Lenz, Sampson and Peterson (2000) have said as much:

The basic nature of work is changing. Gone are the days when
one began his or her career at a company or organization and
remained there as a loyal employee until retirement. That idea
just does not fit the reality of life for most working people. In
addition, work and organizations have become international in
scope, not simply bound to one country. Companies are now
multinational, rather than American or Canadian, and workers
are viewed as a commodity, like fuel or electricity. An American
worker is viewed in terms of cost and returns in comparison
with a worker in Mexico or China. (pp. 3-4)

Career Services must meet that challenge. As CAS Standards
(2006) has stated, “Career Services is tasked to meet increasingly
complex and sophisticated challenges that include more diversity,
globalization, and technology. Career services professionals need to be
both culturally sensitive in working with students and knowledgeable
about career options both in the United States and internationally” (p.
84). Therefore, Career Services at UNF continues to develop and expand
the wide range of career services, programs and resources.

The benchmark of any college or university is whether or not its
graduates find meaningful employment after graduation. Career
Services continues to focus on the development programs for employers
seeking to recruit UNF students and graduates. Furthermore, Career
Services continues to strengthen and develop relationships with the five
colleges of UNF, Freshman and Sophomore Advising, and other
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administrative offices through a Career Liaison program. Staff members
assigned as liaisons to these areas contact individual faculty members,
speak to departments, meet with student groups, and conduct career
presentations in classrooms. Each liaison is responsible for developing
outreach and marketing strategies to heighten awareness about Career
Services in his or her respective area. Liaisons also continue to
implement the new STAR Program.

As each new generation of students comes to campus and brings
a whole new set of challenges, Career Services will need to continually
modify and develop career programs, services, and resources to meet
their needs. A comprehensive assessment and evaluation program
looking at all aspects of operation is critical in terms of knowing when
these critical changes are warranted.
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Student Conduct
Lindsay Bryant

“You don’t look mean enough to work in conduct.” I heard that quite a
bit when I moved into a position in student conduct after working for
more than eight years in other, "more fun" Student Affairs departments
like Residence Life, Leadership Development, student activities and
programming. When I made the move to Conduct, I was not aware that a
conduct administrator had to have a certain look or that a prerequisite
of the position was to look angry and scare students before they even
talked to me. Certainly, I knew that working in Conduct would be
different from helping students build leadership skills, plan
Homecoming, or start a new club on campus. I thought "different" would
mean working with students who had made poor choices, needed to
take responsibility for their actions, and in extreme cases, might need to
take a break from the university. But -- walk around with a frown on my
face and scowl at students unlucky enough to visit my office? See, I
expected that my purpose would continue to be to provide an
educational learning environment outside the classroom . . . even
through the conduct process. I planned to use my background and
experiences in Student Affairs to incorporate learning and student
development.

Turns out, that was exactly what I need to be doing. To be
successful in Student Conduct, I did not need to change my positive
attitude or have a permanent frown on my face. In fact, that positive
attitude and focus on student learning can -- and does -- result in an
educational opportunity for students. This chapter explains how some
good can come for students who have the "bad" experience of visiting a
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conduct office, covering information every administrator who is new to
conduct should know, as well as a few reminders to seasoned conduct
professionals that student conduct is indeed an educational process.
Purpose of Conduct

The profession of student affairs is centered on student
development and administrators constantly ask the question, what are
students going to gain from this experience? Student learning might be
easier to articulate through student activities and leadership
development, but it is just as important in student conduct. The purpose
of student conduct programs are to develop and enforce standards of
conduct, and foster students’ learning and development (CAS, 2003).
The learning and development opportunities a student experiences
creates a safe environment in which students are encouraged to talked
about and explore the issues that challenge their lives and threaten their
success in college (Lancaster & Waryold, 2008). A student may find it
difficult to be successful when dealing on a daily basis with disciplinary
issues. Working in student conduct, you are no longer the administrator
that students want to visit or seek assistance. If you have had previous
experience in other student affairs departments, in general students
would come see you because you could help them or because you were
working with them on a fun project. This no longer happens once you
become the conduct administrator on campus. As an administrator, you
still will have educational and “aha” moments, but those moments come
to fruition differently as a conduct administrator. For example, many
times you are interacting with students who do not want help or will
not even look you in the eye when you meet with them. Conduct
administrators need thick skin and great courage to practice in a field
that attracts such disillusionment and controversy (Lancaser &
Waryold, 2008). As an administrator in conduct, you will be utilizing
your counseling skills, student development theories, and leadership
skills when working with the students.

A conduct officer is present for the development and enforcement
of standards of conduct for students in an educational endeavor which
fosters personal and social development (ASJA, 1998). As student
conduct officers we are responsible for listening to students, having
them take responsibility for their behavior and having them complete a
sanction to learn from their behavior. The learning component of
student conduct starts the minute the student walks through the door
and ends when the sanction is complete. The hope is that students will
have learned from their mistakes and do not come back through the
conduct process to see you again. As conduct administrators, we need to
understand developmental theory in order to assist students who
violate rules so they may reflect on their behaviors and behave
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differently in the future (Gehring, 2001). Overall, if the purpose of
student conduct is to provide a safe learning environment to students
while holding them accountable for their behavior, we need to ensure
that the process is educational. We accomplish this through a solid
understanding of the purpose of student affairs, how conduct fits into
the overall principle of student affairs, and how to create an educational
environment through student conduct.

Literature that Guides Student Affairs’ Practice
The same guiding documents that speak to the purpose of

student affairs administrators, can guide student conduct practices; it is
imperative to have a solid understanding of the documents that created
the foundation for student affairs. The first document is the Student
Personnel Point of View (American Council on Education [ACE], 1949),
first created in 1949, which outlined the roles and responsibilities of the
student affairs profession. The writers took a holistic approach, with an
eye toward the development of the whole student. Based on this
document, some of the assumptions of student affairs professionals
include that student involvement enhances learning, the out-of-the
classroom environment affects learning, each student is unique, and
effective citizenship should be taught (National Association of Student
Personnel Administrators [NASPA], 1987). The purpose of student
affairs administrators, according to the writers (ACE), is to provide
services that accomplish these goals for students.

In the half-century since the Student Personnel Point of View
(ACE, 1949) was published, the current role of student affairs has been
redefined in several documents. These documents include the Student
Learning Imperative (American College Personnel Association [ACPA],
1994), the Principles of Good Practice (American College Personnel
Association & National Association of Student Personnel Administrators
[ACPA & NAPSA], 1996), and Powerful Partnerships (American
Association for Higher Education [AAHE], ACPA, & NAPSA, 1998). The
documents assessed the role of the higher education system in
developing the whole student. The Student Learning Imperative speaks
specifically to the role of student affairs administrators and how to
create conditions that enhance student learning and personal
development (ACPA). The Principles of Good Practice (ACPA & NASPA)
specifically outlines how student affairs administrators create an
environment for student learning success. For example, student affairs
administrators should engage students in active learning, forge
educational partnerships with faculty that advance student learning,
and use resources to achieve the institutional mission and goals (ACPA
& NASPA). Powerful Partnerships revealed the importance of
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collaboration in an educational environment and how student affairs
administrators can successfully develop the whole student (AAHE,
ACPA, & NASPA).

These documents focused on student learning, whereas the
Student Personal Point of View (ACE, 1949) focused on services offered
to students. According to Student Learning Imperative (ACPA, 1994), the
Principles of Good Practice (ACPA & NAPSA, 1996), and Powerful
Partnerships (AAHE, ACPA, & NAPSA, 1998), students need to be
responsible for their own learning and become actively engaged in
campus life. Today’s students must be more active and assume greater
control of their education and experiences outside the classroom. The
control includes holding students responsible for their behavior on
campus. These documents specifically call on student affairs
administrators to provide learning experiences for students, and that
includes conduct as an educational process. It is imperative to keep the
basic foundation of student affairs in the purpose of conduct, while still
creating a learning opportunity for students. Student conduct programs
should be conducted in ways that will serve to foster the ethical
development and personal integrity of students and the promotions of
an environment that is consistent with the overall educational goals of
the institution (CAS, 2003).

What are we doing now? What are our challenges?
Conduct work is hard; it has a negative connotation. The minute

people hear something about a student and conduct, they think
something “bad” has happened. Anyone who has worked in conduct
knows that every case is different and does not always include a “bad”
student, that some students realize their mistakes and take
responsibility for their actions, some student are sorry, and some
students have no understanding that they did anything wrong. Students
hear the word conduct and tune you out. One of the major challenges as
a conduct administrator is changing the connotation of student conduct
so that students do not ignore the idea of student conduct and become
closed off when and if they have to come through the conduct process.
Changing a perception is not an overnight task, but it is one that needs
to be tried in order to provide the best educational opportunity for
students.
What can we do?

All universities are based upon a mission and values. When
updating the student code of conduct, include the university values and
how they are linked to the student code. Communicate and reiterate in
the code of conduct that as members of the university community,
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students are responsibility for upholding these values that coincide with
the university mission.

It is imperative to continuously inform students about
behaviors that are not appropriate. That includes outreach to students.
In particular, students might not realize some their actions are counter
to the Code of Conduct. As a conduct administrator, you can assess what
violations have occurred on your campus and what students said in the
hearings regarding the violations. Maybe students have said the same
thing in regard to specific violations and did not realize that their
behavior was illegal and/or in violation of the code. For example,
students might not realize that it is illegal to alter a document, such as a
parking permit on campus. Assessing the violations on your campus will
give you areas in which you can educate students about specific conduct
violations. Education can take place in the form of a flyer or speaking to
students at events such as orientation.

As administrators, we cannot assume that students are aware of
what constitutes appropriate behavior on campus. We do not know
students’ backgrounds and what their behavioral expectations have
been in the past. A great way to set the tone for conduct early is to
educate students at student orientation and parent orientation. Talk to
both the students and the parents about expectations for student
behavior, and speak about the process and work dispel the myth that
conduct is “bad.”

Outreach should include not only students, but also include
faculty and staff on campus. The entire university community should
have an understanding of the behavioral expectations the university has
established for the students. Faculty and staff members need to have an
understanding of the how the university is holding students accountable
for their behavior outside the classroom. Faculty and staff need to
understand that the conduct process is educational and that the conduct
office is not on campus to “get the students.” For example, a faculty or
staff member may be having issues with a student and call to inform the
conduct office and communicate that they expect you to suspend the
student. The particular behavior in question does not warrant
suspension, but the faculty member is expecting the student to be
suspended, no questions asked. This example is a perfect opportunity to
educate faculty about the process and purpose of the student conduct
office, focusing on student conduct as an educational process. It is also
important as a conduct administrator to acknowledge that students
coming through the conduct process will be diverse. Different
backgrounds and cultures can make conduct violations and discussions
more difficult to have with the students and the faculty and staff that
interact with the student.
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The students on college campuses today are changing, and it is
proving more and more difficult to get students to take responsibility
for their own actions. A challenge as an administrator is to continue to
learn about the student population. Each year the administrator gets
older, but the student population continues to stay the same age. As
time passes, students of different generations have different
expectations and different ideas about what may or may not be
appropriate behavior. As an administrator, we need to be aware of the
changing student population to halt the generation gap and better serve
our students.

As an administrator, that hears cases plus has other job
responsibilities it can get tiring hearing after hearing to listen to the
same scenario and excuses over and over regarding an incident. As a
conduct administrator, we owe it to each student to listen to them at the
Hearing and be open-minded when hearing information about the
situation. After the Hearing, and when we are sanctioning the student,
we need to sit down and think about the best sanction for that student
and what the student will learn from the sanction. A university
environment is for learning, and in the conduct process that does not
change. Students need to learn from their mistakes.

As a conduct administrator, your first interaction with the
student will be during the conduct review. You will be able to ask
questions to get to the root of the issue with the student and hopefully
the student will be receptive to process their behavior. At the conduct
review, you will be able to use your background in developmental
theory and your student affairs experience to get a grasp on where the
student is developmentally. One of the greatest opportunities for
students to learn from their mistakes is while they are completing the
sanctions they are assigned. The objective is teaching and learning, not
merely punishment.

Besides taking the time as an administrator to assign
appropriate sanctions, another challenge is listening to students and
giving them the adequate time they need when they step into your
office. At busy time during a semester, it is possible to have five or six
conduct hearings in a day. It is important to give each student the time
they deserve. Your role is to listen and ask questions to learn about
behavior, motives, and lessons learned from the experience and make
this an educational process for the student. It takes more time to get to
know the students, ask questions, and process the case, but if that is
done the end result will be better for the student.
Intentional ties we are creating

Student conduct administrators cannot sit in their office alone
and deal with student behavior. Reports regarding student code
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violations come from offices including university police, residence life,
parking services, faculty and staff on campus, and other departments on
campus. It is imperative to have good working relationships with all
offices on campus so you can pick up the phone at anytime and call them
if needed. Students who have been through conduct several times may
be having trouble in the classroom or have interacted with other
departments on campus. It is important to have contact on a regular
basis to best provide services to the students. On a legal side, as a
conduct officer it is necessary for you to have a strong relationship with
the General Counsel Office. As a professional, you will feel better if you
know you can call legal counsel on campus for questions at anytime and
get advice if needed. Creating these relationships is imperative to the
work of the Student Conduct Office and will help build a solid
foundation for communication between the conduct office and the
university community and it will create a network for the university
community to work together to better serve the students.
Future continuous improvement and the future of our programming and
services

This chapter has briefly discussed the importance of the
educational component of student conduct and some ways to enhance
the perception of student conduct to the students and university
community. The connotation of the phrase student conduct will
probably never change, but as conduct administrators, we must work to
change the perception of the student conduct office. It easy to think that
the purpose of conduct is to punish, especially to other members of the
university community that may not understand the purpose of conduct
but it is important to educate to others that conduct is an educational
process. Be aware that some of the conversations you will have with
students will be tough, but you are making a difference and helping a
student get back on the right track. Be creative and take the time to
assign appropriate sanctions. It is imperative that we as student conduct
administrators we incorporate student learning and development in the
conduct process.
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Ombudsman
Tom VanSchoor

“When I grow up I want to be an Ombudsman!” I hear it every
day. Well, actually, I do hear how students want a job that allows them
to use their analytic skills and be able to investigate and solve problems
like the forensic investigators on TV. Some want to help people and
make a difference in the lives of others. Many want a career
characterized by autonomy and independence. So in effect they are
saying, I want to be an Ombudsman. They just don’t know it. In fact,
aside from not knowing what an Ombudsman does, most don’t even
know how to say the word!

Colleges and universities have increasingly looked for
alternative means of resolving conflict as well as identifying students
who may be experiencing difficulties and a sense of alienation from the
institution. As diversity increases in the student body and in the faculty
and staff, conflict has the potential to increase, and unresolved conflict
may be both costly and harmful to the institution and its community.
Additionally, institutions have an interest in providing additional means
for dispute resolution as a means to prevent violence perpetrated by
students and faculty who are not aware of, or do not understand or find
satisfaction with, existing avenues of conflict resolution (Wagner, 1998).

Perhaps the greatest obstacle to performing the duties of the
Ombudsman is defining the role of ombudsman in relation to the
policies and procedures for dispute resolution that already exist on the
campus, and then educating the campus community on what that role is
(and teaching them how to say ombudsman: ˈäm-ˌbu̇dz-mən). The term
was first used in reference to a public office in Sweden, and applied to a
public official appointed to resolve problems and represent the rights of
citizens by investigating and addressing complaints. According to a
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number of scholars, the term refers to “a person who has an ear to the
people.”

Most university students seek to enhance their education,
obtain a degree and ultimately find a satisfying career also find that in
order to do so they must participate in a community and a culture that is
probably different from anything that they have experienced in the past.
That culture has specific values and mores, as well as policies and
procedures -- sometimes clearly articulated, but sometimes somewhat
nebulous and based on traditional practices and precedents.
Understanding the culture, acclimating to it, and working within it are
not something a student learns overnight. Even though they may believe
that they understand the workings of the university, most students are
not immersed in it long enough to understand the nuances or
idiosyncrasies of institutional behavior that have developed over time.
They may not even possess the basic skills needed to work within a
large bureaucracy in order to accomplish their goals.

There is little opportunity or need to develop strong analytical,
interpersonal, communication or problem-solving skills while in high
school and living under a parent’s roof, but these skills are sometimes
needed to adequately address the many demands students face in the
university community. Whereas the responsibilities of the ombudsman
have historically been defined as assisting in student retention and
helping the university avoid litigation, the rise of the millennial student
creates an opportunity for the Ombudsman to take on the additional
roles that impact the student in a number of areas including personal
development. So the bad news is that many people on a college campus
do not understand the role of the ombudsman. The good news is that
this provides an opportunity for ombudsmen to shape the position in a
manner that best fits the needs and culture of their campus.
Best Practices

Regardless of the venue in which the Ombudsman works, a
standard of best practices and ethical behavior has been established by
the International Ombudsman’s Association (IOA). Major components
include independence, informality, confidentiality, neutrality and
impartiality (www.ombudsassociation.org).

Independence
The Ombudsman should be independent in structure, function,

and appearance to the highest degree possible within the organization
(IOA 2011). In many institutions the ombudsman reports directly to the
president or a senior vice president. It is frequently necessary for the
Ombudsman to act with the authority of a higher level official in order
to be able to effect change. Also, to achieve a high degree of autonomy
for the office it is important for the ombudsman to report to a senior-
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level official, and for the Ombudsman to be independent of any
university administrative structure. This enables the Ombudsman to
pursue investigations and review policies in an atmosphere that is
unhampered by the institutionalized structures of the campus.

Informality
The Ombudsman is an informal resource and should not

participate in any formal adjudicative or administrative procedures
related to concerns brought to his/her attention (IOA). This allows the
Ombudsman to advise and act in concert with the aggrieved parties to
resolve situations prior to entering into a formal grievance process or a
lawsuit. Informality of process promotes less defensiveness by the
participants and more receptivity to ideas generated in problem solving,
and allows the ombudsman to facilitate resolution to small problems,
before they become big problems, in an atmosphere where participants
have a sense of ownership.

Confidentiality
To work within the parameters of the ethical and educational

obligations of the office, a primary responsibility of the Office of the
Ombudsman is to provide students with a confidential means for
discussing and addressing an issue of concern without fear of reprisal.
Both the informality and confidentiality of meetings assist in creating an
atmosphere of trust and non-judgment in which clients are free to say
what is on their mind, disclose all aspects of their issue and solicit a
number of options for resolution. The Ombudsman holds all
communications with those seeking assistance in strict confidence, and
should not normally disclose confidential communications unless given
permission to do so. The only exception to this privilege of
confidentiality is where there appears to be imminent risk of serious
harm. The Ombudsman may, at the request of the student, contact the
other party to seek clarification in attempting to resolve a dispute. The
Ombudsman does not disclose the student’s name or details of an issue
when speaking to the other party unless given permission by the
student. In order to achieve confidentiality, the ombudsman does not
keep records for the university that identify students. Permanent
records kept by the Office include only statistical data for annual reports
and recommendations to the university.

Neutrality and Impartiality
The Ombudsman, as a designated neutral, remains unaligned

and impartial. The Ombudsman does not advocate for either party in a
disagreement, but promotes a fair and respectful academic and social
environment for all parties, and it is important for students using the
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resources of the ombudsman’s office to understand this from the
beginning of the relationship. Neutrality is a basic tenet of conflict
resolution and allows the ombudsman to work equitably with all sides
in a conflict. The only thing the ombudsman should advocate for is
fairness and consistency of application of policies and procedures.
Structuring the Student-Ombudsman Experience

Similar to the student conduct experience, a student’s
interaction with the ombudsman has great potential to create the
opportunity for a teachable moment. One could look at it from the
perspective of homeostasis. When students enter either a conduct or
ombudsman’s office, they are experiencing disequilibrium. They are
motivated to return to a more stable and comfortable condition
(homeostasis). But unlike a conduct setting where students’
participation may be forced, use of the services of the ombudsman’s
office is voluntary. So students are not only motivated to resolve their
problem, but they also are committed to active participation in
resolving their problem with the assistance of the ombudsman.

This creates great potential for personal development and
growth. In order to facilitate this growth, the ombudsman may involve
students in generating options for resolution and allow students to
choose their preferred solution, expose them to a variety of ideas and
perspectives, foster interaction with diverse individuals, involve them in
new and varied experiences, involve students in solving problems
without demand for conformity to an authority’s opinion, and provide
feedback and assistance in their making an objective self-assessment.

The ombudsman listens and offers information about university
policies and procedures and discusses problems and concerns. He/she
makes referrals to other services and resources as appropriate. The
ombudsman may act as a facilitator or mediator in problem solving and
conflict resolution. Because the ombudsman is in a unique position to
hear the concerns and issues facing students, staff and faculty, the
ombudsman also frequently offers recommendations regarding changes
in policies, practices, procedures, and resolution structures, keeping in
mind that a goal of the position is to promote equity in treatment and
satisfaction in experience.

From the ombudsman’s perspective, it is important to know
what solution the student hopes to achieve. Most ombudsmen seem to
frame their approach to conflict in the literature of dispute resolution
and mediation. However, it is important to keep in mind that
compromise may not always be the appropriate outcome. Institutional
or personal integrity should not be compromised. Outcomes may
include some form of compromise that satisfies all involved parties, but
can also include more creative and educational approaches. Literature
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in the area of conflict transformation provides a perspective that allows
the participants to move from a win-lose to win-win approach in
working with conflict. Of course, a case is sometimes concluded by
acknowledging that the student’s behavior resulted in the problem
he/she is experiencing, in which case the ombudsman can educate the
student about how actions led to the outcome so that the behavior is not
repeated.

To accomplish the aforementioned tasks in an environment that
is both supportive of the individual and educational, the Ombudsman
spans a number of roles. These include counselor, advisor, policy expert,
investigator, mediator, expeditor, and consultant.

Counselor
Paramount in the Ombudsman’s ability to perform the functions

of the office are strong communication skills including those that are
generally thought of as basic counseling skills. Students using the
Ombudsman’s Office normally have some emotional context with the
content of the problems or issues they are facing. They frequently feel
angry and frustrated. They have a problem that they have not been able
to solve. They also frequently feel isolated and lonely. They have been
given the run-around, and believe that no one is interested in helping
them or answering their questions. They are confused. They may have
tried to resolve the issue for themselves and been thwarted in their
attempts, may have been misadvised, or may not even know how to
define their problem or initiate any attempt at resolution. They also
frequently feel victimized. The people that they have entrusted with
their education have somehow abandoned or abused them.

Any of these feeling may or may not be grounded in reality, but
they are students’ feelings and perceptions and need to be unpacked in
order to assist students in resolving their issue. Students in heightened
emotional states are frequently unable to work through problems on
their own or see any but their own perspectives, thus preventing them
from seeing any possible solutions. To successfully work with these
students, the Ombudsman needs to possess the ability to engage
students in meaningful discussion that assists them in addressing their
emotions and allows them to look at their problems through multiple
lenses. Each student has his or her own story, unique perspectives,
individual needs and ways in which they are expressed. They have come
to the Ombudsman because they want to be heard. They have gotten
lost in institutional bureaucracy and want someone to listen to and
understand them. Sometimes that is all they want and need.

First and foremost is the ability to listen to students’ concerns,
seek clarification, and let students know that though our role is to
remain neutral, we support them and are concerned for them as
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individuals. Basic counseling skills assist the Ombudsman to work with
students to define their problems, help students realize how the
problems have impacted them, and finally to develop options for
addressing the presented issues.

Advisor
Perhaps the most familiar role of the Ombudsman is the role of

the advisor. Through this advising process, the Ombudsman may not
only assist in developing a strategy or mechanism for resolution, but
may also advise the client in how to interact with others in reaching a
resolution. Since the Ombudsman is generally someone who is very
familiar with organizational history and protocol, he/she is in an
excellent position to advise the student regarding past precedents and
resolution of similar situations, or conversely how students may
develop contingencies should their problem not be resolved.

Policy Expert
In order for the ombudsman to assist students in identifying

and evaluating various options, the ombudsman needs to be aware of
what potential solutions exist to students’ problems, and the advantages
and disadvantages to each of those solutions. The ombudsman needs
either to know the policies well enough to assist the student in
identifying and understanding the ramifications of the choices available,
or be able to refer to student to the person who does.

For instance, the decision to withdraw from a class may lead to
consideration of the following other issues: Is the class required for
your major, and if so, when can you take it again? Can the class be
repeated if you withdraw from it? How does it impact your financial
aid? How does it impact your ability to be retained on your parents’
medical insurance? Does it set off a sequence of events that significantly
postpones your graduation? Is extra help or tutoring available instead?
Have you talked to the professor about your class performance? If so,
did he or she discuss other alternatives?

Investigator
At times, the facts of a situation may not be particularly clear or

may even be contested. On these occasions it may be appropriate for the
Ombudsman to conduct an informal investigation in order to better
understand the dynamics and facts that have led to the student’s
concerns in order to provide appropriate alternatives to the student for
the resolution of the issue. Any investigative process involving the
Ombudsman is by definition informal and non-adversarial. Accordingly,
the interview process generally does not involve a legally qualified
person or anyone in a policy-enforcing role.

If the Ombudsman decides that the matter warrants an
investigation s/he should discuss this with the student, summarize the
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student’s allegations and request any further information necessary.
S/he will seek written permission for access to all relevant
documentation including the student file, and request the ability to
discuss aspects of the allegations with others relevant to the issue. The
Ombudsman may also obtain expert advice, such as independent legal
advice, if required.

If further allegations arise in the course of the investigation the
Ombudsman may decide to investigate or refer the additional
allegations to the appropriate department or faculty for investigation.

Mediator
At any stage in the investigation the Ombudsman may decide

that informal resolution is best and make that recommendation to both
parties. If either party suggests some manner of resolution, the
Ombudsman will bring this to the attention of both parties. The
Ombudsman may choose to hold mediation for the purpose of achieving
informal resolution. When mediation is conducted, the student or staff
member may be accompanied by a support person, usually a fellow
student or colleague who has no involvement in the complaint or has a
formal role in a union or association. The Ombudsman should be
advised of the intention to bring another person, and normally will have
an observer role only. The Student Ombudsman’s report of findings may
include a summary of the grievance and the response by the
faculty/department, a summary of the issues raised by the grievance, an
analysis of the case including application of any relevant policy and
procedures, principles of good practice and fairness, and rationale for
the finding and proposed resolution. This report would be discussed
with the student and the faculty/department for response. The
responses of all parties will be taken into account in any
recommendations for resolution of the grievance.

Expeditor
Many times the obstacle to resolution of a problem is

communication. The Ombudsman, who typically has one foot in student
culture and one foot in administrative /faculty culture, is uniquely
position to engage in what some have termed “shuttle diplomacy”,
taking ideas back and forth in a way that both sides understand,
appreciate and respect while expediting the resolution process. Being
able to move from one culture to the other and speak both languages is
very important to the Ombudsman.

Referral
Though an expert in university policy, the Ombudsman cannot

be expected to know everything. In many instances the information
needed to resolve a situation may be outside of the Ombudsman’s
expertise or knowledge base. In these cases, knowing the right person to
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whom to refer a student may be the best information the Ombudsman
can have.

Consultant
The Ombudsman is frequently privy to a wide range of

information and may be the best person to assess and evaluate a
situation, and may do so without having a personal investment in the
outcome. Because of the ability to look at the big picture with a detached
and impartial perspective, the Ombudsman can serve as a consultant for
students as well as for faculty and departments at the university.

The Experience
Each institution has the ability to determine to whom the

Ombudsman reports. Many choose Academic Affairs, while others
choose to have the Ombudsman report directly to the president. A less
common decision is to place the Ombudsman within Student Affairs
even though other services which are based in counseling, conflict
resolution and mediation are frequently part of the student affairs
division.

At the University of North Florida, the Ombudsman is part of the
Student Affairs Division. The foundation of the office is rooted in the
Standards of Practice and Code of Ethics of the International
Ombudsman Association. The conceptual framework upon which the
office operates is based on a number of common assumptions within
student development theory.

1. The individual student must be considered as a whole,
taking in to consideration physical, mental, spiritual and emotional
factors..

2. Each student is a unique person who brings to the table
a unique set of experiences, perspectives and values and must be
treated as such.

3. The total environment of the student is educational and
must be used to help the student achieve full development.

4. The major responsibility for a student's personal and
social development rests with the student and his/her personal
resources.

5. Crisis results when there is disequilibrium and when
one does not have the skills or knowledge to manage a situation.

6. Optimal student learning requires the proper balance of
challenge and support.

(Walker, 2011)
Developmental Tasks for Students Working with the Ombudsmen

Chickering and Reisser (1993) discussed issues of student
development which include Developing Competence, Managing
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Emotions, Moving through Autonomy toward Interdependence,
Developing Mature Interpersonal Relationships, Establishing Identity,
Developing Purpose, and Developing Integrity. Perhaps this theory has
particular appeal to those who have defined the role of ombudsman on
the campus as being that of a student development educator. This
approach seems particularly appropriate in working with the millennial
generation who seem to have developmental deficits in many of these
areas. The Ombudsman, working within a developmental framework,
can address many of these deficits. Through conversation and
counseling the Ombudsman can assist the student to develop
congruence between articulated beliefs and demonstrated behaviors.
This allows the student to look more objectively at complex situations
and develop personal values and responses reflecting those values
(Chickering and Reiser (1993).

Developing Competence
In order to assist the student in developing competence, the

Ombudsman must focus on developing his/her own competencies in the
following areas: developing working knowledge of university policies
and procedures and the ability to understand, discuss and translate
them into laymen’s terms; developing non-judgmental communication
skills and strengthening interpersonal skills; and understanding the
intuitions’ leadership structure and being able to negotiate the
university’s formal and informal decision-making processes. This
enables the Ombudsman to understand students’ needs and wants, and
to assist students in generating appropriate options for dealing with
their issues, and also provides opportunities for feedback to the
institution regarding confusing policy or procedural statements or
processes.

For students working with the ombudsman, focus is generally
on developing intellectual and social (interpersonal) competence. In
working with the ombudsman to resolve a problem, perhaps the most
significant tasks are obtaining knowledge of policies and procedures
and honing the interpersonal skills needed to resolve a problem. These
tasks may include 1) developing an understanding and becoming
conversant in the language of policies and procedures, 2) developing a
sense of confidence needed to address the issue with the appropriate
person, and 3) developing and implementing the communication skills
needed to appropriately address the situation. If competence is
developed, individuals are more willing to take risks (Chickering and
Reisser, 1993). Intellectual competence and understanding of policies
and procedures occurs through conversation and review of policy
statements, and questioning students about how their behavior may or
may not have been a policy violation and why they do or do not see
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reasons to ask for an exception to the policy. Interpersonal competence
is developed through communication with and feedback to the
individual and also through role playing so that the student can practice
the verbal and interpersonal skills needed to interact with staff or
faculty to resolve his or her issue.

Managing Emotions
There are two basic truths to working as an ombudsman. The first

is that people don’t seek out the Ombudsman because they are having a
wonderful experience. They come to the Ombudsman because they are
facing obstacles and experiencing some sort of hardship. They feel
frustrated, angry or depressed, hopeless and lost, or sometimes just
need someone to whom they can vent. The second truth is that every
story that someone brings has two sides. A student will walk into the
Ombudsman’s office with a horrendous story of mistreatment or lack of
responsiveness by a faculty member or the cashier’s office or an
academic advisor, and your initial reaction may be, “How could they?”
Most frequently the answer is, they didn’t. There are two corollaries to
this. The first is that if you want to be treated with respect, treat others
with respect. In many instances students who charge others with
mistreatment are equally guilty of mistreating the person with whom
they interacted. The second is that you will typically get the correct
answer if and only if you ask the right question. Many students ask what
they think are the right questions, but for a variety of reasons they may
not be asking for the information they need. They may get the right
answer to the question they asked (the wrong question) and then do the
wrong thing, resulting in the charge that a staff member misinformed
them.

Moving Through Autonomy toward Interdependence
In many instances the Ombudsman acts in ways that

demonstrate interdependence. Students using the Ombudsman’s office
frequently feel that the university is against them. In doing so and
working through the problem with the student, the Ombudsman uses
the many relationships he/she has developed to bring parties together
and engage in problem solving that addresses both the students’
concern and the university’s needs. Similarly, students need to be able
to move towards independence from the need for approval by others
and towards self-regulation. The Ombudsman can assist in this goal by
helping students become less reliant on the demands and feelings of
parents and friends when making decisions, assisting students in
identifying resources including others members of the campus
community who may be able to provide guidance, and working with
students to develop problem-solving skills.

Developing Mature Interpersonal Relationships
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One could say that the Ombudsman is the one who says, “We are
all in this together. Here are the policies and procedures we have to
work with, and here are the people – the team -- we have to make it
work.” For students, sometimes the policies and procedures are easier
to deal with than the team members. And even sometimes for the
Ombudsman, the team members may not be the easiest people to
understand and work with. After all, the university is a microcosm of the
outside world, and the faculty, staff and students that make up the
university represent a range of values, attitudes, beliefs, backgrounds,
customs, mores, personality types and communication styles. The
Ombudsman needs to model acceptance and appreciation of differences
between individuals through respect, trust, and open and honest
communications.

Establishing Identity and Integrity
Though the Ombudsman may choose a particular conceptual or

theoretical approach, there are certain characteristics that lead to
success in the role, regardless of approach. The Ombudsman needs to be
passionately committed to the concepts of equity, civility, fairness and
ethical behavior. The Ombudsman needs to have strong listening and
analytical skills, and the ability to interact with individuals in a non-
judgmental manner. The ability to respond to an individual in need and
create a sense of caring for that person, and to acknowledge an
understanding of the content and also the emotional component of the
problem are essential in letting students know that they have been
heard and understood. More than anything the Ombudsman needs to
possess good common sense. Perhaps the motto of the Ombudsman’s
office should be a spin-off of the popular definition of insanity –
repeating the same behaviors, expecting different results. It seems
particularly appropriate to many issues encountered by the
Ombudsman. Maybe the answer is that now is the time to try something
new in order to experience different results.



98

Assessment and Evaluation
Anita L. Vorreyer
Annabel Brooks

Assessment in Student Affairs
We begin this chapter with two pertinent and guiding

questions: 1) What do we mean by assessment? 2) What role does
assessment play within Student Affairs? The answer to the first question
will not only help to clarify a term that often is shrouded by a veil of
confusion, but will also help us focus our discussion on the role and
purpose of assessment within Student Affairs. Finally, we will take a
deeper look at the role assessment plays in the division of Student
Affairs by focusing on lived experience through the lens of University of
North Florida.

Assessment, according to Schuh and Upcraft (1996), is “any
effort to gather, analyze, and interpret evidence which describes
institutional, divisional, or agency effectiveness” (p. 18). Effectiveness is
the key word. Assessment enables us to describe our effectiveness.
Although it is crucial to begin with a definition of assessment, there are
two other terms that are frequently used in discussions about
assessment: research and evaluation. It is helpful to revisit the meaning
of each of these terms and to compare their meanings with the term
assessment so that our conversations can be clear. All three concepts are
interrelated, and linked to a degree, yet all are different.

Research is an investigation into a subject or phenomenon to
discover facts, to establish or revise a theory, or to develop a plan of
action based on the facts discovered (Encarta World English
Dictionary). Research guides theory development and tests concepts.
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Research describes a subject or phenomenon. Evaluation refers to the
use of assessment data for continuous improvement efforts. Schuh and
Upcraft (1996) describe evaluation as “any effort to use assessment
evidence to improve institutional, departmental, or divisional
effectiveness” (p. 19). Evaluation is the judgment about the actual
results you have relative to the outcome you desired. It is the process of
considering assessment data in order to decide its quality, its
importance, and/or its value.

Clearly, research and evaluation must be linked to assessment.
The research regarding Student Affairs, and the particular areas within
Student Affairs, guides and even drives our programs and services
through developed and refined theories. Our programs and services to
students must be engaged in assessment in order to determine their
effectiveness. The results of our assessments, or the assessment
evidence, then require evaluation. We use our assessment evidence to
make decisions about how we’re doing and what we may need to do to
improve upon our programs and services and their effectiveness.

Now that we’ve addressed some basic definitional issues, we
can move on to the second question, one that is of even greater
importance. What role does assessment play within Student Affairs?

There are a number of possible answers to that question, for
there are a number of reasons we engage in, or should engage in,
assessment. One answer that quickly pops into our minds is that we
engage in assessment because of the political pressure to do so. Most
Student Affairs professionals feel this pressure at colleges and
universities across the country, from both the institution where we
practice and the greater community we are accountable to. The
response to these two influences -- external demands for accountability
and internal commitment to improvement -- are the main reasons we
engage in assessment (Keeling, Wall, Underhile, & Dungy, 2008).
However, the primary reason we engage in assessment, the pracademic
authors of this chapter believe, is that assessment guides good practice.

The range from political survival to quality of programs and
services is a broad range, and there are other important reasons, in
addition to meaningful learning experiences for our students, to engage
in the assessment process. Assessment data helps us in decision-making
about cost effectiveness, in policy development, in strategic planning,
and in accreditation efforts (Schuh, Upcraft, and Associates, 2006).
Whatever the reasons, the benefits of assessment can be astounding and
far reaching. Better yet, assessment just might be easier than you think!
Theoretical Literature

As Student Affairs pracademics, we all hold two basic beliefs: 1)
that learning occurs outside the classroom as well as inside, and 2)
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there is a need for students to see the relationship between their
involvement in activities and events and their growth and development
in important areas of life. We therefore provide co-curricular activities,
programs, and services that enhance student learning and personal
development.

As committed as we are to student learning and development,
we must ask ourselves how we know that we are realizing our
commitment to the basic beliefs listed above. How do we know that we
are facilitating and enhancing student learning? How do we know that
we have helped students see the relationship between what happens in
class and what happens outside of class? In order to know how effective
we are in assisting students in their learning and development, we in
Student Affairs must conduct regular assessment of our programs and
services. The resulting assessment data then must be evaluated, and the
results of these evaluations must be used to improve programs and
services to students (CAS, 2006).

We should note that our students are not the only ones who
benefit from assessment, evaluation, and continuous improvement of
programs and services. The assessment process has direct benefits to
Student Affairs professionals as well. Assessment data and the resulting
evaluation can be used for assisting staff in their own personal and
professional development. Furthermore, the results can be used in
recognizing staff performance.

Given the importance of assessment, there is a considerable
body of research and resulting literature that we can consider as we
look at assessment within Student Affairs. A starting point certainly can
be The Principles of Good Practice for Assessing Student Learning (AAHE,
1992, pp. 2-3). Those principles are:

1. The assessment of student learning begins with educational
values.
2. Assessment is most effective when it reflects an
understanding of learning as multidimensional, integrated, and
revealed in performance over time.
3. Assessment works best when the programs it seeks to
improve have clear, explicitly stated purposes.
4. Assessment requires attention to outcomes but also and
equally to the experiences that lead to those outcomes.
5. Assessment works best when it is ongoing, not episodic.
6. Assessment fosters wider improvement when
representatives from across the educational community are
involved.
7. Assessment makes a difference when it begins with issues
of use and illuminates questions that people really care about.
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8. Assessment is most likely to lead to improvement when it is
part of a larger set of conditions that promote change.
9. Through assessment, educators meet responsibilities to
students and to the public.

Although the principles are not solely directed to Student Affairs, it
quite informs what we do in our professional roles.

A second place to look for guidance in Student Affairs
assessment is at the CAS Standards (2006). CAS, or Council for the
Advancement of Standards in Higher Education, has underscored the
value and importance of assessment. Further, CAS has articulated
sixteen relevant student learning and development outcomes. CAS has
provided us thereby not only with standards to guide us, but also with
examples of achievement indicators.

As every Student Affairs pracademic understands, the education
of students is made up of both the formal classroom experience and the
experiences and learning that students engage in outside of the formal
classroom. It consists of the curricular and the co-curricular. Student
learning and development must, whether in or out of the classroom, be
purposeful and holistic (CAS, 2006). Our efforts to assist students must
be intentional and must address student learning outcomes. Student
learning outcomes articulate what students should know, do, or value
after participating in a particular activity (Keeling, Wall, Underhile, &
Dungy, 2008). Therefore, programs and services in Student Affairs must
provide evidence of their influence upon the achievement of student
learning outcomes.

Again focusing on assessing student learning outcomes, in
addition to the AAHE Principles and the CAS Standards, NASPA
(formerly the National Association of Student Personnel
Administrators) has articulated six learning outcomes categories. Based
upon The Student Learning Imperative from the American College
Personnel Association (ACPA, 1996), the six student learning outcome
categories are complex cognitive skills, knowledge acquisition,
intrapersonal development, interpersonal development, practical
competence, and civic responsibility. Student Affairs professionals must
know what students’ needs are, how satisfied students are with the
services provided, etc. Schuh, Upcraft, and Associates (2001) have
outlined a comprehensive model for assessment that is useful to
Student Affairs professionals. The comprehensive model includes
tracking needs assessment, satisfaction assessment, student cultures
and campus environment assessment, outcomes assessment,
comparable institution assessment, national standards assessment, and
cost effective assessment. None alone is sufficient; all are important to
the division of Student Affairs.
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Although all assessment areas provide us with valuable
information and a more complete view of our work, emphasis must be
necessarily on student learning outcomes, since our basic beliefs
revolve around student learning and development. We must be able to
know with certainty that, at the end of the day, those students who
participate in our programs, use our services, and have used our
facilities have actually achieved some degree of learning and/or
development aided by what we have done. As Schuh and Upcraft so
succinctly stated, “Of those who use our services, programs, and
facilities, is there any effect on their learning, development, academic
success, or other intended student learning outcomes, particularly when
compared to nonusers?” (p. 14)

The literature informs us of the importance of student learning
and development outcomes, and underscores the necessity to assess
how we are meeting our commitment to educating students. There are
many of us, however, who also want to know what guidance the
literature can provide in “how” to do this. The basic dilemma,
particularly as articulated by beginning level Student Affairs
professionals is, “How do I go about assessing student learning and
development outcomes? Are there any steps that I should follow?”

The answer is, “Yes!” There are steps we can follow that guide
us in our assessment efforts. The literature provides steps, including the
process of conducting outcomes assessment, and strategies for
implementing a more comprehensive assessment strategy for Student
Affairs. Assessment is clearly a process, not just a one-time activity or a
collection of surveys from various Student Affairs areas. Rather,
assessment consists of a series of activities and actions that are
deliberately directed toward a particular aim -- that of gathering
evidence of our effectiveness. Assessment is a progression.
Suggested Steps

Following are some suggested steps for assessment in Student
Affairs. These steps are ones based on the experiences we have gone
through at the University of North Florida within the division of Student
Affairs. This is certainly not the only “list” of steps; however, it is one
that we have followed benefitted from.

 Determine what it is, exactly, that you want students to
know, learn, and be able

to do.
 Determine why you want students to know, learn, and

be able to do this.
 Determine how you will know students have learned

those things you want them
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to know/be able to do.
 Determine the best assessment method to use.
 Remember “do-ability!”
 Plan for analyzing the data.
 Conduct the assessment & analyze the data—in other

words, Assess & Analyze!
 Develop a strategy for using the assessment results.
It is perhaps advantageous to delve further into the thoughts

behind each step, and to offer a few suggestions as well. Before we
discuss the steps further, let us quickly add that you do not have to
assess everything all of the time! Assessment should be a process and
strategy that is part of an overarching divisional (and institutional) plan
that is intentional and focused. Although we will discuss the necessity of
an overarching divisional assessment plan, we will begin with the steps.

The first step in the assessment process is that you must define
what it is you want to assess. What do you want to know? You must be
clear. With regard to student learning and development outcomes,
determine what it is, exactly, that you want students to know, learn, and
be able to do. Start with the end in mind. All too often we have
formulated questions for students about their learning that we thought
would generate clear answers with regard to the effectiveness of our
programs. We asked student those questions only to find out, through
their answers, that the questions were ill-defined and therefore did not
generate the information we desired.

You also need to determine the purpose of any particular
assessment activity. In other words, why do you want students to know
this? Why do you want them to engage in certain behaviors? Why do
you want to know this? What is the purpose (Schuh, Upcraft, &
Associates, 2001)? The answer you come up with may help determine
other steps in the assessment process; it will also be crucial in guiding
practice and programs. Depending on the specific Student Affairs unit,
the “what’s” and “why’s” will vary.

When you have defined what it is you want students to learn
and why you want them to learn it (what you are going to assess and
why), the next step is to determine how you will know students have
learned those very things you want them to know. Can you ask them to
tell you what they’ve learned? Or can they demonstrate to you what
they are now able to do? Or, where will you find the information you
need? Perhaps you will need to decide whether to interview students or
to examine and review certain written records or statistical information.
Determine how, and where, you will find the data you need to
determine your effectiveness, and how you can mine that data.
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In determining how you will know students have learned what
you want them to know, there are three important considerations that
warrant a brief discussion. First, you will have to determine the best
assessment method to use. We have noticed that many pracademics in
Student Affairs seem to get bogged down with the notion of determining
which assessment method to use. Should we use a qualitative method or
a quantitative method, or both? Should it be a direct measurement or an
indirect measurement? Is this a summative or formative evaluation? If
you are not familiar with assessment, the last several sentences may
have boggled your mind as well! Just remember, there is help! We do
not need to make it harder than it really is! This brings us to the second
important consideration, “do-ability.”

Some of the factors that need to be considered in determining
which assessment method to use include time, resources, and “do-
ability”. Of great help in determining the best assessment method is
your college or university’s unit responsible for institutional research
and assessment. Although these offices go by different names at
different schools, the staff is usually very helpful in discussing
assessment methods, instruments, and methods of analysis. These
assessment and analysis methods can be very simple or they can be
quite complex. In many ways, the decisions are up to you, and depend
on how “do-able” they are for you. It is important to remember,
however, that you need not be the “Lone Ranger” in your assessment
efforts. Campuses offer many resources -- graduate students,
departments of statistics, offices of institutional research, faculty and
staff colleagues, libraries, etc. Whatever approach you take to make the
particular assessment “do-able,” focus on how the data will be collected,
what methods and/or instruments will be used, and who will actually
collect the data (Schuh & Upcraft & Associates, 2001).

Finally, we need to determine how we will analyze the data we
gather. The methods of data collection you use will largely determine
the methods of analysis that are the most meaningful. If you are going to
use a quantitative method, analysis of the data will depend on the
purpose of the study and making sure the sample is representative;
statistical analyses -- descriptive and inferential -- can then be applied
(Shuh, Upcraft, & Associates, 2001). If you are going to use a qualitative
method, again, purpose guides analysis. In qualitative assessment,
description is primary; interpretation includes explaining the data
(Patton, 2002). However, different purposes affect the analysis “because
they involve different norms and expectations for what will be
concluded and how it will be presented” (Patton, 2002, p. 434). In
conclusion, with regard to data analysis, determine your purpose, your
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assessment method, and then the most appropriate method of analysis.
And, as always, enlist the help of others if need be.

Assess! Analyze! Do it! Go for it! Your efforts do not have to be
perfect! You learn and improve over time and with practice (hmmm,
something we perhaps have told our students?). Whether or not you’ve
chosen qualitative or quantitative methodologies or are using mixed
methods, whether or not you’ve enlisted the help of colleagues or are
conducting the assessment and/or the analysis on your own, have at it.
Go for it! You can do it! We would be remiss if we neglected to tell you
that it takes time and patience. There is another way to think about the
time it takes to do meaningful assessment. Think of all the time you put
into programming and service provision -- is it time well spent if 1) you
do not know how well you are doing, and 2) you are not providing the
best services and programs that you can to your students? Assessment
is SO worth it!

There are actually two sub-steps embedded in this step in the
assessment process. First you have to be clear about how you are going
to use the results, and then you have to determine how to report the
results of the assessment effectively (Schuh, Upcraft, & Assoc, 2001).
Data has to not only be reported in usable form, but also be reported
truthfully and completely. The conclusions made must be supported by
the data, and recommendations must be consistent with the data and
conclusions.

The final component of a divisional assessment strategy
involves writing good reports. According to Keeling, Wall, Underhile, &
Dungy (2008), reporting results should happen in three stages:
reporting the results to those charged with assessment, reporting the
results to those who have contributed to the assessment efforts, and
reporting the results to the campus community as a whole, including
students.

You must share with others your assessment activities and the
results of those activities. Most frequently, the way to do this is through
written reports of some form. The first “rule” is to be aware of your
audience. A poorly written report is deadly. You can write an interesting
report (one that is “read-able”) and still accurately report the data,
conclusions, and your recommendations. You can soften
recommendations, if politically necessary, and still accurately report the
data and conclusions. A well written report -- well written
grammatically, well written in terms of accuracy, well written in terms
of interesting, and well written politically -- is crucial!

It is also imperative that the division report on its assessment
strategy and the results of assessment activities. According to Banta,
Lund, Black, & Oblander (1996), “Assessment data and results that are
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not used toward the purpose of improving the teaching and learning
environment on campus…fall far short of their potential in terms of
creating exciting, beneficial, and lasting change for institutions” (p. 63).

Each of our assessment activities, from determining what it is
we need to know to reporting the results, is best when it is part of an
overall divisional assessment strategy. A larger comprehensive strategy
for the division includes an examination of divisional and all
departmental missions; an identification of students, clients, and
customers; needs assessment; satisfaction assessment; student learning
outcomes assessment; and cost effectiveness assessment (Schuh,
Upcraft, & Associates, 2001). This comprehensive assessment strategy
enables Student Affairs not only to excel at what we do, but also to be
prepared for the future. In the rapidly changing times we live in, we
must be prepared to make informed decisions about continuous
improvement and about long-range planning, staffing, facility
development, and programmatic development.

According to CAS Standards (2006), it is important to remember
the following in assessment and evaluation:

Programs and services must employ effective qualitative and
quantitative methodologies as appropriate, to determine
whether and to what degree the stated mission, goals, and
student learning and development outcomes are being met. The
process must employ sufficient and sound assessment measures
to ensure comprehensiveness. Data collected must include
responses from students and other affected constituencies.
Programs and services must evaluate periodically how well they
complement and enhance the institution’s stated mission and
educational effectiveness. (p. 24)

What are we doing now. What are the challenges?
At UNF, as is true for other colleges and universities, there are

the usual pressures for assessment. As discussed earlier in the chapter,
assessment is necessary not only for quality, but also for survival.
Assessment data is not only used to guide continuous improvement, but
also frequently used in our policy development and decision-making—
on issues ranging from affordability to politics and accreditation.

Having kept in mind the necessity of assessment, coupled with a
continuous desire to provide the best possible services and programs to
the students at UNF, the division of Student Affairs has had a long
history (over 16 years) of conducting assessment, tracking results, and
making continuous improvements. To further enhance those efforts,
beginning in 2003, the Vice President of Student Affairs designated an
individual on the Vice President’s staff for guiding and coordinating
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assessment efforts division-wide. The person coordinating divisional
assessment efforts provides ongoing education concerning assessment
and serves as a resource to directors and unit heads in their assessment
efforts. Obviously, as Banta, Lund, Black, & Oblander (1996) have
asserted, “administrative leadership and support for assessment is
important…” (p. 63).

Having a designated individual in the Vice President’s Office has
served UNF Student Affairs well. The position has been key in
developing a comprehensive assessment plan for the division. A
comprehensive plan is of vital assistance to the division and the Vice
President, not only in terms of providing students with the best
programs and services we possibly can, but also in terms of the larger
processes of strategic planning, budgeting, and the politics of the
university. A comprehensive plan and the data derived from such put
critical information into the Vice President’s hands for leadership and
decision-making.

Second, having a dedicated person to oversee and assist with
division-wide assessment efforts has been instrumental in beginning to
build a culture of assessment within the division. Beyond reinforcing the
expectation that all units be involved in meaningful assessment,
individual units greatly appreciate the assessment support and
guidance provided by the Vice President’s Office. “Assessment will not
succeed without a supply of necessary resources including materials,
clerical support, and faculty and staff development opportunities”
(Banta, et. al., 1996, p. 63).

Third, yet another benefit of having an “assessment guru” in the
Vice President’s Office is that it enhances the Division’s ability to
communicate to others -- internally and externally -- various programs
and services sponsored by Student Affairs, benefits those programs and
services have for students, and how the efforts of Student Affairs
provide and support student learning. The increased ability to “report
out” assessment data and recommendations at the broader level is
valuable.

An example from UNF Student Affairs can be seen in the
Executive Summary for the Division. The Executive Summary is
developed every other year as a reporting device on the state-of-affairs
in the Division, and includes assessment data and continuous
improvement efforts. The Executive Summary has been an excellent tool
in many ways, not the least of which is in its very visible reporting of
accountability -- both internally and externally.

Finally, having a dedicated person helps to provide a “face” to
other units in other divisions for collaborative efforts to unfold. Those
collaborative efforts may be at the institutional level as well.



108

Institutional processes greatly benefit from continuing and
collaborative assessment efforts, which are facilitated when there is
“one person” to spearhead the efforts. Of particular importance to
Student Affairs at UNF has been the benefit of these continuing and
collaborative assessment efforts with regard to strategic planning and
accreditation processes. It may be of help to elaborate further on what
we mean by comprehensive assessment plan. As we mentioned earlier
in the chapter, a comprehensive model includes assessing phenomena
in addition to student learning outcomes. A comprehensive model
includes an expansive look at the Division, its programs and services,
and its effectiveness. Many of the activities we as Student Affairs
professionals are involved in -- needs assessment, satisfaction
assessment, comparable institution assessment, cost effectiveness
assessment -- are part of a comprehensive assessment plan. Although
outcomes assessment is critical, no one assessment alone is sufficient;
all are important. Together -- from assessing needs to tracking usage to
outcomes assessment to participating in national standards assessment
-- they provide the best snapshot of our effectiveness.

In our experience at UNF, developing a comprehensive
assessment plan necessarily involved delving deeply into a number of
important issues. We first had to back up and slow down and determine,
as a division, who we were, what we were about, what we wanted to be
involved in, what we wanted to make happen, where we were going,
and why. As a group we have taken a deep look into -- and had intimate
conversations about -- our mission, vision, values, purpose, and goals. In
other words, we have been continuously involved in a strategic planning
process.

The Vice President of Student Affairs sponsors a division-wide
retreat each year, during the spring, and we have utilized that
opportunity for these vital discussions. Spring is typically the time of
year that we are reviewing the closing year’s activities, developing our
goals for the following year, and formulating budgets for the next
academic year. The retreat, often held in a nearby off-campus setting,
provides Student Affairs a reflective opportunity, not only for each
individual unit but also for the Division as a whole. We have come to
truly appreciate how interconnected -- interrelated and interdependent
-- all units within Student Affairs are, and we have come to appreciate
the relationship we have with the larger institution.

We always begin with a review of our mission and vision.
Realizing that to some it might sound like a waste of precious time, we
would caution you not to be too hasty to draw this conclusion. For those
who may complain that these are buzzwords organizations have used
for a considerable time, we say “wait!” We know that these words can
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lose their meaning; however, they are ultimately guidewords to
processes when if and when we reflect on them. So, at UNF, whether we
have whole group discussions or break into small groups to reflect,
whether we have a guest presenter guide us through the process or take
that responsibility upon ourselves, we reflect upon, embrace, adjust, or
change those components of our mission and vision when and where
needed. Although the tweaks and changes we may make are the result
of considering many factors, we pay particular attention to clearly
identifying our students (or “customers”) and any available needs
assessment data.

After having settled on the mission and vision for the division,
we explore divisional goals. At UNF, each unit has goals that support the
overarching goals of the division, which are ultimately set by the Vice
President. At the retreat we discuss the ending year’s goals, how
effective we have been in accomplishing those goals, what our
assessment data is and what conclusions we draw from it, and what our
recommendations are for the upcoming year’s goals. This process helps
us to recognize division-wide priorities, further develop our budgets,
and prepare for the future by developing long range plans with regard
to staffing, programming, resource development, and continuous
improvement.

The entire division of Student Affairs greatly benefits from these
exercises. In essence, we follow many of the strategies that Shuh &
Upcraft (2001) have recommended for conducting a comprehensive
assessment plan. In addition to the benefits to the division as a whole,
each individual unit or department also benefits from the discussion.
Such discussion informs the units about the intersections,
collaborations, and totality of the Student Affairs picture. In our
experience, it is easy to get focused on the particulars of our own unit,
and forget to “pull up” and view the relationships within the division. In
other words, it helps units to see divisional needs, priorities, and
activities beyond those of their own individual unit. It helps us work
together as an effective whole.

Although the benefits of a comprehensive assessment strategy
are far greater than the challenges, it would be dishonest to say there
are no challenges. Two of our biggest challenges have been a lack of
funding and the reluctance of some staff to engage in assessment due to
their perceived lack of experience and/or expertise in assessment. In
addition, an ongoing challenge to all units in the division is that we are a
growing campus and resources are stretched -- including staff’s time.
Having pointed to our challenges, we also must point to how we’ve
overcome them.
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Overcoming these challenges has been achieved primarily
through persistence and patience, and collaboration. Although any
division of Student Affairs, or even a single unit, can enhance its
assessment strategies through persistence/patience and collaborative
efforts, having a dedicated assessment person in the Vice President’s
Office to facilitate these efforts has been invaluable. As Banta, Lund,
Black, & Oblander (1996) articulated, “Successful assessment requires
collaborative efforts” (p. 35). We then moved forward bravely.

UNF Student Affairs first put this realization to the “test” by
combining many of the satisfaction assessment efforts of the Division
and channeling them into a broader level by doing an institution-wide
student satisfaction survey. We chose the Noel Levitz Student
Satisfaction Inventory for this. We began by seeking support from other
divisions, as the institution as a whole could benefit from the data. We
asked for help from our department of Institutional Research, who were
very helpful in pulling together a stratified random sample. We also
received support from Academic Affairs and got faculty approval for
using class time to conduct the instrument. In meeting with the classes
from our sample, we were able to use numerous Student Affairs staff
volunteers to “spread the wealth” of work required, not overtaxing any
one unit or person.

Although our efforts drew some criticism, the information
provided from the assessment data was very beneficial. Student Affairs
used the results divisionally, and many departments reaped
tremendous benefits as well. In addition, other divisions benefited, as
we shared the results in our report to the President and the institution
as a whole. For example, Academic Advising (a unit housed within
Academic Affairs at UNF) received funding to implement much-needed
positions as a result of the data.

One of the most visible and palpable ways in which the benefits
of collaborative and comprehensive assessment efforts have been seen
in UNF’s Southern Association of Colleges and Schools reaccreditation
process. Being engaged in ongoing assessment and continuous
improvement not only benefits our students, our departments and
programs, but also the institution as a whole. Nowhere is this more clear
than in seeking reaccreditation.

A side benefit of assessing satisfaction from a divisional
perspective was that it provided an example for others to follow.
Further efforts to collaborate have ensued, both within the division of
Student Affairs and between Student Affairs and other divisions. Two
examples come to mind, the first being a University-wide collaboration.
UNF has developed a Graduating Senior Survey that assesses
effectiveness and satisfaction. Three divisions -- Academic Affairs,
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Student Affairs, and Administrative Services -- worked together in
developing and fine-tuning this survey, and in using survey results. A
Student Affairs example comes from the combined efforts of the
departments of Health Promotions and Student Medical Services. Both
units united in efforts to participate in a national health related survey.
As a result of the assessment data, they have continued collaborating
and now have academic collaborators as they launch a new program for
health and wellness University-wide. Collaborative efforts are indeed
important. According to Banta, Lund, Black, and Oblander (1996),
“involvement in assessment may also lead to increased communication
within and between diverse departments, units, and external groups
and may awaken a desire for further collaborative efforts on other
important campus priorities and goals” (p. 37).

Collaborations are invaluable, and offer ways around many of
our “barriers” for comprehensive assessment -- lack of funding, lack of
assessment expertise, lack of staff support (Schuh, Upcraft, & Associates,
2001). And just as collaborations are invaluable, persistence, and the
patience that is inherent in being persistent, is invaluable. You must
keep working at it, remembering that assessment is an ongoing process,
not an event. Persistence sparks the development of a divisional culture
of assessment.

To begin the discussions around the “how’s”, we held
workshops, both with an outside assessment consultant and with the
Division’s assessment specialist. These initial workshops were
intentional and planned over a two-year period. These workshops have
covered the terminology, the various considerations one must give to
deciding which assessment strategy to use, differences in the methods
and what qualitative and quantitative strategies can yield, how to use
the assessment data, and how to go about finding needed resources
(money, personnel, time). We continue these workshops from time to
time as new staff members come onboard and as existing staff members
want to enhance their skills. The benefits of the workshops and of the
persistence of the discussions can be easily seen in the increasing
breadth and depth of the Division’s assessment efforts. For example,
Career Services spent several months conducting a very detailed review
of its entire operation and developed a focused and comprehensive
strategic plan for a five-year period, with annual reviews/revisions.
Another example is from the Women’s Center. The Women’s Center
focused on student learning outcomes in a detailed and year-long
mixed-method assessment plan. Using interviews and observations and
a survey, the Women’s Center assessed the effectiveness of its peer
theater program, which educates students about violence against
women.
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Persistence, in addition to addressing fears and hesitations,
assists staff in developing assessment skills. Of critical importance has
been our divisional commitment and strategy to stay focused on
learning, and student learning outcomes, and to engage in what Keeling,
Wall, Underhile, & Dungy (2008) call “capacity-building” through
ongoing professional development and training. Unfortunately, in the
beginning we were primarily focused on needs assessment and
satisfaction assessment, rather than student learning outcomes, and
were not being as intentional as we could have been, nor were we being
particularly systematic. Through staff development opportunities to
hone assessment understanding and skills, we have improved.

Although willing to do a survey or focus group, many Student
Affairs professionals, whether at UNF or elsewhere, are unfamiliar with
qualitative design, and therefore are not as systematic as they must be
to achieve good assessment. Qualitative methodologies are perhaps
particularly valuable in assessing much of what Student Affairs does. As
Patton (2002) pointed out, “Qualitative methods are often used in
evaluations because they tell the program’s story by capturing and
communicating the participants’ stories” (p. 10). Furthermore, Upcraft
and Shuh (1996) proposed that Student Affairs professionals may be
well-suited for qualitative assessment: “Analysis of qualitative data is
somewhat more consistent with the skills and abilities of student affairs
professionals, but still must be done in systematic ways, including
listening to and searching for meaning in interview and focus
groups…and looking for themes, trends, variations, and generalizations”
(p. 22).

Whether in using qualitative methods or quantitative methods,
persistence has paid off! We can see the difference improvements make!
Our surveys have “morphed” and are more intentional. Our courage has
increased too! We are much more systematic in our efforts. More staff
members, as they feel increasingly empowered by improved skills, are
engaging in more comprehensive and complex assessment strategies.
We are conducting a great deal more student learning outcomes
assessments. Since we are committed to student learning, outcome
assessment helps us determine our effectiveness and allows us
opportunities to improve the learning of students rather than simply
documenting achievement.

The benefits of persistence and patience are clear. It is
important for us to add that although we are committed to the
necessary flexibility inherent in being patient and persistent in building
a culture of assessment here at UNF, there have been what Shuh,
Upcraft, and Associates (2001) call “nonnegotiable issues.” The Vice
President has made it clear, either through directives to Student Affairs
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staff or through his commitment to having an assessment person on his
staff, that assessment WILL be done. Further, those studies must have
integrity, conform to our institutional requirements, and the results will
not only be reported, but will also be used for continuous improvement.

In conclusion, we reiterate that as Student Affairs professionals
at UNF, we hold two basic beliefs which are supported by CAS (2006):
learning occurs outside the classroom as well as inside, and there is a
need for students to see the relationship between their involvement in
activities and events and their growth and development in important
areas of life. In order for us to carry out our beliefs, we must know we
are being effective in supporting student learning. The way to know this
is to conduct comprehensive assessment. Whether we are looking to
specifically address some of students’ needs as articulated in Tim
Clydesdales’ (2007), The First Year Out, or are looking at a particular
component of the model we have developed for holistically serving our
students (universal design, personal growth and development,
empowerment, collaborative interdependence, individual attention-
students and families), assessment guides our actions. Banta, Lund,
Black, and Oblander (1996) stated it well:

Effective assessment programs reflect the imaginative,
creative, and energizing aspects of learning, not only so as to
more accurately measure the breadth and depth of the learning
experience but also to contribute to the ongoing spirit of
inquiry, reflection, and growth that characterize the university
as an institution. (p.11)

We end with a reminder from The Student Learning Imperative
(1996): “Student affairs must model what we wish for our students: an
ever increasing capacity for learning and self-reflection.”
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Fraternities and Sororities
Tyler R. Young

Fraternities and sororities could be thought of as today’s most
misunderstood area of Student Affairs – both within the men’s and
women’s chapters and among those who are not and were not members
of such organizations. At their core, fraternities and sororities have the
potential to be the preeminent leadership and character-building
societies on all college campuses of which fraternal orders are a part.
Lumped together as ”Greeks”, these men’s and women’s organizations
have more networking capability, confidence and social skill building,
tradition and school spirit, and more overall longevity than any club or
other organization on any campus across North America. The potential
for success within the fraternal community is truly astounding. As
advisors, we honestly do work with the best of the best, the cream of the
crop. And, because of this pool of amazing talent I have indeed had those
times where I say to myself, “I can’t believe I get paid to do this!”
However, such momentum and raw aptitude is quickly squelched and
squandered by the certain segment within the community that fails to
be onboard with the rest of the crew – this is what can make a position
within the profession incredibly rewarding while also at times almost
overwhelmingly frustrating.

There have been times in my position of over five years at the
University of North Florida (UNF) where my heart has leapt and my
eyes have watered in all-out joy as I watch a student leader ”get it”,
where they suddenly came to life with an ”oh-my-gosh-this-makes-
complete-sense-to-me-now!” moment. Here at UNF, we have the fastest-
growing Fraternity & Sorority Community in the state of Florida, and
this growth has offered plenty of opportunities for the observation of
success. Kappa Alpha Order has a president who actually took advice I



115

gave to him, put it to use, and has come to discover that his fraternity
now has motivation and something to run toward… recruitment,
retention, and morale are at an all-time high. There are those moments
that I think back on where I witnessed the entire population of the
community unite and pull something off with exhilarating success, such
as the Homecoming Lip Sync a year or so ago -- the all-out camaraderie
and thundering spirit of that night was an sheer thrill!

Unfortunately, the moments of (what I feel and see as) failure or
setbacks seem to at times outshine those moments of glory. But such a
feeling often brings on the thought and gut-check that college is truly a
time where students go searching for and hopefully find themselves,
where they can fail, where they can fall flat on their face, get back up
and dust themselves off, and actually learn from the experience. Then
the question becomes, “Did they actually learn from it, and will they
change their ways for the better because of that failure?” I have stayed
late in the office on many, many occasions wrestling with this question,
trying to make sense of how things planned out so well could possibly
end up at such crippling, utter failure.

Of course, then there are Animal House, Housebunny, Old School,
Sorority Row, Sorority Wars, and the television series Greek. Each and all
have done a stellar job of exemplifying everything that a fraternal
experience is not. These forms of entertainment can make our job ten-
times more difficult, in terms of showing the non-affiliated world what
being in a fraternity or sorority is all about. The tidal wave created by
such misinformation, combined with the negative press that is readily
available on Greeks, can add even more pressure and agonizing over the
failures of our communities.

Ah, yes, this is the plight of a Greek Life/Fraternity & Sorority
Affairs Advisor: Coordinator, Assistant Director, Director, Assistant
Dean, charged with overseeing the “Community” of fraternities and
sororities on a campus, making certain your students push away an
Animal House mentality and embrace leadership development and
character-building. You must be new to your post? Or you must
seriously need a refresher on why it is exactly that you do what you do.
Again? You must be crazy? You must be extremely passionate? You
must be very patient? You must love your job?

And if you’re brand-spankin’-new to the team, welcome! You’re
about to be initiated into the ranks of one heck of a unique group of
individuals. A league of professionals who sometimes don’t know why
we do what we do, but for some reason we keep doing it. Or at least it
seems that way sometimes.

While the aforementioned flicks have done long-lasting damage
to the fraternal movement, there is one film that has quietly snuck-in as
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the perfect platform from which to launch discussion on what a
fraternal experience should be: 300. Amid all of the graphic violence and
the blood, there is quick storyline at the beginning of 300 that tells why
we call ourselves Greeks and precisely what being a member of a
fraternity or sorority should entail.

Remember the scene with the boy and the wolf? The boy has
the spear in the freezing cold snow, and is preparing his mind as to how
he will defeat his enemy, the wolf. He doesn’t seem nervous, doesn’t
seem scared; in fact, we sense that he has no fear within him
whatsoever as he lures the wolf into the sharp walls of a cave and
shoves the spear deep into the wolf’s throat. Why is this? How could
this be? He’s so young and so seemingly defenseless . . . and yet he
absolutely confident in the actions he must take to survive the
encounter with the wolf. Astounding, really.

The boy has been prepared for anything life out in the
wilderness might throw at him. He has been coached, strengthened,
trained, encouraged, and readied to face all that he will come upon. As a
result, what we see as fear he takes as an exciting step in his journey
toward manhood. And this – this is what we must re-train our
Fraternities and Sororities to do.

Today, fraternities and sororities can carry on this ancient
legacy of the Greeks by embodying this same resolute mindset. By
adhering to their founders’ sets of strong ethics and values, and truly
readying today’s college students through leadership development and
character-building, chapters can equip their Brothers and Sisters for
success, preparing them for victory in life, ready for anything the world
has to throw at them.

This is what the college Fraternity should be. And if we as
professionals and administrators are not initiating conversations on
this, preparing our leaders for success in preparing their members for
life, then what in the world are we even doing?

We hold the keys to a university’s preeminent leadership and
character development engine within the campus life of a community.
We have the potential to spark our chapters toward such innate success
and built-in brilliance. On those days when we wonder why it is we do
what we do, we simply must realize that if we don’t do what we do, our
communities will be even further crippled, distraught, frustrated, and
repressed. We must do what we do…and, upon further thought of that
shimmering fact, encouragement, drive, positive-reinforcement, and
excitement will flood our oft-starved and disillusioned senses of
importance and appreciation for our positions.

And while we must do what we do, I have to ask, what is it that
makes us so emotionally-charged about things that other University and
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College personnel would run from us full-speed out of fear and/or a
total lack of understanding? Seriously though – think about it…do we
love what we do?

The truth is, most of us genuinely love impacting lives, building
leaders, drawing-out greatness, watching students evolve, grow,
flourish, and thrive from our front-room seats. We absolutely crave
creating positive change in young men’s and women’s lives. It pushes us.
It makes us excited to get up and get into work in the mornings, anxious
to dig deeper, to go further. It keeps us young. It reminds us that we
were once in their shoes, and now all we want to do is give back, to
serve, to bleed into young minds and lives as we were once bled into.

While others may not understand, and many times we pause
and give thought to the decision to work in “Greekdom,” deep down we
know why we do what we do. Nothing, and I mean nothing, can replace
seeing the look in leaders’ eyes when they finally “get it,” when the
“aha!” moment comes, when they begin to move mountains, when they
finally are unlocked and realize their potential, and go on to succeed
brilliantly in the “real world”. Nothing can replace that card that we get
from time to time, gushing with thankfulness for all that we poured into
a life, hearing of all the difference we have made… in reading we get so
choked-up that we have to rise, quietly close the office door, and just let
those tears of raw joy run down our face as we catch a glimpse of why
we call ourselves “Greeks”.

Perspective has a great deal to do with how we serve our
student populations. If we see ourselves as one-people shows or
superheroes we might have endless popularity with the students, but
we will likely have no life outside of work. And, worse yet, will our
students really learn anything? A great deal of leadership is born from
failure. Following the Student Development Theory, we must learn to
train them and share with them what we know and have found to be
true, and then they themselves must be responsible for putting advice
and counsel into use and action. If we do not allow them to learn and to
fail on their own through leadership, then we are setting them up for
sure failure in the “real world”. It’s that simple.

Oftentimes, I hold back from actually giving an answer. I will
offer suggestions and tips on issues students are facing, but I will not lay
out an entire plan of how they can or should conquer some obstacle. I
believe that I am in this position to serve students by training, assisting,
and building them to be leaders – not just to give them information to
get the job done (or as I have seen and heard from other colleagues, to
actually do the job for them). Why else would I work so hard to send
more students from my institution to the North-American
Interfraternity Conference’s (NIC) Undergraduate Interfraternity
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Institute (UIFI) than any other school in the country, two years running?
We are not babysitters, and we are not superintendents – rather, we are
to be inspirations and direction-givers to those who seek to be more
than they currently are, to those who wish to press toward something
higher, and learn to develop and build themselves into the leaders of
those companies, teams, boards, and even countries, as have so many
Greeks from the past we claim as statistics and names against the
Animal House and Old School stereotypes and mentalities.

We all do the same thing to address this paradox of values each
and every term, creating pamphlets and other promotional/educational
material and even speaking on stage toward the lofty statistics and
figures of which we are so proud…all but three United States Presidents
since 1825 are members of Fraternities; an average 76% of Congress is
Greek; 85% of Fortune 500 executives are Brothers and Sisters; and
85% of Supreme Court Justices are members. We speak of the higher
graduation rate of Greeks compared to non-affiliated students; we share
that their grade point averages are higher than those not in fraternal
orders; and we even brag of the philanthropic and public service totals
that our Communities pull-in, year after year. Yet, what do we do to
encourage and grow those statistics and figures during the year after we
bring-in the numbers?

At the University of North Florida, the Fraternity and Sorority
Community has existed for nearly 35 years. We are a young campus,
when compared to the legacies of Communities nearly 200 years of age.
The Community here has come a very, very long way as of late, growing
from 400 members just 5 years ago to now nearly 1,600, with a current
chapter total of 24. Impressive, yes, but we are not yet thriving from my
perspective. We have added 10 new chapters in 5 years, which makes
our statistics interesting. Our numbers have flourished within existing
chapters, more than they have through an onslaught of slating and
welcoming new national organizations to the campus. Purposeful and
well-intentioned thought through growth has been good for UNF.

The incredible numbers present within this fraternal
Community give great reason to pause and reflect, to think through
what’s working well and what needs fixing or (re)inventing. CAS
Standards (CAS, 2006) share the importance of a Fraternity and Sorority
Advising Program revolving around key components: the Mission of the
Program; the Program structure itself; the Leadership encouraged
through the Program; the Human Resources aspect of the Program with
regards to qualified staff; the Ethics and ethical behavior practiced and
demonstrated through the Program; the Legal Responsibilities of the
Program; the Equity and Access importance of the Program and the
non-discrimination practiced within its operation; the Diversity of the
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Community that is nurtured through the Program; the Organization and
Management of the Program and its operation on an everyday basis; the
adherence of Campus and External Relations practiced by the Program;
the Financial Resources which are provided and the fiscal responsibility
of the Program; keeping up with the technology that will facilitate the
Program; the workspace and condition of the Facilities and Equipment
of the Program; and last but most certainly not least the ongoing
Assessment and Evaluation of the Program. Through the adherence of
these prescribed standards within CAS for Fraternity and Sorority
Communities, a solid backbone and measuring device of our offices and
responsibilities can be established. Where we journey from the
foundation provided by these standards is even more important.

Each campus of the 800+ colleges and universities across North
America where Fraternities and Sororities are found is unique and
individual. Aside from the CAS standards by which we all should
operate, it is difficult to prescribe an enveloping set of ideals and
structure for all Communities across the great west of the globe. That
said, many campuses and professionals over the course of the past few
years have been creating and sharing ideas for best practices within our
field.

Across the nation, A Call for Values Congruence (four years ago)
encouraged Fraternity and Sorority Communities to challenge chapters
to revisit their founding values and begin to daily exemplify and
demonstrate such values in action. This resulted in significant changes
in how advisors communicate with their chapter and council leaders,
permitting difficult and straight-forward conversations. Long-term
Membership Development Programs are still a hot topic for
consideration and implementation, where members learn and grow
during all years of their college career within the Fraternity, and not just
during their New Member Period. Another new and upcoming
successful venture with the fraternal movement is that of creating
Holistic Environments within our Communities, where each and every
aspect of a member – from physical to educational to spiritual -- is
addressed and focused upon within the entire Community. Sometimes
this is practiced chapter by chapter on a campus, whereas at other times
an entire Community will become involved in a holistic approach to
being Greek by way of the Office of Fraternity & Sorority Life taking the
lead.

In all, the most far-reaching and long-lasting practice within the
field has revolved around the area of purposed or subconsciously-
driven Leadership and Character Development. Nearly every one of the
statistics and figures we preach each term is encompassed and
supported by this practice. It’s an organic, root-level approach to
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building into and impacting the lives of the members of the chapters on
our campuses…it has worked for nearly two centuries, and it continues
to work today.

At UNF, we have implemented this age-old practice of
Leadership and Character Development by way of the University’s
structure being continuously supportive of the fraternity population
through means of financial growth and superb facilities. Students within
our Community are often given opportunities for leadership through
serving and volunteering, and a recent example of this is our Vice
President of Student Affairs’ working on behalf of the Greeks to secure
75 paid spots for volunteering at the upcoming Player’s Championship
of golf here in Jacksonville for an entire week – an opportunity exclusive
to the fraternity and sorority members of our University.

Through purposeful growth, we have enjoyed a vibrant and
sustaining Community that is consistently and faithfully replenished
each term, each year. By enacting the fraction of the Student
Development Theory which essentially states that teaching a man to fish
(enabling him to eat for a lifetime) is more efficient and rewarding than
simply giving a man a fish, we have empowered students to dig deep
and pull out their potential. And because of this we have not only
witnessed the take-over of nearly every leadership position of Student
Government and athletics, clubs, and organizations, but now we are also
watching more jobs secured more quickly after college than ever before.

Sure, I have ached over this in the past. We all spend so much
time with some of our key leaders that they literally can be known as
our friends. And, with such a forged relationship we truly wish to help
them and serve them no matter what. But what I’ve come to realize is
that if I do everything for them, and stay all hours of the night when I
tell them that I really (and personally) need their meetings to be as close
to 5 p.m. as possible (if not before), I’m honestly not helping them at all.
I am assisting them in the short-term, that’s for certain. But I am not
building leadership and strong decision-making into them if I allow
them to have and get everything from me that they seek. It may be tough
to read, but if you stop to think about it, you’ll see that it’s true.

In addition, I’ve found that by holding my ground and not
attending every event and meeting (when I explain to them ahead of
time the parameters which will allow me to attend), the students have
grown to respect me and my position with greater attention. Such
respect has also grown from my taking the time to hear them out, one
by one, council by council and chapter by chapter. I have worked hard to
forge and build ongoing and consistent relationships among the key
leaders within the Community. This in turn has assisted me when things
go sour. Students often bring risk management violations within their
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own organizations to my attention before I even need to search them
out. As we all know, this type of open communication offers great gains
when it comes to keeping tabs on risk management and the overall
health of a Greek Community.

Open and constant communication leads to trust. I’ve been able
to establish such trust between me and many of my student leaders, and
this has come from ongoing communication – taking the time to hear
them out each day when they stop by, having my door open throughout
much of the day, despite my workload. I’ve also built trust by attending
their off-site retreats, letting them see I’m real as I hike, whitewater raft,
build a fire, or do team-building exercise with them.

Without such trust, students would likely not see that I am not
“out to get them”, and that I am not hunting specific members or
organizations. I can’t imagine how I would be successful as an advisor to
fraternities and sororities if I did not have the trust of the leaders within
the Community. You’ve probably found just as I have that the
Community is small (despite its numbers), and that it is full of constant
chatter and rumors. If you go awry and violate a measure of members’
trust, it is quickly discovered and discussed throughout the Community.
And oftentimes, it takes a great amount of time (often years) and effort
to build back that same level of trust.

There have been plenty of times where I have had to learn from
my mistakes in judgment and/or advice. Many of these lessons came at
the beginning of my tenure here at UNF. I had to discover on my own
that there were definite boundaries between my position and the needs
of some of the students with whom I had developed a working
relationship. I learned that politics among students was an area I
needed to avoid. One such instance presented as students came to me
for advice toward their political campaign for Student Government.
What began as simple words of encouragement and insight quickly ran
through the rumor mill and ended with my words turning into political
tools toward their own agenda. Not good, considering that the other
party was also full of my students, students who were confused as to
why I would have backstabbed them and seemingly helped to create a
plan for their downfall. (I never would dream about doing such things of
course, but this is what happens when you enter too far into their
realms at times!)

I have learned a great deal, personally and professionally, from
mishaps. As we all should. And, I have found that mishaps and lessons of
my own have led me to great successes. I’ve tried to break my own new
ground in a few areas here at UNF. While we have the fastest-growing
Fraternity & Sorority Community here at UNF, I’ve learned to grow the
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number of chapters on the campus intentionally, instead of bowing to
external pressure for expansion.

Being a one-person operation for many years, I’ve learned to
make great use of on-campus talent and expertise to assist in the
development and oversight of the growing number of students within
the Community. Often as Greek advisors, we tend to bite off a great deal,
and then work the late hours that it takes to get it all done (or we burn-
out and transfer from campus to campus on a relentless and insatiable
search for the “perfect” Community, which just might be right in front of
us if we take the right steps) because we honestly and deep-down love
what we do. But is that efficient? Is that working “smarter, not harder?”
Are we truly serving our Communities at our best when we try to do it
all ourselves?

If you are new to your position, and/or if you are actually the
only person (or one of only a few and your contingency is in the
hundreds or thousands), it might help to recognize that your untapped
and energetic army is actually huge and is literally all around you. Your
fellow soldiers are your alum, your student leaders, your peer faculty
and staff, your housing corporations, and your headquarters’ staffing.
You simply have to take the time and invest in them, sharing a battle
plan of sorts (a plan for success on your campus). Why toil alone when
you can take a few extra minutes with your surrounding lieutenants and
create an entire corps of Community engineers and architects? It’s well
worth the time.

Another practice I’ve put to use is shaping the culture through
the Fraternity & Sorority Life annual awards program, much like the
Mid-American Greek Council Association (MGCA – now known as the
Association for Fraternal Leadership & Values, or AFLV) does with its
community-changing awards process each year. And, I’ve worked to
build an internal and campus-specific online system that keeps track of
our membership and its activity on campus and within the community.
These are all practices that we use here at UNF. Such practices could be
said to have led us toward securing the largest office space allocated
toward a Fraternity & Sorority Life department in the entire Southeast
(from what I have seen and gathered through research), and enabled us
to become one of the most sought-after universities in terms of national
organizations waiting in line for their turn at expansion on this campus.

All of this may sound easy, and then again it may all be adding
up to something (seemingly) quite daunting. Yet, here’s a secret: just as
our areas of concentration at 800+ institutions across the United States
and Canada all boil down to simple leadership and character
development at the end of the day, our own personal success stories and
our own individual healthy and prolific frames of mind must also center
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on the leadership development of our personal positions. It’s all going to
take some time. But, the truth is that it’s all going to be all right. The old
cliché holds true, in that the Titanic couldn’t be turned around on a
dime, nor in any short duration; it takes the investment of time and
practice of patience for the captain of the ship to turn a Community in
the right direction. And, once a Community is thriving, its leader is
usually doing the same.

I have come to view my position with Fraternities and Sororities
not just as a career, but as an opportunity to impact lives. This
perspective has allowed me to go the extra mile, to help them live up to
their namesakes among the ancient Greeks by sparking my leaders to
truly initiate and ready their members for victory in life. The future
challenges that face us are indeed daunting . . . if our chapters do not
come to fully realize their place in the world of higher education, then
the chance and possibility of national organizations going extinct due to
incessant traditions practiced could become a real threat. Cultures and
traditions of hazing, and alcohol abuse, along with tolerance of poor
choices and behavior (the inability to take personal responsibility for
actions) must cease, or we as a movement could lose hundreds of years
of leadership and character-building legacy. However, by doing all I
personally can do with my chapters and my Community, I know that I
am doing my best to prevent such a future challenge from coming to
fruition. And yes, that allows me to sleep at night.

I can confidently share with you that we really are honored to
serve these students and they truly do seek and need the guidance and
direction of those who will stick with them, those who are genuinely
and honestly in love with what they do. It is my hope that you will
deeply consider why it is that you do what you do, that you will see the
privilege and reward in serving this superb community of students in
our universities and colleges. When you dig deep and find that rooted
passion, and seek out and put to use best practices, you yourself will be
unstoppable in all that you can offer your Community, and you will truly
thrive as a Greek Advisor.
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Lesbian, Gay, Bisexual, Transgender (LGBT)
Richmond Wynn
Ryan Miller

As American colleges and universities strive for greater
diversity among students, faculty and staff, those who identify as
lesbian, gay, bisexual and/or transgender (LGBT) have received
increasing attention over the past two decades. Student affairs
professionals in particular have focused energy on becoming welcoming
supportive advocates for LGBT students who navigate interpersonal
and institutional marginalization and exclusion and struggle to find and
build community. Sanlo (1998) asserted that “it is no longer a matter of
whether to provide services for lesbian, gay, bisexual and transgender
college students; it is a matter of when.”

Ample evidence has emerged that LGBT students often face
hostile campus environments. Rankin (2003) surveyed 1,669 queer
students at 14 institutions across the country, and found 36% of
undergraduates said they had experienced harassment within the past
year. Often referred to as the hidden minority (Nichols, 1999), LGBT
students on many college campuses receive less attention, resources
and services than other subgroups of the student population (Fassinger,
1998). Members of this marginalized group are often forced to develop
ways of negotiating their identities that exist outside the mainstream
(Fukuyama & Ferguson 2000). As a result, they may encounter a myriad
of developmental challenges such as mental health problems (Israel &
Selvidge, 2003; Savin-Williams, 2001), poor academic performance
(Parks, 2001; Stone, 2003) and difficulty in workplace adjustment
(Lyons, Brenner & Fassinger, 2005). Current identity development and
student development theories “have not given adequate attention to the
unique ways in which LGB individuals traverse the maturational maps
posited in those theories” (Fassinger, 1998).
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Student affairs professionals have made progress in creating
safer environments for LGBT students on some college campuses. Their
efforts to meet the needs of this population have resulted in a better
understanding of LGBT identity development, increased education on
LGBT issues for faculty, staff and students, creation of LGBT resource
centers and reformation of policies and practices.
Literature on LGBT Students in Higher Education

Lark (1998) reviewed the literature on LGBT concerns in
Student Affairs from 1970 through 1995. As LGBT people gained more
visibility in the broader society in the 1970s and 1980s, the literature
was primarily concerned with recognizing the presence of gay and
lesbian students, as well as legal and policy struggles toward
recognizing gay and lesbian student organizations (Lark, 1998). In the
late 1980s and into the 1990s, the literature shifted toward exploring
and describing the experiences of queer students on campus, with
emerging implications for researchers and practitioners. Lark notes a
shift from early researchers writing from a detached “reporter’s
perspective” toward one of advocacy for the concerns of LGBT students.
This chapter primarily examines the literature that has emerged since
1995.

Challenges in Researching LGBT Student Experiences
Researchers have a documented a number of obstacles to

studying lesbian, gay, bisexual and transgender people. First, the size of
the LGBT population is uncertain (Pruitt, 2002). Some individuals
choose not to disclose their identity based on fear of negative
repercussions or negative reactions in the past. In an environment of
homophobia in which self-recognition and self-disclosure are
discouraged, any attempt to quantitatively examine the experiences of
queer people will result in self-selection sampling bias. A common
problem toward forming coherent identity development theories is that
they are based on and tested with small and often biased samples
(Fassinger, 1998). Sanlo, Rankin and Schoenberg (2002) assert that it is
“important to determine beyond anecdotal evidence that LGBT students
are on our campuses, regardless of how they choose to label
themselves.” Homophobia is present on college campuses as well, and
often prevents students from speaking out or seeking services even
when they are offered. It is difficult to accurately assess the scope of
anti-gay crimes and violence because they are often unreported because
students fear reprisal or further victimization (Rankin, 1998). The terms
lesbian, gay, bisexual and transgender also present difficulties in
documenting student experiences. Labels are often problematic,
especially in a college-aged population whose members may still be
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coming to terms with their sexual and gender identity or may not
actively identify with a community based on sexual and gender identity
(Rankin, 2003). Additionally, the labels may not be accepted cross-
culturally and are often perceived as mainstream U.S. social constructs
(Sanlo, Rankin & Schoenberg, 2002). Terminology may prove especially
confusing or unhelpful for some international students, for whom the
terms lesbian, gay, bisexual, transgender or their equivalents may not be
used in their country of origin.

LGBT Student Identity Development Models
Contemporary literature on LGBT students presents a number

of identity development models and theories. Sullivan (1998) merges
aspects of the Cass (1979) gay identity development theory, and
Hardiman and Jackson’s Racial Identity Development Model (1992).
Cass’ six stages of identity development include identity confusion
(questioning assumptions about sexual orientation), identity
comparison (isolation and alienation), identity tolerance (seeking out
other gay people and tolerating a gay identity), identity acceptance
(beginning to disclose identity to others), identity pride (immersion in
the gay community and rejection of heterosexual norms) and identity
synthesis (gay identity as one aspect of self rather than as the primary
aspect of self). Sullivan elaborates on this work to describe four stages
of identity development for dominant and target groups: naïveté,
acceptance, resistance, redefinition and internalization.

Fassinger (1998) critiques previous models of gay and lesbian
identity development theories that conflate the experience of
discovering one’s sexuality and seeking membership in a broader LGBT
community. Some individuals pursue relationships with people of the
same gender but do not identify with the larger social and political
LGBT community. Fassinger asserts that in some racial, ethnic and
religious communities, there are significant challenges to being openly
gay, so many people do not come out in order to preserve cultural ties.
Fassinger (1998) also critiques the idea of identity development as
linear and segmented into distinct stages through which one does not
repeat or skip a stage. Greene (2001) furthered this discussion by
suggesting that these models overlook the intersection of identity that is
experienced by LGBT people with multiple social and cultural identities.
In addition, they only recognize a positive gay identity after coming out.

While transgender students have many needs that differ from
those of LGB people, the groups are often categorized together. Because
transgender is a gender identity, transgender people may be
heterosexual, gay, lesbian or some other sexual orientation. Lees (1998)
describes college as the first opportunity for many students to
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reconsider their gender identity, which can seriously interfere with
educational progress. Transgender encompasses many identities with
unique needs: transsexuals, cross-dressers, drag kings, drag queens,
intersex and androgynous, among others. Like bisexuality, transgender
identity also conflicts with a dichotomous worldview because it
challenges traditional gender norms.

Perez (2005) describes the impact of internalized homophobia
on LGBT people. To varying degrees, all queer students have
internalized the negative messages about gay men and lesbians in
society and often have difficulty overcoming these messages in forming
a positive self-image. Perez describes ways in which LGBT people
express internalized oppression by attempting to “pass” for
heterosexual (thereby “beating the system”), denying one’s own
difference and antagonistically avoiding heterosexuals. Finally, Jones
(2000) presents a model of multiple identities, noting that most identity
development models have only considered a single identity at a time,
which is disconnected from the lived experiences of students belonging
to multiple identity groups simultaneously. Moreover, exclusively
recognizing single identities renders those with multiple identities
invisible within specific social reference groups. As such, theories that
do not acknowledge multiple identities obscure the complexity of
identity integration (Fukuyama & Ferguson, 2000).
Intersection of Identity and Overall Collegiate Experience within the LGBT
Population

While many identity development models have considered the
LGBT student population as a whole, additional research has explored
the intersection of LGBT with other demographics and identities. Some
research has focused on LGBT students of color, the religious identities
of LGBT students and career development of LGBT students, among
other topics.

LGBT students of color often experience exclusion from both the
mainstream LGBT culture and their ethnic and familial communities,
leaving them at risk for isolation, estrangement, and increased
psychological vulnerability (Martinez & Sullivan, 1998). The loss of
expected communal and extended family support has a profound impact
on their wellbeing and their identity development (Bridges, Selvidge &
Matthews, 2003; Greene, 2001). In addition, coming out (as LGBT) is
often viewed as (a) an assault on the traditional masculine and feminine
gender roles and (b) counterproductive to the success of culturally
diverse communities (Parks, 2001; Wise, 2001). Moreover, communities
of color have a long history of strong connections to religion and
spirituality as sources of strength. However, the traditional religious
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institutions have either ignored or denigrated its LGBT members,
leaving them with fewer coping skills and a smaller support network.

Most contemporary research on LGBT students in higher
education focuses on three areas: discrimination, psychological and
counseling issues, and heterosexual students’ attitudes toward queer
students (Longerbeam et al., 2007). These three domains offer “an
incomplete picture of [LGBT students’] overall college experiences.”
Relatively little of the literature focuses on students’ experiences as
students -- people who “attend class, interact with faculty and peers,
participate in co-curricular activities, live on campus, and are
academically and socially influenced by their college environments”
(Longerbeam et al., 2007) -- apart from their LGBT identities. This
research and subsequent implications for practitioners would be
particularly relevant given that the traditional college age-frame is often
a time for students’ embracing their queer identities.

To help address this lack of research, Longerbeam et al. (2007)
examined differences in self-reported college outcomes among LGB and
heterosexual students at 34 colleges and universities, with a total of
23,910 student participants. There were not enough transgender
respondents in survey for quantitative analysis of this group. Unlike
previous national student surveys, Longerbeam’s survey asked students
to report their sexual orientation so that differences among LGB and
heterosexual students could be explored.

LGB students reported significantly more involvement in arts,
music, political activities and social activism than their heterosexual
counterparts, who reported more involvement in intramural sports and
ROTC programs. Heterosexual students were more likely to report
taking advantage of resources in residence halls such as career
workshops, peer counseling, and study groups. While there were no
statistically significant differences found in academic self-confidence,
lesbian and gay students were most likely to report increased growth in
critical thinking, analysis abilities and liberal learning, defined as
“openness to broad perspectives and an appreciation of a wide range of
intellectual topics” (Longerbeam et al., 2007). Gay men were more likely
than their lesbian and heterosexual peers to report discussing academic
and career issues with other students. Gay men were also most likely of
all groups to report drinking alcohol to fit in and to feel more
comfortable in social situations. While the authors discuss limitations to
their study such as the ability to generalize to the greater collegiate
population (most participants were first-year students at large
universities), the study offers numerous starting points for future
research to explore.
Leadership and Activism among LGBT Students
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Several qualitative studies and articles have examined
leadership and activism among LGBT students (Porter, 1998; Renn,
2007; Renn & Bilodeau, 2005; Sanlo, Rankin & Schoenberg, 2002).
Porter asserted that LGBT students should be targeted for “intentionally
designed leadership development programs,” rather than simply
focusing on highly visible leaders in student government associations
and fraternities and sororities. Sanlo, Rankin and Schoenberg argued for
the need to develop non-hierarchical leadership techniques among
queer students. Porter and Sanlo, Rankin and Schoenberg noted the
symbolic importance of an institution supporting LGBT student
leadership programs, both financially and with professional staff
support. Frequent obstacles to LGBT student leadership include
underdeveloped leadership skills, leader burnout and lack of
community (Sanlo, Rankin & Schoenberg, 2002).

Renn and Bilodeau (2005) proposed a model of leadership
development among LGBT students while acknowledging the
limitations of “stage” models that assume “homogeneity of experiences”
and an optimal point of development. The stages include awareness
(recognizing leadership); exploration/engagement (intentional
involvement as a “follower” or member); leader-identified (leadership
seen as positional); leadership differentiated (open to leadership from
anywhere in the group); generativity (accepting responsibility for
sustaining members and promoting leadership development in others);
and internalization/synthesis (continued self-development and lifelong
learning). Renn and Bilodeau concluded that involvement in LGBT
student activities, such as student organizations, campus activism and
resource centers, offers rich opportunities for students at all six stages
of the model.

Best Practices for Student Affairs Administrators
Changing the campus climate is a complex task that involves

factors such as policies, practices, services, resources and individual and
group attitudes (Vaccaro, 2006). In Working with Lesbian, Gay, Bisexual,
and Transgender College Students, Sanlo (1998) offered discussion of
LGBT students in a range of settings in higher education. Chapters on
LGBT students in athletics, residence halls, fraternities/sororities,
career services, health services, disability services offices and alumni
groups, as well as addressing unique needs of LGBT people of color,
graduate students, HIV-positive students and students in abusive
relationships provided a comprehensive description of LGBT college
student life. Other literature has offered a variety of recommendations
for Student Affairs administrators interested in improving the campus
climate for LGBT students.
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Educating Faculty and Staff on LGBT Identities
A critical first step recommended in much of the literature is

creating educational opportunities for faculty and staff on LGBT issues.
Appropriate education enables faculty and staff to recognize that
students are not only developing their sexual identity, but also coming
to terms with membership in a targeted, marginalized group in society
and on campus (Sullivan, 1998). They may further understand
discovery of sexual identity, public disclosure of identity and
membership within a visible community as distinct and not necessarily
overlapping experiences for many students (Fassinger, 1998). Through
this education, faculty and staff may also examine personal biases
toward LGBT people that could impede their effectiveness in their
respective roles.

Fassinger (1998) implored student affairs professionals to
integrate LGBT identity development with general student identity
development theories to guide their work. In practice, LGBT students
should be considered in all campus services and programs, not merely
those intended primarily or exclusively for queer students. For instance,
programs on dating that presume heterosexuality should, at the very
least, both identify that assumption and offer comparable programs for
LGBT students. A more inclusive approach would be to acknowledge
dating and relationship norms among LGBT students along with those
of their heterosexual counterparts. Career workshops should include
considerations for LGBT students, such as whether and how to reveal
LGBT affiliations and activities on resumes and in job interviews.
Educating Students on LGBT Identities

LGBT students must confront the dual challenges of personally
dealing “with a sexual identity that they previously considered
reprehensible and/or irrelevant; and [acknowledging] their
membership in … a largely invisible minority group” (Fassinger, 1998).
Familiarity with LGBT identity development theories and their
limitations can help LGBT students understand their developmental
process including the need to mobilize necessary supports (Sullivan,
1998). Understanding the LGBT identity development process may also
help heterosexual students recognize the adverse effects of homophobia
on all students, not only those who identify as LGBT.
Creation of LGBT Resource Centers

In response to a hostile climate for LGBT students, some
colleges and universities have created offices and centers dedicated to
providing services that address sexual orientation and gender identity.
Nearly four decades since the first Student Affairs administrators hired
exclusively to provide services for LGBT students at the University of
Michigan— then known as “human sexuality advocates” — LGBT
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resource centers have become commonplace at large research
universities and many liberal arts colleges (Sanlo, Rankin & Schoenberg,
2002). In all, 145 such centers now dot the U.S. higher education
landscape from coast to coast (Consortium of Higher Education LGBT
Resource Professionals, 2009).

Despite the challenges facing LGBT students, relatively few
campuses have established professionally staffed resource centers.
Instead, the majority of campuses rely on student-run organizations to
meet the needs of their LGBT constituency, which are often
underfunded and understaffed (Ritchie & Banning, 2001).
Reformation of Policies and Practices

Engelken (1998) recommended resources, interpersonal
opportunities and role models as tools for “meaning making” among
LGBT students. Resources can give students the ability to understand
their lives in a positive context and learn about their history (Engelken,
1998). LGBT students “should find themselves reflected in materials
throughout the campus — in library acquisitions, class texts, magazines
on sale in the bookstore and professionals’ offices,” and in the full
curriculum of the institution. A lack of resources communicates
nonexistence to LGBT students (Engelken, 1998). In allocating and
developing resources, administrators should intentionally place LGBT
concerns within a larger social justice framework by including LGBT
issues in all discussions of diversity and emphasizing diversity within
the LGBT community (Lucozzi, 1998). Sanlo (1998) provided direction
in resource creation such as establishing queer alumni groups,
advocating for domestic partner benefits, surveying campus climate,
advising student organizations and creating speakers’ bureaus and Safe
Space training programs.

Renn (2007) reminds those working with LGBT students to
consider the multitude of needs and roles for student leaders in which
some will be eager to work within the campus system (“positional
leaders”) and others may question the fundamental organizing
principles of the campus and its norms (“transformational leaders”). In
practice, Student Affairs professionals should expect to work with both
kinds of student leaders and presume multiple, and sometimes
conflicting, visions of student leadership in the LGBT community. At
UCLA, the Student Leader Roundtable offers a chance for LGBT leaders
of LGBT and non-LGBT student organizations, as well as anyone who
identifies as a leader in the community, to plan campus activities,
discuss leadership, celebrate successes and facilitate smooth leadership
transitions as students graduate (Sanlo, Rankin & Schoenberg, 2002).
This format can be adopted easily for large campuses with multiple
LGBT student organizations, but smaller campuses may consider a more
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individualized approach, such as meetings and advising sessions with
LGBT Student Affairs professionals.

Students can find role models among “out” LGBT and ally
faculty, administrators and student peers. Formalizing a non-
discrimination policy can help facilitate the safety necessary for
professionals to come out at work (Engelken, 1998). Zemsky and Sanlo
(2005) also made the case for expanding campus non-discrimination
policies to include sexual orientation and gender identity and
expression to positively impact campus climate. With sexual orientation
and gender identity not afforded federal or consistent state-by-state
protections against discrimination, campus policies can become
particularly vital to LGBT people. Institutions can further support queer
employees with domestic partner benefits to recruit and retain faculty
and staff, which positively impact students seeking role models.

Finally, creating a Lavender Graduation ceremony for LGBT and
ally students on campus can recognize achievements, promote retention
and persistence, build community and encourage the development of
role models (Sanlo, Rankin & Schoenberg, 2002). Allies to the LGBT
community can also be role models for their heterosexual peers, and
ally networks can facilitate this development on campus (Porter, 1998).

Beemyn, Curtis, Davis and Tubbs (2005) described the needs of
transgender students and advocated for transgender-inclusive
programming, educational events, support services and policies. For
instance, in campus housing, policies and practices “that assume that
students are male or female fail to serve transgender students,
especially those who are in the process of transitioning from one gender
to another.” Same-sex floors and residence halls may be difficult
environments for transgender students to navigate. For safety and
privacy reasons, transgender students may prefer rooms with private
restroom facilities or those with gender-neutral restrooms. An emerging
trend in campus housing is gender-neutral housing, in which students
may request roommates of any gender. Lees (1998) recommended
increasing transgender awareness through the college newspaper,
bringing transgender guest speakers to campus and conducting public
discussions and educational events.
Future Directions and Conclusion

What began with the linear six-stage Cass Homosexual Identity
Development Model in 1979 (Evans, Forney & Guido-DiBrito, 1998), has
evolved into a growing body of literature that frequently explores
students’ multiple dimensions, of which being LGBT is one in an array of
social identities that may become salient during their time in college.
The literature suggests a variety of considerations for practitioners in
Student Affairs and higher education administration to help ensure that
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LGBT students are engaged, healthy and productive. While the body of
literature on LGBT students in higher education has grown in recent
years, there are still many opportunities for researchers to investigate
this population and offer suggested interventions for practitioners.
Rankin (2006) identified a need for additional research on bisexual and
transgender students, as well as on LGBT students who are also
members of other marginalized populations on campus, such as LGBT
students of color and LGBT students with disabilities, about whom even
less has been written. D’Augelli and Grossman (2006) cited an
underrepresentation of women and bisexual youth in the current body
of research on LGBT youth.

There may also be a need for a paradigm shift among
researchers and Student Affairs professionals. Very little analysis of
LGBT students’ retention, academic success or resilience is present in
the current literature (Longerbeam et al., 2007). Even less is written
about the intersection of multiple identities and its impact on overall
wellbeing and academic outcomes. Practitioners may observe these
traits in the students with whom they work or have anecdotes to
support theories of retention and persistence for LGBT students, but
well-conducted research can help practitioners make the case for
greater attention to student development and success.
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Women’s Center/Victim Advocacy
Anita Vorreyer
Sheila Spivey

The walls are painted a subtle shade of deep lavender, the
seating arrangements and décor are inviting, and the coffee pot is
always on. There are many interesting books on the shelves behind the
seating areas, and a basket of condoms inconspicuously sitting near the
door. People are coming in and out -- some quietly and some not so
quietly. There seems to be quite a lot of activity, yet there is a
comforting stillness about the place. This is a description of the
University of North Florida’s Women’s Center. A friendly hub of activity,
the Center is a place for quiet support and exciting activity -- it is an odd
juxtaposition. Yet it is a juxtaposition that has worked very well for
many years. It is in the laughter the tears of students (as well as faculty
and staff) that all are empowered to create a campus culture that values
women and their diversity.
Historical Perspective

Women, throughout most of the world’s history, have had fewer
legal rights than men have had. They also have had significantly less
educational and career options. It was not until the 20th century that
women, in many nations, acquired the right to vote and have gained
increased options for education and careers (Women’s International
Council, 2010; National Women’s History Project, 2010).

Many people have been raised to believe in the superiority of
males and have been socialized with attitudes that support this belief.
Often, males have been socialized with attitudes that negatively
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stereotype women. Females have been socialized to act passive,
submissive, or weak. Both males and females have received cultural
reinforcement for these attitudes (Vorreyer-Hedges, 2002).

The erroneous belief of the natural inferiority of women has had
a tremendously negative impact on women. For example, women were
not allowed to own property for much of the history of the United
States. It was not until 1839 that the first state, Mississippi, granted
women the right to own property in their own name, with the
permission of their husband (National Women’s History Project, 2010).
In fact, women themselves were considered property in the eyes of the
law. For example, the initial conceptualization of rape as a crime was
that of a property crime (Vorreyer-Hedges, 2002).

During the 1960s several federal laws were passed that served
to improve the economic status of women. The Equal Pay Act of 1963
required equal wages for men and women doing equal work, regardless
of race, sex or religion. The Civil Rights Act was passed in 1964, and
prohibited employment discrimination on the basis of sex (as well as
race, religion, and national origin). As a note, the category “sex” was
included as a last-ditch effort to kill the bill (National Women’s History
Project, 2010; Women’s International Council, 2010).

Although significant gains were made by women, discrimination
still persisted in other areas. For example, many stores would not issue
an independent credit card to a married woman. Women who were
single or divorced frequently had difficulty acquiring credit to purchase
a car or home. Married women often could not make a major purchase
without her husband’s signature (Women’s International Council,
2010).

During the 1970s, equal access to higher education, to athletics,
and to professional schools became law in the Educational Codes in
1972, particularly in Title IX. Also in the 1970s, the Equal Rights
Amendment, which had been first introduced in 1923, was reintroduced
to Congress. It passed in Congress in 1972 and was sent to the states for
ratification. Unfortunately, it fell three states short of the required 38
states support for ratification (National Women’s History Project,
2010). In March of 1980, President Jimmy Carter issued a Presidential
message to the country, encouraging Americas to celebrate Women’s
History Week. At that time the National Women’s History Project was
founded as well (National Women’s History Project, 2010). In 1987,
Women’s History Week was extended to Women’s History Month.

Efforts have continued to address gender discrimination.
Unfortunately, women are still paid less than men and still do the
majority of family care and housework (Women’s International Council,
2010; Valian, 1999). Issues such as reproductive rights, abortion,
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surrogate motherhood, pornography, domestic violence, rape, girls
lagging behind in math and science in school, and active military combat
have been at the forefront (National Women’s History Project, 2010).

Of course, this history extends to present day, and so do the
issues seen on college and university campuses. It affects students,
faculty, staff, and the environment in which all live and work and teach.
But before examining women in higher education, a discussion
examining theoretical frameworks for working with women’s issues on
campus is necessary.

Theoretical Perspectives
Theory is, according to Schaef (1985), a “tool we can use to help

us explain and conceptualize” (p.iii). Feminist theory, therefore, is a tool
that helps us analyze the situations which shape the lives of women
(Jackson & Jones, 1998). Perhaps, before delving deeper into theory, it
would be wise to determine what the word feminist means. I prefer a
simple definition:”one who believes in and works toward the social,
political, and economic equality of women and men.” This definition is
useful with students and takes away some of their objections, based on
stereotypes, so that a genuine conversation can be held about feminism.

While the definition is simple, thinking as a feminist is not.
According to Jackson and Jones (1998), “thinking as a feminist involves
challenging much of what has counted as ’knowledge.’ Because we have
historically lived in male-dominated societies, women have more often
been the objects of knowledge than the producers of it” (p. 1). Feminist
theory thus confronts male-centered knowledge and calls into question
the gendered hierarchy of society.

Within the category of woman, there are other categories with
hierarchies which produce inequalities, such race and age. Those
inequalities intersect with gender inequalities. It is important not to
ignore these crucial differences among women as we are celebrating the
commonalities of our experiences (Jackson and Jones, 1998). Further, it
is important to also remember that although feminists may share some
common experiences and perhaps some common assumptions, they do
not necessarily think the same ways about their shared concerns nor
think the same ways about how to address them. Hayes and Flannery
(2000) discussed three feminist theoretical frameworks in looking at
women as learners. Those three perspectives are useful here for they
each provide a lens through which to view the historical discrimination
against women and to view ways to address the equality of women and
men.

Psychological Feminist Theories: According to Hayes and
Flannery (2000), these theories “tend to emphasize an understanding of
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the differences between women and men, using such constructs as
gender-role socialization” (p10). This kind of feminist perspective seeks
to achieve equality for women and men within the existing social order.

Structural Feminist Theories: These theories bring attention to
the concept of power as central, and have focused on understanding the
social structures which contribute to women’s oppression (Hayes &
Flannery, 2000). This kind of perspective seeks to change the social
structures rather than change the individual.

Post-structural Feminist Theories: These theories “attempt to
recognize and understand how each of us is at once oppressed and
privileged and how this experience continually changes according to the
contexts in which we find ourselves” (Hayes and Flannery, 2000, p.13).
This kind of perspective emphasizes understanding the intersections of
systems of oppression and privilege.

In describing American society in Women’s Reality, Schaef
(1985) used all three theoretical lenses and ended up calling society the
White Male System. The White Male System is a system in which white
males have the power. The system is widespread. We all have
participated in its development. Schaef went on to say that the system
controls “almost every aspect of our culture” (p2).

The White Male System has four myths, according to Schaef
(1985). First, it is the only real thing that exists (anything else is bad,
wrong, crazy). Secondly, it is innately superior. Thirdly, the system
knows and understands everything. And finally, the system believes that
it is possible to be totally logical, rational and objective.

This system surrounds us, permeating our lives. As Schaef
(1985) put it: “We have been educationally, politically, economically,
philosophically, and theologically trained in it, and our emotional,
psychological, physical, and spiritual survival have depended on our
knowing and supporting the system” (p5). Unfortunately, since
everyone has been immersed in the system, at first glance it looks
“normal”. As long as everyone, even those stereotyped and
disadvantaged, go along with, the myths are supported.

Schaef (1985) contrasted the White Male System with the
Female System, which is more fluid, accommodating of differences, and
relational. Issues such as time, relationships, power, leadership, money,
communication, and decision-making are discussed. Schaef did not
consider the White Male System all bad or the Female System all good,
but rather that “each has its positive and negative points. Each can help
or hinder. The important thing to realize is that each is only a system”
(P19).

Unfortunately, women often go along with the expectations of
the White Male System to be acceptable and accepted -- either
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personally or professionally. Many women choose one of two ways in
which to do this; according to Schaef (1985), “we either try to act out
the White Male System definition of the traditional ‘proper’ woman, or
we try to be ‘like men’” (p. 40). There are significant repercussions if
women veer outside the system; there are also repercussions, especially
professionally, if women act in either of the two ways listed above
(Valian, 1999). One of the consequences is that women who are
perceived as being too masculine in their traits have negative
repercussions. Women who adopt an assertive leadership style are
perceived more negatively than men (Valian, 1999). Studies have shown
that the more masculine a woman appears, the more opposition she
may arouse.

If a woman chooses to act like a “proper woman”, she still has
negative repercussions. She may not be perceived as competent and as
having lesser abilities. The more a woman is perceived as feminine, the
less likely it is that she will be perceived as professionally competent.
Women, when they feel safe and will admit it, report that they often feel
that “to be born female means to be born innately inferior, damaged,
that there is something innately “wrong”” (Schaef, p24). Christiane
Northrup (2002), a physician, reiterated this notion. She discussed the
emotional and physical toll on women’s bodies and spirits. “Because
being male is considered the norm…, most women internalize the idea
that something is basically “wrong” with their bodies… Health
practitioners, and women alike, view even normal bodily functions such
as menstruation, menopause, and childbirth as medical conditions
requiring treatment” (p.11).

Neither Schaef (1985) nor Northrup (2002) advance the “angry
feminist” stereotype typically thrown at women who describe gender
bias. Schaef and Northrup suggest that men and women move on to
better understandings and better action. Blame gets us nowhere. By
focusing on the system people all participate in and describing the
system is not blaming men. As Northrup (2002) reminded all, “…blame
is one of the key behaviors that keep people stuck in systems that harm
them.”

After having viewed gender discrimination as the result of a
societal system that perpetuates itself, it may perhaps be useful to look
at the existing gender bias in our society through the concept of gender
schemas. Valian (1999) uses the term ‘gender schema’ to mean a “set of
implicit or nonconscious hypotheses about sex differences” (p.2). Both
men and women hold these gender schemas. Valian (1999) explained
that the term schema “is broader and more neutral than the term
stereotype, which tends to connote an inaccurate and negative view of a
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social group. Schemas may be accurate or inaccurate, and they may be
positive, negative, or neutral” (p.104).

Gender schemas are not usually conscious. Their content may
even be disavowed by those who consciously promote equality of the
sexes. However, conscious beliefs do not fully control the fact that non-
conscious gender schemas lie beneath (Valian, 1999). This is what
accounts for the fact that people can think they are being fair, or
unbiased, when in reality they are acting with bias. Valian examined the
research showing that even when people think they are being unbiased,
their actions demonstrate otherwise. It is in becoming aware of our non-
conscious beliefs and how they operate within us, that we can, as Valian
phrased it “learn to see others, and ourselves, accurately” (p. 3).

Due to the fact that people begin to learn gender schemas very
early, those schemas are already in place by the time children begin
school (Valian, 1999). Children and teachers expect girls to exhibit “girl-
like” behaviors and for boys to exhibit “boy-like” behaviors. Both sets of
behaviors, and any deviations from the expected behaviors, get
reactions from teachers, administrators, and other students. In addition,
often teachers and others believe that there are differences in cognitive
skills, in certain areas at least, between the sexes. Research shows that
“the differences within each sex are always greater than the average
differences between the sexes” (Valian, 2002, p. 81).

Unfortunately, gender schemas, and the biases within them,
operate not only within educators, they are found in instructional
materials as well (Sadker & Zittleman, 2007). The research suggests that
gender bias continues to be part of the fabric of school life as well. It is
with this experience, and their own embedded gender schemas, that
students come into higher education.
Historical and Theoretical Perspectives in Higher Education

As the number of women in higher education has increased, and
as there has been an increased awareness of gender bias, increased
attention has been given to subtle forms of bias and the cumulative
effect of implicit, sometimes inadvertent, behaviors (El-Khawas, 2003).
Even though women make up more than half the students in learning
institutions, they, their thoughts and writings, “have been subsumed,
ignored, and misrepresented” (Hayes & Flannery, 2000, p. 6). This has
an impact on women students as they do not see themselves and their
experiences reflected in many of their textbooks, instructional
materials, lectures, etc. Although not all women will experience biases,
or experience them in the same way, gender biases in educational
settings may affect their continuing participation in education. It could
also affect their career decisions.



140

In some ways, higher education may be a “chilly climate” (Hall
and Sandler, 1982). Bias may occur in the classroom, even if subtly so
(Hayes & Flannery, 2000; Hall and Sandler, 1982). For example, faculty
may interact differently with men and women in the classroom—calling
on males more than females, paying more attention to male comments
than to female comments, etc. These actions can create a negative,
discouraging atmosphere. This negative kind of climate hampers the full
educational achievement of women. Some of the most serious and overt
discriminations have been addressed, but more subtle forms may still
linger and need to be addressed (El-Khawas 2003). Due to concerns
about gender equity in education women’s support services and
women’s centers began to emerge in higher education in the 1970s. At
the same time that shelters for battered women and rape crisis centers
were appearing in the community, women’s centers were appearing in
higher education.

The Role of a Women’s Center
The first Women’s Center was established in 1948 at the

University of Minnesota; however, it wasn’t until the 1970s that they
became part of the landscape of higher education. Women Centers may
be in Student Affairs or in Academic Affairs, depending on the
institution. Centers also have varied missions, but a common thread is
to support the personal and academic development of women students.
They commonly address issues of safety, equity, and leadership
development, and typically involve advocacy and programming (CAS,
2009; Dungy, 2003).

Although Women’s Centers serve as women student advocates,
women students may hesitate to call themselves “feminist.” Young
women may be willing to confront the difficult issues surrounding
gender bias, however, many women avoid the label of feminist (National
Women’s History Project, 2010). There is a powerful stigma to being
considered a “feminist.” The strong negative stereotype developed as a
result of the backlash to the women’s movement in the 1960s and
1970s. Even students who embrace the concept of gender equity often
do not define themselves as feminists. According to Paula Kamen
(1991), “the twisted, all-too-common logic about feminists goes like
this: If you stand up for women, you must hate men. Therefore, you
must be angry. Thus, you must be ugly and can’t get a man anyway.
Hence, you must be a dyke” (p. 7).

This has been a concern of Women’s Centers; however, many
centers on campuses have taken an approach to welcome all, to provide
a safe place for meaningful dialogue about sensitive issues concerning
gender, and to serve as a resource for the needs of women and other
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constituents (on and off campus), and to serve as an advocate for gender
equity.

The UNF Women’s Center
The University of North Florida’s Women Center began in 1987

as the result of two women students approaching the Vice President for
Student Affairs with an idea for a Center. The Vice President and
students then approached the Women’s Commission (a group of faculty
and staff women) and Student Government for support. That fall, the
Women’s Center was founded and its first program was Exploration of
Women in the Arts. From that point the Center was given space in the
student center, a report line in Student Affairs, a part-time director, and
a small budget. In addition, an advisory board, consisting mainly of
faculty women, was formed. The UNF Women’s Center celebrated its
first Women’s History Month in the spring of 1988. Every year since, the
Center has celebrated Women in the Arts and Women’s History Month.

The Center began as a gathering place for meaningful dialogue
about equality and other issues important to the women of UNF. The
Women’s Center has always served students, faculty, and staff. Although
the Center began with programs such as the Brown Bag Lecture Series
to discuss important issues, and with events such as Exploration of
Women in the Arts to celebrate women, it also established a
comprehensive database of information and referrals both on and off
campus. As a larger space was acquired, the Center expanded its wee
book collection that now houses over 1,000 volumes. A Reentry
Program for nontraditional age returning adult students and a rape
awareness education program were rapidly added. In 1994, with the
seed money from a grant, the Center began its Victim Advocacy
program, with a part-time victim advocate and a core group of trained
volunteers. Most of the victims seen were female victims of sexual
assault or domestic/dating violence. The Women’s Center first full-time
director began in 1995. The Center had been staffed largely by
volunteers (students and faculty) and part-time staff. Slowly but surely
the Center gained full time and benefitted positions.

The mission of the Center is to advocate for the political,
social, and economic gains of all people by eradicating gender-based
inequalities in a supportive atmosphere that encourages and facilitates
the evolution and development of personal and academic potentials.
The Center has firmly believed that all people are created equal, and
that eradicating inequalities is imperative if both women and men are to
live happy, healthy lives. The UNF Women’s Center has also always
believed that meaningful dialogue about equality must occur in an
environment that supportive of a diversity of thought.
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The Women’s Center is committed to ending sexual assault
and other forms of interpersonal violence and therefore provides rape
risk reduction and awareness education on campus. The Center also
raises awareness about dating/domestic violence, sexual harassment,
and stalking. Using a variety of educational formats, the Rape
Awareness Education Program provides information to all members of
the campus on interpersonal violence in general, and violence against
women in particular.

The UNF Women’s Center recognizes the significant number
of students, particularly women, who are of nontraditional college age,
and offers the Reentry Program. Reentry students have differing needs
and the program supports these students in their efforts, as well as
advocates for them within the university community.

The Women’s Center, in collaboration with the Gender
Studies Program, recognizes the phenomenon in higher education for
women to be less involved than men in research. Therefore, to
encourage women to pursue research opportunities, and to encourage
women and men to pursue research opportunities on gender issues, the
Women’s Center and the Gender Studies Program sponsor the Bette
Soldwedel Gender Research Center. The BSGRC provides
encouragement, support, and assistance to women researchers and to
women and men involved in gender research.
Best Practices

The UNF Women’s Center celebrated its 20th anniversary in
2007 and has always sought to develop and embrace best practices in
all of its areas of focus, and keeps up to date in a number of fields.
Center staff members typically are involved in research and assessment,
which have always played a key role in the Women’s Center, guiding
program development and helping to hone its work. In addition, the
Center has actively sought and received a number of grants which have
helped to support the research and advance the work of the Center.
Although the Women’s Center has adopted best practices for all of its
programs, sexual assault is always a sensitive subject to discuss. Sexual
assault is prevalent on all college campuses (Fisher, Cullen, & Turner,
2000). Women between the ages of 16 and 24 are at the highest risk of
sexual assault and the most prevalent perpetrator is someone with
whom the survivor has some type of relationship. Therefore, many
colleges and universities provide educational materials and programs
about sexual assault to their students in an attempt to raise awareness,
reduce risks, report sexual assaults, and change stereotypical attitudes
about rape (Vorreyer-Hedges, 2002). The educational programs must be
effective and impact students’ attitudes toward rape. One of the most
effective types of programs involves peer led interactive programming
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(Heppner, Humphrey, Hillenbrand-Gunn, & DeBord, 1995). Therefore,
the Women’s Center implemented a Peer Theater program, with the
help of a grant, to have peers teach peers through drama. The reception
of the Peer Theater has been outstanding and has allowed the Center to
provide a comprehensive rape risk reduction program. The Peer
Theater has written, produced, and performed a number of skits and
plays on sexual assault and domestic violence, bringing laughter and
tears and standing ovations along with a greater awareness. The Center
has also had programs to discuss difficult issues such as eating
disorders, female genital mutilation, and incest, handling each with
great sensitivity and creativity.

The Victim Advocacy Program began in 1994 with the help of a
grant. It provided for a part-time staff Victim Advocate and a core of
trained volunteers to answer a 24 hour crisis hotline and respond to
victims of crime. The program has evolved into a full-time and part-time
advocate. Violence against women on college and university campuses
is a serious problem (Vorreyer-Hedges, 2002). The two crimes that the
victim advocate sees the most victims for are rape and domestic
violence. As noted above, one in four women will be sexually assaulted,
and 84% of the time it will be by someone she knows (Fisher, Cullen,
&Turner, 2000). One in ten men will be sexually assaulted (Scarce,
1997) as well. In addition, women, ages 20-24 are at the greatest risk of
intimate partner violence (dating violence) (Bureau of Justice Statistics,
2006). Not all victims seek help due to the tremendous trauma suffered
and the stigmatization that occurs to victims of domestic violence and
sexual assault. Of the victims that seek the help of the Women’s Center
Victim Advocate, most do NOT report their crimes to authorities.

The primary role of victim advocacy is to intervene on behalf of
the victim, and to assist the individual in surviving and recovering from
the experience. This includes representing the victim’s legitimate
interest regarding any problem or concern resulting from the
victimization. The victim advocate’s role, as well as the skills necessary,
are different from that of counseling. A counselor’s primary role is to
provide emotional support within a therapeutic relationship whereby
thoughts and feelings are explored. The advocate takes risks on behalf
of the victim, with his or her permission, for the security of the victim.
The Women’s Center has been asked why the Victim Advocacy Program
is sponsored by the Center. The answer is that services to address the
phenomenon of violence against women are deeply rooted in feminist
philosophy. Rape and domestic violence have historically played an
intentional function in our society—to keep women in their “place.”
Rape and domestic violence myths serve to blame victims for their own
victimization and justify male aggression against women. Services to
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victims of violence against women and awareness education regarding
rape and domestic violence cannot be separated from their theoretical
and philosophical underpinnings, or the societal myths concerning both
atrocities will be perpetuated and victims will be blamed. The Women’s
Center is the most appropriate place to house both programs.
Future Challenges

The Center is reminded almost daily of its purpose, as gender
discrimination of all kinds is reported by students, faculty, and staff.
Although the Center takes time to celebrate the wonderful gains that
have been made toward gender equity, the Center cannot forget that
women make only $.076 for every dollar men make, that one in four
women has been or will be sexually assaulted, that 50% of women will
experience sexual harassment during their academic and/or
professional career, and that a woman’s greatest risk of being attacked
is in her own dwelling at the hands of someone who says he loves her.

One of the Women’s Center’s challenges is the disconnection
from, or fear of, the “F” word -- Feminism. It will be important to
continue the dialogue, sharing the history, questioning the status quo,
and talking to each other honestly, meaningfully. In the words of Paula
Kamen (1991): “While exploring the meaning of feminism, we are also
creating the potential for change by examining what we stand for” (p. 5).
As Cheris Kramarae and Paula Treichler (1996) said, “Feminism is the
radical notion that women are people too.” Perhaps the Center will
know it has triumphed over its future challenges when its staff no
longer is confronted with the perennial question, “Where’s the men’s
center?”
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Leadership Institute
Lucy Shaffer Croft

Story of an emerging leader . . . Four years ago, I entered college
with a sense of uncertainty about my future. Not having a clear
direction, I was thirsty for a place to fit in. I found my first campus
connection on the athletic field. It was through my athletic ability that I
realized an innate sense for leading. Appreciating that there was more
to college than sports, I set my aspirations on developing my leadership
skills and found myself searching for campus involvement and
leadership opportunities. I began to understand that there was more to
life than my own needs and that I wanted to serve and to make a
difference in the lives of others. It was at this point that I discovered the
Leadership Institute, and the rest was history.

Does this story sound familiar? Students enter college with
uncertainty combined with a desire to expand their personal horizons.
They usually begin college excited by a world of new possibilities, with
an open mind to learning, exploring, challenging and developing their
own intellectual thought processes. They come with their past
experiences, ready to change the world and conquer individual goals.
According to Jean Twenge (2006) in her book Why Today’s Young
Americans are More Confident, Assertive, Entitled: and More Miserable
Than Ever Before, “young people have been consistently taught to put
their own needs first and to focus on feeling good about themselves” (p.
7). However, they are also vulnerable and impressionable. Harvard
Professor Richard Light, in his book Making the Most of College:
Students Speak Their Minds (2001), shares that “students have a choice
about what attitude, what point of view, they bring to campus” (p. 203).
Though confident, many students come to college ready for fresh
experiences and open to new ideas.
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It is this attitude and impressible demeanor that challenges
educators to provide an environment where students can test their
viewpoints, challenge their perspectives, and grow their repertoire of
experience to prepare for what lies beyond graduation. Educators must
help students understand their experiences and facilitate learning so
students become effective contributors to their communities (CAS,
2009). Additionally, the educator’s role is to provide programs where
students can practice and integrate classroom knowledge with real-life
experiences (such as internships and service learning) and by
facilitating opportunities for students to participate in collaborative
group learning and student governance (such as theme residence halls
and elected student offices) (Astin et al., 2000, p. 50). In the book First
Year Out, author Tim Clydesdale (2007) states that educators “should
begin with helping students identify their interests and then move to (1)
engaging those interests to develop cognitive and communicative skills,
(2) connecting those interests to existing bodies of knowledge, and (3)
applying knowledge in practical and creative ways” (p. 203). Higher
education faculty and staff need to create living-laboratories for the
accumulation and examination of knowledge and practical application.

These living laboratories should be intentionally designed to
establish an environment conducive to learning and leading. As
educators in higher education, we have a responsibility to provide
students with the tools and skills necessary to navigate the uncharted
waters of their leadership development. According to CAS, the Council
for the Advancement of Standards in Higher Education (CAS, 2009), by
the late 1990s, there were more than 800 college leadership programs
(p. 366) for students. Today, student leadership programs continue to
emerge at a rapid pace. With this growth, finding the appropriate
leadership program for a college campus can be a challenge.

There is an almost infinite number of definitions of leadership.
All one has to do is search the web or the bookshelves of any library or
bookstore for leadership, and scores of themes, topics, theories, and
examples emerge. The term leader as we use it today has been around
since approximately 1300 A.D. (Crawford, Brungardt, & Maughan, 2000,
p. 5; Komives, Lucas, McHahon, 1998).

Focused study of leadership emerged in the 1800s and was
mainly used in the context of political influence (Komives, et al. p. 30).
Leadership study continued and broadened into a more holistic
approach. In 1828, the science of leadership was formulated when
defined as ”the condition of being a leader” by Webster (Crawford et al.,
2000, p. 5). Huber (1998) further states that “over the span of seven
decades, we moved from understanding leadership as a ‘directive force’
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to perceiving it in terms of the use of resources to ‘create desirable
opportunities’” (p. 19).

Today, the definition has expanded to consider leadership in
terms of process, influence, relationships, shared-power, and change.
This is demonstrated by a few definitions from leadership scholars:

 An influence relationship among leaders and followers
who intend real changes that reflect their mutual purposes (Rost, 1991,
p. 102).

 A relational process of people together attempting to
accomplish change or make a difference to benefit the common good
(Komives et al., 1998, p. 68).

 An interactive process of influence that happens
between a leader and a follower within a larger social sphere that
promotes collective or common good. Leadership is a relationship
rather than a person (Crawford el al. 2000, p. 7)

 Inspiring and mobilizing others to undertake collective
action in pursuit of the common good (Crosby & Bryson, 2005, p. xix).

 A process whereby an individual influences a group of
individuals to achieve a common goal (Northouse, 2007, p. 3).

Along with the definition of leadership, the theory of leadership
has evolved. As you traverse leadership publications, you will quickly
see that many begin with tracing the evolution of leadership theory.
Komives et al . (1998); Huber (1998), Rost (1991), Roberts (2007),
Davis (2003), and the CAS Standards (2009) provide this evolution in a
summation or overview, and Northouse (2007), Yukl (1994) and
Crawford et al. (2000), demonstrate an extensive study of multitude of
leadership theories.

Early theory depicted leadership in terms of the traits and
characteristics (denoted in some references as) commonly called the
”great man” theory (Northouse, 2007, Komives et al. 1998, 2006,
Crawford et al., 2000, Roberts, 2007) . By the early 1900s, the study of
leadership had become prevalent (Crawford et al., 2000) and scholars
and researchers began to recognize that there was much more to
leading a group of people than just the personal traits of the leader. By
the mid-1900s the focus on leadership theory advanced from the Great
Man (mid-1800s – early-1900s) and Trait (1907–1947) approaches to
concentrating on the behavior a leader uses. The behavioral (or style)
theory was prominent in the 1950s and 1960s and concentrated on
effective leadership through the leader’s expression of “high concern for
both people and production” (Komives, Lucas, McMahon, 1998, p. 37).
From the 1950s through the 1980s, other factors began to influence the
evolution of leadership theory. These factors included the situation the



148

leader was managing as well as who would emerge as the leader
contingent upon the talents, skills and experiences necessary to
navigate the situation in a productive and successful manner. These
theories are known as Situational and Contingency theories of
leadership (Komives, Lucas, McMahon, 1998).

The next progression of leadership theory emerged as relational
and reciprocal between the leader and the follower(s). This emergence
has transpired since the late 1970s (Komives, Lucas, McMahon, 1998)
and is relevant today. An example of a relational theory is James
MacGregor Burns’ Transformational Leadership based on the
“assumption that leadership is inseparable from followers’ needs and
goals and the essence of the leader-follower relation is the interaction of
persons with different levels of motivations and power potential,
including skill, in pursuit of common or at least joint purpose.” (Burns,
1978, p. 19; Komives, Lucas, McMahon, 1998, p. 43; Northouse, 2007).
Another frequently-cited relational theory of leadership is Robert
Greenleaf’s Servant-Leadership. The emphasis of Servant-Leadership is
on the leader’s desire to serve and to put the needs of others first. It is
through service that a person emerges as a leader purely with the
intention to effect change with the proven trust from his followers
(Komives, Lucas, McMahon, 1998, Roberts, 2007, Komives, Dugan,
Owen, Slack, Wagner, 2006). Similarly, the Relational Leadership Model,
developed by scholars Komives, Lucas, and McMahon (1998), is
“inclusive of people and diverse points of view, empowers those
involved, is purposeful and builds commitment toward common
purposes … and recognizes that being inclusive, empowering,
purposeful and ethical are accomplished by being process-oriented”
(p.68).

In the 21st century, leadership theories continue to emerge,
transform and expand. Leadership theory remains a complex discipline
and should be studied in context when developing a student leadership
program. Roberts (2007) shares that

analysis (of leadership theories) is helpful because it
challenges the reader to think critically about the purposes
and mindsets on which leadership theories are based.
Without understanding the philosophy beneath a theory, one
might select a theory (for their leadership development
program) that does not align well with the particular campus
environment or institutional mission.” (p. 47)

Leadership Development and Justification for Programs
In an ever-changing and challenging world, students need to

develop the skills necessary to navigate uncertainty and lead with
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confidence and ethical standards. The CAS Standards (2009) state that
students must be better prepared to serve as citizen-leaders in a global
community (p. 366). Leadership Reconsidered (2000) notes that “the
belief that producing more effective leaders is essential to building a
better society and better world suggests that leadership development
should be a critical part of the college experience” (p. 17). It further
states, “Leadership development is important and useful because it can
enrich the undergraduate experience, and because it can empower
students and give them a great sense of control over their lives” (p. 18).

With this emphasis on learning to lead and the need for well-
educated, trained, and strong leaders now more than ever before,
colleges and universities would be remiss if they did not establish a
venue for leadership education and development for their students.
Denny Roberts (2003), says, “enhancing learning is on the minds of
most faculty, staff, and administrators in progressive colleges and
universities” (p. 148). Today there is no such thing as too many leaders.
Many people will need to get involved in learning to lead” (2003, p. xiii).
And leadership education is important; leadership abilities can be
consciously developed and are needed in virtually all areas of adult life
(Astin & Astin, 2000, p. 31).

Through the creation of leadership development programs, the
outcomes of ethical decision making, values clarification, team building,
and civic responsibility, just to name a few, will provide students with
the skills sought after by Fortune 500 companies, graduate schools, non-
profit organizations and other markets. This is confirmed by a study
created by the Kellogg Foundation entitled Leadership in Making:
Impact and insights from leadership development programs in U.S.
colleges and universities (2001) authored by Dr Kathleen Zimmerman-
Oster and John Burkhardt. This study examined 31 projects funded by
the Kellogg Foundation between 1990 and 1998 with the intent of
creating sustained leadership development programs for college-age
young adults (p ii). The conclusion was that students who participated
in leadership training had an increased likelihood of demonstrating
growth in civic responsibility, leadership skills, multicultural awareness
and community orientation, understanding of leadership theories, and
personal and societal values (Zimmerman-Oster & Burkhardt, 1999, p.
12).

The Multi-Institutional Study of Leadership (MSL) conducted in
2006 by principle investigators John Dugan and Susan Komives reflects
key findings from an exciting multi-site, multi-year project. This report
includes findings from over 50,000 students from 52 campuses who
participated in this study in the spring of 2006 (p. 3). “The Social Change
Model of Leadership Development (HERI, 1996) provided the
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theoretical frame for this study as it was created specifically for college
students and was consistent with the emerging leadership paradigm”
(p. 9). The key findings of the MSL as noted by Denny Roberts, (2007) in
his publication Deeper Learning in Leadership, “reflect that college
students are generally confident in their leadership abilities and that
these abilities progress from first-year to graduation in all Social Change
model capacities” (p. 152). These Social Change model capacities
(commonly referred to as the “Seven C’s”) or values are divided into
three sets. The first set -- individual values -- includes consciousness of
self, congruence and commitment. The second set -- group values --
includes collaboration, common purpose and controversy with civility.
The final set -- community values -- includes citizenship and change
(HERI, 1996).

The concept of leadership development has been an implicit
commitment of higher education in the United States since the inception
of colonial colleges (Roberts, 2007, p. 33). By the 1970s colleges and
universities were allocating resources to establish leadership programs
(Roberts, 2007). As the study of leadership in colleges and universities
exploded in the late 1980s, many institutions today have well-
established leadership programs including leadership majors and
minors, leadership certificates, international leadership experiences,
and annual conferences and retreats (CAS, 2009).

It is evident that a well-established leadership education
program directly benefits students’ undergraduate experiences such as
a “sense of integration in the collegiate experience, higher rates of
retention, and a stronger sense of involvement in the surrounding
community” (Kellogg Foundation, 2001, p. 67). Whether you are
developing a comprehensive program, workshop, retreat or seminar,
the next section of this chapter will provide an overview of the key
elements for implementing leadership initiatives including examples of
best practices and innovative programs.
The Collaborative Team

As you begin your journey in the establishment of a leadership
program, your initial energy should be directed toward identifying a
core team of devoted leadership practitioners. The support for
leadership development should be a collaborative effort from students,
staff, faculty and community members who have an investment in
leadership education. Roberts (2003) advocates for a “broad cross-
section of faculty and staff to share the responsibility of developing
leadership capacity in students” (p. 144). In addition to identifying
faculty already be teaching subjects within the curriculum of leadership,
such as ethical decision-making, communication, cultural awareness
and organizational development in specific disciplines, another strategy
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to build support is to take a step back and assess corollary programs
already in existence such as leadership retreats, workshops, lecture
series and student organizations.

At the University of North Florida, we invited leadership
practitioners from across the campus to join our collaborative team due
to their leadership and expertise in leadership education, development
and theory as well as their collaborative nature and connections to the
community. To ensure we had at least one representative from the
Dean’s Council, Board of Trustees, Student Leadership, Faculty, Student
Affairs, Department Chairs, and the College of Education and Human
Services, a personal letter of invitation was sent from the Vice President
of Student and International Affairs announcing the opportunity to be
part of the Leadership Institute Task Force. The letter clearly articulated
expectations, purpose, and timeframe for the commitment. In response
to our invitation, the following positions accepted the invitation to serve
on the task force:

 Dean of the College of Computing Engineering and
Construction

 Vice President for Student and International Affairs
 Associate Professor for College of Arts and Sciences
 Department Chair for Counseling and Educational

Leadership
 Assistant Vice President for Student Affairs
 Director of the Women’s Center
 Chair of the Board of Trustees
 Director of the UNF Ethics Center
 Student Representative from Leadership Program.

The Mission
The first step the collaborative team must undertake in the

establishment of a leadership program is to determine the goal or the
mission of the program. Careful consideration must be given to the
mission as it provides the foundation and direction from which all
aspects of the leadership program will emerge. A mission statement
needs to be explicit about expectations for the most important goals and
outcomes of student learning (Meacham & Gaff, 2006, p. 13). A mission
statement is a highly respected and public document to which one turns
for “guidance both when resources are plentiful and new initiatives can
be envisioned as well as when resources become scarce and difficult
choices must be made” (Meacham & Gaff, 2006, p. 8). “The leadership
program mission must be consistent with the mission of the institution
and with professional standards” (CAS 2009, p. 368). “A well-articulated
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mission statement frequently provides a set of values and ideals that
complement and sometimes even restate our principles of
transformative leadership, especially the qualities of self-knowledge,
authenticity, competence, commitment, empathy and collaboration”
(Astin et al., 2000, p. 93).

As the leadership program mission statement is crafted,
Roberts (2003, p. 144) encourages you to study your college or
university mission statement to determine what your university
espouses about leadership, civic engagement, service and other related
priorities. It is from this study that you will identify the expectations,
goals and learning outcomes your institution values. Examples that
represent this directive are as follows:

The mission statement of the University of North Florida is to
foster the intellectual and cultural growth and civic awareness of its
students, preparing them to make significant contributions to their
communities in the region and beyond. At UNF, students and faculty
engage together and individually in the discovery and application of
knowledge. UNF faculty and staff maintain an unreserved commitment
to student success within a diverse, supportive campus culture.
(www.unf.edu/president/Mission_Vision_Goals.aspx)

Through the identification of the emphasis on cultural growth,
civic awareness, and application of knowledge, the UNF Leadership
taskforce established the mission for the Institute for Values,
Community, and Leadership to be “develops and promotes global ethical
leadership and character among our students and community through
education, service, and research.”

Another example of a leadership program mission statement
reflecting the University’s mission statement is that of Marquette
University. The development of the Marquette University leadership
program was presented as an educational workshop during the 2010
National Association for Campus Activities 50th Anniversary Convention.

University Mission: Marquette is a Catholic, Jesuit University
dedicated to serving God by serving our students and contributing to
the advancement of knowledge. OUR MISSION is the search for truth,
the discovery and sharing of knowledge, the fostering of personal and
professional excellence, the promotion of a life of faith, and the
development of leadership expressed in service to others. All this we
pursue for the greater glory of God and the common benefit of the
human community. (www.marquette.edu/about/mission.shtml)

Leadership Program Goal: Guided by the mission of Marquette
as a Catholic, Jesuit University, our goal is the formation of men and
women who will dedicate their lives to the service of others, actively
entering into the struggle for a more just society. We do this by helping
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students become “contemplatives in action” who engage in the Ignatian
practice of reflection and discernment. (www.marquette.edu/osd/
leadership/index.shtml)

These are only two of the countless examples of institutions
aligning their leadership development programs with their respective
institution’s missions. The author recommends that as you ascertain
your focus in relation to your university’s cultural and mission, you
review comparable schools for further references and examples.

Context of Leadership Programs
With a well-defined mission that is supported by the university

community, the next step in creating a leadership program is for the
team to devise a leadership model through the evaluation of the campus
culture. At this stage, the context of the program must be determined.
The collaborative team needs to ask, will it be a campus-wide leadership
program, encompassing all programs and services offered by offices
across campus—and open to all students? Or will it be a designated
leadership program, housed within a certain department on campus
and generally open only to a select group of students? (Komives et al.,
2006)

Susan Komives and others (2006, p. 190) in the Handbook For
Student Leadership Programs identified three universities with best
practices in campus leadership programs: Illinois Leadership:
University of Illinois, Urbana-Champaign; Miami Leadership
Commitment, Miami University in Oxford, Ohio; and Arizona Blue Chip
Program, University of Arizona. Selecting Miami’s program for further
review provides an overview of the creation of its leadership
commitment based on a clear mission, vision, learning outcomes, and
program model.

The Miami University Leadership initiative is “a campus-wide
program to foster the leadership potential in Miami students” with this
mission: "Miami University seeks to cultivate its students’ capacity for
effective leadership in an increasingly global, interdependent world”
(www.units.muohio.edu/saf/leadership/). Within this comprehensive
approach to leadership development, Miami University, chaired by
Denny Roberts, established Miami’s Leadership Commitment. This
approach to leadership development examined Miami’s formal and
annual programs as well as ad hoc and one-time programs that
occurred throughout the year which were consistent with and
complemented the philosophy and values of Miami’s Leadership
Commitment. Through this comprehensive examination of programs,
Miami’s Leadership Commitment Task Force identified “four broad
categories: 1. Prospective and new student programs, 2. Curricular
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programs, 3. Co-curricular programs, and 4. Launching programs
(meaning the preparation and launching of students into the world of
work and active community citizenship)” (Roberts). Some examples
within these four categories taken from Miami’s program and other
universities include:

Prospective and New Student Programs
• New Student Reading Program, Common Readings
• Student Involvement, Activities and Volunteer Fairs
• Emerging Leadership
Curricular Programs
• Living Learning Communities
• Leadership Majors, Minors, and Certificate Programs
• Undergraduate Research
Co-curricular Programs
• Student Leadership Conferences, Workshops, and Retreats
• Multicultural and Global Leadership
• Peer Education
• Women’s Leadership
• Fraternity and Sorority Leadership
• Leadership Lecture Series
Launching Programs
• Awards and Recognition
• Career and Leadership Seminar Series
• Seniors’ Capstone Experience
• Co-op Experiences, Internships, Practicum Experiences
• Mentorship Programs
Upon closer examination, academic courses for the program

should include introductory, intermediate and advanced courses
(Komives et al. 2006, p. 42). The Handbook for Student Leadership
Programs (Komives et al. 2006) provides an entire chapter devoted to
the development of leadership courses complete with examples of
course proposals, syllabi, and suggested textbooks.

As an example, at the University of North Florida, the co-chairs
of the Leadership Institute reviewed the academic course catalog for
classes concentrating on leadership skill development. The topics dealt
with cultural diversity, organizational management, ethics and society,
interpersonal communication, speech and leadership theory, just to
name a few. Upon identification, the course list was sent to the deans of
the respective colleges for their review, input and eventual approval.
The result of this effort was a compilation of academic courses endorsed
by the deans and listed within the Leadership Institute.
Leadership Models
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Regardless of context, whether all-encompassing or designated,
leadership programs should be intentionally designed with learning
outcomes and should reflect research, leadership models, leadership
theories and best practices (Komives et al., 2006, p. 38). The very
existence of the CAS Standards reiterates the importance of having
intent and standards guiding the development of the leadership
program. Roberts (2007) “identifies six models that are widely used or
which he finds useful in working with students. The models include
Robert Greenleaf’s Servant Leadership; James MacGregor Burn’s
transforming/transformational leadership; James Kouzes and Barry
Posner’s Leadership Challenge; Joseph Rost’s postindustrial leadership;
the Eisenhower grant ensemble’s Social Change Model of Leadership
Development (noted earlier in the chapter), and Susan Komives, Nance
Lucas, and Tim McMahon’s Relational Leadership” (p. 48). The CAS
Standards (2009) confirm a few common models that are incorporated
in many leadership programs, including the Social Change Model and
Relational Leadership Model and, more recently acknowledged, the
Leadership Identity Model.

With educators searching for a way students identify and
develop as leaders, a closer view of the more recent Leadership Identity
Development Model (LID) provides a six-stage model of leadership
development centering on the individual moving from independence
and dependence toward interdependence with others (Komives et al.,
2006, p. 41; Komives, Owen, Longerbeam, Mainella, and Osteen, 2004).
These six stages of development are (Komives, Owen, Longerbeam,
Mainella, and Osteen, 2004):

1. Awareness: Leadership is external and students are
dependent on others. They are followers at this stage.

2. Exploration/engagement: Leadership is still external but
the student is experiencing their fit with a variety of groups and
activities and beginning to develop skills at relating to others in a group
context and begin wanting more meaningful involvement and begin to
narrow their activities.

3. Leader Identified: Students hold the view that leaders do
leadership and followers support the work of the leader so
that leaders can get the job done. This stage has two phases:
Emerging phase: students trying on new roles and
identifying skills and abilities they need to be effective as
leaders or members. Immersion phase: students practice
being both good members and good leaders and learn such
things as delegation and member motivation, but still with
the view that the leader is responsible for getting the job
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done. Komives and others (2004) state that the transition
out of stage three into stage four is critical.

4. Leadership Differentiated: Leadership is a group process
and is shared by group members. Students feel empowered as group
members and know they can be “a leader without a title.” Emerging
phases: Students develop trust in others, listening skills and community
building. Immersion phase: students practice being comfortable in
either a shared leadership or member role. Students transition as they
become aware of the need to develop other leaders for the sustainability
of the group (p. 4).

5. Generativity: Students are aware of the importance of
generating and regenerating their groups. Students have identified a
leadership philosophy that is congruent with their personal values and
the need for life-long learning (p. 4).

6. Integration/synthesis: Students know with confidence they
can work effectively with others in diverse setting to
accomplish shared goals. They know they can be
contributors to the group process whether they are a leader
or a follower (p. 4).

7.
Addressing Learning Styles

The next phase to creating a leadership program once you have
created a mission and identified a leadership model that best emulates
your campus culture is to address learning styles. Learning theories are
important guides for educators in the development of purposeful
teaching methods to achieve learning objectives. There are several
theories such as Kolb’s Experiential Learning Theory, Baxter Magolda’s
Learning Partnerships Model and Gardner’s Multiple Intelligences
(Komives et al., 2006). As an example of how to put learning theory into
practice, the author focuses on Gardner’s Multiple Intelligence Model.
According to Armstrong (1999, p. 9), there are at least seven
intelligences worthy of being taken seriously as important modes of
thought:

1. Linguistic or verbal intelligence is the ability to use
words and language. People who possess this skill can argue, persuade,
entertain, or instruct effectively through the spoken word (p. 9).
Practical applications may include student speeches and presentations.

2. Logical-mathematical intelligence is the ability to use
reason, logic and numbers. The traits of a logical learner are the ability
to reason, sequence, think in terms of cause-and-effect, create
hypotheses, look for conceptual regularities or numerical patterns, and
enjoy a generally rational outlook on life (p. 10). Practical applications
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may include creating a solution to a group-dynamic problem or
establishing a rationale to decision making.

3. Spatial intelligence involves thinking in pictures and
images and the ability to perceive, transform, and re-create different
aspects of the visual-spatial world (p. 10). Practical application may
include illustrating your philosophy of leadership or developing a
leadership portfolio.

4. Musical-rhythmic intelligence features the capacity to
perceive, appreciate, and produce rhythms and melodies (p. 10).
Practical applications may include creative use of song lyrics to
illustrate particular lessons, or even the simple use of background music
when conducting exercises.

5. Bodily-kinesthetic is the intelligence of the physical self.
It includes talent in controlling one’s body movements and also in
handling objects skillfully (p. 10). These types of learners are hands-on
people who have good tactile sensitivity, need to move their bodies
frequently, and get “gut reactions” to things (p. 11). Practical
applications may include ropes courses, physical challenges and team
builders.

6. Interpersonal intelligence is the ability to understand
and work with other people. It requires a capacity to perceive and be
responsive to the moods, temperaments, intentions, and desires of
others (p. 11). Practical applications may include working with teams
for decision making or a committee working together to implement a
campus event.

7. Intrapersonal intelligence is the understanding of the
inner self. It is the ability to access his/her feelings, discriminate
between many different kinds of inner emotional states, and use his/her
self-understanding to enrich and guides his/her life (p. 11). Practical
applications may include writing a reflective journal and writing a
personal mission statement.
Establishing Learning Outcomes

It is essential to establish well-defined student learning
outcomes for the leadership program (Komives et al., 2006). The
Council for the Advancement of Standards in Higher Education (2009, p.
368) has established six student learning and development outcome
domains:

 Knowledge acquisition; construction, integration, and
application

 Cognitive complexity
 Intrapersonal development
 Interpersonal competence



158

 Humanitarianism and civic engagement
 Practical competence.
As you begin to think about what you want students to learn

about leadership, ask
these questions: “What skills are needed to lead? “What knowledge is
needed to be a leader?” “What competencies must be attained as a result
of participating in a leadership program?” (Komives et al., 2006) By
answering these questions, you will be able to identify learning
outcomes that provide the foundation from which to measure program
effectiveness and improvement. According to CAS (2009, p. 369)
student leadership programs must advance student competencies in the
knowledge of leadership foundations (i.e. history, theory, approaches);
personal development (i.e. personal leadership philosophy, leadership
skills and styles); interpersonal development (interdependent
relationships, self-efficacy, multiple aspects of identity such as race,
gender identity, class, religion); and group development (i.e. team and
trust building, conflict management).
Assessment Plan

With clearly defined learning outcomes, the ability to measure
these learning outcomes becomes critical to the process. A well-
developed assessment plan examines and measures the achievement of
specific learning objectives. A thorough assessment plan uses both
quantitative and qualitative methodologies and provides data from
which to redirect the leadership program to better match the
institutional mission and culture and, most importantly, produce
higher-quality leadership education initiatives (CAS, 2009). An
assessment plan acknowledges your achievements, provides validity
and credibility of results and justifies the resources put forth for the
implementation of the program (CAS, 2009, Komives et al., 2004;
Roberts, 2007; Upcraft and Schuh, 1996).

Upcraft and Schuh (1996) noted in their publication
“Assessment in Student Affairs, A Guide for Practitioners”, that in 1992
the American Association of Higher Education Assessment Forum
devised principles of good practice for assessment. These nine
principles conclude that assessment:

 begins with educational values
 reflects an understanding of organizational outcomes as

multidimensional, integrated, and revealed in
performance over time

 works best when it has clear, explicitly stated goals
 requires attention to outcomes but also, and just as

important, to the processes that lead to them
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 works best when it is ongoing, not episodic
 is most effective when representatives from across

student affairs and the institution are involved
 makes a difference when it begins with issues of use

and illumination of questions that people really care
about

 should be part of a larger set of conditions that promote
change

 allows student affairs professionals to meet the
responsibilities of students, the institution, and the
public (pp. 22 - 24).

Page and Owen (Komives et al., 2006) reiterate the importance
of assessment in the chapter titled “Assessment and Evaluation of
Leadership Programs” within the Handbook for Student Leadership
Programs by stating, “Creating an assessment plan will ensure that
Student Affairs practitioners are best serving our student populations
involved in leadership programming, while creating a well-prepared
group of leaders poised to respond to the challenges of tomorrow” (p.
181).

Financial Resources
Securing resources and a thorough assessment plan are

instrumental to the program’s overall success (Komives, Dugan, Owen,
Slack, Wagner, 2006; Roberts, 2003; Astin et al., 2000). Without the
financial resources, the efforts of the collaborative team in the
establishment of a leadership program go unrecognized. The CAS
standards (2009) articulate the necessity for adequate funds to
accomplish the mission of the program. To ensure consistency and
sustainability of the program, funds should be allocated on a regular
basis and not as one-time opportunities. However, if only one-time
funds are available, refer to your priorities embedded in the mission
and values statements, as well as noted in the assessment data on the
areas of accomplishment.

The ultimate goal of a successful leadership program is to
enhance the skills of students and equip them to face the private and
public sectors with confidence, a true sense of civic responsibility, and
the ability to positively influence others to achieve their best. With this
goal, there should be a variety of possible funding sources. The obvious
funding sources are student activity fees, student organizations,
department and institutional funds and grant money. Other not-so-
obvious resources include the university’s parents’ programs, alumni,
corporations and businesses.
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At the University of North Florida, the Parents Association
established a grant to enhance student life and education. Taking
advantage of this opportunity, The Institute for Values, Community and
Leadership staff applied for the grant for the inception of a Student
Summit for Personal and Professional Growth. With the initial funding
from the Parents Association grant, this seed money paved the way for a
more ambitious grant request from the Florida Campus Compact.
Happily, the grant was awarded and with the two funding sources, a
successful Summit was launched.

Light (2001) elaborates on the power a student leader holds
when addressing the student body: “Undergraduate leaders are in an
ideal position to remind their fellow students, especially each year’s
new arrivals, of the value of taking full advantage of this once-in-a-
lifetime opportunity” (p.203), the opportunity not to take college for
granted but embrace the rich cultural diversity and “get to know people
whom they might never befriend outside the campus atmosphere” (p.
203). The Leadership Program on your respective campus affords this
opportunity to embrace and learn about diversity, civic engagement,
social responsibility, and team building, and to establish a personal
leadership philosophy congruent with personal values.

As you continue to develop your leadership programs, keep in
mind these ten recommendations to enrich your campus leadership
program that emerged as a result of the Multi-Leadership Institute
Study conducted in 2006:

1. Discuss Socio-Cultural Issues Everywhere: Engaging in
conversations across difference was the single-strongest environmental
predictor of leadership outcomes. Discussing differences of views and
seeing diverse perspectives contributed to all leadership outcomes and
many other collegiate outcomes as well! (p.17)

2. Get Students Involved in at Least One Organization:
Student must work with others to truly learn leadership (p. 17).

3. Get Students into at Least One Leadership Program:
Students must recognize that leadership can be learned and developed
(p.17).

4. Diffuse Leadership Programs Across the Institution:
Take leadership training to places students are involved including
recreational sports clubs, academic clubs, honor societies, service
learning settings, and student employment (p.18).

5. Focus on Members, Not Just Positional Leaders:
Introduce leadership as a process among members. Label effective
member behaviors as leadership, not just good followership (p.18).
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6. Discourage Too Much Breadth in Involvement: Being
involved in too many different types of group experiences is counter-
productive. Encourage students to persist and go deep in at least one
organization by connecting how group involvement experiences build
on personal commitments and passions, and extend both collegiate
goals and personal learning (p.18).

7. Develop Mentoring Relationships: Design processes for
students to get personal attention from someone in the college
environment (p.18).

8. Design Distinct Programs for Specific Groups: Connect
leadership to other social identities so students can explore their
leadership practices and personal leadership identity (p.19).

9. Align Students’ Self-Perceptions of Leadership
Competence and Confidence: Support students in adopting an accurate
and healthy self-awareness regarding their leadership capacity (p. 19).

10. Build Bridges with K-12 Educators: The competence
and knowledge that students bring into college largely reflect what they
take away from college in terms of leadership outcomes. Connecting
with K -12 through programs such as peer mentor programs and
hosting leadership conferences creates important bridges to higher
education and serves as a catalyst in the leadership development
process (p. 19).
Academic Classes for Skill Building

Taking a closer look at developing academic courses for the
program, these classes should include introduction, intermediate or
advanced courses (Komives et al. 2006, p. 42). The Handbook for
Student Leadership Programs (Komives et al. 2006) provides an entire
chapter devoted to the development of leadership courses complete
with examples of course proposals, syllabi, and suggested textbooks. As
an example, at the University of North Florida, the co-chairs of the
Leadership Institute reviewed the academic course catalog for classes
concentrating on leadership skill development. The topics identified
dealt with cultural diversity, organizational management, ethics and
society, interpersonal communication, speech and leadership theory,
just to name a few. Upon identification, the course list was sent to deans
of the respective colleges for their review, input and eventual approval.
The result of this effort was a compilation of academic courses endorsed
by the deans and listed within the Leadership Institute.

The Leadership Institute has since been renamed the Institute
for Values, Community and Leadership to reflect the true focus and
mission and successfully launched into its first year on the first floor of
the Student Union in space that provided sufficient space for
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early conception, inception and solid foundational development. Plans
to move into the new College of Education and Human Services Addition
will enable the four member team, in close proximity to the primary
faculty partners to fulfill the vision of creating a workplace/ambiance
for students (6 furnished computer stations) to engage in both the high
engagement activities and reflective thinking and journaling required to
meet the indicators and outcomes in order to be awarded the coveted
Leadership Certificate. More specifically, the new space, approximately
2000 square feet complete with its own conference center and lobby
will enable the team of the Institute for Values, Community and
Leadership to develop leadership events and programming designed to
encourage the community networking and skill/talent development
necessary for the rigorous and requisite Experiential
Learning Transcript and the culminating experience that chronicles the
students impactful leadership journey, the Capstone.
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Housing
Lucy Shaffer Croft
Kristin Smith

There is no place like home, home away from home, home is where the
heart is -- so many references to home. For many college students, their
temporary home is their residence hall. Living quarters for their
duration of their tenure at their respective higher education institutions
and a place, for many, where freedom of choice first emerges.

Residence Halls have been in existence since the first American
college was established in one fashion or another. According to CAS
standards (2009), until the middle of the 20th century, college and
university “dormitories were administered by ‘housemothers’, often
under the supervision of deans of men or women. These staff members
assumed parental responsibility (in loco parentis) for students housed
in the residence halls. (p. 256). Today, Residence Halls are evolving as
fast as the changing demographics of the student population.
Professional staff working in Residence Life are trained specifically in
Student Development Theory as well as in safety and health issues. The
halls are being renovated and updated with amenities such as
swimming pools, recreation facilities, fitness rooms, and specialized
lounges with designated themes such as relaxation/stress-free zones
complete with several bean bags and comfortable furniture, sports,
entertainment zones for programming and activities, and designated



164

quiet areas. Living-learning communities are emerging to promote
educational and academic endeavors to co-exist within the living
environments. “Residence halls provide valuable opportunities which
serve to integrate the more formal academic and student life experience,
provide increased interaction between students and faculty, and
provide critical avenues to enhance campus community building
activities and traditions” (CAS 2009, p. 256).

Many, if not all, Student Affairs professionals are familiar with
Abraham Maslow’s theory on the hierarchy of needs which addresses
realities of personal experiences. Though a bit dated in comparison to
modern day theories applicable to work with students, what Maslow
outlines in his hierarchy directly addresses what any department
should be aware of in order to help students to grow and develop
(Simons, Irwin, Drinnien, 1987). The first level of the hierarchy consists
of physiological needs, in other words basic biological needs to survive
such as water, food, oxygen, etc. (Simons, Irwin, Drinnien, 1987). Once
individuals’ physiological needs have been satisfied, they can move into
the second level of Maslow’s hierarchy, which is centered on safety
needs. Inherently, humans need to feel safe and secure within their
environment (Simons, Irwin, Drinnien, 1987). Within Housing and
Residence Life departments, there are various ways to address these
needs, with one of the most prominent being providing staff that
conduct rounds or serve in an on-call capacity at all times. Residents
will see Resident Assistants conducting rounds within the housing
areas; they will interact with them as they are confronting
inappropriate or unsafe behaviors. These actions and behaviors help
give students confidence that the staff are aware of what happens in the
housing areas and are there to address problems or concerns that arise.

From the level of safety needs come the next two levels of the
hierarchy: the need for love, affection and belongingness, and the need
for esteem. Though separate levels, there are similar ways that what we
do in the residence halls can impact a student’s ability to achieve these
levels. People do not inherently like to feel lonely or alienated from
others. They want to feel like they belong and that other cares about
them on a personal level. Taking it one step further, not only do people
want to feel a sense of belonging and connectivity, they also want to be
respected by the people around them (Simons, Irwin, Drinnien, 1987).
One of the broadest yet most impactful ways Housing and Residence
Life departments work to help students achieve this sense of belonging
and respect is through community building and programming.
Community building helps residents connect to one another on a more
social basis, whether it is at the floor or building level. Students often
create lifelong friendships through their experiences on campus and in
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the residence halls. A lot of this can be attributed to staff efforts to
connect students to each other and to their living environment.
Programming serves in the same capacity; it allows students an
opportunity to interact with others, learn something new and perhaps
showcase or share their own experiences or skills. It is through these
interactions that relationships are born and respect can be earned.

Last in Maslow’s hierarchy is self-actualization. In order to
reach self-actualization an individual would need to satisfy each of the
previous four levels of needs first: physiological, safety, love, affection
and belongingness, and then esteem. It is only then that a person works
towards self-actualization. Maslow defined self-actualization as a
person’s need to do and be what they were “born” to (Simons, Irwin,
Drinnien, 1987). Everything that Housing and Residence Life
departments do to help students feel comfortable on campus, learn
outside the classroom, connect to others, feel a sense of belonging in the
university community, etc., all help achieve self-actualization. Some
students may never reach this stage in their time with us, but Housing
and Residence Life departments should have a desire and obligation to
contribute to a student’s growth in any way possible to make the
students’ on-campus experience as meaningful as possible. According to
Phyllis Mable, co-author of Realizing the Educational Potential of
Residence Halls, “It is important for students to focus on Maslow’s
hierarchy as they live, love, learn and leave their legacies” (Mable,
2010).

Though there are many applicable student development
theories that address a variety of different subsets of the overall student
population, another commonly-known theory that is integral to the
college student experience is Chickering’s exploration of identity
development through the formation of what he referred to as the seven
vectors. Chickering was very passionate that identity development for
students was a core developmental issue that they struggle with during
their college careers, especially in their first year. Chickering also felt
that a students’ ability to establish their own identity ultimately
contributes to their overall growth and development because it helps
them to be able to resolve issues that may arise later down the road.
Because of this, in his discussion of the seven vectors, Chickering
identified what he felt like were key aspects of the college environment
that influence development and made suggestions that we could follow
to enhance student growth (Evans, Forney, Guido-DiBrito, 1998). Some
of the key aspects identified are things that a Housing and Residence
Life department can do or can play a key role in.

Chickering’s seven vectors definitely lay out a comprehensive
picture of students’ psychosocial development during their college
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years. To quickly run through the seven vectors as presented by
Chickering, the first vector is that of developing competence, which
basically is the confidence to cope and handle your goals successfully.
Within developing competence, there are various areas such as
intellectual, physical, manual and interpersonal. The second vector
explores managing emotions, the ability to accept and recognize
emotions along with being able to appropriately express and control
those same emotions. The third vector addresses moving through
autonomy toward interdependence. This vector involves greater
student awareness of how they are connected to others. From
interdependence comes the fourth vector, which looks at developing
mature interpersonal relationships. In this vector comes an
appreciation of differences in others, interpersonal tolerance, and the
ability to have healthy lasting relationships with other individuals. The
fifth vector goes into development of identity through comfort with
appearance, gender, body, etc. In this stage, students do not want to just
be labeled by stereotypes; instead they want to create their own
individual identity by which to be known. In the sixth vector the student
develops purpose, makes meaningful commitments and basically comes
up with a life map in which to follow. The final vector is that of
developing integrity. In the development of integrity, students confirm
their core values, balance their own ideas with others’ and see that
values and actions are congruent (Evans, Forney, Guido-DiBrito, 1998).

Where Housing and Residence Life comes into play specifically
in regard to Chickering and his seven vectors is in his identification of
some key environmental influences One of the key factors Chickering
identified is institutional objectives. Housing and Residence Life
departments should be in line with the overall goals and mission of their
university because as result of aligned goals and missions residential
students would see more consistency in policies, programs and overall
practices as they fall in line with their greater university community
(Evans, Forney, Guido-DiBrito, 1998). Housing and Residence Life
professionals need to work hand in hand with Student Affairs and other
University departments to provide a consistent message and experience
to residential students.

One of the other environmental influences perhaps most
directly connected to what Housing and Residence Life departments do
is that of friendships and student communities. Within this influence
Chickering discusses how development is encouraged most in
communities of strong friendships and diversity. “Communities may be
informal friendship groups or more formal groups such as residence
hall floors, student organizations or classes. To have maximum positive
benefit, the community should “[encourage] regular interactions
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between students,” “[offer] opportunities for collaboration,” be “small
enough so that no one feels superfluous,” “[include] people from diverse
backgrounds,” and “[serve] as a reference group” (Chickering & Reisser,
1993, p.277). Phyllis Mable articulates, “the focus is on Who am I?
Where am I going? How am I going to get there?” (Mable 2010).
How UNF has implemented best practices

Most Housing and Residence Life departments across the
country share a like cause: to assist students in their transition to
college by supplementing the in-classroom education with outside of
the classroom experiences and opportunities to help students grow and
develop as individuals as well as campus and future leaders. The
Department of Housing and Residence Life here at the University of
North Florida shares in that same philosophy. “In conjunction with
other University entities, the Department of Housing and Residence Life
works to provide a living-learning environment that assists first-year
students in making a successful transition into campus life at UNF.” The
Department strives to provide students a comfortable living
environment so they feel like they have a home away from home here
on campus and are comfortable within the UNF community.

Exploring CAS Standards, Chickering, Maslow and the
correlations and implications these two developmental theories have to
the Department of Housing and Residence Life really put down the
foundation for the work the Department does for and with UNF
students. Once again thinking about the departmental mission, “to
provide a living-learning environment that assists first-year students in
making a successful transition into campus life at UNF,” it is now easier
to see how everything the department does is to help students be
successful.

Part of providing a community where students can be successful
comes with providing appropriate levels of support to the students.
UNF’s staffing structure in Housing and Residence Life allows for
various levels of staff support and interaction. Not uncommon in
Housing and Residence Life, UNF provides a base level of staff through
Resident Assistants (RA) who live among the residents. The RA is there
to be a mentor to students, develop a sense of community, enforce
policy, provide safety and security, mediate conflict, and conduct a
variety of programs or activities for residents to get involved. Above the
RA, there is an Area Coordinator (AC), who is a master’s level
professional staff member. These professionals typically have a higher
education or college student personnel background focusing on student
development theory and the student experience. At UNF, the AC wears
many hats within the department with their primary focus being to
work with the RA staff to provide students a community that offers
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opportunities for students to learn and grow through
leadership/personal development. The AC then reports to an Associate
Director who works collaboratively in the Senior Staff team and with the
Director specifically to build a comprehensive Residence Life program
that strives “to provide a living-learning environment that assists first-
year students in making a successful transition into campus life at UNF.”

Outside of staff support, UNF has implemented a variety of
initiatives to help get students involved in their communities and within
the university as a whole. Each housing area has an Area Council, which
is a group of students who provide programming and a voice to the
students within their specific community. Each Area Council brings
community concerns, thoughts and ideas to their umbrella organization
of the Residence Hall Association (RHA). RHA is an advocate for the
students of the residential community to the staff as well as a
programming body to facilitate campus wide programs and activities.
Both Area Councils and RHA provide leadership roles for students to
serve in a variety of positions. UNF has also established a chapter of the
National Residence Hall Honorary (NRHH), which represents the top
1% of residence hall leaders. NRHH defines leadership in a variety of
ways, and does not just focus on students who serve in prominent
leadership positions.

Outside of the RHA and NRHH, UNF provides a couple of other
options for students who want to be involved within the community.
One is through the Presidential Community Ambassador (PCA)
program. PCA is advised by one of the ACs with the purpose of
undertaking service projects in collaboration with leaders in the greater
University and Jacksonville communities. Then there is the Peer
Mediation program which provides students assistance in resolving
their conflicts by meeting with a trained, neutral peer-mediator. Both
are great opportunities for students to get involved, interact with other
student leaders, develop skills and help others.

Another way UNF Housing and Residence Life provide
communities to residents where they can be successful comes in the
form of themed housing/learning communities. UNF currently has two
specific collaborations with the Honors Departments and the
International Center, providing an Honors learning community and an
International House within the halls. Not only does Housing and
Residence Life look for ways to strengthen and expand these programs
in collaboration with the respective departments, but they also explore
new learning or themed communities for the future. Learning and
themed communities a good way to connect students around a course of
academic study or a common interest, and are also great ways to help
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promote learning outside of the classroom by bridging the academic and
housing experiences.

Who are these students being talked about though? What are
they like and where do they come from? Like any public institution,
UNF pulls a variety of students to enroll every year. Of this overall
student body, approximately 2700 chose to live on campus within the
residence halls. Of these 2700 students, approximately 40% come from
the greater Jacksonville and surrounding areas. This presents some
challenges to the overall Student Affairs team, and also to Housing and
Residence Life professional staff in keeping students on campus over
the weekends and engaged in student programs and activities. Despite
the local nature of the residential population, UNF residential students
are not drastically different from those found at our sister institutions
throughout the state of Florida. Most of our students who choose to live
on campus are first year students between the ages of 18-22. Some
slight differences in our student population compared to that of other
institutions in the state come from local activities and points of
interests. Because of the proximity of UNF’s campus to the beach, more
students spend time off-campus enjoying the surrounding areas than do
students in some other college towns where life is what happens on
campus.

As a department, we strongly feel that students who live on
campus in the residence halls have many advantages over commuting
students, those who choose to live off-campus, or even to those who
choose larger, more traditional colleges. From surveys and
conversations with students, the department has come to understand
that many of the students who live on campus enjoy the convenience it
has to offer. Almost everything they need is within a short walking
distance from their door, whether it be classroom space, green areas,
recreational facilities, dining, or the campus library. Living off-campus
does not provide the same level of staff support, whether for fun
activities, roommate problems or general personal concerns.

As to the future, the Department of Housing and Residence Life
has to constantly change and evolve with the ever-changing student
population. Success rests in the ability to adapt to and meet student
needs through what is offered to students in room choices and the
experiences professional staff help them create for themselves on
campus. At the forefront of the departmental goals, visions and
philosophies will always be the student experience and creating a
learning environment outside of the formal classroom. Our residents
should want to live on campus, see the advantages of what the
department has to offer them and walk away from their time on campus
feeling like they gained a wealth of knowledge, were provided
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opportunities to learn and grow, and had the best time of their lives
here on campus. “Attention to student learning outcomes is important
as programs and services are designed and managed to enhance and
enrich the college experience” (Mable, 2010).
Stories and Tips from the Trenches:

 Don’t be afraid to learn as much from the students as
they hopefully will learn from you.

 Sharing is caring and communication is key!! (Morrill
Tower motto, The Ohio State University, 1999-2000)

 Consistency is a must
 Every day you have to bring to work with you flexibility

and patience
 No two days are alike; it’s the blessing and the curse of

our profession. Learn to expect the unexpected and appreciate what
little consistency you have in your day.

 Being understanding and embracing and promoting
diversity is crucial. Our students are all different, and we as
professionals need to be able to reach out to them regardless of those
differences.
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Counseling
Terry Dinuzzo
Deborah Baker

In response to the changes in demographics in American
society during the 20th century, American higher education
encompasses a more heterogeneous mix of students than any other
educational institutions worldwide. The advent of Student Affairs as a
distinct profession and division within educational institutions is one
product of this growth. From the beginning, Student Affairs
professionals have held two fundamental concepts as outlined in the
Student Personnel Point of View commissioned and accepted by the
American Council on Education (1937).

The first of these concepts is the “consistent and persistent
commitment to the development of the whole person” (Sandeen & Barr,
2006), and the second is to support the academic mission of the
institution. While the face of American higher education has changed
since that treatise, these two goals have remained constant. More recent
examination of the American higher education system by Sanford
(1962, 1967) reinforced the notion that education is relevant to the
whole person through both academic study and personal development.

The primary role of a college counseling center is to enhance
students’ educational experiences by providing a confidential and
supportive environment where personal concerns can be addressed and
resolved. Counseling Center services assist in the development of the
whole person and enhance the potential for academic success by
supporting students in gaining knowledge about the world, wisdom
about themselves, and balance in their lives. They also ensure that
students exhibiting potentially debilitating symptoms of emotional



172

distress, serious psychiatric illness, or behaviors that can have a serious
impact on their wellbeing or the safety of the campus community
receive timely and effective intervention.
Historical Background

Just as the mission of Student Affairs departments has evolved
over the last half-century, so has the structure and mission of the college
counseling center. Mowbray, et al (2006) described this evolution,
beginning with the informal provision of counseling by various non-
clinical university staff members, such as deans and advisors, prior to
1945. Formal counseling centers were established following World War
II in response to the needs of returning veterans for vocational and
educational guidance. The late 1950’s and early 1960’s witnessed a
transition from the view of a university’s role as exclusively educational
to more developmental and supportive, thus incorporating such
services as outreach and consultation functions into college counseling
centers.

The period from 1970 to 1990 saw significant changes in
Student Affairs practice in response to such legislation as the
Rehabilitation Act of 1973, which mandated the removal of barriers to
education and employment for those with disabilities, and Title IX of the
1972 Educational Amendments which ensured equal opportunity for
women. The economic state of the nation also dictated more financial
accountability of public education as a whole. Most current
conceptualizations of the multifaceted role of counseling centers include
providing support services for students, contributing to student
learning, and enhancing student development through out-of-classroom
experiences.

The Nature of College Students and their Counseling Needs
There is widespread agreement among educators that the years

following high school graduation signify a time of significant personal
growth and change. Adolescents must navigate major changes in their
roles, manage new personal and life responsibilities, and struggle to
identify who they will be “when they grow up”. Clydesdale (2007)
outlined some of these issues in his book The First Year Out through a
series of vignettes which illustrate many of the challenges that young
adults face in managing relationships, finances, and new information
and perspectives.

Most traditional college students arrive on campus on the cusp
of adulthood with all the energy and enthusiasm of youth. These
positive attributes, combined with the freedom of reaching the age of
legal majority, the less stringent rules and regulations of life on campus,
and the lack of round-the-clock structure and support of family, make
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for exciting and sometimes difficult growth experiences for students.
There are multiple normal developmental challenges to be met at the
age of traditional college students (e.g., identity development, values
clarification, sexuality and intimate relationships, and career and
lifestyle decisions), while non-traditional students face their own
unique set of stressors (career and life changes; time management;
juggling multiple responsibilities as student, worker, spouse, and
parent). Students who are members of minority groups (ethnic, racial,
sexual orientation) also have specific needs that must be met with
culturally-appropriate skills and communication.

Based on these needs, an overarching goal of the counseling
center is to assist students in developing more effective behaviors and
strategies to cope with the new life stresses they will face. An additional
goal is to facilitate students’ overall adjustment and personal growth as
they make decisions and assume responsibility for life on a college
campus. Mowbray et al. (2006) supported strong programming for self-
help and mutual support for students. Innovative programs such as
yoga for stress management, as outlined by Milligan (2006), have been
shown to have a positive impact on student wellness.

Numerous needs surveys conducted on college campuses have
identified issues of relationships, career, finances and study problems as
those most frequently experienced by students. Additional issues of
concern include feelings of depression; feelings of inadequacy, anxiety
and panic; and fear of failure. At the same time, it is estimated that
anywhere from 18 to 65%of college students demonstrate symptoms of
diagnosable psychiatric illnesses (Archer & Cooper, 1998). Eisenberg,
Golberstein and Bollust (2007) reported that 15% of college students
receive counseling and/or are taking psychotropic medications. Mobray
et al. (2006) summarized various research studies and reported that 12-
18% of students on college campuses have a diagnosable mental illness.
This does not include the young adults who have functioned adequately
throughout high school and whose symptoms become more crystallized
and prominent during their college years.

The 2009 National Survey of Counseling Center Directors
reported that 48% of students seen at counseling centers suffer from
debilitating symptoms of depression, anxiety, suicidal thoughts, poor
impulse control, and other serious mental health issues. Twenty-five
percent of counseling center clients take psychotropic medication,
which represents a steady increase over the past 15 years. In addition,
over 70 % of directors report increases in campus mental health crises
that require immediate intervention, and 55.7% report increases in
students’ engaging in self-injury behaviors (Gallagher, 2009). Through
the provision of counseling, psychiatric evaluation and medication
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management, counseling centers are often able to ensure that students
with more serious mental health disorders are able to function
successfully in the university setting.

Professional Standards: Accreditation
Accreditation is an essential component to ensure high

professional standards and quality of care in college counseling centers
and serves as a proactive response to the increasing pressure for
accountability in public education, as described by Guinee & Ness
(2000). In meeting criteria for accreditation, as established by the
International Association of Counseling Services (IACS, 2000),
counseling centers make a commitment to provide the best services to
students as evidenced by a critical examination of centers’ internal
structure and function within the university, ensuring adequate training
and experience of staff, acquiring sufficient resources and physical
facilities, and meeting the expressed and implicit needs of students.

Accreditation enhances the reputation of the center within the
institution, which can be helpful in securing necessary resources. It also
assures the outside community that the university provides a
professionally competent and ethical counseling service, which serves
to enhance risk management. A service that adheres to national
standards of operation is one that can rely on the knowledge that it is
operating in accordance with generally accepted standards in the field.
Furthermore, with accreditation, one can attest that the center has been
carefully reviewed on a regular basis by a professional body outside of
the university, to ensure that students are being provided with quality
services as established by this specialty.

Ethics/confidentiality
Both State and Federal statutes as well as professional codes of

ethics mandate that counselors respect and uphold the confidentiality of
client information. This expectation of privacy is a critical element in
developing the therapeutic relationship.

The concept of in loco parentis was abolished through a string of
court cases in the 1960s which established student rights and freedoms
(Stone, 2008). Recent campus tragedies have again brought this concept
into the limelight and highlighted the continuing balance that
counseling professionals must seek in supporting healthy well-
individualized young adults, while respecting the role of parental
caretaking of those students who may not be capable of exercising
sound judgment. It is imperative that counseling center staff
differentiate between situations of clear and imminent risk that require
them to divulge information to protect the safety of the student or
others from those situations that require them to remain neutral and
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maintain strict confidentiality in responding to the needs of parents,
administrators, faculty and staff who are seeking reassurance or
assistance in making parental, administrative or academic decisions.
Staffing Requirements

Staff: Student Ratio: IACS accreditation standards recommend a
ratio of at least one counselor for every 1500 students. Staffing that
meets this minimum standard will ensure that students with mental
health needs can be assisted in a timely manner, thus decreasing
liability concerns. Mowbray, et al. (2006) suggested that students with
urgent needs be seen within 24 to 48 hours and that routine intake
appointments should occur within three to five days of the student
making the request. Given current budgetary constraints in higher
education, many college counseling centers are understaffed and have
long waiting lists at certain times during the semester, a situation which
requires careful assessment of potential risk factors and follow-up of
students who are referred to community resources.

Staff Credentials/Licensure: As a result of the increased
accountability in public education, noted by Guinee & Ness (2000), and
professional expectations in the field of mental health as a whole,
psychological services rendered in any setting must meet or exceed the
standards of care in the community. Given that mental health
practitioners are required by state law to demonstrate minimum
competencies through advanced graduate education and licensure, it
follows that counseling center staff must also meet or exceed these
standards to ensure quality services.

Professional Development
The continued enhancement of clinical knowledge and skills is

crucial for staff to meet the increasingly more complex and severe
mental health needs of today’s college student population. Advanced
training is needed in areas of clinical specialization, such as the
treatment of eating disorders, suicide, domestic violence, sexual assault,
substance abuse, self-mutilation and post-traumatic stress. In addition
to the provision of training opportunities, it is recommended that staff
be encouraged and supported to participate in local, regional and
national professional associations and conferences in order to maintain
their professional identity and network with other mental health
professionals.

Guinee & Ness (2000) identified low salaries as a primary
reason for professional staff leaving counseling center positions. They
suggest that counseling center directors look to alternative non-
economic factors such as setting clear service priorities, increasing non-
financial rewards and providing resources for professional development
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to increase staff satisfaction. This will also serve to help insulate staff
from burn-out and increase staff competencies.
Cultural Competency

Most professional articles about college counseling services
emphasize the importance of ensuring the cultural competency of all
staff. Given the increased diversity of students at universities across the
nation, this is a particularly critical component of staff professional
development. Guinee & Ness (2000) suggested increased focus on
diversity, promoting a philosophy of multiculturalism and training staff
to be better able to intervene with culturally diverse students. In
addition, these authors suggested development and maintenance of
specific services for diverse or under-represented clientele. Resnick
(2006) outlined suggestions to infuse multicultural awareness into all
aspects of counseling center functions and to support transmission of
these values into parent institutions. Tanaka’s (2002) social theory
research identified the importance of understanding the culture of the
institution and considering power and social position as important
factors in a student’s college experience. He also suggested that the
Eurocentric perspective of most American institutions is not neutral;
thus, nurturing and valuing efforts to help students develop and use
their own cultural voice is an important facet of student development.

Individual Counseling
While recent research confirms that counseling serves a critical

role in support of the educational mission of the institution, there
continues to be debate about what level and form of care should be
provided by college counseling centers. Based on the assumption that
most college students are bright and insightful, brief therapy is an
appropriate model to capture the ”teachable moments” that occur,
providing targeted interventions to resolve a crisis and help students
learn to manage their lives.

Archer & Cooper (1998) stressed that as required in managed
care and private practice settings, college counseling centers should
make planned and conscious decisions about the type and length of
therapy they offer and regularly incorporate those treatment modalities
proven to be most effective for specific mental health issues. According
to the American College Health Association (ACHA, 2002), 14.9 % of
college students reported having a diagnosis of depression, an increase
from 10.3% reported four years ago. Benton, Tseng, Newton & Benton
(2003) identified statistically significant increases in 14 of 19 problem
areas identified by students between 1989 and 2001. Problems areas
included anxiety, depression, suicidal ideation, sexual assault and
personality disorders.
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Stone, Vespia, and Kanz (2000) conducted a survey of 114
Counseling Center Directors and found that in 73% of centers the
average number sessions per client was three to six and that less than
half of the counseling centers had session limits. Based on increasing
numbers of students seeking services and limited resources for
expansion, many college counseling centers have moved to session
limits in order to ensure equal access for all students; however, many
still have resorted to waiting lists for services. Stone et al. (2000)
reported that small college counseling centers tended to adopt more of
an in loco parentis role with greater likelihood of parental notification
without written permission, being more apt to treat students with
psychological disorders, and were less likely to refer students for long-
term treatment.

ACHA (2002) reported that almost 10% of students surveyed
reported having seriously considered suicide in the past year. Stone et
al. (2000) noted that 78% of counseling centers may deny treatment to
students whose needs exceed center resources, or require specialized
treatment or more long-tem treatment. Each counseling center must
make reasoned, ethical, and realistic decisions about the level of care
that students need and decide how best to address those needs based
on available resources, staff, and facilities. When a student’s needs
exceed the services that can be provided, it is imperative to have
developed ongoing relationships with appropriate and affordable
providers in the community to whom students can be transitioned. The
counseling center should provide a seamless process for students from
walk-in/screening to treatment. Use of a computerized software system
for scheduling and record-keeping simplifies these processes so
counselors can concentrate their energies on providing services. This
system also presents students with a web-based interface that most are
comfortable with for initial registration and ongoing assessment.

Group Counseling
Group counseling is a treatment approach that offers many

benefits for use in college counseling centers. It can be cost-effective and
has been found to be as effective as individual therapy for many student
concerns (Archer & Cooper, 1998). Since many of the difficulties faced
by college students are rooted in interpersonal functioning, group
counseling provides a safe setting for students to observe themselves
and others, to receive feedback, and to practice corrective changes in a
safe and supportive interpersonal context. Group counseling is also a
useful adjunct to or “step-down” treatment from individual therapy to
ensure that the support of the counseling center is still there, but in a
less intensive way.
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The provision of group counseling is an area of ongoing
challenge on the UNF campus, which is comprised primarily of non-
traditional commuter students. Under the direction of a group
coordinator, we have attempted various strategies to increase the
response to our group counseling offerings and have made efforts to
meet the specific needs of counseling center clientele in regard to
content and scheduling, e.g., ongoing, long-term groups which meet on
the same day and time throughout the academic year; personal growth
or general topic groups for each day of the week at different times of the
day, so that students who may not be on campus each weekday can still
access a group on the day(s) they are on campus; groups designed for
specific student populations or provided in the context of their
particular program of study; single session and short-term groups with
a specific focus (stress management during finals week, communication
skills, relationship enhancement).

Walk-in/Triage
The UNF Counseling Center triage system ensures that a

counselor is available (not scheduled with appointments or other tasks)
during all hours that the center is open to address the needs of any
student who walks in with an urgent need or crisis or concerns about
another student. Counselors are also available to intervene with faculty,
staff, administrators and parents to address emergent concerns and to
create a bridge for students to access the support they may need.
Crisis Intervention

According to Archer & Cooper (1998), counseling centers have
an obligation to provide crisis intervention to all students, even those
whose situations may not be appropriate for the services the center has
to offer. Often students in crisis are seen for only one or two sessions for
support and problem-solving and do not return for more ongoing
treatment. Some students come in only when in crisis and use this
support as the basis for better managing the next potential crisis that
comes into their lives. Archer & Cooper (1998) recommended that clear
policies and procedures be established for situations in which there is
serious illness or unmanaged symptoms or when involuntary
hospitalization and stabilization are needed.

Prevention and Education
Consistent with the old adage, “An ounce of prevention is worth

a pound of cure,” multiple authors have advocated for increased time
and effort in outreach activities to educate the campus community
about mental health issues. As a key factor in the early identification of
academically at-risk students, a lack of awareness of symptoms and
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availability of services has been identified as a major barrier to college-
aged students accessing existing mental health services on campus
(Eisenberg et al., 2007). A primary focus for outreach efforts is to
educate students, administration, staff, faculty, parents, media and the
public about warning signs of mental illness and how and where to refer
for campus mental health (Stone, 2008; Mowbray et al., 2006). Outreach
to the campus community is a vital part of identifying and addressing
student mental health needs and dispelling myths and negative
stereotypes. Through well-planned and targeted programming, barriers
to seeking mental health treatment can be reduced or eliminated.
Mowbray et al. (2006) also identified concern with the inadequacy of
services in college counseling centers as reflective of the fragmentation
of mental health services in the larger community and the difficulty
individuals with serious mental illness experience in accessing
appropriate support services.

Professors, resident assistants, and academic advisors are often
the first to recognize distress in students who deny problems or lack
insight into their mental health difficulties. Nolan, et al (2005) suggested
sending out letters to new faculty with follow-up telephone contact by
counseling center staff to provide information regarding the availability
of mental health support services on campus. Results have shown a
significant increase in counseling referrals by professors who had been
contacted through this outreach effort.

Outreach to Special Populations
Stigma, fear, embarrassment, or cultural differences may

interfere with some students seeking counseling services and require a
conscious effort to take a more proactive approach to move services out
into the campus community. Activities targeting students who might not
otherwise seek support directly should be regularly held in conjunction
with other Student Affairs departments, such as the LGBT Center,
Multicultural and International Affairs Offices, Residence Life, and
Health Promotions. Specialty groups can be formed in conjunction with
various academic departments who have recognized that their students
need improved stress management and emotional support to cope with
their rigorous programs, including Athletics, Honors, pre-med, and
some of the advanced degree or accelerated programs.
Consultation and training to campus community

College counseling centers provide valuable consultation,
support and training to faculty and staff who may encounter students in
psychological distress. This service benefits not only the individual
student, but also the campus as a whole because students with mental
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health difficulties can impact others on campus, e.g. roommates who are
suicidal or self-destructive through self-harm or substance abuse.

Rawls, Johnson & Bartels (2004) suggested an innovative
counselor-in-residence program which proposes that the focus of the
counseling center move beyond traditional methods of service delivery,
which often result in staff spending much of their time and resources
addressing the needs of relatively few students with complex and
serious mental illness. The counselor-in-residence serves in three key
areas including staff consultation and support, crisis intervention and
counseling, and prevention services as an integral part of on-campus
residence life. The counselors-in-residence are highly visible and active
participants in campus life and are, therefore, more likely to be known
and sought out by students.

Peer Support: Active Minds
Active Minds is a national student organization with chapters on

more than 200 college campuses, founded to increase student
involvement in the promotion of mental health awareness education
and advocacy on college campuses. It serves to enhance a sense of
meaning and connectedness among students through peer support and
shared information about the true impact of mental illness on college
students. The Counseling Center was instrumental in the establishment
of a chapter of Active Minds at UNF and supports these highly-
motivated students in their efforts to promote center programs and
increase referrals for treatment. These efforts have included assistance
in funding for participation in the national Active Minds conference and
publicity and printing costs, as well as attendance at club meetings and
availability to coach and advise club leadership.

Campus Emergencies
The UNF Counseling Center is routinely called upon to provide

assistance in the event of a situation that impacts the campus
community. This has included students who have suffered an individual
injury, hospitalization, suicide, homicide or accidental death. Counseling
centers also assist in a campus response to community-wide or global
events, such as a hurricane, mass shooting or terrorist attack. It is
imperative to develop clear and effective institutional policies for
dealing with campus crises and to create a network of individualized
support services to ensure that there is a safety net of support for all
those in need. In the aftermath of traumatic campus-related events, the
UNF Counseling Center has strived to provide a visible presence with
affected community members, such as student groups and
organizations, campus offices, classes, academic departments, and
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residence halls, through information and support group sessions and/or
referral for individual counseling at the center.
Behavior Response Teams

The increased severity of mental health issues among the
student population and the potential impact of these students on
campus safety and security have created the need for a coordinated
response to these concerns. In the aftermath of Virginia Tech, many
universities have established multi-disciplinary teams comprised of
campus representatives (e.g., Dean of Students, Campus Police,
Residence Life, Counseling Center, etc.), whose purpose is to attempt to
address student behavior prior to its escalating to a significant threat of
harm to the health, safety or welfare of the student, to others or to the
University’s ability to carry out its educational mission. Their role is to
quickly evaluate situations involving students whose potentially
threatening or harmful behavior has been brought to the team’s
attention. Institutional policies and procedures for dealing with such
students should be established and shared with all members of the
campus community (Francis, 2003).

The University of North Florida established a Supporting our
Students (SOS) Team with a two-fold goal to ensure the safety and
security of the campus community, while at the same time maintaining
the dignity and privacy of individual students in distress. Examples of
situations where our team may be called to review a situation and make
recommendations include:

 Behavior that causes concern due to its unusual or
alarming nature;

 Expressed intent or attempt to harm self or others;
 Disturbance of the learning/living environment in

which others’ rights are
violated;

 Involuntary hospitalization for drug or alcohol overdose
or abuse;

 Multiple disruptions or difficulties indicative of an
escalating problem;

 Inability to cope with the learning or living environment
to the extent that an

inordinate amount of resources is used to address the
situation;

 Inability or unwillingness to satisfy basic personal
needs such that there is a

reasonable possibility that serious physical harm or
death might occur;
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 Escalating conflicts between students or student
groups.

In response to such concerns, the team will review the
situation and decide on a course of action, which may include:

 Deciding that no action is necessary at this time
 Continuing to observe the situation
 Continuing to gather information
 Recommending an individualized intervention plan
 Recommending the situation be addressed through

Student Conduct
 Initiating referral to an on- or off-campus resource
 Initiating voluntary or involuntary medical or

administrative withdrawal
The consultative role of the Counseling Center representative

on the team is integral to this process, as the student’s behavior is often
indicative of a more serious mental health or personality concern or
other underlying psychological issue. While the Counseling Center
representative may not divulge whether a student is a center client nor
provide information about center clients to the team, he or she may
offer clarification and understanding of general symptoms and
psychological principles to assist the team in its assessment of the
situation.

Research
Research is an essential component of accountability to ensure

the continuous improvement of a comprehensive counseling service –
validating the effectiveness of the service for those it is intended to help.
Researchers also use their experience to effect change in the institution.
Several authors noted the increased demands for accountability, and
advocated the use of empirically supported treatments, student
satisfaction, and outcomes-based assessment (Archer & Cooper, 1998;
Heitzmann & Nafziger 2001; Sandeen & Barr 2006). Reynolds & Chris
(2008) advocated the use of outcomes-based assessment to support
assessment and planning at counseling centers. Outcome measures
should assess not only student satisfaction, but also the effectiveness of
services in meeting goals established in the center’s mission and
supporting the overall mission of the university (Reynolds & Chris,
2008). These authors suggested that satisfaction surveys, while useful,
fail to address some critical information. They suggested ongoing use of
outcomes-based planning and assessment to identify student-driven
needs and to help in allocation of counseling center resources to
address the most important needs as identified by students.
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A major component of many college counseling centers’ ongoing
research programs is tied in with use of the Titanium software program,
a scheduling and clinical record-keeping program used by over 300
college counseling centers. This program allows a center to capture
information at any time regarding student demographics, presenting
issues, administrative actions (e.g. medical withdrawals), critical events
(suicide attempts or psychiatric hospitalization), and ongoing outcome
measures on treatment efficacy. These centers can also participate in
the development of a nation-wide database of information on college
student mental health coordinated through the Center for the Study of
Collegiate Mental Health at Penn State University. This will allow
comparative studies on multiple dimensions including specific
populations, services and programs. The context of staff participation in
research should also include perusal of professional journals, serving on
editorial boards, supervising graduate level student research, and other
professional activities outside of the direct conduct of research.

Summary and future challenges
Kahn, Wood & Wiesen (1999) suggested that the ultimate goal

of Student Affairs is to create a seamless learning environment for
students, and the role of the college counseling center is integral to this
goal. To ensure that the counseling center is effective, it must engage
and assist students in a variety of ways, including both proactive and
remedial interventions. The use of new state-of-the-art technology will
be crucial to the success of these future efforts, as the communication
preferences of today’s college student are more web-based, direct,
concise and immediate.

The counseling center must communicate the broad range of
services that it offers, so that students, parents, faculty and staff
understand that the center is not only a place that deals with serious
mental illness and crisis intervention, but also a forum for learning
effective coping and life skills and a place to resolve transient situational
emotional distress that is interfering with their lives and education. A
cooperative and integrated effort of Student Affairs and other
departments contributes to the formation of an effective support
network for students. A successful university counseling center is one
that invests in and contributes to an environment of mutual trust,
confidence and productive interactions with faculty, staff and students
to ensure that the mental health needs of students are being met in a
manner that ensures their academic success.
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University Police Department
John E. Dean
Mark K. Foxworth
Anita L. Vorreyer

Role and Purpose of the Department
The University of North Florida Police and Public Safety

Department (UPD) is a full-service law enforcement agency consisting
of twenty-eight full-time law enforcement officers, seven police
communications operators, two administrative support personnel and
five part-time safety rangers. The department is a component of the
Division of Student and International Affairs. Having the University
Police Department within the division of Student Affairs is ideal. The
placement of the University Police Department within the Division of
Student Affairs allows for members of the Police Department to have
regular contact and interaction with other departments of the
University that support and assist students. It provides a natural plane
of communications in identifying problems that affect quality-of-life
issues for students and the larger campus community, and helps in
identifying at-risk students. It is community policing at its best.

The vision and mission of the UNF Police Department is a safe
and secure campus which fosters an atmosphere that allows the
University community as a whole to achieve personal and institutional
goals pertaining to learning, working and quality of life issues. The UNF
Police Department is entrusted to preserve the peace, provide general
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police services to the University community, and enforce the laws of the
State of Florida, the ordinances of the City of Jacksonville, as well as the
rules, policies and traffic regulations of the University. In cooperation
with the entire campus community, the University Police Department is
also committed to protecting the University's population, buildings,
grounds and equipment. UPD’s core values are partnership, integrity,
and respect.

With regard to partnership, UPD works to create and nurture
partnerships with the University community and the greater
Jacksonville community. Within the university, these partnerships are
crucial in allowing the community a voice in the policing process. In
addition, it promotes a mutual understanding of quality of life issues for
those who live, work, and participate in the university community.

In the larger Jacksonville community, these partnerships are
vital in providing a seamless process of community policing. The
University Police Department frequently works hand in hand with
surrounding law enforcement agencies—the Jacksonville Sheriff’s
Office, Jacksonville Beach Police Department, Atlantic Beach Police
Department, Neptune Beach Police Department, Fernandina Police
Department, and both the St. Johns County Sheriff’s Office and the Clay
County Sheriff’s Office. An example of UPD’s external partnerships can
be seen in one of the department’s goals for last year. To enhance the
safety of campus constituents during emergency situations, UPD and its
partners conducted multi-agency emergency response training.

Although partnerships both campus-wide and community-wide
are crucial, the single most valuable tool a law enforcement officer has
at his/her disposal is integrity. Integrity builds a foundation of trust and
support, which is an essential element in a relationship between the
police department and the University community. UPD officers must
embrace and exhibit high moral principles and professional standards.
Not only is this an expectation of the department and its accrediting
agency, the Commission for Florida Law Enforcement Accreditation; it is
also the expectation of Student Affairs. The perception of law
enforcement officers and their role by students who are learning about
themselves and others (Astin, 1984; Chickering & Reiser, 1993; Gilligan,
1982; Perry, 1981) is critical on a college campus. That perception
necessitates that UPD officers act with honor and honesty, and that they
be authentic. It is important that UPD demonstrates the Department’s
understanding that student development is a continuous process, is
cumulative in nature, progresses along a continuum, is fairly
orderly/stage oriented, and is reflected in behavior (Vorreyer & Covey,
2009).
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In addition to integrity and the foundation of trust it builds,
respect is key for the continuation of that trusting relationship. The
University Police Department serves a diverse community and each
person in our community deserves a level of respect that we would
want extended to us as a community and as individuals. Demonstrating
respect for every person the Department serves helps build
relationships that improve the community as a whole. It also ensures
that the rights of every individual are respected. People are truly valued.
Being truly valued is much more than simple surface-level respect. True
respect is a genuine feeling of admiration. This kind of respect is what
UPD strives to communicate.

Theoretical Perspectives
Since the 1960s, the paradigm for law enforcement has been

evolving, shifting from a crime-fighting approach to a philosophy of
crime prevention and community problem solving. Two trends have
facilitated this shift -- the desire of communities to participate in
reducing crime and disorder, and the recognition by law enforcement
that traditional crime-fighting tactics alone do little to control crime.
The synthesis of these two trends is the concept of community policing
(Community Policing Consortium, 1994).

“Community policing is, in essence, a collaboration between the
police and the community that identifies and solves community
problems” (Community Policing Consortium, 1994, p.vii). The
community depends on the police to provide a safe and secure
environment though crime prevention, detection, apprehension and
assistance in emergencies, and the police rely on the community to
report crime and provide important information to address community
concerns, crime prevention and apprehension through a cooperative
partnership (Wilson, 2006). The extent of this relationship has grown in
the past 20 years.

Both communities and law enforcement have begun to
anticipate a deeper relationship with each other as they continue to
realize they are partners and must work together. This collaboration
has been referred to as community policing (Wilson, 2006).
Contributing to the development of a community policing philosophy
has been public perception -- community perceptions about their
neighborhoods, about crime, and about the role, or roles, police should
play (Watson, Stone, & Deluca, 1998). Community policing in essence
consists of two complementary components: community partnership
and problem solving (Community Policing Consortium, 1994).
Involving the community enhances the work of law enforcement and in
no way diminishes the duty of the police to enforce the law (Watson,
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Stone, & Deluca, 1998). Involving the police in community activities and
discussions enhances the community. “Creating a constructive
partnership will require the energy, creativity, understanding, and
patience of all involved” (Community Policing Consortium, 1994, p vii).

Problem solving is the other component to community policing.
According to the Community Policing Consortium, 1994, problem
solving “is the process through which the specific concerns of
communities are identified and through which the most appropriate
remedies to abate these problems are found” (p. 13). It is imperative
that the police listen to the community, ask questions, talk with
members of the community, and hold focus groups (Watson, Stone, &
Deluca, 1998). Law enforcement must pool resources with those in the
community to address those concerns most pressing to them.

One of the first questions we must ask in discussing community
policing is, “What is meant by community?” There are a number of ways
that one can view a community. A community can be geographical,
focusing on where people live or where they work. A community can be
based on demographic features, focusing on certain characteristics or a
particular statistical category of people. Or a community can be based
on common interests, such as a type of work or a type of activity
(Watson, Stone, & Deluca, 1998). Furthermore, even a defined
community, such as a geographic area, encompasses “widely diverse
cultures, values, and concerns” (Community Policing Consortium, 1994,
p.14).

Apart from how the community is defined, it is important to
remember that there are differences in cultures, values, and concerns
within a particular community. Those differences may place varying
demands on police. “The needs or desires of one culture within the
community can sometimes clash with those of another culture within
that same community” (Community Policing Consortium, 1994).
Regardless of whether the community is based on a geographical
configuration, demographic features, or common interest, community
policing strategies will vary depending on the needs and responses of
the community, and of the sub-communities within a particular
community.

Transforming a traditional law enforcement agency to one that
embraces and implements community policing will likely require some
important changes in both the structure and leadership of the agency
(Community Policing Consortium, 1994; Watson, Stone, & Deluca,
1998). Fundamentally, community policing 1) perceives the community
differently, and 2) has expanded objectives for policing. Although crime
control and prevention are central, the police are partners with the
community in addressing problems. We begin with the importance of
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the vision, mission, and values of the department. As a law enforcement
agency that has been traditional in its approach changes to one that
embraces and implements community policing, there will necessarily be
a shift in vision, mission, and core values. According to Watson, Stone,
and Deluca (1998),

“The three statements—the vision, mission, and values
statements—serve as the foundation for the transformation of the
police agency from a traditional philosophy to that of community
policing... Transforming the agency then becomes a matter of aligning
the agency’s structure, policies, and practices with the ideas embodied
in the three statements and with the expectations and desires of the
community…” (p. 91).

Also of critical importance in a law enforcement agency’s
shifting to community policing is how the agency engages with its
personnel. Everything from recruitment to roles, to expectations to
evaluation is different in agencies that have implemented community
policing. By far, the most significant differences between a conventional
law enforcement agency and a community-policing agency involve the
roles of the agency’s personnel (Watson, Stone, & Deluca, 1998). For
example, the patrol officers are the prime providers of police services.
Patrol officers also have the most extensive contact with community
members (Community Policing Consortium, 1994). Therefore, the
structure of the agency is shifted, with patrol officers being the critical
link with the community, and upper-level managers and command staff
being responsible for making certain that the total organization
supports and backs the efforts of the patrol officers. Watson, Stone and
Deluca (1998) have been quick to say that it is not the structure of the
agency that matters the most, but rather the people in the agency and
what they do. Obviously, some changes may very well be necessary in
organizational structure in order to bring the agency into alignment
with its goals.

The changes in roles and expectations have further implications.
For example, the law enforcement agency may need to re-think the
recruiting and selection process. An agency may need people with
different skill sets and different personal qualities (Watson, Stone, &
Deluca, 1998). Another example can be seen in training needs. Further
training, or a change in the emphasis of training, may be needed. Patrol
officers are naturally in the best position to engage the community.
They already have the most contact with citizens. However, patrol
officers usually have not been trained or directed to perform the tasks
that are required for connecting with the community. Frequently, the
patrol officer is a new employee, as all new employees are hired at the
patrol level.
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One last example of the far-reaching implications of changing
from a traditional law enforcement agency to a community policing
agency has to do with the way personnel performance is evaluated, and
stellar performance rewarded. With regard to evaluation, an agency
engaged in community policing may need to shift the expectations it has
of officers and their performance. Engaging the community in a
collaborative venture with the police usually does not happen
spontaneously (Watson, Stone, & Deluca, 1998). It requires a specific set
of skills. It is important to recognize those skills, which may not be part
of traditional measures/standards of evaluation. With regard to
performance rewards, most people, including law enforcement officers,
seek to improve their positions by gaining promotions. Those
promotions usually take the officer, particularly the skilled and
seasoned one, out of the patrol. The distribution of resources, most
especially personnel, under the command and control system of the
traditional police agency limits the resources that are available at the
lower levels…the very levels most critical in community policing
(Watson, Stone, & Deluca, 1998).

Community Policing on a College or University Campus
The tenets of community policing are really no different on a

college or university campus. The difference, however, is that the
college or university defines the community. Although not every college
or university has its own police department (rather than a department
of security), nor do all college police departments embrace community
policing, many do. This is not a new phenomenon, but a growing trend.
In 1958, the directors of security for eleven colleges and universities
met to discuss their challenges and mutual problems, and to create a
clearinghouse for information shared by campus police and security
directors across the country. The result was the creation of the
International Association of Campus Law Enforcement Administrators
(IACLEA). The organization, which is alive and well today, is now the
leading voice for campus police (www.iaclea.org). IACLEA provides a
number of services and resources to educational institutions --
educational resources, advocacy, and professional development services
-- and its membership represents over 1,200 institutions of higher
education in the United States and abroad.

Campus security and safety are issues of paramount importance
today. Providing students with a safe environment in which to learn and
develop, and providing employees a safe place to work are crucial goals
of campus law enforcement agencies. Campus police keep students,
parents and employees well informed about campus safety. To further
highlight the importance of campus safety and security, the
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International Association of Chiefs of Police (IACP) has a separate
section for college and university police departments. In the State of
Florida, all state colleges and universities must have a police
department according to state statute (Florida Statute 1012.97). In
addition, all campus police departments must comply with the
federally-mandated Clery Act.

The Clery Act, originally known as the Crime Awareness and
Campus Security Act of 1990, is named in memory of Jeanne Ann Clery, a
19-year-old college freshman who was raped and murdered in her
residence hall. Her parents discovered, after her death, that students
had not been told about the violent crimes that had been occurring on
campus. They, along with other campus crime victims, persuaded
Congress to enact this law. Among other requirements, schools must
make timely warnings to the campus community about crimes that pose
an ongoing threat to students and employees.
The UNF Way

UPD was not always founded on the principles of community
policing. A few years ago, the arrival of a new chief brought about
significant changes. Chief Mark K. Foxworth brought with him a
commitment to implement community policing in the police department
at UNF. Foxworth felt strongly that a university was the perfect place for
community policing, and that the university’s police department fit
perfectly within the division of Student Affairs.

The first order of business in implementing community policing
at UNF was to articulate a new vision, revise the department’s mission,
and communicate clearly the core values of UPD with this shift. UPD has
a strong emphasis on its vision and mission.

UPD’s Vision: A safe and secure campus which fosters an
atmosphere that allows the University community as a whole to achieve
personal and institutional goals pertaining to learning, working and
quality of life issues.

UPD’s Mission: The University of North Florida Police
Department is entrusted to preserve the peace, provide general police
services to the University community, and enforce the laws of the State
of Florida, the ordinances of the City of Jacksonville, as well as the rules,
policies and traffic regulations of the University of North Florida. In
cooperation with the entire campus community, the University Police
Department is also committed to protecting the University's population,
buildings, grounds and equipment.

In addition to its strong emphasis on the vision and mission,
UPD also places a strong emphasis on its core values: partnership,
respect, and integrity. These core values are clearly defined and
prominently displayed. For example, each patrol car has the words
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“partnership, respect, and integrity” plainly painted on it. The core
values are defined in the following way:
Partnership: The University Police Department will work to create
partnerships with the University community. Partnerships allow the
community a voice in the policing process and promote a mutual
understanding of quality of life issues.
Respect: The University Police Department serves a diverse community
and each person in our community deserves a level of respect that we
would want extended to us as an agency and as individuals. Having
respect for every person we serve will help build relationships that
improve the community as a whole and ensure that the rights of every
individual are respected. Sharing with the UNF community the police
department’s new vision, mission, and care values was a very important
first step. Toward that goal, the values are prominently displayed on
patrol cars and throughout the building.
Integrity: The single most valuable tool a law enforcement officer has at
his/her disposal is integrity. Integrity builds a foundation of trust and
support, which is an essential element in a relationship between the
police department and the community.

The campus context at UNF means that there is one law
enforcement officer for every 600 students. Officers are assigned to
specific areas of campus and are assigned specifically to residential life
areas. There they routinely interact with Resident Assistants and Area
Coordinators and the residential population. Although all officers are
still responsible for the entire campus, specifically assigned officers help
in building strong collaborative relationships. It empowers the officers
and those specific areas to which the officers are assigned. Furthermore,
it allows for the officer, and for the people with whom he or she has
contact, to build mutual growth and development.

Students have particular developmental needs that police
officers must be aware of and sensitive to; however, police officers can
also provide guidance to students in helping them grow and develop
positively. The community policing campus model, developed by UPD,
allows for individual attention to students and their families. After all,
students comprise the majority of the campus population. The model
provides a different and heightened level of respect for students as
compared to traditional law enforcement agencies or a campus security
agency.

In addition, and unlike traditional law enforcement agencies,
the University Police Department has a strong network of support
services readily available specifically for students. Therefore, UPD relies
on the services of the university to help them support students. For
example, UPD’s formal policy allows for the use of discretion on
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misdemeanors not involving violence or driving under the influence.
Using this discretion, an officer may elect to document the crime but
refer the student to Student Conduct rather than to the criminal justice
system. Officers know of the strong educational component inherent in
Student Conduct. Students referred to the Student Conduct Office for
their errant behavior will receive guidance and support while also being
held accountable for their behavior.

Since UNF students live in the surrounding community as well
as on campus, UPD’s collaborations have included forming partnerships
with some of the surrounding homeowner associations and the
surrounding apartment complexes. This allows a sharing of information
and an ability to address any potential areas of concern that involve
UNF students. These partnerships include addressing drug and alcohol
issues with the assistance of both local and state agencies, including the
Alcohol Beverage and Tobacco Department to address the underage
drinking problem associated with nearby stores and clubs that UNF
students may frequent.

In an attempt to increase the cooperation and information
sharing on campus, UPD has also implemented an “Adopt a Cop”
program on campus. In this program, officers are assigned one or more
buildings to make weekly contact with to establish better information
sharing between UPD and the campus community, in addition to
responding to the calls for service that may occur during the week at the
specified building. This gives officers the opportunity to develop a more
personal relationship with the building occupants, which has proven to
be an asset in addressing current issues and potential issues before they
develop. This concept is community policing at its core and helps to
strengthen one of UPD’s core values, partnership.

UPD’s core values of partnership, respect, and integrity, and a
clear vision of a safe and secure campus that fosters an atmosphere in
which the university community can achieve personal and institutional
goals have realigned and reinvigorated the department. In addition to a
strong emphasis on the a community policing mission, vision and core
values, members of the University Police Department have adopted as
their principle for the delivery of police services the ongoing campaign
of “A FOCUS ON QUALITY”.

Assessment, Evaluation, and Accreditation
UPD’s emphasis on quality is not only the guiding principle for

the delivery of police services; it also speaks to the department’s
commitment to assessment and evaluation. Further, it guides
accreditation efforts. The department’s commitment to assessment,
evaluation and accreditation can be seen through its training of
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personnel, through its regular and active seeking of feedback from
students and the larger university community, and to its participation in
University Police Accountability Leadership System (UPALS).

UPD is involved in ongoing training for members of the
department. With a strong focus on quality, each member of the
University Police Department is coached on the importance of the
following issues by their supervisor and the Chief reviews the issues
with personnel at training sessions:

 A Focus on Quality Police Services – Providing a level of
service that we would want provided to us or our families.

 A Focus on Quality Enforcement – Enforcing laws and rules
in a manner that is beneficial to the community as a whole.

 A Focus on a Quality Work Product - Producing a total work
product that brings pride to the employee.

A FOCUS ON QUALITY is a principle that has increased the level
of professionalism in employees and has encouraged closer working
relationships with the community.

One of the strongest assessment tools at the University Police
Department’s disposal is the assessment conducted by the Commission
for Florida Law Enforcement Accreditation. Now that the University
Police Department is accredited, it must remain accredited in order to
provide a level of assurance to the community that professional police
services are being provided.

The University Police Department is a proactive, community-
oriented law enforcement agency. The agency’s vision, through training,
leadership and accepting community input, has created a police
department that is better focused on community needs and concerns.
For example, in an effort to address some of the crime issues that are on
the rise at UNF, UPD is currently looking at developing a new safety
class that would incorporate basic safety tips and self-defense training
for our faculty, staff and student population. In addition, we are
readdressing crime prevention through environmental design that takes
a look at how buildings are designed, how lighting is incorporated,
public access, landscaping, emergency phones and the use of cameras
on campus.

Challenges and Opportunities for the Future
Campus police agencies are continually evolving, and duties

vary from campus to campus. Since the Virginia Tech tragedy, many
university police agencies have been grappling with the need to have a
fully trained law enforcement staff that can address violent situations
while balancing the community oriented policing services unique to a



194

university atmosphere. In the post-Virginia Tech atmosphere, training
of each agency member to handle active shooter or violent situations is
a must; however, police agencies must also be involved in the
identification and prevention of violent situations.

Campus police agencies are also seeking their identity as to
where they fit in the structure of the larger institution. Many agencies
answer to Administration and Finance, a smaller number answer to
Student Affairs and a new trend is for the police department to answer
to vice president tasked with all components of campus safety.

At UNF, as with any university, the challenge is to address
current issues and to attempt to address future issues before they occur.
In the challenging times we live in this can be difficult with budget
issues, personnel issues, the rise in crime and domestic and foreign
terrorism. To help combat these issues, UPD seeks federal and state
grants in addition to the budget for the funding necessary for training
and equipment. The accreditation process helps UPD in obtaining these
grants through the standards it establishes and the federal requirement
to be accredited before being able to apply for some of these grants.

In the post 911 and Virginia Tech age police departments have
to take a proactive stance in training to be ready for occurrences such as
these. Here at UNF the UPD started this mindset even before Virginia
Tech occurred by implementing routine active shooter response
training, incident command systems training and cooperative training
exercises between UPD, the sheriff’s office, Jacksonville Beach Police
Department, the Florida Department of Law Enforcement and other
state and local agencies. This training has been conducted on campus
and has included topics such as active shooters, hostage negotiations,
bomb threats, biohazard threats, suicide bombers, chemical leaks, gas
leaks and other threats.

With the increase in crime in Jacksonville, we as a University
community are not immune from these forces on campus. In addition to
the means by which UPD will address these issues, we will continue to
explore new ideas and ways of keeping our community safe. In addition
to the previously mentioned programs is the Silent Witness program
which gives individuals both inside and outside the community a
manner in which to anonymously send a problem or issue to the police
department via the website for investigation. These along with other
programs already in place and in the planning stages will help the
University and UPD in serving its constituency.
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International Center
Tim Robinson

History and Purpose of the International Center
There are International Centers or the equivalent at most

universities or colleges across the country, although the structure of
those units might vary considerably. At some schools there might be a
Study Abroad unit under Academic Affairs, with an International
Student unit under Student Affairs. Or there might be a combined unit
that handles both Study Abroad and International Students that could
come under Student Affairs, Academic Affairs, or a completely
independent unit.

At the University of North Florida, in the late 90s there were
two international units: An Office of International Programs under
Academic Affairs, which primarily dealt with study abroad and
student/scholar exchanges (the J visa program under the U.S.
Department of State); and the Office of International Student Affairs
(OISA) which dealt with international students (the F visa program
under the then-Immigration and Naturalization Service of the U.S.
Department of Justice). The OIP was most recently staffed part-time by a
faculty member, who for many years had been the champion of
international activities at the University. The OISA had two full-time
employees working with internationals students and taking care of their
immigration requirements. As it happened, the two offices shared a
common suite of rooms and had close connections.

I was hired to be the first full-time director of the OIP and to
develop more fully the international study abroad activities. The head of
the OISA had been in his position for approximately one year and was
attempting to develop the profile of the office and its international
mission. The two offices were closely allied in the same overall intent.
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Shortly after my hire, the Vice Presidents in charge of the two units
jointly asked for a recommendation on how to deal with the two offices.
The resulting recommendation, submitted by the heads of the OIP and
the OSIA, was to merge the two offices into one International Center
that could provide comprehensive international services to the overall
University community -- faculty, staff, and students.

The recommendation was accepted and the International
Center was created. At first, we reported to both Vice Presidents
(Academic Affairs and Student Affairs). The two VPs soon after agreed
that the International Center would be transferred from Academic
Affairs to Student Affairs, which, as it turns out, was a significant,
fortuitous decision for the International Center and for the
internationalization of the University in general.

This brief history provides a specific example that reporting
structures can change quite rapidly and dramatically within an
institution. Our department had six changes in supervisory reporting in
less than three years. It also explains why an International Center may
have different homes across different institutions; personnel changes,
budgetary considerations, accidents of history quite often play a more
important role than deliberate decision-making. The bottom line –
absent an organizational chart that sets an International Center under
an administrator who cares for and wishes to further an international
agency at his/her institution, progress in most areas of
internationalizing a campus will probably not occur significantly, with
the maintenance of the status quo.

The formal mission of the International Center is to provide and
enhance, through both curricular and co-curricular activities, a range of
opportunities that can expand the global understanding of the UNF
community. Therefore, the International Center serves two broad
groups of students: U.S. students and international students. The
International Center is responsible for (1) recruiting and providing
programs, activities, and services that address the specific needs of
international students on campus (currently from approximately 70
different countries), and (2) developing and promoting study abroad
activities for domestic students who seek international learning
experiences. The current staffing structure has three staff members
working with international students and another three staff members
working on study abroad activities. The Office Director oversees both of
these sub-units and works on any other international initiatives as
might be discussed.
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Professional Resources for an International Center
NAFSA: Association of International Educators is the major

organization for international professionals, and has a variety of
resources for the office. First there is the bimonthly International
Educator (IE) magazine with articles in many areas of interest. NAFSA
also has a listing of many publications, in the categories of Professionals
in Education Abroad, Students Going Abroad, Students Coming to the
United States, and Professionals Working with International Students.
Of particular interest to international student advisors is the NAFSA
Adviser's Manual Online, an “unrivaled source of information on higher
education immigration procedures.” The Study Abroad advisor should
also utilize the SECUSS-L listserve for information related to study
abroad issues.

The Institute of International Education (IIE) is an independent
non-profit organization which publishes the bi-annual IIENetworker:
The International Education Magazine incorporating “pieces on all
aspects of international education around the world and features new
research, as well as resources and articles that deal with everyday
practice.” In addition, IIE publishes the Open Doors report, the annual
statistical survey of international students and scholars in the U.S. and
of U.S. students studying abroad. IIE also has several other international
publications useful for international offices.

The American Council on Education (ACE) “provide[s]
leadership and a unified voice on key higher education issues.” Through
its Center for International Initiatives, ACE offers programs and services
that enhance comprehensive internationalization on U.S. campuses and
situate U.S. higher education in a global. ACE publishes regular reports
on a variety of international issues, and is a useful source of
information.

EducationUSA offers a great resource for those recruiting or
admitting international students; the EducationUSA offices come under
the Office of Global Educational Programs in the Bureau of Educational
and Cultural Affairs (ECA) of the U.S. Department of State. The more
than 450 worldwide EducationUSA advising centers “offer accurate,
comprehensive, objective and timely information about educational
opportunities in the United States and guidance to qualified individuals
on how best to access those opportunities.”

American Association of Collegiate Registrars and Admissions
Officers (AACRAO) is “a nonprofit, voluntary, professional association of
more than 10,000 higher education admissions and registration
professionals who represent approximately 2,500 institutions in more
than 30 countries.” ACCRAO has an International Education Services
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section that provides information and publications on educational
systems and institutions outside the U.S. educational system.

The National Association of Student Personnel Administrators
(NASPA) has an International Education Knowledge Community with
four overall goals:

1. To stimulate increased awareness of the global
perspective in higher education;

2. To provide a forum for addressing global issues related
to student affairs;

3. To provide a structure and opportunity for members
with interests in global issues

to communicate;
4. To encourage professional connections with colleagues

in other countries.
The NASPA International Education Knowledge Community has

three main programs: an International Exchange Program, an Annual
NASPA International Symposium, and an annual Best Practices Award.

The advice for upcoming international professionals is twofold:
1. Read as much as possible about international issues and activities.
This includes magazines and other publications as listed above, but also
internet information that one can find. And because of the rapidity of
change in the field, keep reading to stay abreast of current information.
2. Network to make contacts so you can use others as sounding boards
for ideas, or resources to ask questions of. Budget resources are
relevant to how many workshops or conferences you can attend (or
send staff to), but make it a habit to go as often as you can afford to (in
terms of both money and time). l Local meetings are often more
valuable than national ones, insofar as those people we meet locally are
more often working in a similar environment so comparison of issues
has greater relevance. r. But regional and national meetings are also
good in order to find out what is going on “out there.” Membership in
professional associations is assumed here, which is also a budget issue,
but those people-contacts made are invaluable when a problem comes
up and you are not sure how to deal with it. A few phone calls to trusted
colleagues can provide the confidence and information to help make
those difficult decisions that always come up when you least expect
them.

What are we doing now? What are the challenges?
1. International Student Recruiting and Admissions
Recruiting – Funding has been provided during the last three

years to develop recruiting materials and to make some international
recruiting trips. Diminishing funds, however, have meant fewer trips
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each year (just one trip this current year). Recurring funds are needed
to recruit in new countries as well as to make return visits to countries
where recruiting contacts have been made.

Immigration requirements - The International Center serves as
the University’s compliance unit for federal regulations relating to
international students and scholars, and it assists students in
maintaining students’ legal status while they are studying at UNF. The
Student and Exchange Visitor Information System (SEVIS) run by the
U.S. Department of Homeland Security and the U.S. Department of State
works well, and has made the job of the International Student Advisor
easier. Nevertheless, there is an ongoing responsibility to keep all
student records up to date, and for the International Student Advisor to
keep abreast of ongoing SEVIS changes as it is revised and upgraded.

2. Study Abroad
Safety – The safety of students going abroad is a paramount

concern for UNF. The International Center plays the major role in
international safety issues, in conjunction with the University’s
Activities Abroad Risk Review Committee (AARRC). Composed of the
General Counsel, the Director of our Environmental Health and Safety
Office, one faculty member, one staff member, and the Director of the
International Center, the AARRC reviews each proposed faculty-led
activity as part of the overall approval process. Items considered by the
AARRC include the destination of the activity (Department of State
Travel Warnings, current political disturbances, medical/health issues,
security issues), the activity itself (the type of transportation to be used,
lodging conditions, risky activities), and the qualifications of the faculty-
leader (experience in the destination country, language proficiency,
local support structures to be used). If the AARRC makes a positive
recommendation for an activity, the VP for Student and International
Affairs will formally approve the activity. In addition to receiving formal
University approval for all overseas activities, students desiring to
participate in a UNF study abroad program are required to attend a
mandatory health and safety session. These sessions are mostly generic
in nature, but each student is also given destination-specific information
on health issues and U.S. embassy/consulate locations. A new Health
Travel Center can also work with individual students or classes to
address needed immunizations or other specific travel health needs.
This year a new training session for all faculty scheduled to lead
students abroad was initiated, with positive responses. The challenge
here will be the replication of the first session (live speakers versus
video or other multi-media presentations) in that it will need to be
presented multiple times, possibly on an individual basis, which
suggests some kind of “canned” presentation format.
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3. Challenges
Economics and finances – Another issue that is typically brought

up during any discussion on study abroad is funding. Students, parents,
faculty, and staff often ask about ways to fund study abroad activities.
Unfortunately, financial aid is usually not the solution. Indeed, financial
aid is quite often a hindrance, at worst, or a cause of confusion and
frustration, at best. Aside from the required paperwork and regulations
related to funding a study abroad activity, if a student is already a
financial aid recipient, he or she has to keep in mind that financial aid
funds will be disbursed only after the study activity has started, which is
often months after funds are due to be paid. The best advice when
working with students with financial aid is to coordinate closely, and in
advance, with the Financial Aid office, and get all information and
processes sorted out early in the process so no surprises come along
(for you or your students) when it might be too late to resolve them.
When we present information session to students or talk with new
students and parents, we stress the importance of planning ahead, and
starting to save for a student abroad activity a year or even two years in
advance. Most people accept the idea of saving for a future event, and
this works out to be the best solution for most participants in study
abroad.

A continual challenge, whether real or perceived, is cost.
Although most activities are developed to attempt to keep student costs
as low as possible, faculty are typically concerned about funding or
scholarship for students. Many students ask about lower-cost programs
or the possibility of scholarship. In many cases, what appear to be
positive financial aid options do not add benefit, in that additional
source of funds quite often cancel out other aid, with the result that
there is no net gain to a student if a scholarship is found. While it is true
that for some students study abroad costs are prohibitive, and for some
students cost is not an issue at all, for many students interested in study
abroad funding is more a matter of choice than of need. The advice that
International Center staff give at new student orientations or new
parent days is that students should plan ahead and save money in
advance. With one or two years of planning time, the vast majority of
study abroad programs are in reach for the bulk of the students who are
realistic participants. In addition, the International Center has
successfully worked with a local credit union to offer Study Abroad
Student Loans, which can offset the gap of what is on hand versus what
is needed, as well as provide funding for money that has to be paid up
front, in advance, before financial aid funds can be disbursed.

Each of UNF’s five colleges, as well as the Honors Program, is
involved with international courses and projects. Although UNF’s first
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study abroad trip was in 1974, by the early 2000s an increasing number
of international initiatives had created momentum for these initiatives
to become integrated into UNF’s curriculum and campus culture.
International faculty exchanges and student study abroad were pursued
independently by a number of offices across campus. Therefore, UNF
created the International Task Force in 2002 to synchronize these
pockets of international leadership. The Task Force has become a more
permanent body, called the UNF International Council. The work of the
Task Force and International Council has proven effective in generating
more study abroad trips for students, more students choosing to study
abroad, and a growing number of agreements with other institutions
around the world. UNF’s emphasis on preparing students to compete in
an increasingly global economy and to function in a world that seems to
shrink more each day is underscored by the different types of Study
Abroad programs for UNF students—faculty-led courses,
exchanges/affiliate programs, and individual self-selected programs.
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Disability Resource Center
Kristine Webb

“Coming to the Disability Resource Center gives me confidence
that because your office helps others make accommodations for
individual needs, it makes it so that I’m not worried about my
shortcomings getting in the way of the work I know I can do.”

“Melina”—college student with a disability
The message shared by this student and others who use the

Disability Resource Center propels us out of bed each morning,
rejuvenates our mission, and serves as a daily reminder about the
importance of the work we do -- provide quality services that meet the
needs of college students on our campus with disabilities.. The UNF
Disability Resource Center (DRC) is dynamically engaged in supporting
complete and equal participation by college students with disabilities
who are enrolled at our university. The hundreds of individuals with
disabilities who access college, use accommodations, and graduate with
degrees demonstrates a dramatic shift in how postsecondary education
personnel think about disabilities. What brought about this attitudinal
change? A quick review of the history will help ground our practice
today. Opportunities for students with disabilities have increased
dramatically since Gertrude Webb began the first college support
program at Curry College for students with learning disabilities in 1970
(Mangrum & Strichart, 1988). A pioneer and advocate, Webb believed
that with accommodations and appropriate support, students with
disabilities could meet the demands and requirements of college and
ultimately obtain degrees. The U.S. Department of Education’s National
Center for Education Statistics (2003) reported 9% of all undergraduate
students enrolled in two-year or four-year colleges and universities
reported having a disability. Recent research has shown that these
enrollment numbers may be conservative because many students chose
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not to disclose their disabilities (Hartman, 1994; Vogel, 1993) or chose
not to ask for accommodations (Wagner, Newman, Cameto, Levine, &
Garza, 2006). In spite of increases in enrollment, students with
disabilities attend colleges or universities at 41% the rate of their peers
without disabilities (Wagner, et al, 2006).

The University of North Florida’s Disability Resource Center
mirrors the increase in numbers of students across the nation. Since the
initiation of formal services for the 40 students with disabilities nearly
two decades ago to almost 700 students in 2009, the DRC has emerged
as a viable and necessary service that reflects the vision and mission of
both Student and International Affairs and UNF. Our commitment
ensures that students with documented disabilities will have the
opportunity to develop and enhance skills that will ensure successful
transitions to all aspects of life. Furthermore, the DRC is also committed
to promoting disability awareness to all members of the University
community. DRC staff practice under the following mission statement.
Mission Statement

The primary mission of the Disability Resource Center (DRC) is
to ensure that all students with disabilities have equal access to
educational opportunities at the University of North Florida. The DRC
promotes self-determination and self-advocacy of students with
disabilities throughout the university community. In addition, the DRC
partners with other units on campus to ensure that students with
disabilities are provided the opportunity to achieve their maximum
potential.

“Anybody with a disability who is in college -- that says
something about their drive and ambition. They could be pulling a
government check. It’s difficult to go to college. My illness is not
convenient, and it’s a challenge physically, emotionally, and
academically.”

”Miles”—college student with a disability
We are continually shocked at the number of people who don’t

realize that a person with a disability can successfully attend and
complete a college education. We know the desire to attain knowledge,
and ultimately a higher-level career, is not incompatible with having a
disability (Brinckerhoff, McGuire, & Shaw, 2002; Kochhar-Bryant,
Bassett, & Webb, 2008; Webb, 2000). Granted, the transition to college
life can be a huge milestone for all students, but for students with
disabilities, this transition may be particularly challenging. As
Clydesdale (2007) vividly reported in his book The First Year Out, the
general population of students tends to shelve their identities, their
beliefs and awareness about themselves and their environments when
they transition to college.
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Think about this: in their efforts to be accepted, college students
may lose sight of long-range plans and their abilities to adjust when
unexpected events occur in their lives. This scenario may be especially
challenging for college students who have disabilities. When research
has been conducted with adults with disabilities, the ability to set goals
has been linked with successful adult outcomes in several studies
(Gerber, Ginsberg, & Reiff, 1992; Sitlington & Frank, 1990; Repetto,
Webb, Garvin & Washington, 2002); with the current population of
students described in the Clydesdale study, students with disabilities
may find stowing their identities difficult. Polloway, Patton, & Serna
(2008) described how individuals with disabilities must terminate
existing life structures and begin new structures, a process that may be
compounded for them because of stresses tied to their specific disability
issues. “… I had to learn that just because a professor is nice and laid
back doesn’t mean that he is going to give you a break. That was a huge
shock to me in college! It’s not like in high school where some teachers
let you get by with doing less than everybody else. You have to do the
very same work as the other students in class and compete against
them. It’s OK now, but at first I really didn’t understand that.”

”Jordyn”—college student with a disability
Although challenges may be greater for college students with

disabilities, the payoffs in adult outcomes are also impacted. Students
with disabilities who complete four-year programs in postsecondary
education are less likely to be dependent on families or the government
than individuals who do not pursue college or postsecondary training
(Turnbull, Turnbull, Wehmeyer, & Park, 2003). According to a census
report released in December 2008, 54.4 million people have disabilities
and live in the United States (U.S. Census Bureau, 2008). In light of the
magnitude of these numbers, the need for appropriate education,
training, employment, independent living, and successful adult
outcomes moves beyond doing what legislation demands to an
economic necessity.

As service provision for college students with disabilities has
developed, the need for professional standards has emerged. These
needs were addressed by the Association on Higher Education and
Disability (AHEAD), “a professional membership organization for
individuals involved in the development of policy and in the provision of
quality services to meet the needs of persons with disabilities involved
in all areas of higher education.” Comprised of committed service
providers and policymakers from across the nation, AHEAD has taken
the leadership role in ensuring that students with disabilities have equal
access to postsecondary education. AHEAD has developed and
disseminated professional standards and performance indicators. The
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UNF Disability Resource Center uses AHEAD standards and indicators
as a blueprint for practice. These guidelines facilitate the provision of
evidence-based, student-centered practices.

Admissions Process for Students with Disabilities
Similar to other public universities, the University of North

Florida has actively sought processes and procedures that will result in
greater diversity during the admission process. To ensure the UNF
student population includes students with disabilities, a
multidisciplinary group of professionals on campus works closely with
students in admissions, advising, tutoring, counseling, teaching, or
facilitating access. Because its collaborative membership represents
many campus departments and units, D-SAC serves at the discretion of
the President of the University. Voting members include a faculty
member from the Department of Exceptional Student and Deaf
Education, faculty members who teach general education courses, a
coordinator from the admissions office, an advisor and tutor from the
Academic Center for Excellence, and the director from the Disability
Resource Center. An attorney from UNF legal department, a
psychologist who interprets documentation, staff members from the
Disability Resource Center, and various faculty members from
departments across campus serve as non-voting consultants to the
group.

Once a student elects to disclose a disability during the
admission process, DRC personnel send a welcome letter in which we
describe services, contact information, and the application process for
students with disabilities. After this communication, each student’s
application is reviewed by a team from admissions who determine
whether the student meets general admission requirements. If the
student is accepted at that point, the DRC will continue to communicate
information to the student, and in turn, the student chooses whether or
not to register with the DRC. For those students with disabilities who
are not admitted under standard admission requirements, the D-SAC
makes admission decisions. D-SAC discusses students’ potential for
college success by reviewing college entrance scores, high school GPAs,
and other pertinent information. After the DSAC meeting, students
receive letters that explain the decisions, along with action students can
take to appeal a denial or steps to register with the DRC if the student
has been accepted.

Additional Ideas for Collaboration and Consultation on Campus
We believe that active participation on a wide array of campus

committees is a key factor to guarantee that the needs of students with
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disabilities are included in campus initiatives and programs. To this end,
our staff has membership on numerous campus committees that include
but are not limited to the following:

 Equity and Civility Committee
 Strategic Planning Task Force
 Advising Task Force
 Faculty Support Committee
 Safety Committee
 Faculty Association
 Building Supervision Committee
 Matriculation Committee
 Student Council for Exceptional Children
 Bookstore Committee

Our participation serves several purposes. First, committee and
small group meetings can offer opportunities to explain the needs and
purposes of accommodations to faculty and staff, dispel myths about
disabilities and accommodations, and advocate for equal access. Second,
our staff members are viewed by campus personnel as contributors and
team players on campus issues, not just those issues that involve
students with disabilities. The campus network we have established as a
result of these collaborations has been invaluable to the DRC staff and
students we serve.

“You want to know what I had in high school? A big fat
NOTHING! I did get some support from a church group, not really from a
mental health standpoint. My parents abandoned me at age 16. That
went fine until I had some mental health issues. All the school cared
about was who was pregnant or who was in a gang. They just didn’t
know about or prepare students with mental health issues. High
school—I wanted to kill myself. I was very actively involved in activities
but that was just a façade to cover up just how much I hated myself.”

”Colin”—college student with a disability
Disseminating information to students about resources in

college, transition programs from high school, and general information
about disabilities is so important. Decades ago, the illustrious educator
John Dewey (1916) stated, “There is more than a verbal tie between the
words common, community, and communication” (p. 434). At the
University of North Florida DRC, we strive to share critical information
to students in a timely and meaningful manner, engage in conversations
to ascertain learning needs and accomplishments, and share
information about campus and community resources.

“College made me feel more mature and more focused on what
to do. Certainly my family was happy and knew that I would do a good
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job in college. As a deaf individual going to a hearing college, you have to
be at the same level as hearing students, and you’re dealing with a
hearing professor.”

”Charles”--college student with a disability
A particularly successful communication tool has been our DRC

Blackboard site. The University adopted the use of Blackboard several
years ago, and most professors use it extensively. Although the DRC
doesn’t have a class associated with Blackboard, we use this electronic
tool to post announcements, send e-mails, and post documents and
forms. Because students are familiar with Blackboard, they read and
respond to communication from the DRC. We post announcements
about scholarships, deadlines, events, and other critical information. In
addition, we feature a section of links to local, state, and national
disability sites. Electronic mail may be sent to all students registered
with the DRC; however, the students are not able to see other student’s
names; thus, we can communicate without loss of confidentiality.

“Make friends with your professors and disability office first.
This adds civility and understanding to your situation. I work hard. I’m
trying. If I miss something, it’s not because I’m lazy or didn’t want to
come to class.”

”Miles”—college student with a disability
Sharing information about accommodations and services with

our campus community has been a priority for the DRC team. To
accomplish this dissemination, we have developed a presentation that
describes demographic data about the students registered for services,
explains general characteristics and needs of common disabilities, and
describes common accommodations. In the week preceding Spring
Break each academic year, the DRC sponsors a Disability Awareness Day
held through collaboration with UNF Health Promotion’s Safe Break
event. Over two dozen disability-related agencies set up booths which
students must visit to “earn” a free lunch. Students have the opportunity
to interact with disability professionals in the community and learn
about services. Many of the professionals who attend have disabilities,
and they willingly share their experiences in postsecondary education
and communities. Evaluation of the event by participants shows that
they became aware of at least one valuable piece of information about
disabilities, and that they found the event to be interesting and
worthwhile. Participants are treated to a lunch that is sponsored by the
Disability Resource Center and Health Promotions.

During the spring semester, we ask students who are registered
with the DRC to nominate a professor or staff member who has
empowered them to learn, or has been exceptionally helpful in access
issues. After informing the nominees and their supervisors or deans, we
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recognize and honor all of these campus community members at an
Empowerment Awards Ceremony held during Disability Awareness
Week. Although the students’ names are not mentioned, we read the
nominating language for each award member during the ceremony and
recognize each nominee with a framed certificate.

“Then I came to college and everything was profoundly different
compared to my high school experience. I had to learn really fast how to
get around. I had just gotten my dog a month before so everything was
different. I was very dependent on my parents. I was used to being told
where to go, and what to do. I didn’t make any of my own decisions.”

”Axel”—college student with a disability
Several years ago, we shifted from the DRC office delivering

letters that described a student’s accommodations to the student
delivering these letters. As we announced this change to students via
our Blackboard, we encouraged them to arrange a meeting with each of
their professors. Students have reported that this meeting allows them
time to become acquainted with their professors and share information
about how they learn. Once students and DRC staff have agreed upon
accommodations for a particular semester, the student completes an
Accommodations Request, a document they are able to access on
Blackboard. Students deliver these requests to the DRC and pick up the
letters for their professors once the request has been processed.
Students become responsible for the delivery of the letters to each of
their professors. We believe this shift to student delivery has
strengthened our efforts to build a sense of self-determined
responsibility among our students.

When the DRC staff participated in a series of strategic planning
sessions, self-determined and independent students was among their
priority goals and outcomes. We are deeply committed to facilitating
student growth that exemplifies autonomy and self-governing. Getzel
(2008) urged college providers to promote self-determination and self-
management skills for college students with disabilities in order to build
or enhance their persistence and increase retention rates in college.
When Webb, Patterson, Syverud, and Seabrooks-Blackmore (2008)
reviewed the literature about what college students with disabilities
said they needed to effectively transition to higher education, the need
for self-determination was a common theme.

This message was emphasized by Peter Noonan Squire, a
successful college graduate with learning disabilities and ADHD, who
described his journey from dependence to independence and self-
determined decisions.

“Throughout most of high school, I always believed that others
were responsible for my successes and failures because it seemed that
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my life was more in the control of others (e.g., parents, teachers,
friends) than myself. When I needed extra time on a test, it was my
special education teachers who spoke up for me. When I got caught
shoplifting and was arrested, it was because my other friend dared me
to take the item. I felt like a pinball bouncing back and forth under the
directions and influence of others. These emotional experiences have
dramatically changed as I have learned how to direct my own life, and I
now believe it is critical for students to become self-determined as early
as possible to avoid the experiences that I endured” (Noonan, 2008, p.
126).

Rather than specific activities to promote self-determination
among the students who are registered with the DRC, we strive to
ensure that all services, events, programs, and functions of our office are
designed to demonstrate the many benefits of being an autonomous,
independent person. As Agran and Wehmeyer (2003) emphasized, self-
determination is not a separate program, but is about facilitating an
environment and processes that support individuals with disabilities as
they take control of their lives. Wehmeyer (1992) has defined self-
determination as “the attitudes and abilities required to act as the
’primary causal agent’ in one’s life and to make choices regarding one’s
actions free from undue external influence or interference” (pp. 305).
Armed with this information, our staff members deliver services, and
advise and interact with students every day.

The DRC Team conducts a yearly assessment of all procedures
and accompanying forms and brochures to ensure they are compliant
with the Americans with Disabilities Act (1990) and section 501 of the
Rehabilitation Act (1973). Attending webinars, conferences, and
meetings, along with reading professional journals and newsletters
helps to inform us about requirements and best practices.

For example, the DRC staff currently is revising guidelines for
service and therapy animals on campus. The first step in our revision is
to review related research and literature in journals and on professional
organizations’ websites. After gathering that information, we investigate
written policies and guidelines from other higher education institutions.
We then meet with departments who have interest and investment in
the policy. In the case of our service and therapy animal guidelines, we
are meeting with personnel from Housing, the legal department,
students who use service animals, and the ADA compliance office.
Together, this group will outline the components that we agree should
be in the guidelines. During the development of the guidelines, DRC staff
will usually craft initial and subsequent drafts and solicit feedback from
this group at each stage of the development. At the conclusion of our
collaborative work, we believe our end product will be comprehensive
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and pertinent. Determining appropriate accommodations for each
student who registers with the
DRC is an essential function of a disability service office. Lindstrom
(2007) offered the following advice to professionals in the field:

For students with disabilities enrolled in postsecondary
institutions, it is important that accommodations are individually
determined and based on the functional impact of the condition and its
likely interaction with the environment (e.g., course assignments,
program requirements, academic setting, etc.). In addition, gathering
background information about the student's history of accommodation
use (e.g., frequency, effectiveness, training, etc.) is critical. As such,
accommodation recommendations may vary among individuals with the
same disability diagnosis (e.g., dyslexia). They may also vary from one
environment to another for the same individual (p. 230).

Each year, we develop observable and measurable goals for the
DRC; all goals must fit under the umbrella of both UNF and Student and
International Affairs goals. After we have finished writing our goals, we
distribute responsibilities for these goals among individual staff
members. As staff members write their annual goals, they precede them
with both UNF and Student and International Affairs goals. We have
found this process to be an effective way in which to ensure we are
incorporating the university’s and division’s direction in our daily
practice.

Final Thoughts
“Yeah, the Disability Resource Center helps you get your

accommodations and everything, and they help you with study ideas
and strategies, and they will even help arrange meetings with you and
your professors, but you still have to do what the professors expect you
to do in the class, just like the other students have to do.”

”Jordyn”—college student with a disability
In his 2nd habit, Stephen Covey (1989) urges us to “begin with

the end in mind.” His sound advice bodes well for those of us who work
as service providers to college students who have disabilities. What
outcomes do students want during and after college? Self-determined
decisions? Independence? A satisfying career? Equal access to learning?
Feeling included in every facet of college life?

No matter what outcomes students choose, students count on
us for advocacy, skill building, and support for equal access (Kochhar-
Bryant, Bassett, & Webb, 2009). The National Council on Disability
(2003) reported that students who completed college exhibited
resiliency, determination, and resourcefulness as they compensated for
their learning needs. As service providers, we must nurture, facilitate,
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and help sustain these characteristics in students who use our services.
American historian James Truslow Adams recommended that we “seek
out that particular mental attribute which makes you feel most deeply
and vitally alive, along with which comes the inner voice which says,
‘This is the real me,’ and when you have found that attitude, follow it.”
In choosing to provide services to college students who have
disabilities, we not only have selected a challenging and fulfilling career,
but we also have chosen a path of social justice, equal and civil rights,
and continual education. As you serve students, our wish is that you
experience a professional lifetime of feeling “deeply and vitally alive.”
We and the students we serve could want for little more.
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Development
Kathleen Leone

In 2004, the University of North Florida established an Office of
Development for the Division of Student Affairs after assessing the need
for sustainable revenue sources and private support for the 19
departments within the Division. The larger goal of this office is to
financially support and accentuate the programs and projects in Student
Affairs that add to the experiential learning and the quality of the
campus experience of each student. The Office of Development is
further charged with the creation and sustenance of recurring income
streams to ensure the growth and stability of Student Affairs.

Development is a gradual process, based soundly on building
strong relationships with various constituent bases. A study by the
Student Affairs Leadership Council, a division of the Education Advisory
Board out of Washington, D.C., states, “A sustainable fundraising
operation requires upfront investment of time, resources and staff as
well as a solid partnership with the Development Office.” In the case of
UNF, the overarching development office is the Office of Institutional
Advancement, as Student Affairs houses its own independent
Development Office. The report continues, “However, with proper
planning and a long-term view, (Student Affairs Leadership) Council
research shows that fundraising can be a fruitful source of income,
especially if focused on natural Student Affairs Prospects such as young
alumni, affinity groups, and parents of current students.”

UNF views the education of the student as much more than just
academic in nature. Student Affairs adheres to the Institutional Values
of the University that state:
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The University of North Florida is committed to values that
promote the welfare and positive transformation of individuals,
communities, and societies. We value:

 the pursuit of truth and knowledge carried out in the spirit of
intellectual and
artistic freedom;

 ethical conduct;
 community engagement;
 diversity;
 responsibility to the natural environment
 mutual respect and civility.

Student Affairs plays an integral part in the commitment to
these values, as we endeavor to nourish the “whole” student -- ethically,
spiritually, physically and culturally.

Why fundraise for Student Affairs?
It is widely known at the time of publication that the U.S. and

world economies are in the worst state of crisis since the Great
Depression. Stateside, banks have closed or consolidated, companies
that have been part of American culture for decades have disappeared,
unemployment has risen dramatically, stocks have fallen, and
investments once considered reliable have plummeted.

UNF is a state-assisted and not state supported-institute. This
means while UNF receives a substantial portion of its operating capital
from the state of Florida and from student tuition and fees, a gap of
about 25%remains in the cost of educating each student. As a public
university, UNF relies on the State of Florida for approximately 60% of
its annual operational costs. The remaining 40% comes from non-state
funding, including student activity fees, concession income, auxiliary
money, and corporate and private philanthropic support. “States are in
trouble…, and the downturn in state support comes along with declines
in investments,” Says P. Brett Hammond, Chief Investment Strategist of
TIAA-CREF. “Endowments have declined (and) students need more help
than ever.”

Even with excellent management and healthy diversification in
its investment portfolio, UNF’s endowment has also declined. The state
of our economy has wreaked havoc on endowments across the country,
thus limiting the funds available for educating students at nearly all
higher education institutions. With the establishment of a Development
Office, UNF has taken steps to stabilize the present and secure the future
of the Division of Student Affairs, its departments, and the students it
serves.
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Development at UNF
When considering fundraising at colleges and universities,

thoughts naturally turn to alumni giving to their alma mater, specifically
to the college or school from which they graduated. Corporate giving
also tends to be thought of as college–specific; for instance, a finance
company or bank might give to the local university’s college of business.
Local hospitals might provide support to the college of health, and
athletes or sports teams may place their philanthropic support behind
the University’s athletic programs.

The common perception of Student Affairs is that there is no
“natural donor base”. Alumni are traditionally drawn to support the
colleges from where they learned to be successful professionals in their
chosen fields. On the surface, this may seem an accurate assessment of
the philanthropic tendencies of university alumni, but when digging a
little deeper, one can find a rich variety of “fits” for potential donors
among its alumni base, and throughout both the internal and external
community.

Alumni: Some of the most satisfying experiences that alumni
reflect on are their involvements in extra and co-curricular activities,
student clubs, fraternities & sororities, and various recreational and
social activities. Student Affairs oversees all of these areas.

Parents: Parents are more and more involved with their
children’s development, even well into adulthood. The annual National
Survey of Student Engagement collected data from students at 24
colleges and universities in 2007. According to the survey, parents are
more involved in their college student's life than ever before. More than
80 percent of parents report being more involved than their own
parents were (Education-Portal.com 2003-2009).

Types of Involvement
UNF’s Parents Association was created in 2006 to “strengthen

ties with parents in further support of the academic and personal
success of students, to provide on-going communication between the
University and UNF parents, and to further engage parents in UNF
events, programs, and activities” (2007 – 2008 UNF Parent Handbook).
The Parents Association was the creation of a committee of the Student
Affairs Community Council. An annual contribution structure was put
into place, ranging from $35 to $250, to support scholarships, student
activities, special events and programs under the Division of Student
Affairs, all to enhance their children’s collegiate experience. For
additional, detailed information, please refer to the Parent & Family
Programs chapter.
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Parent Fund
The Parent Fund will evolve to be a peer-to-peer fundraising

mechanism, through which parents will be contacted -- via mail, e-mail
or phone call -- by fellow parents to ask for unrestricted support of the
programs, scholarships and other initiatives within the Division of
Student Affairs. A website has been created, featuring a letter from the
Parent Fund co-chairs, along with a photo of the co-chairs with their
children, who are either current UNF students or recent graduates. The
website explains the importance of the Parent Fund, what type of
initiatives will be supported by the Fund and gives a personal
perspective from people who care about their children’s education.
Please see introduction letter below:

Dear fellow Osprey parents,
We are honored to have been asked to serve as the co-chairs of

UNF’s inaugural Parent Fund. As parents of college students, we all
share a bond of pride for our children attending a wonderful university,
excitement about the potential their futures hold, and worry about their
health, safety and wellbeing while away from home for the first time.

The Parent Fund has been established to help University of
North Florida provide safeguards for our children in the form of
programming, counseling, and security. As Parent Fund co-chairs, we
seek to garner unrestricted financial support for the many organizations
under Student Affairs, all of which directly and immediately impact the
lives of our children and their campus experience.

During this first Parent Fund drive, we have chosen to highlight
UNF’s Counseling Center and Campus Police Department, and an
innovative program which utilizes the expertise from these two
important units, called the SOS Program. Combined, these departments
ensure the highest level of safety for our children. We invite you to read
more about them below.

As a state university, UNF has experienced some significant
budget restrictions. We are pleased that the University has chosen this
year to kick off this very important fundraising initiative. At the same
time, we are mindful that many families are experiencing their own
budget restrictions. In these times the choices we make for our money
are much more limited, and we hope you believe, as we do, the
University our children attend is a very deserving selection.

We look forward to the collaborative impact we will make on
the UNF experience for each of our children during these pivotal and
memorable years of their lives.

Thank you in advance for your support of the UNF Parent Fund.
Sincerely,



216

Cathy & Harry Evans
Parents of Michael '11 Leslie & Ray Morreale

Parents of Rachel '10 and Devon '07
The first Parent Fund e-solicitation, featuring the letter above

and a web link to specified giving levels, is scheduled to be e-blasted to
all parents for whom we have a valid e-mail address, immediately
following Family Weekend, which takes place annually in October. We
hope that abundant good feelings will remain from a wonderful
weekend collegiate experience on campus.

So we will start with the approximately 2,600 (and ever-
increasing) parent e-mail addresses that we have through the Parents
Association with, of course, an ”opt-out” preference link on the web
page. Using our “e-blast” capabilities, we will send a mass e-mail
containing a link to the Parent Fund website to all current parents. The
link will lead to the letter from the co-chairs (included earlier in the
chapter) and then on to a giving page where parents can make a secure
online gift via credit card. There are many current parents with the
capacity to make a major gift to the University. As a Development
Officer, I am personally cultivating these parents to enhance their
involvement with the University. We expect some significant support to
come from this sector of parent constituents.

Student Affairs Community Council
As of July 2009, the Student Affairs Community Council (SACC)

is made up of 18 community members, with varied professional
backgrounds, and wide-ranging interests in the University. Among our
members are parents (current and past), alumni, non-alumni,
physicians, psychologists, financial analysts, human resource
professionals, ex-professors, accounting professionals, etc.

The SACC was formed in 2004 by the Vice President for Student
and International Affairs and a few very dedicated and talented alumni.
By-laws were developed, community members were sought out to
serve, committees were formed, and the Student Affairs Community
Council accepted their charge to be UNF’s liaison between UNF, student
life and the community.
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As a member of the SACC, one is expected to make a minimum
annual contribution of $1,000 to the Division of Student Affairs. After
raising over $30,000, the SACC established an endowed scholarship
with the intent that it grow to reach $100,000, at which time a state
match of $50,000 will be applied for, bringing the corpus of the account
to $150,000.

Perhaps it’s time to explain fully how an endowment works…
At UNF, the minimum amount to establish an endowment is

$25,000. An amount this size or greater is placed into an endowed
account, where it will begin to generate interest. Interest is spent at a
rate of 4.35% and is calculated on a three year rolling average. Although
an endowment’s interest can be spent at any time after a contribution
has been made, the endowment won’t be fully mature for three years.
The University spends 4.35% of the interest on scholarship,
programming, or whatever the endowment has been established to
support. Any interest generated over the 4.35% is invested back into the
corpus of the account, which in turn, helps the endowment to grow in
perpetuity. Yes – it’s a wonderful thing!

Building the Relationship & Making the Ask
On average, a professional fundraiser builds a solid relationship

with his or her prospect over a period of anywhere from a few months
to a few years. Many factors will determine how much cultivation the
prospect needs. The size of the gift, the prospect’s experience with
philanthropy, their capacity and inclination are all contributing factors.
The process of developing a relationship is paramount to success in
securing a major gift. The most effective way to start a relationship with
a potential donor is to find a commonality in the donor’s interests, and a
project or initiative in Student Affairs or in the University as a whole.
Cultivation of new potential donors

Alumni, community members, Council and Board members and
University friends, all want to feel like ”insiders” to University life. They
want to feel that their opinion is valued and their input is heeded. One of
the most rewarding feelings for a prospect or donor to have is for that
person’s advice or counsel to be sought.

Maybe best of all, set up an appointment with the donor to ask
the donor's advice about something. Asking someone for help is the
most flattering thing you can do. There are few things that will draw
donors closer to an organization on a professional level than having the
organization turn to them for their knowledge and expertise. Just think,
there you are asking for something, and it isn't money (Poderis 1997 -
2009).
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I define donor cultivation as an organization-wide strategy and
process to learn more about each donor's interests, desired professional
and social contacts, lifestyle, and philanthropic desires so that we can
better initiate and respond to contact with a donor in order to develop a
stronger relationship with that donor. I can't stress enough how
important this definition is - how important it is to the future of an
organization's fund-raising efforts. Every successful fund-raising
operation cultivates its donors - builds relationships with them. The
most successful do it constantly and systematically (Poderis 1997 -
2009).
Working the “Fundraising Cycle”

As development professionals at UNF, all Directors of
Development are familiar with the fundraising cycle:

1. Identification
2. Qualification
3. Cultivation
4. Solicitation
5. Stewardship
6. Renewal
Identification: We have a wonderful research department here

at UNF, but even if you don’t have access to research professionals,
much information is public record and can be found online. Try to
investigate what other organizations your prospect has supported in the
past and find a connection to a project at your organization. Do your
homework! Many top prospects have been approached by numerous
organizations for a major gift, or for some kind of financial support.
Most likely, they will know why you are contacting them.

Qualification: Try to have the initial meeting at the home or
office of your prospect. Ask questions and let the prospect talk about
himself or herself at length. Listening is essential. Hopefully, through
your careful listening, you will have touched on a project with which
you can connect your prospect and build excitement. Once you have
established a conversational feel to your meeting, tell the prospect
about your project or projects that might be a good fit. Answer any
questions in detail. At the end of the initial meeting, ask your prospect,
“Would it be okay if I call on you again? I have a project that I think you
may find interesting.” Mention that you will be calling again to extend an
invitation to come to campus. Or if you note interest in a specific project,
invite the prospect to choose a place to meet with you and the Head of
that department or project.

Cultivation: The cultivation process is like a courtship, and is the
most important part of the fundraising cycle. Invite your prospect to a
lecture or a show on campus, take him or her to lunch or dinner, pass
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along an article you think would be of interest, meet for coffee, or give a
tour of something new on campus. Show the prospect that he or she is
interesting and important to you in a variety of ways. Ask the prospect
to offer advice or to serve on a board, council or committee. Build a solid
relationship and give ownership, always paying close attention to the
prospect’s opinions about a project, plan or initiative. As you become
more comfortable with each other, you can start to phase into the
solicitation phase.

Solicitation: I find it critical that the person with whom you are
meeting knows that you will be discussing money. Don’t catch people off
guard. In my experience as a fundraiser, when people know you will be
approaching them for a gift, they feel empowered and prepared. When
both parties are prepared, your time together should go well – no
matter the outcome of the gift.

Essential Components of the Ask
1. Make a compelling case for the organization and the

need for support
2. Use transitional statements that specifically reference

the prospect’s interest or prior support, or both
3. Ask for a specific amount and for a specific purpose
4. Detail the benefits of the gift
5. Remain silent (Fredricks, 2006)
As you present your case for support, give an overview about

the project or purpose for which you are asking for money. Explain to
the prospect the need, the urgency and the importance of funding for
this particular project. Talk about the outcome of the contribution in
terms of the ‘big picture’ and the end result. Then, ask for a specific
amount of money and briefly explain specifically how the money would
help move the project forward. Then… be quiet.

Always let the prospect be the first one to speak. When he or
she does speak, listen carefully. Be prepared for an array of questions,
and answer them completely. Let the prospect take all the time he or
she needs to process the information you have just shared, and to ask
questions. Giving a large gift may require some thought. The prospect
may want to take some additional time to think about the amount,
discuss the decision with a spouse or relative, etc. If this is the case,
schedule a time in the very near future to meet, as not to lose the
momentum of the ask.
Stewardship

After your visit, always send a handwritten thank you note
immediately. Your donors should always know how much you and your
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organization value them. In the note, be sure to include an action
statement so they will expect you to follow up. Say something like:

“Thank you for taking the time to meet with me today to discuss
your contribution to the ____ project. I am grateful for your
consideration of this very important project and I look very forward to
our next meeting. I will call you next week to schedule a date and time
that is mutually beneficial. Again, thank you!”

Thanking donors seems like something so basic that we
shouldn't even have to talk about it. But more mistakes, with more
devastating results for donor loyalty, are made in the thanking of
donors than anyplace else. So, let's go over six essential rules for saying
"thank you".

1. Thank a donor immediately. Send out a thank-you note
for a gift no later than the day after the gift is received. Nothing is more
important than a prompt thank-you.

2. Be humble. Don't act as if or communicate the thought
that you were expecting the gift as something that was the donor's
responsibility to do.

3. Praise the donor's generosity. Do not stint. Let the
donor know how important the gift is.

4. Praise your donor's leadership. Anyone who gives is a
leader and should be treated as such, and call attention to the fact that
this gift will influence others to give.

5. Thank donors for past support. When you receive
today's gift, remind the donor how appreciative you are of past support,
but do not talk about future support. Do not say thanks out of one side
of your mouth and hint at future requests out of the other.

6. And finally, never let a hint of disappointment show.
Never, ever show a lack of gratitude for a gift, whatever its size.

There are two things that must be remembered about saying
thanks. Donors expect it, and they deserve it. (Poderis, © Copyright
1997 - 2009)

Student Involvement in Philanthropy
The best way to ensure support by your future alumni is to get

students thinking about philanthropy while they are still students. To
that end, the Association of Fundraising Professionals (AFP) First Coast
Collegiate Chapter has been established at UNF. The purpose of this
group is to educate students about philanthropy, engage them with their
community, and teach them about the corporate community and the
non-profit world.

Each student member of the AFP Collegiate Chapter creates a
portfolio that will serve as documentation of all of the events and
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projects, both on and off campus, in which he or she was involved while
a member of the Chapter. Through the Chapter, students are able to
explore career opportunities in fundraising by participating in
”shadowing” non-profit executives and fundraising professionals.
Through this process they are able to glean invaluable job skills unique
to fundraising and non-profit organizations.

As students go through this club, they are taught why
fundraising is critical to the success and even existence of many
organizations, both non-profit and corporate. We anticipate that these
student members of the AFP Collegiate Chapter will be empathetic and
consistent givers during their college years, and will continue this
practice of philanthropy as alumni and community members.

Currently, the Development Office in Student Affairs is working
closely with the Director of Annual Giving to develop a centralized
method of student philanthropy, in addition to the AFP Collegiate
Chapter. Annual Giving Director Brieanna Quinn says,

Now is the time to educate students about philanthropy. We
want to broaden the reach of the students to attain a larger,
comprehensive goal, maybe in the form of a senior gift. While
they are students here, we know where they are, we have ways
to contact them and we can begin to build a culture of
philanthropy. We want our students to understand that it’s not
just tuition and state dollars that make UNF a great University,
but that private support is critical. Our goal is to keep our
current students as donors when they become alumni.

Forms of Contributions and Planned Giving
There are many ways a donor can make a gift. Whether it is a

gift for an endowment, a capital project, programming or scholarship,
donors have several options. They can give a gift in its entirety in cash
or assets; make a multi-year pledge; or give a gift-in-kind which, in most
cases, will be credited at the level of value of the item that is
contributed. Where allowable, the donor’s gift will be tax-deductible to
the fullest extent of the law in accordance with IRS regulations. There
may be some IRS guidelines that will not allow for donors of certain
types of gifts to receive a tax deduction. The code becomes very specific
when dealing with matters of gifts of service, some gifts-in-kind, etc.
Prior to using the phrase “tax deductible”, which can be very appealing
to a donor, it is always wise to do research and know for sure.

If a donor wishes to make a planned gift, there are options
available as well. As outlined in UNF’s The Lamplighter newsletter,
several tax-relieving methods of giving can be utilized. One of the
easiest ways to leave a bequest is for donors to name the organization to
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which they would like to contribute in their will or estate plan. This can
usually be done with a phone call to their attorney or by way of a
signature on the amended document. If a donor decides that he or she
would like predictable income for their lifetime, then a charitable gift
annuity or charitable remainder trust would be beneficial. With a
charitable gift annuity, a donor transfers assets (usually cash or stocks)
to an organization. In return, the organization pays the donor a fixed
amount annually, semiannually or quarterly. The initial gift is partially
tax-deductible, and the annuity payments are partially tax-free.

With a charitable remainder trust, a donor transfers assets to
the trust, which makes specified payments back to the donor. When the
last beneficiary of the trust passes on, the remaining balance transfers
to the organization named in the trust. A bequest can also be made by
donating a paid-up life insurance policy to an organization, providing
the donor with an income tax deduction.

A dedicated Office of Development for Student Affairs is a true
benefit to not only the departments within the Division of Student
Affairs, but also to the University as a whole. From the community
outreach and the development of strategic relationships to the
integration of Student Affairs priorities with academic needs, and the
collegial relationships that arises from these partnerships, an Office of
Development is a welcome part of the Student Affairs umbrella.
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Student Government
Laurel W. Kendall

“History is the witness that testifies to the passing of time; it
illumines reality, vitalizes memory, provides guidance in daily life and
brings us tidings of antiquity” – Cicero (106BC – 43BC).

“Welcome to the University of North Florida.” This
aforementioned online message can be found heralding a growing
population that demands instant access to knowledge. Upon further
review, you will find a very interesting tab on the left-hand side of the
page which seems to pop out. Simply put, it reads, “UNF History.” The
link welcomes the viewer to the UNF Oral History Project by offering
four timelines -- 1969-1979, 1980-1989, 1990-1999, and 2000-2009 --
each referencing notable information and accomplishments that vary
from how the campus got started to how it has grown. Amazingly, there
is nothing attesting to the many wonderful accomplishments of any of
the timelines. When we contacted UNF’S Carpenter Library, we found its
racks just as barren. This chapter is an attempt to put forward some of
what has been discovered about Student Government’s history,
purpose, mission and the defining role of its Advisor.

Historical/Theoretical Background
Through the efforts of The Florida Student Association, the

Florida Legislature passed House Bill 353 and Senate Bill 20E, which
essentially required state universities to have Student Government on
campus. Codification provided students and leaders with an added
security that they didn’t have prior to enactment of the law. The second
most important aspect of the bill was self-governance as well as ex-
officio membership on the newly established Board of Trustees.
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It is also worth mentioning that prior to 2002 UNF’s Student
Government had only two functioning branches of government, with the
Executive Branch being the only one that had a budget -- the legislative
branch acquired one in 2002. The Judicial Branch came into its own in
the spring of 2003, under the direction of an aspiring pre-law student,
and has grown from one or two active justices who shared a tiny office
with four legislative cabinet members to as many as nine Associate
Justices with their own Chambers and Courtrooms.

Today, UNF’s Student Government has an Association, an
Organization, and a Department. As the largest of the four UNF
Constituent Associations, its membership consists of over 15,900 full-
and part-time students. As an Organization, UNF’s Student Government
serves as a governing body responsible for representing student
interests and for addressing student needs on matters of University,
local, state, or national concern. The University of North Florida is
represented by three branches of government, with all executive
powers being vested in the President, assisted by the Vice President and
such administrative officers as the President shall appoint. In addition
to the President and Vice President, the Executive Branch consists of a
Chief of Staff, Deputy Chief of Staff, Treasurer, Attorney General, Deputy
Attorney General, seven Executive Directors, a Student Advocate, a
Deputy Director of Design and Marketing, four Agency Directors, and
four Agency Assistant Directors. It is important to note that each
President has the right to organize the Executive Office as he/she deems
necessary and proper within the limits imposed upon him/her by the
Constitution and Statutes; the Legislative Branch, whose powers are
vested in the Student Senate, which consists of 52 members including
the Senate President, Senate Pro-Tempore, four Senate Committee
Chairs, a Parliamentarian, Sergeant-at-Arms, Chaplain, Senate Secretary,
as well as at-large college, and graduate representatives; and, the
Judicial Branch, which holds the judicial power of , which consists of the
Chief Justice, Associate Chief Justice, and seven Associate Justices.
Programming and services are provided to the student body through
the collaboration of the Executive and Legislative branches. Finally, as a
Department, it is represented by a Director, Assistant Director, Business
Manager, Research Coordinator, two Agency Advisors, a Programming
Assistant, four accountants, and eight student staff leaders.

The Role of the Advisor
Many will agree that life is a classroom and may even ascribe to

the fact that the basis of good leadership is honorable character and
selfless service to your organization. Advisors should communicate
realistic expectations that are critical to their students’ success openly
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and frequently. Advisors can relate to students better when they hold
up mirrors and reflect back to the students the strengths and talents
that they see in them. A skillful Advisor will also be able to identify their
students’ needs, problems, and concerns, and be able to tap into their
own strengths and experiences with an open and accepting mind to
address the issue at hand. The key is to maximize your strengths and be
honest about your shortcomings.

In a 1987 AAHE Bulletin article, Arthur Chickering and Zelda
Gamson wrote, “Learning is enhanced when it is more like a team effort
than a solo race. ….Sharing one’s own ideas and responding to others’
reactions sharpens thinking and deepens understanding” (p. 2). An
effective Advisor will train student leaders to find ways to develop their
professional and personal lives by means of what has been referred to
as “teachable moments.”

One of the ways that this can be accomplished is by using the
many influences and strategies of student development theories which
stress that every student is a different individual with unique needs. By
implementing theory, the Advisor can gain an understanding of where
each student is individually as well as within the group, have an
understanding of where the group is developmentally, be able to look at
problems from a developmental perspective first and can even take a
step back and look at each interaction as a teachable moment.

One of the greatest struggles for student leaders can be in
having to compromise their personal beliefs in order to fulfill their
paraprofessional responsibilities. Daily interactions with them should
be designed to reinforce the style of leadership development that will
support them while they master the ability to manage their multiple
roles and gain a better understanding of campus diversity issues in less
than a year; which, I must say, is the most challenging aspect of the UNF
Advisor’s job.

Alexander Astin (1984) wrote, “For learning and development
to take place, students must be actively engaged in their environment.
Involvement refers to the physical and psychological energy that the
student devotes to the academic experience. The amount of growth a
student experiences any educational program is associated with the
quality and quantity of their involvement.” In other words, you never
know what you can learn or whom you can meet when you begin to
reach beyond your immediate surroundings.

The key to the Advisor’s ability to remain focused and not
stressed out is in inward reflection increasing emotional wellbeing.
There is also a belief that at any given time, we experience and manifest
our personality through a mixture of thoughts, feelings, and behavior.
Miles Munroe in his book The Spirit of Leadership (2005), wrote,
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“Leadership is not a technique, a method, a style, or the acquisition of
skills. It is the manifestation of an attitude based on the knowledge of
who you were born to be” (p. 43). The ancient Chinese philosopher Lao
Tzu put it this way: “Knowing others is wisdom; knowing yourself is
enlightenment.”
How UNF Implements Best Practices

At UNF, keeping UNF student leaders focused and engaged in
the Information Age is another crucial skill that takes a lot of patience
and self-analysis – both on the part of the student leader and the
Advisor. During the writing of this manuscript, authors explored Tim
Clydesdale’s (2007) The First Year Out, where he reinforced the
significance of keeping a keen eye on students’ inner world. He wrote,
“Popular American moral culture produces efficient teen managers of
micro-worlds, whose daily living patterns keep numerous institutions
and much of the global economy humming” (pg. 67).

In order to enlist student leaders in the type of reflection that is
designed to enable them to deepen their understanding of themselves,
the campus community, and the complexity of social problems and
potential solutions, it is helpful for us at UNF to employ a process called
the Concept of Purpose, better known as “Keeping the Main Thing THE
Main Thing.” By having a clear understanding of who we are and what
we bring to UNF, both as students and staff, helps to identify our
purpose. In keeping the main thing THE main thing it is essential that
UNF students have a clear understanding of who they are and what
their purpose is as members of the UNF campus community and within.

At UNF, Orientation for leaders includes a session that explains
Student Government’s main role as a governance organization and by
defining the role of the Advisor; one who provides information, presents
alternatives, encourages responsibility, supports creativity, and the one
who challenges them to develop as leaders. In doing so, the Advisor not
only establishes the ground rules for their success but also the
parameters that an advisor applies towards their development.

Because UNF values experiential learning and has selected it as
a priority, it behooves those of us in Student Affairs to live and breathe
its precepts. According to Fenwick, there are four aspects of experiential
learning (2007), the constructivist approach, situative approach,
psychoanalytic and critical approach. Merriam, Caffarella, &
Baumgartner, (2007) further strengthen this argument by asserting that
“The outcome of experiential learning is that the community refines its
practices, develops new ones, or discards or changes practices that are
harmful or dysfunctional.”

Advising at UNF can be a 24/7 responsibility, especially since
we spend so much time fostering relationships. So, learning how to set
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boundaries is a must as well. One way this is accomplished at UNF is to
learn a new skill through its many training programs and professional
development forums; another is to invest in yourself, others by
exercising, participating in sports and leisure activities, as well as in
doing something as simple as taking a trip to a craft or home furnishing
store. Each works wonders and can also contribute to physical and
mental health as well as to overall life satisfaction.

“The test of government is not how popular it is with the
powerful and privileged few but how honestly and fairly it deals with
the many who must depend on it.” - Former President Jimmy Carter

Allowing UNF student leaders the opportunity to participate in
collegial governance enables them to better understand that effective
and ethical leadership is essential to the success of their organization.
Maxwell (2002) notes in his book: Leadership 101, “Leadership is
developed daily” (p. 17). At UNF, student leaders are given the freedom
to practice their developing skills through the varied teachable
moments, which enables them to come away understanding that sound
leadership does in fact have a moral foundation which in turn will give
them the confidence they need to make a difference post graduation at
UNF, their community, and the world at large.

Collaborative Efforts
“It is the creative potential itself in human beings that is the

image of God.” – Mary Daly
In the spring of 2007, UNF launched an On Campus Transition

Program (OCT) that offers students with developmental disabilities the
opportunity to experience college life, participate in campus activities,
audit college classes and be mentored by fellow UNF students. Through
exposure to their non-disabled peers, OCT students gain valuable life-
enhancing skills in the areas of finance, scheduling, transportation and
more. The program also offers students an opportunity to participate in
various internships or jobs that meet their capabilities, skills and
interests. Author Robert K. Greenleaf succinctly captures the essence of
their resolve to empower UNF students in his book: Servant Leadership:
A Journey into the Nature of Legitimate Power and Greatness (2002)
when he wrote, “Servant-leaders are healers in the sense of making
whole by helping others to a larger and nobler vision and purpose than
they would be likely to attain for themselves.”
More Focused Student Learning Outcomes

As discussed earlier, the codification of UNF’s Student
Government provided leaders with the opportunity to represent the
student body in all university-wide matters as well as the right to
allocate and oversee a budget of over $3.4 million. As stewards holding
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these rights and privileges in trust on behalf of UNF’s 16,500 students, it
is essential that student leaders understand the concept of
statesmanship and display the characteristics of servant leaders in
order to be more responsive to the needs of their constituents and the
UNF community at large.

The decision was made at UNF’s Student Government to apply
effective practices and promote student learning and development, and
this helped the Student Government Advisor to initiate concepts of
transformational organizational servant-leadership in order for the
student leaders to focus on developing a shared vision and shared
commitment to change. The focus became seeking self-empowerment,
training students to understand the power of serving, developing, and
valuing people. By taking this approach, UNF student leaders developed
strategies for success by learning how to use their time and energy for
the benefit of other people in the community as a social responsibility
rather than for any financial reward. This form of transformational
leadership provided a way for UNF students to develop personally and
pursue excellence in every area of life. As a result, these developmental
learning experiences will also help to foster critical thinking, thoughtful
decision-making, and effective communication.

Accountability and Assessment
At UNF, accountability and assessment are woven into every

dimension of our programming efforts. Unfortunately there are no
specific CAS Standards or Guidelines established to measures; however,
CAS Student Leadership Program Standards can be used to help
advisors enhance students’ learning opportunities. UNF Student
Government Advisors provide information about issues that need to be
addressed at Senate and Committee Meetings, as well as establish
individual weekly meetings with the leadership from all three branches
of government. Purpose-driven processes guarantee the best possible
outcomes and success can be evidenced on a weekly basis at UNF
Student Senate Meetings - by implementing democratic principles – as
well as in Committee Meeting - in demonstrating an understanding of
the dynamics of a group.

Future Challenges
At UNF, the Student Government Advisor’s responsibilities also

include consulting with the Office of General Counsel to provide
guidance and direction to UNF’s student leaders with those procedures
within the various federal, state, and local laws that relate specifically to
UNF’s Student Government and its internal processes. Communicating
the State of Florida’s Public Records Laws includes educating student
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leaders in the fact that the law applies to the deliberations and
discussions between two or more members of Student Government’s
legislative and/or judicial council, ad hoc committees, boards or
commissions, on some matter which it appears will come before the
Senate, the Judicial Council, a committee, board or commission for
action. Future challenges relating to UNF’s Student Government’s
adherence to this law and the role of the UNF Advisor in assuring its
compliance can be further explained by Dargie, DeVoursney, and
Rothhaar (2004) in an article excerpted from Student Affairs and
Technology: The Jump into the New Millenium: Contextual Framework,
when they wrote, “Technology is an ever-increasing influence in the
lives of today’s college students. They use the Internet, e-mail, cellular
phones, and other devices to stay in touch with friends and family, to
follow their favorite sports team, to get their grades from their classes,
and to learn about current events….”
Success by Whistling While We Work

“It is time for us to stand and cheer for the doer, the achiever, the
one who recognizes the challenge and does something about it.” – Vince
Lombardi

The success that we are experiencing here at UNF has come
from each of the staff members and student leaders who are committed
to service and serving with gladness. We are able to minimize fatigue
and grumpiness by taking time to appreciate each other. We do this by
randomly picking a day to celebrate the person and what they mean to
us. It is always a surprise. We leave our offices or workstations and
meet in the lounge area or conference room within our suite, usually for
breakfast, and we congregate for a half hour or so around the person
who is being celebrated. Everybody who enters the room during that
time is asked to affirm the person and to come and join us. It’s a lot of
fun and it does wonders for morale. Learning to Keep the Main Thing
THE Main Thing can therefore be summed up like this: “I was always
looking outside myself for strength and confidence, but it comes from
within. It is there all the time.” – Anna Freud (1895-1982)



230

Campus Recreation
Becky Purser
Everett Malcolm
Jim Baur
Heather Kite
Ayolane Halusky
Justin Cato

Entrepreneurial Programs and Services -- A Valuable Resource
CAS Professional Standards for Higher Education asserts that

recreational sports programs are essential components of higher
education, supplementing the educational process through
enhancement of students’ physical, mental and emotional development
(CAS Professional Standards for Higher Education, 2006). The CAS
Professional Standards for Higher Education further asserts that
recreational sports programs should be conducive to the development
of holistic health, particularly in the areas of fitness and wellness. This
holistic approach and philosophy align closely with the health and
wellness goals of Healthy Campus 2010 and the University of North
Florida’s Healthy Osprey initiative.

Research supports the assertion that participation in
recreational sports help students to develop positive self-images,
awareness of strengths, increased tolerance and self-control, stronger
social interaction skills, and maturity (CAS Professional Standards for
Higher Education, 2006). The acquisition and enhancement of these
skills is also essential for successfully navigating the college experience
as described by Clydesdale (2007). Programs and services must keep up
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with changes in the wellness industry and the University community in
order to remain relevant and to thrive. The administration within
Student Affairs in partnership with Student Government, and Academic
Affairs spend an endless amount of time developing the necessary
support services and programs for inside and outside the classroom.

In the early years, UNF’s focus was on upper division courses at
the undergraduate level and a wide variety of academic offerings at the
graduate level. The average age of our students in the mid to late 1970s
was 33 years, the majority of whom were also employed fulltime and
attended classes from mid-afternoon until late in the evening -- a stark
contrast to today’s average student of 22 years who attend classes on a
fulltime basis. Recognizing these changes in campus demographics is
essential to developing and implementing successful, holistic
recreational programs and services, and also to developing and
maximizing potential revenue streams.

The first significant entrepreneurial service offered by the
Division of Student Affairs was the establishment of the Child
Development Research Center (CDRC) in 1975. The CDRC was the
perfect choice for an entrepreneurial venture. Mirroring the outside
community’s need for childcare for working parents, the CDRC offered
the same service on campus for employees and students, but provided
extremely well-educated teachers and staff, many of whom were
education majors. The implementation of an on-campus childcare
center created a needed revenue stream for the University and also
provided a much needed resource for parents who were entering/re-
entering the University.

In its early years, CDRC was supported entirely by activity and
service fees. However, as our University began to implement its
educational plan to support the growing needs of our counties and state,
the need for additional support services for this new and growing
population gained paramount importance. In a collaborative effort
between the administrations in Student Affairs and Student
Government, a local fee-dependency reduction plan was developed for
the CDRC, and a version of that plan is still in place as part of its annual
budget. This collaborative effort underscores the need for the
development and utilization of Campus and External Relationships (CAS
Professional Standards for Higher Education, 2006). Similar plans are
now in place in a wide variety of the programs and services offered by
Campus Recreation and other areas within our division.

In this chapter and others, our teams of experts will share a
variety of entrepreneurial successes that have enabled us to diversify
our funding, thus paving the way for existing services to be enhanced
and new programs to be developed. The opportunities are endless; the
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key to our many accomplishments is using a team approach to tap into
our most valuable resource -- our students!
Students Are Your Best Resource

The key to any successful operation is the staff. In Campus
Recreation at UNF, the students comprise the majority of staff (90%).
Budgetary constraints and the mission of the Department work hand-in-
hand to promote and enhance student leaning objectives outside the
classroom and put those objectives into action inside the universities
recreational facilities. Student leaning outcomes such as intellectual
growth via critical thinking, effective communication, enhanced self-
esteem, leadership development and healthy behavior are all outcome
domains that are incorporated in the staff training and development in
the various areas of Campus Recreation.

The end result is a well-trained and motivated student staff
operating our programs and facilities at a fraction of the cost of
employing a fulltime staff. While the majority of these student positions
are paid for via funding from Student Government, the monies that are
generated through staff savings and additional revenues in auxiliary
operations serve to enhance and supplement the entire Department’s
budget while also providing an employment source for students on
campus -- student dollars going back into students’ pockets, a win-win.

The department currently receives funding of approximately
$480,000 from students fees. Internal fundraising efforts via many of
the programs and units talked about in the chapter generate an
additional $680,000.00 in funds which the Department uses to fund
additional professional positions, enhance and build new facilities such
as the John Golden Environmental Pavilion, and to train and develop
student and professional staff.

Currently 11 fulltime professional staff members are employed
in Campus Recreation. These 11 positions are supported by 43%
student fees and 57% internal funds raised though the Department’s
entrepreneurial efforts. These efforts have strengthened the workforce
and brought in new talent to the Campus Recreation program at a time
when student fees were limited in their funding capacity. These efforts
are also consistent with the commitment to Human Resources outlined
in the CAS Professional Standards for Higher Education (2006).

UNF Arena And Hodges Stadium
The UNF Arena, completed in 1993, is a 9.2 million dollar

98,597 square-foot facility designed as a basketball-style arena
containing 5,800 seats. The main court houses three regulation-size
courts and one competition center court. The lobby holds concessions
and four racquetball courts. Offices for Campus Recreation, Athletics
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and Physical Education are based in the facility as along with
classrooms, multipurpose club space and locker rooms. The facility
serves as the site for graduations, concerts, NCAA DI basketball and
volleyball, drop-in open recreation, Intramural and Club Sports, and
team practices. Revenue-generating events from the surrounding
community include graduations, tournaments and trade shows,
circuses, seminars, lectures, concerts, classes, camps and numerous
other activities. The UNF Arena has hosted training camps for the
Orlando Magic, Indiana Pacers and USA Basketball Men’s and Women’s
Olympic Teams. These events attract many out-of–town, as well as local,
spectators.

Hodges Stadium, our newest sports facility, is now
internationally known as a state-of-the-art rugby training center
originated by own student rugby club. We can credit them with the
contacts that put Jacksonville and UNF/ Hodges Stadium in the
international spotlight; Jacksonville Business Journal headlines read,
“Crowe in town to promote rugby.” Actor Russell Crowe, co-owner of
the South Sidney Rabbitos Rugby Team, was in town to tour the UNF
facilities in consideration for the team’s winter training camp and a
possible match with rival English team the Leeds Rhinos. In a nationally-
broadcast press conference, Crowe said, “The training camp and
exhibition match will have a significant economic impact on the
community but I am not bringing the team to Jacksonville to make
money. The team chooses to come to Jacksonville over other venues
because it works best for the players,” citing UNF as having exceptional
facilities while not being too big. As a result of the relationship, Hodges
stadium and UNF hosted the first-ever exhibition match between an
English team and an Australian professional rugby team. The match
drew over 13,500 fans and drew star attendance by such people as
Russell Crowe, Dennis Rodman, Chris Evert, Greg Norman and cast
members of American Chopper. UNF Professor Paul Mason took the
opportunity to do an economic impact study for the city and found that
the event generated over $696,780 in revenues for the university and
greater Jacksonville community. This collaborative effort between the
University and the community at large further underscores the need for
the development and utilization of Campus and External Relationships
(CAS Professional Standards for Higher Education, 2006).

In the UNF Arena, student employment is the most reliable,
efficient means for staffing a multi-purpose campus sports facility. A
sports facility that hosts over 100 events with over 300,000 people in
attendance during its calendar year faces managerial and budgetary
challenges. A large professional staff creates a well-trained but
expensive solution. A part-time staff from the University’s student body
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lowers the facility’s overhead, but increases the challenge of
management. Our student workers are our greatest asset. Our success is
completely dependent on their productivity and efficiency. Supporting
the University’s academic mission by providing the students learning
opportunities outside the classroom is the means by which we keep
them focused and energized. As college students, they are future
managers; we treat them that way. We challenge them. We provide
them opportunities to gain life lessons. We empower the student to be
our answer to our dynamic operation schedule.

We establish our standards and our expectations, then train
accordingly. We set those standards by personal example and model
leadership. We place students in charge of the Arena and critique their
efforts. We hold all of our student employees accountable to those
standards. Their efforts are constantly monitored and when they come
up short, their deficiencies are corrected through training. Our
expectations are maintained at a consistent level, and our workers
always know what is expected of them and how well they are meeting
those expectations. As we manage our student group on a daily basis,
we maintain a scheduling priority by which all of our “tough questions
“are resolved. Schoolwork always comes first; family and personal
issues are considered next; and then work issues are addressed. This
course of action places a high regard on strong communication between
the organization and a diverse workforce with a far-ranging work
schedule. These characteristics allow the manager to honor the priority
model and fulfill the needs of the Arena’s operation schedule. Our
student workers are challenged in their assignments and when that
challenge is met, they are satisfied with their achievement. Success in
these events aids in the development of Leadership skills as outlined in
the CAS Professional Standards for Higher Education (2006). The
following bullets outline our methods for success in student training:

Ownership:
 It’s their program
 Seek their opinion
 Let them make work assignments during events
 Establish a pecking order among the student staff

workers
 They must buy into the whole program

Reward:
 Provide real rewards, not false praise; be genuine.
 Loyalty to student staff
 Pay raises / bonus / extras
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(Give them special graduation seating for their families, help in
school, and assist with school issues)

 Feedback to families (bragging to parents)
 Adopt workers as your own
 Give advice
 Letters of recommendation
(Make jobs sound more important than just a “college job”)
AQUATIC CENTER
The Aquatic Center was opened in 1987and is an Olympic-style

50 meter by 25 yard heated indoor facility. The facility houses
classrooms, locker rooms, vending, outdoor patio and picnic space, and
three one meter and two three meter diving boards. The facility is open
to students and the campus community at no charge and to the
surrounding community for membership fees. The facility hosts swim
meets, lane rentals and programs and lessons.

Revenue generation in the Aquatic Center is a primary focus, as
the University requires that the facility be mostly self-supporting. For
these reasons, as in the Arena, hiring a fulltime professional staff is not
an option. Hiring and training a student staff has proven to be a
successful strategy for the past 22 years. Currently, three fulltime
professional staff train and supervise 30 student staff. The facility
operates seven days a week for up to 12 hours per day. As a full-time
professional staff member, I find it a privilege to work with these young
minds. Being a professional staff member at the Aquatic Center for six
years now, I am witnessing America’s future come through these doors.
It is always interesting to teach them and see them learn, to see them
develop from timid freshmen into staff leaders, and to watch them
interact with each other. They make me grow. In six years, I have had to
change from writing memos to sending emails to communicate with the
student staff. I have to keep up with them and mold to their needs. At
the same time, they have a work structure and are learning
responsibility as employees.

Outlined below are techniques and strategies we use to
motivate and train the staff at the Aquatic Center. We have just
implemented a new slogan and training motto called “SWIM”, SMILE,
WELCOME, INFORM, AND MAKE AN IMPRESSION! This fits our facility
very well! Other methods are outlined below.

 Semester training sessions are useful in building
teamwork, which creates more

staff unity. We hold a yearly program called guard wars.
 Semester awards are given to the top staff in each

position – top guard, top front
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desk, top swim instructor, etc. Recognition among peers
is definitely motivating.

 Great opportunity available to student staff: leadership
and increased education

through certifications.
 Head guards are responsible for on-deck management

of lap lanes, groups and
users. They are responsible for ensuring the safety of
patrons whose ages may vary from infants to senior
citizens. This takes maturity – especially when
enforcing rules to their peers and older adults.

 Front desk staff are responsible for point-of-sale
transactions for the department of recreation

 Lifeguards have the chance to receive increased training
to become Lifeguard Instructors. These student-staff
learn organization and skills to teach lifeguard, CPR,
AED, and First Aid classes.

 Aquatic Center student-staff lifeguard instructors are
responsible for certifying: An average of 30 of their
Aquatic Center peers each semester in CPR, AED, First
Aid, and lifeguard skills during in-service training. An
average of 30 of their recreation staff peers each
semester in CPR, AED, and First Aid. An average of 70
lifeguards per year, a critical service for area pools to be
able to staff lifeguards each summer.

 All staff has the opportunity to become American Red
Cross Water Safety
Instructors (WSI). As WSI, they can teach infants to
senior citizens water safety and swimming.

 In 2007-2008, Aquatic Center swim instructors taught
approximately 2,400 people how to swim. This is a
tremendous service to the Jacksonville community.

 Many of our instructors pursue degrees/careers in
education.

Intramural Sports
Intramural Sports employs one full-time professional staff

member, so it relies heavily on students to make the program run
smoothly every night. Intramural Sports employs program assistants
who help in the office with all paperwork as well as general oversight of
all fields and courts that are in use supervisors who oversee individual
fields or courts to ensure that the players remain in a safe environment
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as well as supervising the officials on their respected court, and officials
who enforce the rules of the games and ensure player safety. Working in
intramural sports is not the easiest job on campus, but we attempt to
make it one of the most exciting and enjoyable jobs on campus, with
great opportunities for leadership and growth.

One of the biggest motivating tools to encourage those who
work in intramurals is to treat everyone like family. Students know that
when they come to work for intramurals, they are going to get the best
possible training to help prepare them for their work out on the fields
and courts. Each member of the team is important, and the professional
staff lets all of them know that without them, there wouldn’t be a
program. The professional staff here at UNF has an open door policy
with the student workers as well as with the participants, and it is not
unusual to see a student hanging out in the office at any given time
during the day. This helps build a trust between the students and the
professional staff, and it lets them know that they will be supported
while doing their job.

Another motivating tool is that these students get to be around
something they love: sports. Intramurals offer great opportunities and a
gateway to the sport industry. Officials have the opportunity to take
what they’ve learned and branch out to officiate other levels of play, and
supervisors and program assistants learn leadership and management
skills that can assist them in furthering their careers in the sport
industry. Students who work in intramurals love being around sports,
and this is the perfect opportunity to continue being around something
they love. Many of these staff also are employed as talented counselors
in our Youth Sports and Fitness Camp which generates large revenues
for the department during the slow summer months when student
enrollment is low.
ECO ADVENTURE
Unique Methods to Encourage Staff Motivation and Investment in the
Program

All students on staff are currently-enrolled UNF students. This
has its pros and cons; however, the relationships that you can help
foster are strong and healthy, as well as diverse. If you invest in your
staff, they will invest in your program. I encourage my staff to
experience our work at UNF as not just a job, but as being a part of a
larger issue of environmental education and re-establishing a
connection with nature. Students are the best people to pass along this
connection to their fellow students and peers, thus compounding your
investment in them.

Team Building and Wilderness Expedition Training: This type of
activity will challenge your student staff, giving them an opportunity to
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stretch their comfort zones and work through problems as a team. It
fosters interpersonal bonding and allows them to use new leadership
skills. This training allows your staff to see the whole process of
expedition and trip planning and become a part of the Eco-Adventure
trip creation. The staff then feels a sense of ownership with the Eco-
Adventure Program.

Sit Spots: This is a 15 minute a day observation time, chosen by
the individual, in a secluded section of the Wildlife Sanctuary. This
exercise promotes personal connection with the natural environment
and an opportunity to create experiences which they can tap into during
teaching sections of our programs.

Relationships with Clubs: Clubs like “Dead fall” support the
mission and goals of the Eco-Adventure Program by encouraging
students to explore wilderness skills practiced throughout history, gain
a feeling of self-confidence and safety, and offers opportunities to
understand how nature works in healthy relationships with humans.

Student Staff as Teachers: School Programs are run by students
allowing opportunities for them to teach and learn about local flora and
fauna. The client age group ranges between K-8.

360 Degree Evaluations: Each semester student staff are
evaluated and in turn are allowed to evaluate the training they have be
given. This method allows for growth and communication from
supervisor to staff and back. This provides new ideas and opportunities
for the staff to grow.
DOTTIE DORIAN FITNESS CENTER AND GROUP FITNESS

The Dottie Dorian Fitness Center is a 10,000 square-foot fitness
facility for students, faculty and staff. It includes approximately 6,000
square feet of workout space, a fitness assessment center, an office, and
locker room space. The Group Fitness Program is operated in the UNF
arena and offers between 25-30 classes a week.
Quality on a Shoestring? Foster the Labor

Student staff are the life-blood of our operation. Treating them
with respect and treating them as an investment will reap rewards in
the long run, as many work here for two to four years. Giving them
individual duties as well as shared general duties gives them a sense of
ownership in the operation. Also taking the time and having the
awareness to learn each individual’s skills and abilities and then
capitalize on those skills and abilities has made for a productive
operation at the Dottie Dorian Fitness Center. Below I have listed some
additional strategies used to attract staff and train and motivate them.
Personal Training Course

The two-credit Personal Training course which I teach each
spring is an elective course. Many who register have an interest in
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fitness and in becoming certified in Personal Training, for which this
course prepares them. Quite often when I begin searching for competent
student staff to work in the Fitness Center, I turn to my grade book from
that course. Many times, students to whom I offer this position accept
the job and hit the ground running, already educated and certified.
These have proven to be some of the best employees we have had.
Training and testing the staff

Before allowing our trainers to conduct orientations and
training sessions, we require them to pass two written tests and two
practical tests. Once they have passed the tests, we reward them with a
raise in pay which then qualifies them to conduct orientations. Many
times, the orientation participant becomes a paid personal training
client. The practical tests involve the manager and assistant manager
acting as clients being put through custom-designed workouts, testing
the trainer’s knowledge, social skills, and coaching skills.
Relationships with donors

Maintaining a trusting relationship with donors has been crucial
in securing long-term donations on an annual or semi-annual basis.
Keeping the donor(s) involved, informed, and respected has been key.
The Dottie Dorian Fitness Center was named for Dottie Dorian who
donated monies for the renovation and expansion of the facility in 1996.
She has also established an operational fund of $5,000 per year for
miscellaneous equipment purchases and staff training and education.

Our Strategies Proven to Generate Revenues
CAMPS
Campus Recreation manages and operates two very successful

summer camps for school-aged children during the slow summer
months. The camps are supervised and operated by a mixture of
fulltime CR staff and student staff.
Youth Sports and Fitness Camp

This camp developed from a summer program started by the
Child Development Center in 1978. It was further developed and has
been operated by Campus Recreation since 1986. The summer camp
program employs two fulltime recreational professionals and
approximately 40 part-time student staff. Many of these student staff
are already employed in the various units of CR and also come from
Education and Sports Management tracks with the desire to gain
experience with children. The camp program lasts eight to ten weeks
and is offered to children of UNF students, faculty/staff and the general
community. The mission of the camp is to promote fun and fitness in
children aged 5-14 through a challenging daily schedule of basic sports
skill instruction, fitness and health instruction, aquatic instruction and
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the re-enforcement of these skills in a non-competitive safe
environment. Camp revenues most recently built the John M. Golden
Environmental Education Pavilion and Eco- Adventure Outfitters
Center. This $275,000 facility opened in April of 2008 and is the site for
the Student Eco-Adventure Program, Eco Adventure Camp and meeting
space for campus groups and organizations.

Eco-Adventure Camp
Eco-Adventure Day Camp and Expedition Summer Camps are

for kids aged 7-16. These programs create most of our extra income,
helping us to expand the Eco-Adventure program and pay for additional
staff, and generate funding for buildings like the John Golden
Environmental Education Center.

Profits from the two camps are based on the number of weeks
the camps operate. They are currently averaging a profit margin of
approximately $10,000 per week.
ECO-ADVENTURE PROGRAM AND WILDLIFE SANCTUARY

These entrepreneurial programs help supplement sustainable
funds to run a successful program in a college environment.

The Eco-Adventure program, now in its fourth year of
operation, began as a Student Government initiative. Student
Government funds support about 65% of the program. In order to
support the remaining 35%, we have added programs and services in
keeping with the mission and goals of the university. The current goal
for alternative funding programs is the construction of a high and low
ropes course as an element of the Eco-Adventure Program, estimated to
cost $150,000.00. We hope to reach that goal over a three-year period
by offering the programs below.

Environmental Education programs for K-12 schools are offered
for the surrounding community. These programs allow children to
experience nature and the environment in a first-hand way and educate
them early on regarding sustainable practices and the value of a
connection to nature. These programs are self-supporting. Rental
opportunities in the John Golden Environmental Education Center are
available to community groups and university organizations. This
facility, nestled in the Wildlife Preserve, can be used as a conference
room or meeting place under the treetops.
DOTTIE DORIAN FITNESS CENTER
Personal training:

Our personal training program is a win-win for everyone.
Students receive professional service from certified trainers at low cost.
Trainers earn competitive wages. The fitness center makes money. Our
program has grown from $4,224 in revenue in 2004 to $25,557 in 2007.
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This program is invaluable experience for our budding professionals
who leave here pursuing careers in fitness.
FACILITY RENTAL CONTRACTS

Healthy revenues can be generated through the rental of
facilities managed by Campus Recreation, while making sure student
groups, campus organizations and other facility users are not short-
changed. A strong facility-use policy should outline priorities for student
groups and University departments. The key to success is to find the
downtime in various facilities and market that time to the general public
in the form of rentals. One such successful partnership at UNF is the I-9
Sports contract.

I-9 Sports, a local company rents three of our recreational fields
for nine months during the year for one day a week to host youth sports
leagues. This activity does not conflict with our student Intramural use
and allows us to generate revenues needed to pay the utility bill for
lights and materials and labor to keep the field in good condition.

Future Challenges
In 1996, the National Intramural-Recreational Sports

Association (NIRSA), the dominant professional organization for
collegiate recreational organizations, developed seven primary goals for
college recreational departments. These goals are now a part of the CAS
Standards for Advancement of Higher Education (CAS Professional
Standards for Higher Education, 2006). The University of North Florida
Campus and the Campus Recreation Department work diligently to
exceed these goals and standards and to integrate leadership, ethics and
a commitment to acquiring, utilizing and maintaining top quality
facilities and equipment. The department is also firmly committed to the
holistic development of its students, faculty and staff.

Although there is no singular answer or approach; building and
strengthening University and community relationships, creating and
utilizing a holistic marketing plan, and maximizing entrepreneurial
funding sources are all essential for success in Campus Recreation.
Providing viable recreational programs and services will help students
to develop positive health habits, avoid the natural health pitfalls
associated with campus life described by Clydesdale (2007), and lay a
solid foundation for future health and wellness. This approach will also
contribute to fostering an integrated, student-centered approach that
positively impacts student satisfaction and retention. This responsibility
is vital to the whole health of students, which in turn helps students
remain in school, achieve academic success, and become contributing
members and leaders of our community.
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English Language Program
Ruth Harrold

When asked, “What is your advice to other students who are
considering studying English in the USA,” Timea Muro, a student from
Hungary, replied, “Put a smile on your face. Be an optimist. This is not
just learning – it is fun!” Timea’s reaction is not unusual; she had just
completed two semesters in the English Language Program (ELP) at the
University of North Florida and was describing the education she had
received here. The methodology used to instruct language in the ELP
provides a classroom where students actively use the language they are
learning in non-threatening and supportive environment. Timea is now
seeking a degree in psychology at UNF. Although she was a strong
English-language student in her home country, she chose to improve her
English language skills in the ELP to gain confidence and competence.
Faculty and staff of the program work with students to help them
achieve their English language goals for both academic and social
situations.

The ELP is a non-credit support program offered through the
Division of Student Affairs. Established in 1998, the program actively
recruits international undergraduate and graduate students to UNF and
prepares them for linguistic success in degree programs. Intensive
English programs have many facets including teaching of language
components and culture, personal counseling, instructor hiring and
mentoring, recruiting, and interaction with other academic units and
the Immigration and Customs Enforcement agency, United States
embassies and consulate offices.

According to Kaplan, Intensive English Programs were
established as an answer to “the inability of many international students
to undertake the studies they had come to pursue because their
language skills were insufficient to compete with native English
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speakers in an environment in which instruction was delivered almost
exclusively in English” (1997, p.4).

As the global world shrinks, English is breaking through as the
international language of business and education. As foreign students
seek opportunities for education in the United States, Intensive English
Programs constitute an integral part of language preparation and
readiness for international students studying in courses offered at
universities.

The English Language Program offers intensive English
language courses for international students desiring to learn and
improve English as a second language. Students study English
Language 22 hours a week, four days in five- and six-hour class sessions.
Students must sign a program contract detailing work that must be
completed by the end of the semester in order to earn a certificate of
completion. Zafer Almuhamidh, a student from Saudi Arabia, progressed
from a beginner to an advanced student, completing four levels of
language instruction. In a testimonial, Zafer praised his learning
experience in the ELP saying, “The best thing I have had in my life up to
now is the ELP. I am glad I got this opportunity to realize my language
goals.” Zafer embraced all language learning opportunities while in the
program, including after-class activities, free tutoring, and volunteer
time at a senior center and at a homeless shelter. He led an ELP focus
group that planned student events, and he participated in activities
offered by the UNF International Club. He was selected by the
instructors and staff as the “Student of the Semester” for his outstanding
language improvement and the positive influence he had on classmates.
“Student of the Semester” is a prestigious award coveted by students
because it carries an internal tuition reduction for the next semester.
The winner becomes the chairperson of the ELP Focus Group.

Placement testing separates students into five levels of
instruction, from beginner to classes that instruct students who are
ready to bridge from an intensive English program to university or
community college classes. At the end of the intermediate level, students
have gained fluency for socializing. Students who continue to study are
working toward the goal of a university level of academic competency.
Each level can be completed in one semester. Certificates of Completion
are granted at each level to those earning an average grade of B or
higher for all components: listening, speaking, reading, writing, and
structure. Attendance, exams, class work, and homework are used to
evaluate students’ progressing to a higher level.

In addition to the intensive English program, the English
Language Program offers non-credit English language courses for the
community five hours a week -- three evenings per week in two and a
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half-hour class sessions. The concentration in the evening program is on
conversation and listening. A placement test determines level of
instruction. Each of the four levels can be completed in 36 classes.
Certificates of Completion are granted at each level to those earning an
average grade of B or higher. Attendance, exams and class work are
used to evaluate students progressing to a higher level.

Instruction
Each semester, student and faculty calendars are prepared.

These calendars function as the master plan for a typical semester.
Student events, holidays, and beginning and ending dates assist in the
preparation of classes for both students and faculty. In addition to
student information, the faculty calendar includes professional
conferences and retreat dates, faculty meetings, and payroll submission
dates. Students are offered cultural field trip experiences twice a
semester. Activities include holiday parties, crafts, games, and sports.
Once a year, the ELP hosts an art show displaying the work of ELP
artists. Twice a year, the ELP publishes a student journal featuring
writings by students from all levels. An adjunct instructor acts as and is
paid for the position of Coordinator of Student Activities. The
coordinator assists in developing the calendars for each semester.

Tentative class schedules are created at the end of each
semester, so that adjunct faculty can make plans for the next semester.
Schedules are changed and classes added as students enroll and are
based on the prediction of student enrollment and number of levels and
sections offered. Schedules change from semester to semester, and
instructors may be required to teach multiple skills at several different
levels. Kayla Devenburg, an instructor in the program, says, “I find that
teaching different skills at different levels allows me to watch the
progress students make over time. It also helps me anticipate trouble
spots or areas of confusion that students might encounter. In that way, I
can better plan activities that will assist students in gaining the skills
they need for their lives.”

ELP instructors have master’s degrees and classroom
experience in teaching English as a Second Language (ESL). In addition
to their educational qualifications, they are dedicated, responsible,
caring, empathetic and, above all, global in the understanding of cultural
differences. Peggy Armstrong, Curriculum Coordinator and Assistant
Director states, “Teachers help students to adjust to the American way
of life and to their classmates who are from many different cultures.”

The ELP curriculum guide outlines the five levels of instruction,
from basic through pre-university levels. Each level offers classes in
listening, reading, writing, discussion and structures of English
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language. In addition, other classes appropriate to students’ levels of
English are included on the schedule.

Qualified ELP students completing Level 4 may apply for non-
degree seeking status and concurrently enroll in one three-credit hour
UNF class while studying in the ELP Level 5. Students must meet the
criteria designed by UNF admissions and the English Language
Program, one aspect of which is TOEFL test (Test of English as a Foreign
Language); students in levels 3 and 4 may take a practice class that is
designed for preparation for the TOEFL test. When a student reaches a
designated score on the test, the Program Director assists students
through the intricate maze of applying to the University, selecting a
class and enrolling. Students in the Concurrent Enrollment class attend
classes on a reduced ELP schedule, where ELP instructors assist them
with any problems they may have in their first three-credit class. Jung
Hyun Park, a student from South Korea who was concurrently enrolled
in College Writing 1101, stated,

I think ELP students who want to study at UNF, another college,
or who just come to the United States to study English really
need this class. It makes students have more confidence about
college life, and it also gives students a good chance to improve
their English. Before I did concurrent enrollment, I never knew
about American college life. I was afraid because professors and
students use high quality English. On the first day of class, I
thought I would fail, but as time went by, I got better and better
because the ELP teachers helped me with my American class
and my questions.

Marketing
Recruitment efforts include the UNF ELP website (www.study

englishinusa.com), Study in the USA website (www.studyusa.com), ads
in local newspapers, the Florida Intensive English Consortium website,
the Association of International Educators (NAFSA) direct mail, and
most effectively by word of mouth from satisfied students who relay
their experiences in the ELP.

Community Interaction
Although ELP students do not earn university credit, the

University embraces the addition of cultural diversity by granting them
access to the UNF arena, student health services, the library and the
aquatic center. Most of the international students live with family or
friends in the Jacksonville community, but some also choose to live in
the dormitories and nearby apartments.
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ELP students participate in international events on the UNF
campus including World Fest, a celebration of countries and cultures
sponsored by the Intercultural Center for Peace. UNF faculty
collaborates to offer joint opportunities for ELP students to participate
in UNF classes, and UNF students act as language partners for ELP
students as a cross-cultural resource. ELP students have participated in
UNF foreign language classes to provide an opportunity for American
students to practice a second language.

In the Jacksonville community, students are often invited by
community businesses to participate at international events sponsored
by a business. ELP students can volunteer with two community partners
-- Sulzbacher Center for the Homeless, and Taylor Manor Assisted Living
and Retirement Center. Students learn the value of volunteerism in the
United States while earning volunteer hours needed for university
admission.

The ELP offers on-site contract ESL and Spanish classes to
companies in the Jacksonville community, with materials customized to
meet the language needs of the business making the request.

Leadership
The Program is managed by a director and an assistant director.

Both of these positions are filled by employees who have master’s
degrees in TESOL and many years of experience both instructing and
managing an ESL program. Leadership of an ESL program is
multifaceted and includes include managing programs for non-speakers
of English, including assessment, placement, curriculum, supervision of
instructors and evaluation. An ELP procedure manual outlines the
philosophy, mission, goals, annual calendar of semester start and end
dates, class descriptions, visa descriptions, the application procedure, F-
1 student responsibilities, fees, orientation activities, ELP student
services, concurrent student enrollment, student contracts, grades and
certificates, professional memberships and additional programs offered
by the ELP.

The ELP philosophy is to provide each student with the
opportunity to achieve his or her goals knowing that each student
brings unique experiences, abilities and objectives to the class. The
English language instruction is designed to maximize the language
learning potential of each individual. The ELP follows these principles:

 Students learn best by using English instead of merely
learning about it. To this end, they take part in class discussions,
complete projects based upon class/individual interests, write about
meaningful topics, and read for both information and pleasure.
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 Students learn language by interacting with others.
Group work is encouraged in class. Whenever possible, students of the
same level complete assignments as a group. Special trips and activities
serve as opportunities for instructors and students to enjoy experiences
together. Whether going to a museum, the beach, or a local business, or
just viewing a video together, these activities provide the means for
interaction and provide interesting topics of discussion. They also
frequently serve as an entry into communicating with English speakers
in the community.


Organization and Management

Management includes overseeing enrollment in the program,
including integration of intake, retention, and completion; developing
and coordinating the implementation of academic ELP curricula that
leads to preparation for college credit courses; developing schedules for
ELP courses; reviewing, selecting, developing and disseminating
instructional materials appropriate for academic adult ELP learners;
organizing activities and events for ELP students; hiring, supervising
and evaluating the ELP staff and instructors; planning and
implementing development activities for ELP faculty and staff;
developing and implementing the assessment plan for the ELP program;
modeling and piloting instructional strategies for curricula and program
improvement; and participating actively in local, state and national
activities for Teachers of English to Speakers of Other Languages
(TESOL). The Program Director is under the supervision of the Vice
President of Student Affairs. The Program Director supervises the
Associate Program Director who is also the Curriculum Coordinator and
classroom instructor, the Coordinator of the Community Evening
Program and classroom instructor, and adjunct classroom instructors.
The Program Director also supervises the Immigration Information
Specialist and the Program Assistant. The Program Assistant supervises
the student assistants who work in the ELP office.

Financial Resources
The English Language Program at UNF is a self-supporting unit

under the supervision of the Division of Student Affairs. The program is
an auxiliary unit and must make a profit in order to sustain the
program. Each year, the program sets a proposed budget based on
enrollment from the previous year. “The budget needs to be an
anticipating statement of revenues and expenses, a statement against
which progress can be measured” (Stazcek, 1997, p. 228).
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The Program Director attends budgeting meetings, and the ELP
accountant prepares monthly budget reports to monitor expenses and
to ensure that there is enough revenue to cover those expenses.
Salaries of full-time ELP staff (Director, Assistant Director, Program
Assistant, and Immigration Specialist) and their benefits, as well as the
salaries of adjunct instructors, are paid from the ELP budget and
represent the largest part of the ELP’s spending (about 55% to 60%).
Adjunct instructors are paid per hour based on a master’s degree in
TESOL and number of years taught in the ELP. Expenses other than
salaries include communications, office supplies, duplication,
educational materials, promotional materials, computer software,
travel, equipment and maintenance of equipment. Student registration
fees include application, instructional, clinic, and computer lab and
activity fees. Students are also expected to buy medical health insurance
designed for international students, and textbooks.
Immigration

The English Language Program issues the United States
government document I-20 to international students who have applied
to the ELP. Students are notified of the procedure to pay the non-
immigrant fee required for international students and the process of
applying for an appointment to a United States Embassy to obtain the F-
1 student visa. The program must follow immigration regulations
concerning international students including admissions, filing, and
reporting. All new students must report the ELP upon arrival. Students
attend a meeting where responsibilities and rights for international
students are detailed including annual vacations, work authorization,
and the definition of a full course of study required for international
students studying English as a second language.

In addition, the ELP offers prospective students with different
visa types currently in the United States a change of status using a
designated system for requesting this change. Students may transfer in
from other qualified programs to the ELP, and in the same manner, ELP
students may transfer to UNF and other qualifying schools. The ELP staff
uses the SEVIS management system as required by the Department of
Immigration and Customs Enforcement (ICE). “SEVIS was established as
part of ICE's objective to restore integrity to the immigration system. By
more effectively managing status information on international students
and exchange visitors in the United States, SEVIS plays a key role in ICE’s
homeland security mission while ensuring that all eligible international
students and exchange visitors can experience the benefits of America’s
exceptional schools, educational programs, and cultural opportunities”
(SEVIS, 2008). The system “tracks and monitors schools and programs,
students, exchange visitors and their dependents throughout the duration
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of approved participation within the U.S. education system” (ICE, 2008).
Attendance is an integral part of the education system and is monitored
twice daily. Students are informed about allowed absences, and
certificates of completion are withheld if students do not comply.

Facilities
The ELP requires adequate classroom space with a maximum

size of 15 students per section. Typically there are five levels of
instruction and multiple sections of two or three levels, requiring eight
classrooms. Office space needs to be provided for all full-time staff and
adjunct instructors. The minimum office space is six offices and one
adjunct work area.

Students have access to the athletic center, health clinic, and
library, and their ID cards entitle them to student rates for special
events on campus.
Legal Responsibilities

Students holding the F-1 student visa must abide by
Immigration and Customs Enforcement laws regarding international
student rights and responsibilities. ELP students must sign a waiver for
use of the UNF athletic facilities, and for personal safety for riding a
rental bus for field excursions. The ELP follows the United States
Student Exchange and Visitor Information System guidelines regarding
international students who hold the student visa (F-1) including
reporting, filing, recordkeeping and student privacy.
Ethics

The ELP adheres to NAFSA's Statement of Ethics regarding the
delivery of English language instruction including responsibilities;
professional preparation and development; relationships with students,
scholars and others; professionalism; administration of programs and
public statements (NAFSA, 2008). The ELP Procedures Manual made
available to instructors outlines ethical standards adhered to in the ELP.
The faculty and administrators meet daily at lunch when they are able
to get clarification and advice concerning ethical questions. The ELP
adheres to TESOL (Teachers of English to Speakers of Other Languages)
ethics concerning the delivery of instruction of English as second
language (http://www.tesol-law.com/codeofethics.php).
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Military and Veteran Resource Center

Cynthia Alderson
Kristine Webb
Theresa Dinuzzo

“We as a nation have a moral civic duty to not repeat the
mistakes of the past. Generations of Americans came home from far off
battle fields and turned loose into a society with little or no support.
Young men and women sacrificed their youth, bodies, and mental health
for a country that neither understood nor respected them.” UNF
veteran student

As hundreds of veterans return home from Operation Iraqi
Freedom (OIF) and Operation Enduring Freedom (OEF) in Afghanistan,
as many as two million veterans will apply and enroll in universities,
colleges, and training institutes (American Council on Education, 2008).
The passage of the Post-9/11 Veterans Educational Assistance Act of
2008 offers veterans financial assistance to attend post-military
education. Financial assistance, however, is only one component of this
group’s needs. In light of this influx of military and veteran students and
their unique needs, faculty, peer-students, staff, and support personnel
need information, strategies, and avenues of assistance for this
population. More importantly, the military and veteran students require
not only the typical supports afforded college students, but also
assistance and support to ensure they are able to navigate through
paperwork; make the emotional, physical, and mental transitions from
combat to campus; and receive accommodations for any disabilities
they may have as a result of their combat duty.
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Located in the heart of a community that includes five military
bases and several Veterans’ Administration health centers, the
University of North Florida has a long history of serving military and
veteran students and their family members. Experts predict the recent
legislation that assists military and veteran students in their higher
education pursuits may result in greater enrollment in campuses near
military installations (Church, 2009). Located in the center of campus,
UNF’s Military and Veteran’s Resource Center provides an exceptional
personal mentored approach, along with support that facilitates
successful transition, integration and assimilation into campus life.
Theoretical background and history

In anticipation of the Post 9/11 GI bill, colleges, universities and
communities across the nation began making preparations for the
distinct challenges presented by veterans returning from recent
Afghanistan and Iraq deployments. An estimated 240,000 Florida
service members have deployed since 9/11, and they are eligible to
attend college or training. Colleges in the Florida State University
System experienced a 20 - 49% increase in the veteran student
population within the first term that the funds became available.

Some components of veterans’ transitions from combat to
college are observable and apparent; however, many of their challenges
may be more subtle or complex. A great many of our veteran students
return from extended periods of exposure to extreme emotional or
mental trauma, hyper-vigilance, and highly stressful working and living
conditions. Upon their enrollment in a college or university, some may
experience difficulty and frustration adjusting to the difference stresses
and demands of college life. Some returning veteran students
experience emotional and cognitive impairments that interfere with
their abilities to study, concentrate and perform academically (Church,
2009). At the same time, they may have family or interpersonal
problems that affect their abilities to function socially or perform well in
an academic setting. These issues, when coupled with the challenges
related to returning to general civilian life, place returning veteran
students at a significantly higher risk of dropping out (Shakelford,
2009).

All service members, whether or not they have experienced
combat, face major life shifts when they return from military to civilian
and college life. As we developed the UNF Military and Veteran
Resource Center, we considered the challenges faced by veteran
students:

 Developing a primary identity other than that of a
service member.
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 Difficulty relating to and connecting with traditional
college students. Age differences and the experience of combat (e.g.,
bullets whizzing by, mortar attacks, roadside bombs) frequently cause
veterans to feel alienated from traditional college students (Madaus,
Miller, & Vance, 2009).

 Negotiating the structural and procedural differences
between the military and higher education bureaucracies (e.g., knowing
the rules and mores of the campus, where to go to get things done, how
to address professors and others in positions of authority).

 Making a greater number of decisions in a far more
complex world. While the potential consequences of a combat soldier's
decisions are staggering, the total number of their autonomous daily
decisions is quite small compared to those in college life.

 Developing a sense of safety on campus (e.g., choosing
classroom seats that allow for monitoring of others and rapid escape,
sitting with their backs to walls and near doors).

 Experiencing boredom (e.g., missing the adrenaline
rush experienced from the high of battle).

 Encountering difficulty leaving their military families
and reintegrating into their own families.

 Facing anxiety issues related to deployment that may
interfere with veterans’ level of comfort during the transition and
establishment of new relationships.

Countless veterans are making physical and emotional
transitions as they learn to live with newly-acquired disabilities.
Without strong and supportive communities and sufficient resources,
these issues may challenge the veteran’s successful integration into the
community and campus culture, and may threaten their academic
success and general health and wellbeing. Moreover, mental health
counseling and disability service capacity limitations and significant
service gaps exist at postsecondary institutions and within the Florida
community as a whole.

Although service members and veterans have been receiving
education benefits since World War II and have established their
presence on campuses across the nation, service providers will not find
a great deal of research to identify what programs and services best
support transition from military to campus life. From Soldier to Student:
Easing the transition of service members on campus (Cook & Kim et al,
2009), a report based on survey data provided by 723 responding
institutions, offers campus personnel information about the current
state of programs and services for military and veteran students. The
following data and information from this report was helpful to us as we
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began informed planning for our Military and Veteran Center at the
University of North Florida:

 Sixty-five percent of colleges and universities that offer
courses to military and veteran students have increased their services
since 9/11. The areas of emphasis are establishment of programs and
services and establishment of marketing and outreach strategies to
attract military and veteran students.

 Many offer discounts or scholarships, and others offer
tuition at in-state rates for military members and their families.

 Eighty percent of colleges have tuition refund policies
for military activations and deployments; however, many higher
education institutions have not established expedited re-enrollment
policies for military students returning from deployment or
mobilization.

 Many four-year institutions offer counseling centers
(approximately 70%) to assist returning military students with
transition issues, post traumatic stress disorder, substance abuse issues,
and depression. Far fewer have programs, services and trained
individuals to assist individuals with physical disabilities and less
visible injuries like traumatic brain injury.

 Although data suggested that many students expressed
the importance and need to connect with other military and veteran
students with similar experiences, many colleges have not established
such student organizations on campus. Establishing these organizations
and providing informal places for students to connect with one another
may contribute significantly to their integration into the campus culture.

 About 49% of the campuses that offer programs and
services for veterans and military personnel have established a
dedicated office that offers programs and services for military and
veteran students. The creation of this office is a recognizable
demonstration of institutional commitment. Institutions that had
dedicated offices were more likely to tailor services to these students
that include financial aid/tuition assistance counseling, employment
assistance, academic advising, and campus events.

 Campuses with a dedicated office were also more likely
to offer specialized counseling, support groups and services and to refer
students to programs and services offered by the VA and other agencies.

Best Practices in the Field
“I started my college career at the University of North Florida in

the fall of 2007. I had recently separated from the Army. I served four
years active duty with the 101st Airborne Division as an Infantryman. I
thought I had everything lined up and life would be simple. I had the GI
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Bill waiting for me and I was armed with the same determination that
allowed me to survive some of the harshest places on earth.
Unfortunately I was wrong. There are many overlooked factors that can
make life difficult for a veteran attending college.” UNF veteran student

As a student affairs professional, you may wonder why military
and veteran students need support services tailored to their needs?
Why wouldn’t the typical campus support suffice? We built our center
based on the concept that community is central to the work of student
affairs administrators (Boyer, 1990), in part because student success is
enhanced when campuses provide environments that are inclusive and
supportive (Kuh, Kinzie, Schuh, &Whitt, 2006). An important means of
building inclusive communities on campus is to provide services that
support the needs of unique groups of students. Using research
disseminated through the American Council on Education (ACE) and the
Servicemen’s Opportunity Council (SOC), and conducting reviews of
successful programs established at colleges and universities in
California, Texas, Maryland and Minnesota (campuses that support large
military populations), we compiled a list of program components that
matched our community and helped us enhance military- and veteran-
focused programs and services and expand into an indisputably
military- and veteran-friendly campus. The following represents
campus attributes that experts, and military and veteran students,
value:

 Recognizes and values the service and sacrifice of active
duty service members, veterans, and their families

 Reaches out to veteran and service member applicant
pool of prospective students and employees

 Facilitates a smooth transition to and from active duty
(via policy, program reform and support)

 Incorporates veteran status into record-keeping
 Provides military and veteran student-specific

orientation
 Provides customized financial resources for veterans
 Defers tuition payments (to accommodate TA and VA

paperwork lags)
 Offers a simplified/expedited application process for

readmission following
extended deployments

 Establishes an office or a resource center for veterans
which facilitates support,

information-sharing and advocacy
 Expands web-based resources for veterans
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 Provides military culture and sensitivity training to
faculty and key staff

 Provides a coordinated network of professionals with
expertise in addressing the

needs of service members and veterans (academic
advisors, mental health counselors, disability resource
counselors, medical service professionals, veterans’
advocate, transition coaches, etc.)

 Actively facilitates networking and social groups among
service members and

veterans on campus
 Actively assesses the climate for veterans on campus
Until recently, the sole responsibility for meeting student

veterans’ needs fell to the designated veterans’ representative in the
Veteran’s Affairs Office or the Veteran Benefits Certifying Official. At
UNF, we believe these offices or individuals play critical roles in a
successful transition processes. It also became apparent that the needs
of veterans in transition frequently extend beyond assembling required
documentation and ensuring that educational benefits are accessed. We
worried that our veteran representatives would become overextended
as the numbers of student veterans continued to grow and as the GI Bill
and related educational benefit guidelines continued to develop in
complexity. We were committed to taking proactive steps to ensure that
student veterans would have easy access to information and that these
students would be aware of the services available to them.
University of North Florida Support Model

“The center will give the university the ability to attract and
recruit veterans while encouraging them to use the benefits they have
earned. This center will assist veterans by bringing them together with
other veterans to support one another as well as involving the local
community in their transition to civilian life.” UNF veteran student

We understood that no single model can be uniformly deployed
to support the many different campus configurations and structures on
the nation’s college campuses; however, we wanted to include essential
core programs and support services for military and veteran student
support that have emerged at colleges and universities across the
country. The UNF support model focuses on developing a campus
climate that is welcoming and supportive, and has policy, procedures
and programs in place to ensure a successful college transition,
integration and sustained academic success and retention. Our model
incorporates benchmarks and best practices currently employed by
colleges and universities serving military and veteran student
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populations. We embrace DiRamio’s approach discussed in From
Combat to Campus: Voices of Student Veterans, by not isolating this
population but rather providing personal approaches that will help
students integrate successfully. DiRamio offers that, “a successful
holistic strategy
for working with this emerging student population is both intentional
and purposeful, including identification of each student-veteran and
follows up in order to provide ongoing services” (p. 92).

Our process began when the Vice President of Student and
International Affairs at UNF met with the directors of the Counseling
Center and the Disability Resource Center. In this meeting, he charged
the directors with investigating best practices in serving military and
veteran students on campuses, and ultimately, establishing a model for
these practices and services. To begin the process, the directors enlisted
personnel from Enrollment Services, including individuals who certified
military and veteran students, admissions officers, and enrollment
personnel. Additionally, we asked directors and division heads from
Academic Affairs, , ,Student Affairs, Student Health and Career Services,
and the chief physician from the VA outpatient clinic, to form a Veterans’
Task Force. During task force meetings, we invited personnel from
Jacksonville’s Military Affairs, Veterans and Disability Services Division,
the Jacksonville VA, Wounded Warriors Project, local and state
government officials, and current students to inform us about services
either provided or needed by students. The Task Force recommended
that UNF needed a Director of the Military and Veteran Programs and
Services because of the complexity and complicated needs of this
student population. At this point, the Vice President of Student and
International Affairs hired a retired Navy Commander to coordinate our
efforts and serve as the point person for the development of the Center.
We have recently hired a part-time Coordinator of Military and Veteran
Programs and Services to assist the Director. Please refer to Figure 1 to
view an organizational chart of personnel involved in our process and
development of the Center.

At the center of the UNF model is the Military and Veteran
Resource Center. Led by the Director of Military and Veteran Programs
and Services and staffed primarily by VA and University work-study
students and volunteers, the Resource Center initially assists the
Veteran Affairs Office/Certifying Official (within the admissions
division) by helping military and veteran students navigate the often
overwhelming admission, enrollment and financial aid processes. Once
classes begin, the center assists veterans with accessing college services
-- fully integrating all facets of student services, academic advising,
tutoring, counseling, disability accommodations, veteran programming,
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benefits information and assistance (financial and medical) and
facilitating referral to community, state, federal resources and services.

The new UNF Military and Veterans Center includes offices for
the Director, Program Coordinator, off-campus partners, a private
counseling area, a computer resource room for student use and a work
area for group study, tutoring or mentoring, and a reception and lounge
area with comfortable furniture, a TV and a table for small meetings. In
addition to its many other uses, the center affords military and veteran
students the opportunity for social networking, peer-to-peer support
and a safe place through which they can access other information and
services, such as counseling and disability resources.

Although UNF is housed on a single campus, colleges and
universities with multiple campuses may consider establishing satellite
offices or military and veteran lounges at each campus location, each
staffed by a program coordinator/transition coach. The program
coordinator would align to the primary campus military and veteran
resource center director and would have access to all the resources
managed by the primary resource center. The size of the military and
veteran population at each of the satellite campuses would determine
whether the satellite should be open five days a week by a dedicated
coordinator or whether a single coordinator would alternate days in
residence at the multiple campus offices.

“The first thing a veteran notices in a freshman college
classroom is that everyone else is different. This is one of the first great
culture shocks I experienced at college. It made it difficult to make real
friendships with fellow students because they were living in a
completely different world. I occasionally witness veterans that met
each other on campus. I was amazed at the level of excitement and
enthusiasm they expressed. These encounters are a breath of fresh air
to veterans that can feel isolated on a college campus.” UNF veteran
student

Because of our large military population, we determined early
that we wanted a dedicated military and veteran student center.
Colleges, universities and community service providers that have
expanded their counseling and disability resource center staffs to
support this population, rather than establishing a dedicated military
and veteran center, have found that the military and veteran students
did not access their services and that outreach was a major hurdle. We
have found the military and veteran resource center provides the
vehicle through which outreach and programming can be accomplished,
relationships built, and trust developed.

The benefits of establishing a center or office that is specifically
focused on veteran issues within academic institutions is echoed in
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several articles listed in the reference section, and most recently
reemphasized in From Soldier to Student: Easing the Transition of Service
Members on Campus report (Cook, Young, et. al) published by Lumina
Foundation for Educators in July 2009. Survey data indicated that such
an office or center was viewed as tangible evidence of institutional
commitment and that campuses with a dedicated office or center were
more likely to successfully offer programs and services for military and
veteran students, tailor common services to these students, offer
specialized counseling and support groups, and refer students to
support services offered by the external service providers (VA, military
hospitals, and community medical and mental health providers).

In addition to becoming the primary military and veteran
students’ advocate on campus and assisting students in accessing
services, the Resource Center facilitates or coordinates the following
activities:

 Create and maintain a military and veteran webpage or
virtual resource center.

 Provide key university links and external state and
federal veteran resource links.

 Develop and deliver military- and veteran-specific
training to faculty and key staff members.

 Develop and deliver of military- and veteran-specific
orientation and continuous outreach.

 Establish and oversee a Student Veterans of America
Chapter on campus (peer-to-peer support).

 Develop programming that promotes veteran student
integration into campus life/activities.

 Develop a mentor program and promote social
networking.

 Develop referral networks: relationships with military
units and external organization providing support to
military service members, veterans and their families.

 Develop recommendations and changes to processes
programs and policies that impact military and veteran
students and their families.

 Review state and federal legislation that affects student
veterans, service personnel and their families.

 Conduct research and maintain currency on student
veteran and military-related issues.

 Collect and analyze data relevant to the work of the
Military and Veteran Resource Center.
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“Veterans would help veterans through direct experience. This
would ensure all veterans are adept at using the resources available to
them. This group would give veterans the ability to have a network of
peers to help solve issues before they become problems” UNF veteran
student

Although we are fairly new in our operation, military and
veteran students have enthusiastically supported the center, staff
members, and community partners. Attendance at meetings and
programs offered through the Center, along with a steady flow of
volunteers has fueled our efforts. Additionally, UNF military and veteran
students have established a Student Veterans of America Chapter on
campus. (Student Veterans of America is a national organization of
military and veteran students.) As we had hoped, as a result of
developing personal relationships with this student population and first
gaining their trust through our educational outreach and programming,
students have begun to seek resources and support from the Center and
other campus departments and community partners.
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Student Union

Justin Camputaro
David Crabtree
Katie Chenard

Every college campus with a student union recognizes that it
represents far more than a brick-and-mortar structure. It serves as the
glue that binds the community together. A student union connects
people of diverse academic departments, genders, race, creeds, and
political beliefs. Through student-student or student-faculty
interactions, the dynamics within a union offer opportunities that
complement the academic experience and sometimes create
transformational events. After graduating students for 36 years, the
University of North Florida opened the doors of its first official Student
Union in May 2009.
Where We Have Been . . . The History and Role of the Student Union

Knell and Latta (2006) stated, “traditions, campus culture,
expectations and changing demographics all have contributed to the
physical and programmatic development of the college union” (p. 1).
This has been the case from the very beginning. The foundational idea of
the student union in America was to bring students together allowing
them to interact socially and thereby preparing them for life after
graduation; this philosophy is still current today. The student union
became the campus community center. In 1909, President Woodrow
Wilson of Princeton stated that a college “must become a community of
scholars and pupils” (Butts, 1971, p. 12). As Porter Butts shows, this
started a rethinking of education in America that resulted in the
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appearance of student unions at Brown, Michigan, Wisconsin,
Minnesota, Ohio State, Illinois, Indiana and Toronto. Many other factors
have shaped today’s student union.
Community Development

The student union of the 21st century has become the hub for
community development: celebrating diversity, fostering leadership,
supporting community service and providing instantaneous
communication and information for the campus. It has transformed into
a facility that serves the extensive needs of all members of the campus
community including students (both traditional and non-traditional),
faculty, staff, alumni and guests. The student union is now a
marketplace of services with greater choices, more amenities, extended
hours and cutting edge technology (Knell and Latta, 2006).

The Association of College Unions International represents all
member facilities across the globe and depicts the college union as
being “traditionally considered the ‘hearthstone’ or ‘living room’ of the
campus, today’s union is the gathering place of the college. The union
fosters a sense of community that cultivates enduring loyalty to the
college” (ACUI, 2008).

Knell and Latta (2006) pointed out that the union can be judged
by its architecture, but the real treasure lies in its ability to promote
interaction, involvement and community. This idea of community
development has always been the foundational role of the student union
on a college campus. How the student union fulfills this purpose is just
as elaborate as its history. To carry out the idea of community
development, the student union should serve as the “third place” of the
college or university. Ray Oldenburg (1991) described the “first place”
as home, the “second place” as the workplace (in the case of colleges and
universities, we would refer to class as the “second place”) and the
“third place” as the “anchor” of community life that cultivates the
creative interactions vital to community building.

One method for establishing this anchor is through providing
superior services to the campus. The Council for the Advancement of
Standards in Higher Education {CAS} (2006) states that a union should
provide, at a basic level, food services, recreational activities, meeting
rooms, student and administrative offices, an information center,
lounges, merchandise stores, a lobby, public phones and restrooms. The
student union should take a broad perspective on recreation to include
interactive and competitive activities, and also music, drama, art,
literature and crafts (Butts, 1971). The programs and activities
produced by student organizations and university departments present
even greater opportunities for a diverse offering of services. These
services are the reason the student union is a destination. The campus



262

community comes to and through the union to take advantage of the
many amenities provided. However, this only brings guests to its doors;
the student union must intentionally work to keep them there.

This interaction can be accomplished by creating exceptional
experiences for all guests. If the services are the primary reason
students, faculty, staff, alumni and guests visit the student union, the
“2nd experiences” they encounter are the reason they stay and keep
coming back. As Patrick Christenson described, “People are measuring
the experience they have in our venues with the experience they have in
malls, movie theaters, amusement parks and restaurants” (p. 206-2).

Walt Disney said, “You can design, create and build the most
wonderful buildings in the world. But it takes people to make the dream
a reality” (Walt Disney Quotes, 2009). The student union staff, and even
the guests themselves, have many opportunities to create “wow
moments” or memorable emotional experiences. It is the responsibility
of the student union staff to create the culture and atmosphere of
community and to make everyone feel welcome. The union is more than
just bricks and mortar. It fuses in one facility some of the most diverse
functions on campus. On a daily basis it might house a large concert or
party, organizational meetings, a variety of dining establishments, work
activities, a lounge to meet with friends and an abundance of other
programs and services. “Therefore, unlike any other campus facility, the
union must successfully accommodate the diverse needs of every group
within its community” (Knell and Latta, 2006, p. 35).

Beyond the intentional programs and activities created by the
students and staff, the guests have made the union their own
community center. It serves to bring students and faculty together
socially as peers for stimulating out-of-classroom conversations. Knell
and Latta (2006) also pointed out that the union has historically been
the location for comfort, counseling, discussion, reflection, prayer and
information gathering at times of national and world crisis. Over the
decades this has proven true during the Kennedy assassination, the
Space Shuttle Challenger explosion, the 9/11 tragedy and the shootings
at Virginia Tech.
Student Learning

The role of the student union is broader than a sole
conceptualization of a community center. The student union is a place
where specific and focused learning takes place. In the 1990s and into
the 21st century, employers have sought more than just academic
proficiencies from graduates, but also leadership skills and abilities
(Knell and Latta, 2006). As CAS (2006) asserted, the union provides
students with a hands-on laboratory where they can learn and practice
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leadership, programming, management, social responsibilities and
interpersonal skills.

The union promotes a positive, receptive climate for learning as
opinions and philosophies can fall together like a line of dominos.
According to Kolb, learning is “the process whereby knowledge is
created through the transformation of experience” (as cited in Hamrick,
Evans & Schuh, 2002, p. 69). The authors of Learning Reconsidered 2
(2006) proposed that “transformative learning always occurs in the
active context of student’s lives” (p. 2). The student union provides this
active environment to cultivate student learning. According to Lewin
(1936), in order to encourage student learning, you must take into
account the interaction of the person and the physical environment.
Under these factors the student union has a positive influence on
student learning simply through the natural interactions that occur
among its guests. Service-oriented operations, such as a student union,
exist because they offer the environment and services that directly
promote and enhance student learning. In order for this learning to
succeed, it must be intentional, and the best way to accomplish this is
through student learning outcomes.

The authors of Learning Reconsidered 2 (2006) explicitly stated
that “every program should have clear and specific learning outcomes”
(p. 7). Student unions are no exception and should incorporate learning
outcomes into all of their components such as student employee job
descriptions, advisory and governing board missions, programs and
activities hosted, and the policies and procedures that hold students
accountable while interacting in the union. These intentional efforts will
ensure that the student union acts not only as the community center,
but also as a support line for the mission of the college or university it
serves.

The Non-Traditional Union
As the student union developed into a college center, a mission

statement also developed; for twenty years it has contained two key
phrases and mirrored what ACUI articulated in its best practices model:

The Robinson Student Life Center is the University’s community
center; and it offers our community a variety of programs, activities,
services, and facilities, a student-centered organization that
complements the academic experience, an environment for getting to
know and to understand each other.
The challenge in meeting ACUI standards stemmed from a lack of
physical structure at first, followed by stand-alone buildings, ultimately
numbering five. In 1984, UNF admitted its first freshman class and
welcomed a residential population of three hundred 18-year-olds. The
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University gave Student Affairs the Robinson Student Life Center for a
more traditional Student Center. The complex consisted of three
buildings which housed a cafeteria; Student Development offices,
Student Government and its Program Board, meeting rooms, a
recreation room with pool tables, table tennis and foosball; and a 702-
seat working theater containing a stage and two lecture halls. In 1988,
The VP for Student Affairs assembled a working group of students,
administrators and University planners. Architectural consultants
developed the building program that would lead to the creation of a
traditional Student Union, Phase One.

After Phase One, the Robinson Center still suffered from having
no unified structure and its services and facilities spanned four
buildings. Phase Two was to address this and consolidate into a larger,
comprehensive Student Union. The planning for this phase began with
the Director of Student Development creating a focus group of students,
Student Affairs professionals and the University planning office to
discuss the programmatic elements of the new facility. The committee
met for months, established parameters, and hired an architect to
handle the schematic phase of laying out the building.

Unfortunately, economic reality undercut the process and there
was insufficient capital to build a unified structure. Limited funds
significantly reduced the building’s size, and the changes made resulted
in a continuing disjointed Student Center complex. Although not perfect,
Phase Two increased functionality of the building and moved the
complex closer to becoming a traditional union. The next goal became
getting the Phase Three construction to connect, unify and enlarge the
Robinson Center into a single entity.

Over the next four years Student Government identified a new
student union as a priority. In 2004 Student Affairs engaged a national
research and consulting firm to formulate a Student Life Center Building
Program Study, and then partnered with architects to produce a
facilities program document. After much feedback from stakeholders,
their conclusions were not surprising to those who had witnessed UNF’s
growth from six thousand students in 1985 to 13,000 in 2004, with
projected growth capping out between 15,000 and 20,000 students.

It is important to point out the context of UNF’s growth in order
to fully appreciate the journey toward a traditional student union. UNF
transitioned from a campus with a predominance of non-traditional
degree-seeking students in 1972, to a traditional campus with a
residential population of 4,000+ students in the fall 2009. The student
population now reflects a traditional college campus model. The
proposed building is expected meet current needs and has been
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constructed in a manner and location allowing growth as the university
expands to 25,000 students.

Costs and available funding impacted all building phases and
this new project represented a bold increase in cost over any previous
schemes. Student Affairs, under the leadership of Vice President
Mauricio Gonzalez, identified stakeholders including administrators,
staff, faculty, student leadership, students and Facilities Planning. The
design team conducted a series of focus groups to reassess needs and
expectations for the new union. They visited other student unions to
inform UNF’s programming effort.

The first design called for 220,000 square feet of building. Un-
fortunately, once again, funding fell far short. The next steps became an
exercise in compromise. The building was cut to 157,000 square feet to
meet the $46 million construction budget. Every tenant experienced
some negative impact. Entire departments within Student Affairs were
removed from the project. The focus became retaining spaces and
functionality that best served the students. Priorities became Student
Government, food services, and as much meeting space as possible to
serve student and campus needs. This process was painful. Planners
split the building into two separate envelopes, joined by a wide outdoor
plaza with a canopy covering most of it. The choice to capture outdoor
space for programming gained thousands of square feet of low cost,
useable outdoor space. A large outdoor amphitheater, accommodating
6,000 people, also stayed. Located at the rear of the union, the
expectation is that the campus will use this space for recreation,
programming and social interactions.

Thirty-seven years after UNF admitted its first students it
opened the doors to its first Student Union. The moments of joy, despair,
suspense, and planning that punctuated the decades resulted in an
astonishingly handsome and functional unified structure. As with any
long-term effort, lessons were learned:

Planning is never wasted time.
Through the programming phase, seek substantial input from

your diverse campus population.
Changes in mid-project are sometimes necessary and always

difficult. Be flexible and approach these changes with an open mind.
No detail is too small to ignore.
UNF’s new Student Union opened in May 2009, and move-in day

brought great excitement. Underlying any emotion, however, is the
satisfaction that the university invested enormous effort to ensure that
this facility represents the transitional moment of UNF becoming a
traditional campus.
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Best Practices and the future of the UNF Student Union
Every student union should have some shared features. The

lobbies should encourage friends and colleagues to meet and socialize
with lively conversation. Pedestrian traffic and activity should fill the
hallways. Retail shops should bustle with daily business. The
information center should serve as the crossroads for the campus (Knell
and Latta, 2006). The UNF Student Union accomplishes each of these
goals and more by offering a far greater multitude of services than in the
past.

The game room is still available, but it is now centrally located
and filled with state-of-the art LCD televisions and a network gaming
hub. All of the student organization offices and a majority of
administrative departments are housed in the building. Food options
are greater than ever with a convenience store, four fast food concepts
and a redesigned campus tradition, the Boathouse. The campus
bookstore and credit union provide the students easier one-stop access.
The facilities include more programming options (a 242-seat
auditorium, a large ballroom, eight meeting rooms and the beautiful
amphitheater with built-in stage), TV lounges and a graduate student
lounge. The staff of the Student Union is committed to exceeding
customer service expectations by creating exceptional experiences for
all guests. Every interaction the staff has with a guest is an opportunity
to create a “wow” moment. Trainings are conducted with the staff in
customer service, leadership, management, technical skills and
emergency response. Management conducts assessments to improve
facilities and services offered. Every effort is made to focus on the
guests’ expectations, wants and needs. The staff has a motto of doing
whatever it takes to provide exceptional experiences.

Knell and Latta (2006) describe three fundamental features for
the success of a student union. The first is that the union must reflect
the institution. They stated that “the union is a window into the student
life and educational goals” (p. 33). This is a perfect description of the
UNF Student Union. The university is committed to student
involvement, and every aspect of the Student Union from the advisory
board and development of policies to the daily operations is student-led.
Additionally, UNF intentionally made the facility completely
transparent, both physically and metaphorically. There are hundreds of
windows, incorporated in an effort for guests to feel welcome and to see
the lively activity that happens inside. These transparencies are linked
to the UNF values of “encouraging an open exchange of ideas in the
pursuit of truth and knowledge and respecting diversity.”

The second fundamental feature is that the union is a public
facility that must service all members of the campus community. While



267

the building is called the Student Union and students are the primary
stakeholders and beneficiaries of the majority of services, they are not
the only stakeholders. Faculty and staff use the facility for downtime or
to get a sneak peek into the co-curricular world of their students.
Alumni visit to experience what their history helped to build and to
participate in activities specifically for them. Visitors utilize the building
for events, parties and fairs as part of the UNF’s mission to reach out to
the community. It is the responsibility of the staff to properly balance
the needs of these guests and to ensure that the students’ experiences
are never compromised.

This leads to the third fundamental, which states that the
union’s vitality comes from its people and programs. All members of the
campus community and visitors drive the energy of the Student Union.
The staff assists to make the services and events successful, and then it
is up to the students, staff, faculty, alumni and visitors to provide the
passion for the programs. The Student Union is not the place for passive
departments; the staff of all the offices must actively engage people in
their services. A total of nine Student Affairs departments are housed in
the UNF Student Union, and many of these departments are not typically
found in a student union. It is the Union’s intention to provide the
students a one-stop-shop for as many of their co-curricular activities as
possible.

In order for the Student Union to truly be a co-curricular
element of the university, it must successfully play a role in the
fulfillment of the university’s mission.
The two most successful ways the UNF Student Union actively engages
in the University’s mission toward transformational student learning
are through student employment opportunities and participation in the
Student Union Advisory Board (SUAB). The students essentially run the
UNF Student Union. Building Managers oversee the daily operations of
set-ups, customer issues and student staff needs. Students run the
information center and game room, while others are responsible for
taking reservations and running the audio-visual needs of the clients.
Soon, all of the job descriptions for the student employees will include
learning outcomes that are taught and discussed throughout job
experiences and trainings.

The SUAB is the prominent factor in valuing student-centered
participatory decision making. This group is made up of students
(majority of the membership) and staff who have the greatest impact on
the operation of the Student Union. The advice from this group strongly
impacts the successes of accomplishing the facility’s annual goals and
developing plans for the future of the facility. Internally, the staff and
students housed in the Student Union actively participate in
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“neighborhood” events. A student union is similar to a mini-city and as
such, town hall meetings, retreats, competitions and socials bring all
members together in a community-based atmosphere. Communication
is kept open through newsletters, event and production meetings and
through the use of technology such as websites, Blackboard and digital
signage throughout the building.

The future visions of the Student Union focus on actively
embracing the facility’s LEED certification to engage in environmentally
friendly programs and services. Improved energy efficiencies, water and
paper conservation, utilizing “green” cleaning products and partnering
with local farmers through our Market Days will all contribute to UNF’s
commitment. Additionally, maintaining a state-of-the-art technology
system will serve as a top priority. Already having audio-visual
equipment in all meeting rooms, offering wireless connectivity and
having digital signage instead of bulletin boards is just the beginning.

The entire process to construct and open this facility has been a
challenging and exciting learning opportunity for all students, staff and
design partners (architects and contractors got a crash course in
working closely with students). History shows that the student union
must continue to grow and change with the culture of the campus and
society as a whole.
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