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Under the advice and consent of Student Government President Evan Peverley, 

an executive commission on race relations convened during the 

1995-96 academic school year. The goal of the commission was to investigate the 

status of race relations at Wake Forest University. Throughout the year, the 

commission gathered extensive information from students, faculty members, 

administration, and staff to assist in the completion of this report. 

We hope that this report will encourage the University to maintain the topic of 

race relations as a necessary issue for future discussion and improvement. This 

report focuses on three principal areas of the social and academic climate at Wake 

Forest University that the commission recommends as target areas for further 

monitoring and development: Admission/Financial Aid and its correlation to the 

cultural diversity of the campus, the social and cultural climate as fostered by 

student and University organizations, and the University Campus Security's efforts 

to increase confidence and trust for all members of the student body. 

Results of the Student and Faculty Race Relations Surveys 

The survey was given to 631 randomly selected undergraduate students and 42 

faculty members (see Graphs 1&2). First, the important findings of the student 

survey: 

1) 57 percent of the freshmen class felt that racial tensions exist at Wake Forest 



University, while 74 percent of the sophomores, juniors, and seniors felt that 

racial tensions exist. 

2) 79 percent of the freshmen class felt that the social atmosphere at Wake Forest 

University is racially divided, while 88 percent of the sophomores, juniors, 

and seniors felt that the social atmosphere is racially divided. 

3) 30 percent of the students have encountered racism from other students at 

Wake Forest University. 

4) 7 percent of the students have encountered racism from the 

administration, faculty, or staff at Wake Forest University. 

The important findings of the faculty survey: 

1) 58 percent of the males felt that racial tensions exist at Wake Forest 

University, while 100 percent of the females felt that racial tensions exist. 

2) 45 percent of the males felt the social atmosphere at Wake Forest University 

is racially divided, while 75 percent of the females felt that the campus is 

racially divided. 

3) 16 percent of the faculty have encountered racism from students, 

administrators, or other faculty members. 

Discussion About the Implications of the Survey, and the Status of Race Relations at 
Wake Forest University 

The results of both the student and faculty surveys overwhelmingly suggest that 

racial tensions exist at Wake Forest, and the surveys revealed two noteworthy 

trends. The student survey showed that more upperclassmen feel that race relations 



is a problem on this campus than do freshmen. This is an alarming trend because it 

demonstrates that the more time students spend at Wake Forest, the more they 

realize the racial divisions within the campus. Unfortunately, this also implies that 

the overall atmosphere at Wake Forest might be the cause of much of the racial 

division. 

The other noticeable trend in the student survey was that most students who 

encountered racism experienced it from other students, and not from the 

administration, faculty, or staff. This suggests that the majority of the racial 

problems are coming from situations within the student body. 

These very disturbing results can be explained in a multitude of ways: 

1) Lack of minority representation. 

The first, and most obvious explanation is that Wake Forest has such an 

ethnically homogeneous student body (see tables 1, 2, & 3). Eighty-nine 

percent of the undergraduate students enrolled for the 1995-96 school-year 

were white. Since only 11 percent of the student body is considered an ethnic 

minority (while 26 percent of the US population is considered an ethnic 

minority), consistent interaction among different ethnic groups is less likely 

to occur. This can create a segregated campus, and cause conflict within the 

student body. 

2) Limited opportunities to take ethnically diverse classes. 

The structure of the division system, especially the Literature and Fine Arts 

requirement, limits the amount of culturally diverse course selection. 

Students are restricted to selecting either British Literature or American 

Literature to fulfill their Literature and Fine Arts requirement. Many 

students consider this requirement very stifling because they would rather 

have the option of taking African American Literature, Jewish Literature, or 

other multi-cultural classes. 



3) Lack of culturally diverse experiences for all students. 

The lack of multi-cultural clubs and events on campus is another 

contributing factor to Wake Forest's racially divided student body. 

Hence, there are few opportunities for students to interact outside the 

classroom. The focus and majority of responsibility should lie upon the 

shoulders of campus organizations such as the following: Student Union, 

Greek groups, Public Affairs, and the Office of Student Life. 

4) Perceived racism by the Wake Forest security. 

The 1995 Pit Jam incident, in which pepper spray was used by University 

Police on a gathering of 300 black students as a crowd control response, 

brought much unfair criticism to a security force which does take rather 

thorough measures to ensure that such incidents never happen and such 

negative perceptions not exist. Potential university security employees are 

interviewed extensively by a three member panel which at present contains 

one African-American member. Campus police officers must then complete 

564 hours of training before they begin active duty. Included in this training 

are programs designed to teach sensitivity with regards to race relations. This 

sensitivity training is reinforced three times annually with in-service 

programs, often conducted on a joint basis with Winston-Salem State 

University and North Carolina Agricultural and Technological State 

University. Race relations are an issue of great concern to the Wake Forest. 

Police. Public forums are planned for police and students to discuss race 

related concerns. In addition, efforts are underway for the University Police 

to appoint an officer to act as a liaison to the Black Student Alliance (BSA). 

Chief of Police Regina Lawson believes that the present and future measures 

instituted by University Police will help create "an environment in which 

students are not afraid to ask questions" of security personnel. 



Recommendations of the Commission on Race Relations 

The commission feels that the following recommendations will help alleviate 

the racial tensions and divisions at Wake Forest University: 

In order to create more minority representation on campus the following 

two recommendations should be considered: 

1) In light of the fact that tuition will take a dramatic increase in the fall of 1997, 

increased financial aid will be necessary to recruit and maintain top minority 

students. It is a common misconception on campus that a majority of 

minorities have scholarships; however, at the present time, only one merit 

scholarship is designated specifically for minority students. Although seven 

African-Americans are awarded the Joseph G. Gordon Scholarship each year, 

no funds have been appropriated for merit scholarships for smaller minority 

groups. Therefore, we recommend that the amount of financial aid for 

minority students be increased, and that a broad minority scholarship fund be 

created. 

2) Ethnic diversity is an integral part of a successful university. Therefore, we 

recommend that the Admissions Office take a more active role in the 

recruitment of minority applicants. We also recommend that the 

Admissions Bulletin and the Wake Forest University Homepage include 

more information about the racial diversity of organizations and events at 

Wake Forest. 

3) Divisional requirements are an important part of a liberal arts education, 

however, the requirements should not be restricting. Therefore, we 

In order to increase the diversity of the academic climate the following 

recommendation should be considered: 



recommend that the Committee on Academic Affairs and the 

Administration look into restructuring the Literature and Fine Arts 

Requirement, so that students have options other than limiting their choices 

to British literature and American literature. We recommend that ethnically 

diverse courses, such as the American Ethnic Studies course, be offered as an 

option to fulfill the divisional requirement. 

In order to create an open social climate the following recommendations should be 

considered: 

4) The most successful campus events are the ones that the whole student body 

participates in, and feels welcome to.· Therefore, we recommend that the 

Student Union, Panhellenic and Interfraternity Councils, and the Offices of 

Student Life and Public Affairs look into the following: 

a) Student Union- this organization sponsors events such as Homecoming and 

SpringFest that are open to the entire student body, yet rarely incorporate 

multi-racial talent. 

b) Greek Groups- As of the spring of 1996, the minority representation in 

traditionally White Greek organizations was as follows: 

Sororities: 3 members (total) 

Fraternities: 7 members (total) 

For the traditionally Black Greek organizations, majority representation: 

Sororities: 0 members 

Fraternities: 0 members 

Hence, the committee recommends that the traditionally Black and White 

organizations sponsor more forums, community service and social events 

together to increase interaction and awareness. 

c) Public Affairs- this University Office recruits the convocation speakers, as 

well as other campus-wide lecture series, etc. In the past, multi-racial 

representation in such event has been nearly non-existent. 

d) Student Life- this University Office has the capacity to sponsor racial 



• sensitivity retreats, or conferences; presently, the responsibility lies solely 

with the Office of Multicultural Affairs . 

Additionally, student groups such as Student Government, Resident 

Student Association, and other broad based student organizations should be 

targeted as avenues to incorporate multi-racial programming with the 

assistance of University Offices. 

Only in an effort by all aspects of University offices and social organizations can a 
broad cultural change be achieved. 

5) 

In order to deal with the perceived racism on the part of the Wake Forest Security 

the following recommendation should be considered: 

6) The Wake Forest University Police has clearly devoted much thought and 

effort to handling matters of race with the utmost sensitivity. This 

commission's recommendation is that the current measures in use, 

including sensitivity training for all officers, be continued, and that proposed 

future measures, such as forums with the student body, be implemented. 

This should be done in order to create an environment in which all students 

feel as though they are receiving the best possible personal security. 



Results of Faculty Survey 
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Survey Results by Class 
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FIRST-TIME FRESHMEN ENROLLED BY GENDER AND ETHNICITY 
FALL 1992 

• MALE FEMALE TOTAL nv ETHNICITY 
ETHNICITY NO. %* NO. %* NO. %* 

Amer. Indian 2 0.22% 1 0.11% 3 0.33% 
Asian 9 1.00% 6 0.67% 15 1.66% . 
Black 24 2.66% 43 4.77% 67 7.44% 
Hispanic 3 0.33% 1 0.11% 4 0.44% 
Non-Res. Alien 5 0.55% 2 0.22% 7 0.78% 
White 419 46.50% 386 42.84% 805 89.35% 

Total by Gender 462 51.28% 439 48.72% 901. . 100.00% 

-'!"·- 

First-time Freshmen Ethnic Enrollment(%) Fall 1995 · 

Male Female Total by Ethnlcity 
Ellmicil y ff % ft ·% # % 
Native American I 0.2 I 0.2 2 0.2% 
Asian 11 2.1 16 3.4 27 2.7% 
mack 49 9.2 41 8.6 

I 

90 8.9% 
Hispanic 6 1.1 0 0 6 0.6% 
While 4M 87.4 419 87.8 883 •87.6% 
Tutal by Gentler 531 52.7 477 47.3 1008 100.0% 

Undergraduate Ethnic Enrollmeitl 1990-1995 

Year Black Other Minorities Total Minorities White % White 
1990 240 101. 341 3,199 90.4% 
1991 275 126 401 3,249 89.0% 
1992 288 118 406 3,218 88.8% 
1993 286 89 375 3,163 89.4% 
1994 273 109 382 .3.243 89.5% 
1995 287 126 413 3,288 88.8% 
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Finally, the commission would like to thank the 1995-1996 Student 

Government Executive Officers for their support and would suggest that this 

commission remain active throughout the 1996-1997 academic year as well in order 

that these outlined concerns and recommendations be followed through 

accordingly. 
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On Friday evening, 19 January 1996, a group of 23 Wake Forest faculty, 20 

undergraduates, and 11 administrators gathered at the Assembly Inn in Montreat, NC. We had 

been invited to spend a weekend examining the co-curricular life at Wake Forest under the 

direction of Dr. George Kuh of Indiana University. Dr. Kuh is noted for research regarding 

the relationship between campus life and learning. As part of the campus self-study required 

by the Southern Association of Colleges and Universities, he had visited Wake Forest for two 

weeks in the fall of 1995 and met with various groups to discuss our campus climate. The 

Montreat Conference grew out of those sessions, as an attempt to broaden participation in the 

debate over our social and intellectual climate. Our goal was to focus these issues for campus 

debate or, where possible, to explore areas where general consensus invited proposals for 

improvement. 

Wake Forest's campus climate has been under discussion since before the Program Plan 

ning Committee (1993-94) created the Plan for the Class of 2()00. Many of the hearings con 

ducted by that committee indicated widespread concern that the social and intellectual climate 

on campus was not enhancing our academic program. Faculty complained that students fail to 

participate in the many cultural and intellectual activities designed to enrich students' 

undergraduate experience. Some students complained that the positive contributions of our 

Greek organizations go unrecognized, while others felt that those organizations too thoroughly 

dominate campus social life. Administrators sought guidance in directing the students and 

their activities. 

One result of these concerns was the participation of Dean Emeritus Thomas Mullen and 

Professors Carole Browne, Barry Maine, and Teresa Radomski in a summer workshop at 

Colorado Springs, Colorado, sponsored by the Lilly Endowment (1994). The Wake Forest 
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activities or other outcomes). Our initial discussions centered on what are Wake Forest 

values, and what we are trying to accomplish. How do various groups spend their time? 

What can we do to have a greater impact on our students? On our first evening, we split into 

groups to confer and to list our most cherished goals and values. For the following day and a 

half, we moved among various groups, discussing ways to foster our goals by enhancing 

campus conditions where we already excel, and changing areas where we fall short. Most 

groups talked long into the nights, comparing and contrasting points of view, arguing the 

implications of various proposed solutions. One of our final sessions involved listing specific 

ways of improving our social and intellectual climate. We recognized that some issues were 

controversial, and these merit ongoing campus discussion. Other proposals will require long 

range planning and funding if the campus resolves to adopt them. Some of our group 

proposals, however, could be implemented with little expense or inconvenience. Other recom 

mendations were already being undertaken, unbeknown to many of the conference participants 

at the time (this fact, in itself, invites discussion). 

The remainder of this report describes many of the values and proposals defined at 

Montreat, as well as the points where consensus could not be reached. We hope that the 

greater Wake Forest community will substantially agree with our formulation of shared values 

and will implement many of our proposals; to that end, we suggest which groups or com 

mittees should consider each. We also suggest central areas for debate, trusting that, in time, 

solutions will be reached. We do not wish to be accused of formulating a "Montreat Doctrine" 

on behalf of the Wake Forest campus. On the other hand, we hope a majority of the campus 

will agree that we have defined some of our most cherished values and recommended ways to 

strengthen them. We hope, as well, to have defined key areas of disagreement, and we 

encourage vigorous debate among all members of the campus community regarding these con 

troversies. 
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administrators, and faculty had different interpretations of these values, and that there is also 

disagreement within each group about how these values should be manifested in campus life. 

The one area of nearly total agreement was the need for more diversity on our campus. The 

students were adamant in expressing their wish for more cultural, ethnic, religious, and socio 

economic variety among the student body. They also declared that student diversity should 

extend to talents, goals, political opinions, and lifestyle preferences. Faculty and 

administrators agreed that lack of diverse representation led to lack of exposure to, and 

understanding of, cultural and political issues. Lack of diversity among faculty and 

administrators means fewer role models for all students. Currently, women and minority 

professionals at Wake Forest are stretched too thin in their attempt to meet the needs of 

advisees, committees, and groups that seek their point of view. 

Achieving greater diversity will require a thorough commitment by all constituents of the 

community. Wake Forest already devotes a large portion of its budget to attracting African 

American students. Similar resources would presumably need to be allotted to the attraction of 

other groups, such as Hispanic- and Asian-Americans, who are under-represented on campus. 

But recruitment is only the first challenge. As a representative of the Asian Student Union 

remarked, how can we overcome the problems attendant on having no critical mass of students 

in a particular minority group? How many students, for example, constitute sufficient demand 

for a faculty specialist in the appropriate religion and language, to name two possible fields? 

Great care must be taken to assure support, both curricular and extracurricular, of students 

from diverse backgrounds. Regional organizations might help achieve a sense of inclusion 

among groups scattered throughout North Carolina campuses, but we must be prepared to 

cooperate and to offer adequate support on our campus. Everyone praises the efforts of our 

Office of Multi-Cultural Affairs, soon to sponsor a Multicultural Summit on these issues. But 

sensitivity and inclusion must become the business of our entire community. 
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commit ourselves to an arduous process that will involve consideration of policies, effective on 

other campuses, such as hiring of spouses, or of making concerted efforts to assure local 

employment for spouses. As with support for minority students, we will have to ensure that 

faculty from diverse cultural backgrounds do not become the victims of stereotypes, or lack 

guidance where needed in becoming effective teachers in our environment. Another relevant 

problem is that we still hire too many females for one- to three-year positions rather than for 

tenure-track positions, a situation that bears study and consistent effort to achieve change. 

Deans Paul Escott, Dana Johnson, Gary Costley, and Robert Walsh are actively 

campaigning for the recruitment and hiring of more women and minority faculty. Their 

strategies have ranged from consulting the Association of Women Faculty and Administrators 

and acting on their suggestions, to allowing departments to compete for tenure-track positions 

contingent on their identifying minority candidates. Dean Escott is also affecting the con 

figurations of many academic departments by appointing an unprecedented number of female 

department chairs, as well as by choosing a female for his new Associate Dean of the College. 

However, as with diversifying the student body, these efforts will require years of sustained 

effort. Particularly worrisome is that tenured women, especially in the sciences, are in high 

demand and may be lured away to higher-paying, better-equipped universities. The Commis 

sion on the Status of Women, currently studying the campus climate for women, should make 

recommendations that will help us not only to recruit but also to retain women. When imple 

mented, the American Ethnic Studies program should aid in attracting and retaining a larger 

number of minority faculty. 

Diversity is an admirable goal for our campus. If, however, we succeed only in creating 

a faculty, administration, and student body divided into small segments, we will have defeated 



Page 10 

tribute by introducing new material or different points of view in their courses. Students can 

take part in activities that push them beyond received ideas and established friendships. 

Retreats, such as our conference at Montreat, not only assist in resolving campus issues, but 

are also excellent opportunities for students, faculty, and administrators to get to know one 

another. Similar retreats should be offered whenever campus issues warrant them, and dif 

ferent faculty and students encouraged to participate. If we do not intend to cooperate in 

building a harmonious as well as diverse community, we should not petition the Admissions 

Office or the academic departments to help us create one. 

The Liberal Arts Curriculum 

J 

Of course, the issue of diversity will also impact our curriculum. In the future, our stu 

dent body may require courses in Arabic and fuller instruction in Asian religions, just to name 

two areas where change is predicted. Also, while students on campus are taking a broader 

selection of courses, more students will seek the experience of study abroad. Nearly everyone 

at the Montreat Conference agreed that opportunities for international study should be 

expanded. Students expressed dismay that some majors apparently preclude these experiences. 

Their distress indicated that faculty advisors should encourage entering freshmen to plan for 

study abroad, which is usually feasible even in stringent majors if programs are planned well 

in advance. Also, more summer-study options should be made available for those who cannot 

spare a semester. Additional study-abroad programs are being designed that will continue 

expanding Wake Forest's horizons, as we have done by initiating study in Russia and Japan. 

A program under development in Latin America, as well as those under study in Eastern 

Europe and Israel, should attract students whose majors are not so readily complemented by 
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Students repeatedly questioned both the quality and purpose of our divisional require 

ments. Faculty appeared divided over whether the divisionals represent the bedrock of our 

curriculum, to be completed before students choose a major, or whether they complement and 

enrich a narrower course of study, and may, therefore, be taken at the student's convenience 

throughout his or her undergraduate years. This issue should be revisited by the faculty; 

academic honor societies such as the Euzelians are already sponsoring student discussions. 

After basic philosophical issues are resolved, our curriculum should probably be reviewed, 

since over twenty years have elapsed since its last revision. Students at Montreat questioned 

the University's commitment to many divisional courses because of what they perceived as the 

reluctance of professors to teach them, and because they sometimes detected stale material and 

jaded presentation in such courses, particularly in large, lecture-style classes. Faculty 

expressed hope that the new First-Year Seminar basic requirement would begin to ameliorate 

the problems associated with entry-level courses, while students were reminded that change 

would be a slow and expensive process. Wake Forest wishes to offer a wide array of upper 

division courses, within relatively small departments. Divisional classes, therefore, sometimes 

suffer the burden of accomodating large numbers of students so that adequate numbers of 

faculty remain to staff upper-division electives. Wake Forest is in the process of hiring 40 

new faculty, which should help alleviate this situation, but a curriculum review will encourage 

reflection on the purpose and structure of lower-division courses. 

{I'\ I / Other basic curricular concerns included our grading system, which eschews the use of ( I ' ) + and - grades. Many faculty felt that whole-letter grades affect their ability to grade \ , 7 accurately, and favored changing to a + and - system. Student opinion was mixed on this 

l issue; some welcomed what they felt would be a more accurate reflection of their achieve- 
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Adyisin~ 

Student-faculty relationships are prized at Wake Forest, yet even this crucial tradition 

needs attention. While everyone at Montreat agreed that advising is fundamental, is a part of 

teaching, and should encourage students to be independent, many students complained of 

incompetent or inaccessible advisors. The group agreed that more faculty should participate in 

lower-division advising, since many faculty feel burdened by the numbers of students they are 

assigned. Some among us wished that faculty could be assigned no more than fifteen students 

in a group, every other year. We all felt advisors should be better-trained, and there should be 

incentives for good advising. Transfer students should be included in regular new-student 

advising groups, since many conferees felt the attention given these students is inadequate. 

Since our return from the mountain, Dean Escott is implementing most of our suggestions. He 

has been assisting Professor John Andronica, Chair of Lower-Division Advising, in recruiting 

more faculty to advise. As an incentive, Dean Escott is including the quality of advising in 

faculty salary considerations. He and Professor Andronica are already offering more instruc 

tion to first-time advisors, and will continue this effort. The students at Montreat also sug 

gested that advisors be evaluated, and this strategy too will probably be implemented. Stu 

dents regularly evaluate their teachers, and departments evaluate members' scholarship and 

committee service, but advising usually goes almost unobserved until problems arise. Student 

evaluations of advisors and of the advising process will stimulate better performance. Stu 

dents, too, need to be reminded during orientation of their responsibility to honor the advising 

process. Several faculty advisors described incidents in which they had found it impossible 

to contact students, or had been asked to approve courses different from those for which an 

advisee eventually registered. 
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do so not because Wake Forest lacks a wealth of academic and cultural activities, but because 

they feel their interest in these activities keeps them from "fitting in" with other students. This 

phenomenon cannot be separated from the other topics under discussion. An active search, 

and a welcoming environment, for more diverse kinds of students is surely one aspect of any 

solution. More informed and conscientious advising would help students achieve supportive 

relationships with faculty. A restructured curriculum will feature some seminars keyed to 

campus events, so that more students will be attending (and, hopefully, enjoying) cultural and 

intellectual opportunities. In addition to such resolutions, which will take a good deal of time, 

there are many areas where healthy discussion can proceed, and relatively swift improvement 

can be achieved. 

Many students and faculty observed that intellectual discussions among students, and 

student-faculty interactions outside the classroom, can only occur in places appropriate for 

such activities. A disproportionate amount of lounge space in residence halls belongs to Greek 

organizations, leaving little attractive space where independent students might congregate for 

discussions, or where occasional seminars or post-event discussions might be held with faculty. 

Equipping most dorms with state-of-the-art seminar rooms is a major improvement that will 

literally blend learning and living for students lucky enough to take courses in them. But more 

extensive changes are needed. The Benson Center's policies and hours need to be examined, 

and more potential uses for its space encouraged, as well as its availability to students seeking 

evening alternatives to parties. Every residence hall should have adequate public space. 

According to the students, the Davis and Taylor lounges are badly in need of renovation, and 

the tunnel between Bostwick and Johnson might also be reclaimed for this purpose. When 

Shorty's opens next year, it should help foster casual interaction among faculty in different dis 

cip~ines, and between faculty and students, but Shorty's cannot be considered the complete 

solution of a campus-wide problem. 
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decrease in the coming years. This would encourage students to engage in other kinds of 

campus experiences without feeling that they were slighting the activities most likely to 

enhance their resumes. Many students praise Wake Forest's opportunities for service and 

leadership, which is one of the proudest aspects of our tradition. Our Admissions Bulletin 

cites our attractiveness to students "interested in combining their education with ... service" 

(14). Perhaps such statements, however, suggest a parity of activities, when in fact education 

should be our students' central goal. In the future we should make our priorities clearer to 

incoming students, and encourage them to be selective in choosing non-academic activities and 

in balancing priorities. 

Campus social and intellectual events must be designed to brqad~~D. The 

Student Union should focus its organization on major social events. All incoming student 

4eaders should be trained in event planning, so that fewer conflicts will result. The President's 

~~dership Conference of 1994 focused on this need, but student bodies are cyclical and what 

one group of students learns now will have to be repeated four years later. Happily, a Student 

Organization Task Force Group led by the Division of Student Life is working on a plan to 

prepare and disseminate planning instruction for student and faculty organizations. In addition 

to this effort, which will make planning less daunting for more groups, campus events should 

welcome the participation of Greek organizations. Faculty and administrators complain of the 

anti-intellectual tendencies of Greek events, but Greek students respond that their attempts to 

sponsor more academic or cultural events are greeted with cynicism or, worse, outright dis 

couragement. Building on the Lilly Report's suggestion that these groups be better integrated 

into campus intellectual life, instead of being identified largely with social life and community 

programs such as the Piccolo fund drive, Greek organizations should be invited and expected 

to help carry out cultural events. 
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and the ACC as co-organizers, President Heam recently sponsored a weekend symposium, 

"The Drink Think," to address the phenomenon of binge consumption and to seek social 

alternatives to alcohol-centered parties. Wake Forest already boasts a tradition of popular, 

alcohol-free academic and cultural activities. Students invariably flock to appearances by 

Professors Maya Angelou, Edwin Wilson, and John Anderson, or by President Heam. Dean's 

List students sign up in large numbers to be taken to lunch by the Deans. The Honors 

Program has long thrived and even acquired a certain mystique by fostering stimulating discus 

sions in comfortable, lounge-like seminar rooms lined with books; by arranging cultural events 

such as trips to museums and operas; and by supplying plenty of Pepperidge Farm cookies and 

soft drinks. Many students have taken part in retreats such as Montreat, or the President's 

Leadership Conference, "The Drink Think," and similar symposia. The Provosts's "Popcorn 

Fund" assists faculty who wish to invite students to their homes for snacks and discussions. 

And when queried, students invariably remember most fondly those occasions when faculty 

members invited them for dinner at their homes. All these examples prove that Wake Forest 

can provide memorable, enjoyable, yet educational experiences when we choose to do so. The 

key may be simply to extend similar activities to as many students, and to involve as many 

faculty, as possible. The University already provides alternatives of sufficient attractiveness to 

compete with occasions that feature beer. We must do a better job of planning these events, 

and of including as many students and faculty in these activities as is feasible each year. 

Not only Greek organizations, but Academic Honor Societies, should be invited to plan 

and host intellectual events. The Philomathesian and Euzelian Societies already sponsor lec 

tures, readings, and symposia; the deans' offices and the Vice-President of Student Life 

could offer them modest support. Faculty could certainly help by participating in, and by 

attending, these events. The faculty and administrators at Montreat recognized themselves, 
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asked to debate for a campus audience, so that all can witness their expertise. The Euzelian 

Society has attempted to sponsor series in which faculty from different disciplines lecture and I 

or debate topics such as the Middle East Crisis. Events such as these deserve better support 

from the administration and the community. 

One trend that most Montreat attendees hailed was the concept of campus "theme years." 

The upcoming Year of the Arts should point the way toward better coordination of cross 

campus, interdisciplinary events. Faculty can help by designing course syllabi to reflect the 

chosen theme, where possible, and by making the year's events part of their assignments. 

Attending events with classes and discussing them afterwards will also help foster both faculty 

student relationships and a better intellectual climate. Future choices for annual themes might 

be a Year of Diversity or a Year of Technology. We understand that these sustained programs 

take years to mature; the Year of the Arts has been in preparation since January 1994. But the 

resulting benefits will, hopefully, encourage other groups to coordinate theme years. The 

Committee on Academic Planning has already solicited new themes, and we hope that many 

will respond with ideas. 

Communication 

A rather disconcerting but illuminating situation arose during the last hour of our 

Montreat meeting. We were invited to contribute our final thoughts on the topics we had 

been considering all weekend. Instead, many present began to share previously-unexpressed 

sources of unhappiness regarding the campus climate. While Dr. Kuh felt that, perhaps, we 

were deliberately sharing these complaints when there was no more time for discussion, there- 
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administrators study the suggestions made in this report, these situations will eventually be 

resolved. A more diverse campus will in fact be achieved. Our social life will be better 

integrated with our intellectual life, and Greek organizations will contribute to this more varied 

environment. A day-care center may finally be provided, making the campus more hospitable 

not only to women but to families. 

There are many other practical ways in which greater trust could be achieved through 

/effective communication. Students asked for a weekly column in the Old Gold and Black ans 

, I we ring students' questions about administrative policies and decisions. They jokingly titled the 

/column, "Ask Sandra [Boyette]," and the suggestion bears consideration. One student com- 

/ plained that he can "hardly tum around without a new building popping up behind my back," 
L 
an exaggeration that nevertheless points to the need for more advance notice of ongoing build- 

ings and grounds projects. We live in an era when, nationally, most universities are run by 

professional administrators. These academic officers are entrusted with perpetuating what are 

essentially medieval institutions, no easy mission in the late twentieth-century United States. 

But because administrations and faculties are no longer identical, tensions have inevitably 

developed. At Wake Forest, where many administrators are also faculty members, we 

probably experience less hostility than at many universities. Yet student-faculty suspicion of 

administration is pronounced. Some of that suspicion could be eased by simple forewarning of 

impending projects. The flag pole in front of Reynolda Hall is a good example. Before it was 

generally known to result from a generous bequest for that purpose, the pole and its 

accompanying landscape adjustments were the object of widespread negative assumptions 

about the use of University funds. A better time to publicize the pole would have been when 

the bequest was first made and the plans drawn, rather than just before the pole's dedication. 

The flag pole is a minor instance, but illustrates the need for an effective conduit between Dr. 
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explanations tend to linger in some faculty minds, but are virtually lost to students. Too often, 

groups such as this are called on to "reinvent the wheel" instead of building on previous 

information. Better record-keeping seems an obvious solution, but it has yet to be imple- 

. 1 mented on a campus-wide level. Some records should then be used to formulate handbooks 

for succeeding faculty and students. The proceedings of the 1994 President's Leadership Con 

ference, for example, would have proved a valuable resource for student events planners. 

Another inevitable problem is that not every University activity can be readily observed 

by students. Some students at Montreat, for example, complained about the lack of University 

involvement with the Winston-Salem community. The faculty and administrators immediately 

clarified the close relationship between Wake Forest and the surrounding community, includ 

ing our status as one of the chief local employers, our participation in local churches, boards 

and councils, and educational programs designed for local adults and families. Students are 

often unaware of these activities if they are not involved in community churches or civic 

organizations, or unless they attend classes at night, or recitals, openings, poetry readings, lec 

tures, and other events that draw large audiences from Winston-Salem. The Winston-Salem 

Journal has recently initiated better coverage of our campus, which will help raise our profile 

among readers. The Old Gold and Black featured a story in its 22 February ( 1996) issue, 

combating the "ivory tower" myth. Because the myth persists, campus media need to sustain 

their focus on campus-community interaction. The "ivory tower" is one cause of disaffection 

among many that could be eased, if not entirely eradicated, by better communication among 

all segments of the campus. WAKE TV and WAKE Radio can join in this vital journalistic 

mission, apprising students of campus events that involve the community at large, and also 

drawing our students, faculty, and administrators out to participate in community events. 
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Zick, Dean Escott, and Provost Brown initiated the Montreat conference, demonstrating 

administrative commitment to fostering open dialogue on these critical issues. Unless all three 

groups proceed with mutual respect, acknowledging that "the paradox of diversity" applies to 

us as well as to the campus we envision, we will achieve nothing. 

The call for better communication seemed an appropriate way to end our Montreat con 

ference. In fact, many participants expressed the wish for more such retreats, at which groups 

of students, faculty, and administrators could share perspectives, air differences, and develop 

common goals for the campus. Montreat provided the opportunity to mend the gaps that are 

often more apparent than the threads binding together our Wake Forest experience. The 

weekend represented what we would like to do as a campus: develop closer relationships, 

resolve problems together, and hold meaningful discussions. More students and faculty should 

share such retreats in the future, when campus issues warrant community focus. Meanwhile, 

we offer this report in the hope that, together, we can improve our social and intellectual 

climate at Wake Forest. In fact, the University has already begun to make some of the 

changes that virtually everyone at our retreat desired. There are other suggestions that could 

be implemented rather swiftly, and at relatively small expense. Other issues clearly require 

more time for debate and I or planning before adoption. We append a list in each category (in 

no particular order), drawn from this report, and suggest which groups might appropriately 

study each topic. By debating the potential impact of these suggestions, we will help create 

the intellectual and social environment we all desire for our campus. 
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*Commission on the Status of Women (Vice-President Lu Leake and committee) 

*Clustering of Study-Abroad initiatives to pursue funding (Ms Julie Cole and the Office of 

Research and Sponsored Programs, International Studies Office) 

*Academic Honor Societies sponsoring campus events (Euzelians, Philomathesians, and Dis 

ciplinary Honor Societies) 

*Greek organization sponsorship of academic events: 

--"The Drink Think" (with Dr. Hearn and the ACC) 

--The first annual Greek Scholar Banquet 

--The Greek Faculty Lecture Series 

*Old Gold and Black reporting of campus-community involvement 

Proiects That Can Be Undertaken Soon. For Little Expense 

*Raise campus awareness of the benefits of diversity, and combat stereotypes (Dr. Meyers 

Oakes, Office of Multi-Cultural Affairs). 

*Become more pro-active in soliciting applications from minority students, faculty, and 

~ministrators for positions at Wake Forest (Admissions, Departments, Deans, Provost). 
/ 

*Hold open forums on issues of campus concern (Student Government, Greeks, Academic 

Honor Societies, Student Life). ·9) stablish Big Brother I Big Sister programs between upperclass and incoming students 

\_.!__/ 1student Life). 

*Develop strategies to increase diversity in roommate assignments (Student Life, Admissions). 

*Advise incoming students to plan early for study abroad (advisors). 

*Revise the credit-value system (Academic Planning). 

*Sponsor workshops on effective teaching methods (Teaching Assessment Seminar). 
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*Determine how to not only find but retain top minority and women students, faculty, and 

administrators (Admissions, Deans, Provost, Departments, Student Aid, Alumni Councils, 

Student Life). 

*Develop regional networks of support for minority students (Student Life, Multi-Cultural 

Affairs). 

*Allot sufficient funds to search for students from underrepresented groups (Admissions). 

*Develop sufficient scholarships and student aid for students with various socio-economic 

backgrounds. 

*Reconfigure the "formula" used to select students, so that a wider variety of student inter- 

ests, backgrounds, potential majors, etc. is chosen 

*Appoint a Committee to review the curriculum: 

--Determine the principles that guide our curriculum 

(Admissions). 

--Reevaluate our Basic and Divisional requirements 

--Reconsider the ceiling on credits taken in a Major 

--Ascertain that the curriculum serves a diverse student body 

--Ascertain that the curriculum supports our International 

Study Program. 

*Develop more links with educational institutions abroad (International Studies Office). 

*Develop more summer study-abroad options (International Studies Office) . 

.._ ~nsider assigning +and - grades (Student Government, Academic Planning). 

-----:s-; *Create a first-rate campus bookstore, or tum ours over to an established chain. 

*Consider deferring Greek organization rush until Sophomore year. 

*Update University publicity to align it with current reality (Public Affairs, Admissions). 

*Establish a University Day-Care Center. 

*Establish more lounge places for independent students to congregate. 
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*Develop future "theme years" (Academic Planning). 

*Encourage and support our summer school, so that more faculty and students will be inter 

ested in staying on campus for part of the summer. 

Tina Schippers 
Student Government President 
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THE CLIMATE FOR UNDERGRADUATE LEARNING 
AT WAKE FOREST UNIVERSITY 

Introduction and Overview 

Purpose 

The purposes of this report are twofold: (1) to offer an outsider's view of how 
student life outside the classroom at Wake Forest contributes to undergraduate 
student learning and feelings of satisfaction and institutional loyalty; and (2) to 
encourage discussion about what can be done to enhance the quality of the 
undergraduate experience for all students. 

Guiding Principles 

Four principles guided this project and the preparation of the report. First, I 
assumed that Wake Forest is a strong, vibrant institution. Some of the most 
precious qualities of a university sometimes are taken for granted by its members. 
That is, people who live, work, and study in an environment become so familiar 
with their surroundings they do not realize and appreciate their institution's 
relative strengths. At the same time, all colleges and universities have unmet 
challenges; none is perfect. 

Second, I attempted to be inclusive in my approach. That is, I talked with people 
from as many different groups as time allowed--members of fraternities and 
sororities, athletes, students of color, faculty, staff, administrators, and alumni. 
Not everyone sees Wake Forest University the same way, of course, but all with 
whom I spoke were deeply committed to the institution and wanted the best for its 
students. 

Third, I have kept evaluative statements to a minimum. I tried to be particularly 
sensitive to issues and concerns related to undergraduate education that I felt it 
would be in Wake's best interests to address. 1'Iy visits to Wake Forest confirmed 
that people here have high aspirations for themselves and their University. In 
selected areas where productive discourse might result, I identified anomalies or 
inconsistencies with what Wake espouses (says about itself in publications and 
public statements) and what seems to be enacted with regard to the philosophy, 
values, policies, and practices related to undergraduate education. 1'Iy intention is 
to provoke candid,constructive discussions among those who may have different 
views of these matters. 

The fourth principle was to understand Wake as students, faculty, administrators, 
and other "insiders" experience their university. "Catching the culture" of a 
complex institution is a challenging task. It was not possible to discover during my 
visits all that is pertinent and precious about Wake Forest University. 
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Overview 

The remainder of the Report is organized into four sections. To provide a context 
for the report, several salient issues related to the reform of undergraduate 
education nationally and at Wake Forest are summarized. Then, the methods are 
described which were used to collect the information on which this report is based. 
The third section presents a summary of the main themes and impressions related 
to the Wake climate for undergraduate learning and personal development. I close 
with some general recommendations for enhancing the quality of undergraduate 
experience at Wake. 

The National and Wake Forest Contexts 

A National Perspective 

Undergraduate education is under scrutiny. The calls for reform are numerous 
(e.g., The Study Group, 1985; The Wingspread Group, 1993). Among the most 
recent is one from the Education Commission for the States (1995) which, after 
declaring the US higher education system to be the best in the world, registered 
concern that the baccalaureate degree had not evolved to meet changing demands: 

"\Ve must start with an honest appraisal of where we are and then 
seek much greater clarity on what we mean by high-quality, college 
level learning. How well does higher education ensure the highest 
quality of student learning, especially at the undergraduate level? Do 
we even know how much students are really learning? 

"\Ve need a new ethic that says [institutional] quality .. .is determined 
first and foremost by the quality of the learning experience--the 
learning of the students and the learning style of the organization (p. 
2). 

For the most part, external forces are driving this re-examination. For example, 
virtually all information is now available electronically. This suggests that in the 
future instructional effectiveness will be determined by one's ability to help 
students discover appropriate resources and to guide those "wading through deep 
waters of the information flood" (O'Donnell, 1996, p. 48). At the same time, the 
changing character of the work place demands a different kind of "higher" 
education, one that cultivates in students a capacity to continually discover, 
synthesize, and apply information, and to reflect on the learning process. This 
acquired ability for continuous learning- requires that learners "construct" 
knowledge, as contrasted with absorbing information offered by a teacher. 
Learners must be able to situate present experience in a familiar frame of 
reference and test new knowledge in various settings with different types of 



problems. This approach is consistent with what the British call "deep learning" . 
(Deep learning, surface learning, 1993). Deep learning is fostered when students 
solve actual problems, apply what they are learning from their classes, 
laboratories, and studios to their lives outside the classroom (including civic and 
community problems and concerns), and develop insights into the challenges and 
problems of their lives beyond the classroom by critically examining them in the 
context of class discussions and other formal learning activities. Deep learning 
leads to independent thinking and skills in understanding and applying 
knowledge, as contrasted with surface learning which emphasizes primarily 
information acquisition. 

The skills and competencies needed for continuous, deep learning cannot be 
obtained only in the classroom in the presence of an "expert." Indeed, higher-order 
thinking and problem solving skills grow out of a combination of direct, real-life 
experiences, often when interacting with peers, and active involvement in various 
types of activities inside and outside the classroom. Out-of-class experiences most 
likely to result in deep learning are those related to the work place, community, 
family, and other venues where students devote considerable effort over a 
sustained period of time. Some of these experiences (using resources wisely, 
making decisions, mediating misunderstandings) are those that are traditionally 
considered the domain of student affairs, such as supervision of student 
government leaders and residence hall advisors. 

Many institutions are restructuring academic and student services in an effort to 
respond to these challenges. Faculty are reorienting their approach to teaching 
and learning. In addition to being content experts, instructors must be able to 
design and evaluate learning experiences that actively engage students and 
encourage them to integrate new knowledge with their experiences, both inside 
and outside the classroom. This does not diminish the importance of the teaching 
role, though it changes its character markedly. Residential universities in 
particular need the expertise of student affairs professionals to help create 
conditions outside the classroom that complement the institution's educational 
mission and students' learning and personal development goals. All this suggests 
that colleges and universities should focus on arranging learning activities that 
will provide students with knowledge and skills to be self-directed, life-long 
learners. This means that many faculty and staff have to change not only what 
they do, but also how they think. In other words, a transformation is needed in 
how to think about and engage students as learners. 

A potentially transforming shift in beliefs and action is, in fact, underway in the 
academy. In many colleges and universities the dominant instructional paradigm 
seems to be weakening as faculty members and student affairs staff focus on 
learning as contrasted with teaching or instruction (American College Personnel 
Association, 1994; Barr & Tagg, 1995; Kuh, 1996, in press). In the learning 

3 
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paradigm, the focus is on what students do, not what faculty, administrators, and 
staff do. Being learner-centered demands that students assume responsibility for 
their performance and introduces different conceptions of the desired learning and 
personal development outcomes, suggests more productive uses of classroom time, 
and legitimatize alternative venues for learning (e.g., community service, 
employment). 

The vV ake Forest Context 

Wake Forest also is in the midst of a transition. In addition to responding to the 
pressures described earlier, a related litany of changes challenges the status quo 
at Wake with regard to undergraduate education. A sampling of these changes 
must include The Plan For The Class of 2000, the campus gates, the recent 
national affiliation of sororities, and the recommendations of various study groups 
(e.g., the Lilly Group Report) related to student life (e.g., recommendation for 
deferred fraternity rush and pledgeship). Managing the institution's response to 
these changes will be difficult because of the University's many successes which 
leads people to question the need for change. For this reason, the "Wake Forest 
way't=the institution's culture and traditions--must be addressed directly when 
trying to manage the changes that are underway. 

Maintaining focus on the goal--a high quality undergraduate experience for all 
students--is essential. Toward this end, a key challenge for Wake Forest, as with 
other residential institutions committed to fostering high levels of undergraduate 
learning and personal development, is to purposefully connect the in-class 
experience with student life outside the classroom. This project is designed to 
discover the current state of affairs at Wake and to identify ways the institution 
can, if possible, improve the quality of the undergraduate experience. 

Methods 

This report is based on information collected from multiple sources between July, 
1995 and May, 1996. 

Document Analvsis and Interviews 

Many documents were reviewed in advance of an initial two-day visit in July, 
1995, including materials describing The Class of 2000 initiatives, the Lilly Group 
report, and several reports produced by institutional committees focused on 
various aspects of undergraduate life (e.g., fraternities and sororities). In July, 
1995, I met with several groups and clarified the purposes of the project with Vice 
President Zick and Provost Brown. In October, 1995, I returned to the campus for 
three days and conducted focus groups with faculty, staff, and students. This 
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information was used to help plan and implement a retreat to be held over an 
early winter weekend. 

The Montreat Retreat 

The retreat was designed to promote discussion and debate about ways to enhance 
the learning climate at Wake. I facilitated this retreat which was held at 
l\fontreat, January 19-21, 1996. About 30 faculty, academic and student affairs 
staff, and students participated. The activities and short-term outcomes of this 
activity are summarized in a well-crafted report by Claudia Thomas and others 
(March, 1996), "Wake Forest Task Force on the Campus Intellectual Climate: The 
Montreat Conference Report." 

Administration of the CSEQ 

In late spring, the College Student Experiences Questionnaire (CSEQ) was 
administered to a sample of students by the Office of Institutional Research. Used 
by more than 400 institutions since 1979, the CSEQ (Appendix A) is unique 
among assessment instruments in that it collects information about the amount of 
time and energy students expend in using the resources and opportunities 
provided by the institution for their learning and development as well as what 
students learn and their perceptions of important aspects of their institution (U.S. 
Department of Education, 1994). The CSEQ's 191 items ask students about their 
background (age, race, gender, place of residence, enrollment status) and about 
their experiences in three areas: (a) their perceptions of several key dimensions of 
their institution's environment (8 Environment Scales); (b) what they gained from 
attending college (21 Estimate of Gains scales), and (c) the amount of time and 
energy (quality of effort) they devoted to various activities (14 Activities Scales). 
Student effort is a combination of psychological and physical energy devoted to 
such activities as studying, discussing class material with peers, writing papers, 
and using information obtained in classes in other areas of one's life (e.g., job, 
family) (Astin, 1984; Pace, 1990). Students who expend more effort in a variety of 
areas seem to benefit the most intellectually as well as in the personal 
development domain (Pace, 1990; Pascarella & Terenzini, 1991). Appendix A 
contains additional information about the CSEQ. 

The CSEQ was completed by 527 Wake Forest students. Of this group: 225 were 
men and 288 were women (11 respondents did not indicate gender); 448 were 
white and 61 were minority students (1 American Indian, 14 Asian, 37 Black, 5 
Hispanic, 4 other) with 18 not indicating racial or ethnic background; 179 first 
year students, 177 sophomores, 143 juniors, 14 se:niors (with 14 unclassified). The 
major field distribution of respondents was about 20% business, 18% social 
sciences, 11 % biological sciences, about 7% each in physical sciences, health 
related fields, humanities, area studies and undecided, with the remainder in 
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other areas. In general, the characteristics of respondents are similar to all Wake 
undergraduates according to the Wake Forest Universitv Fact Book 1995-96 
produced by the Wake Forest Office of Institutional Research. The sole exception 
is that women are over-represented among the respondents. This is not unusual as 
women are more likely to complete and return surveys of this type. 

Campus Presentations 

In April, I returned to Wake Forest to discuss preliminary findings from this 
project. At this time, I shared selected observations and interpretations in 
meetings with the Student Life Committee, about 100 faculty members from the 
College, and the College Board of Visitors. These sessions also allowed me to test 
tentative conclusions about the undergraduate experience at Wake Forest and to 
have my observations corroborated or challenged by various groups knowledgeable 
about student life at Wake, 

Main Themes and Impressions 

This section is based mainly from the results from the CSEQ and augmented by 
information obtained through focus groups and individual interviews conducted 
during the summer and fall campus visits as well as impressions formed during 
the Montreat retreat. Unless otherwise noted, the tables present data obtained 
from the spring, 1996 administration of the CSEQ at Wake Forest and the 
national CSEQ data base. 

The tables present several different comparisons. Some contrast the experiences of 
different groups of Wake Forest students, such as men and women (Table 7) and 
majority and minority students (Tables 1 and 8). Other comparisons are between 
'Wake students and students from other universities (Tables 1-5). In some of the 
latter comparisons, the comparison institutions represent a range of different 
types of colleges and universities--large public research universities, moderate size 
public comprehensive universities, and much smaller, typically private, selective 
liberal arts colleges. The comparison group of greatest interest, perhaps, is a set of 
three universities selected from the CSEQ national data base to provide a fairly 
high standard against which to evaluate the student experience at Wake Forest. 
These three institutions practice selective admissions and are reputed to provide a 
high quality undergraduate experience for their students. Two are private and one 
is public. One is from the northeast, the second is in the east central coastal 
region, and the third is located in the southwest. This set of institutions is 
identified as COMP in the tables. 

Because the purpose of this project is institutional improvement, not research, a 
less stringent test of statistical significance was used to identify areas of student 
performance that might warrant attention. For comparisons between all Wake 
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respondents and students from the CO:iYIP institutions the .05 level of significance 
was used, meaning that such differences can be expected to occur by chance only 
five times in every one hundred comparisons. For comparisons internal to Wake 
(men and women, majority and minority students), the .10 level of significance 
was used. 

The tables have been simplified to aid in interpretation. A plus ( +) notation in a 
column indicates that the respective group of students scored higher on the scale 
of interest. For example, in Tablez, the plus notations in the Wake Forest column 
indicate that Wake students devoted more time talking about their personal 
experiences with friends (PERSONAL EXPERIENCES) and getting to know 
students from different backgrounds (PEER ACQUAINTANCES) than did their 
counterparts at the COMP group of institutions, while students at the COMP 
universities directed more effort toward clubs and organizations 
(CLUBS/ORG.A.l'HZATIONS) and activities centered in campus residences 
(CAJ.vIPUS RESIDENCES), and more frequently talked about challenging topics of 
conversation (CONVERSATION TOPICS). The absence of a sign means that the 
groups did not differ on the respective item. For the comparisons by gender (Table 
7) and ethnicity (Table 8) only the scales on which differences were found are 
listed. Tabular displays of the CSEQ scale means and standard deviations for the 
Wake-COMP universities comparisons are displayed in Appendix C. 

For some comparisons, CSEQ variables were reduced to a more manageable 
number using factor analysis. Factor analysis is a statistical procedure for 
identifying clusters of items that are highly intercorrelated. This is a common 
approach with such instruments as the CSEQ that have dozens of items (Pace, 
1990) in order to simplify interpretation. For example, the 21 Estimate of Gains 
scales listed in Table 4 were reduced to four factors: GAINl, general education 
and intellectual skills; GAIN2, personal and social development; G.A..IN3, science 
and technology; and GAIN4, vocational preparation. 

Similarly, the 8 Environment scales listed in Table 3 were reduced to three factors 
which also appear in Table 3: ENvl, the extent to which Wake Forest emphasizes 
scholarly activity, critical thinking, and aesthetic awareness; ENV2, the extent to 
which relations among groups (students, faculty, administrators) are congenial; 
and ENV3, the extent to which Wake emphasizes practical matters and vocational 
preparation. The perceptual scales listed in Table 3 warrant attention because 
studies of the impact of college on students show that students' views of their 
institution typically influence the amount of effort students devote to their studies 
and gains in desired areas (Pascarella & Terenzini, 1991). For example, when 
students perceive that the institution values aesthetic interests and critical 
thinking, they are more likely to engage in activities related to these outcomes 
and exhibit gains in these areas. In large part this behavior pattern often reflects 
areas emphasized by the academic program. Students who perceive the quality of 
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relations to be good among peers, faculty, and administrators also report putting 
forth greater effort and realizing greater gains than their counterparts at 
institutions who report the quality of relations to be problematic. In other words, 
being accepted by, and feeling comfortable with, peers and teachers are positively 
correlated with student satisfaction and learning. 

Selected CSEQ items are also be clustered to reflect three of the "Seven Principles 
for Good Practice in Undergraduate Education" (Chickering & Gamson, 1987)--· 
student-faculty contact, cooperation among students, and active learning 
(Appendix B). These principles are related to student satisfaction and achievement 
on a variety of dimensions (Astin, 1984, 1993; Bruffee, 1993; Goodsell, Maher, & 
Tinto, 1992; Johnson, Johnson, & Smith, 1991; McKeachie et al., 1986; Pike, 1993; 
Sarcinelli, 1991) and have been widely used in faculty development workshops in 
order to focus instructor behavior on activities that "matter" in undergraduate 
education. Thus, the Mean Good Practice Indicator Scores based on selected CSEQ 
items provide an index of the extent to which an institution engages in sound 
educational practices (Table 5). The items contributing to these clusters reflect 
primarily what students do. This means, for example, that the active learning 
cluster is composed of student-initiated activities and does not include what has 
come to be known as classroom-based instructor-directed active learning activities 
such as problem solving or case study approaches. 

Conclusions 

Based on the information gathered in this project (document analysis, CSEQ data, 
interviews, focus groups, and observations on campus and during the Montreat 
retreat), I offer eight conclusions about the climate for learning and the 
undergraduate experience at Wake Forest. 

1. The student experience at Wake Forest is comparable to that of 
students attending selective liberal arts colleges and universities that 
value undergraduate education. 

On most CSEQ measures, 'Wake Forest students responded in similar ways to 
students from the three COMP universities. The handful of scale score differences 
across the quality of effort, environment, and gain scales is not surprising. Most of 
these differences are relatively small and have little or no practical significance. 
Noteworthy differences will be discussed as appropriate. 

Wake students are very satisfied with their choice of institution and with their 
University experience as indicated by the CSEQ satisfaction items. For example, 
Table 1 shows that Wake students are at least as likely as their counterparts at 
the COrvIP institutions to have a high opinion of their institution; this scale is a 
combination of two items dealing with satisfaction, "How well do you like college?" 
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and "Would yo go to the same college again?" A slightly larger proportion of Wake 
students (82%) say they would attend Wake again compared with 78% of students 
at peer institutions and similar numbers at doctoral-granting universities and 
selective liberal arts colleges (Table 1). 

The comparisons of Mean Good Practice Indicator scores (Table 5) indicates that 
Wake Forest faculty and students are engaged in good practices more frequently 
than their counterparts at other institutions. It is noteworthy that Wake scores 
are exceeded only by the selective liberal arts colleges and by the COMP 
universities on the peer cooperation indicator. The Wake student score on this 
indicator is relatively high and is not cause for concern. That selective liberal arts 
colleges would surpass Wake on the faculty-student interaction indicator is not 
surprising as most of these institutions enroll fewer students. 

Many of the campus environment measures from the CSEQ favor Wake compared 
with other institutions (Table 3). Wake Forest students perceive that the 
university emphasizes academics more so than students at the COMP institutions 
(Table 3, ENVl). Students are very satisfied with their access to faculty, especially 
when students initiate conversations related to academic matters (Table 3, Faculty 
Relations). Thus, Wake Forest faculty are seen by students as accessible and 
responsive to students' learning needs and interests. However, information from 
interviews, focus groups, and the Montreat Retreat discussions suggest that 
faculty are less likely to become engaged with students in venues outside the 
classroom. This point will be addressed later in the Report. 

2. The vast majority of Wake Forest students bring considerable "cultural 
capital" to the undergraduate experience. 

Cultural capital represents a wide range of linguistic and cultural competencies 
(e.g., speech patterns, modes of thinking and behaviors, qualities of style) that 
individuals inherit from their families (Bourdieu, 1977). As Table 1 indicates, 
compared with other institutions, including the C01'IP group of universities 
selected for the purposes of this study, Wake Forest students (particularly White 
students) are much more likely to come from families with high socio-economic 
backgrounds. The parents of Wake students are more likely to be college 
graduates. A higher proportion of Wake students aspire to graduate school 
compared with their counterparts at other institutions (Table 1). This profile 
suggests that Wake Forest students begin undergraduate study with many 
advantages. As a group, they are well-prepared to take advantage of the 
impressive educational resources 'Wake Forest offers. The vast majority should be 
expected to perform well academically. 
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Table 1 

Wake Forest Student Characteristics 

lYIOST COLLEGE GRADES 
WFU WFU 

WFU COMP DU SLA Majority Minority 
c, c-, OR LOWER 6 4 7 7 5 12 
B-, C+ 20 14 28 25 20 23 
B 37 33 29 29 35 46 
A-, B+ 25 40 25 26 27 16 
A 12 9 11 12 13 3 

EITHER PARENT GRADUATE 
FROM COLLEGE 

WFU WFU 
WFU COMP DU SLA Majority Minority 

NO 15 26 42 24 12 25 
YES, BOTH PARENTS 66 52 29 54 69 51 
YES, FATHER ONLY 15 18 23 17 15 16 
YES, MOTHER ONLY 4 4 7 5 4 8 

EXPECT TO E.i.'JROLL 
FOR ADV;..NCED DEGREE 

WFU WFU 
WFU COMP DU SLA Majority Minority 

YES 84 80 64 82 83 92 
NO 16 20 36 18 17 8 

HOURS /W:,Z SPENT ON 
SCHOOL WORK 

WFU W"FU 
WFU COMP DU SLA Majority Minority 

LESS TB.AN 20 5 6 7 3 5 5 
/..BOUT 20 10 14 15 11 10 12 
!<.BOUT 3 0 36 42 37 31 37 30 
ABOUT 40 34 26 27 33 33 33 
P..BOUT 50 15 12 14 21 15 20 
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Table 1 (cont.) 

Wake Forest Student Characteristics 

HOURS/WK SPENT 
WORKING ON JOB 

WFU WFU 
WFU COMP DU SLA Majority Minority 

NONE, NOT EMPLOYED 61 so 43 34 63 46 
ABOUT 10 25 21 17 43 23 33 
ABOUT 15. 9 14 14 14 8 10 
ABOUT 20 3 11 15 7 3 6 
ABOUT 30 1 3 5 2 1 2 
MORE THF-..N 30 1 1 5 1 1 3 

PA..R..T OF EXPENSES 
PROVIDED BY FF.MILY 

WFU WFU 
WFU COMP DU SLA Majority Minority 

ALL OR NEARLY ALL 57 51 36 31 62 26 
MORE THAi'J F.ALF 19 22 18 ·18 19 16 
LESS THAN HALF 10 12 15 17 8 25 
NONE OR VERY LITTLE 14 15 32 34 11 . 33 

SATISFACTION INDEX 
WFU WFU 

WFU COMP Majority Minority 
LOW INST. OPINION 1.2 1. 6 1 0 

2.9 2.4 2 8 
5.4 7.1 6 2 

10.4 10.5 9 18 
26.4 25.1 26 30 
18.3 23.7 18 23 

HIGH INST. OPINION 35.3 29.6 38 18 
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Table 1 (cont.) 

Wake Forest Student Characteristics 

HOW WELL DO YOU 
LIKE COLLEGE? 

WFU WFU 
WFU COMP DU SLA Majority Minority 

I DO NOT LIKE IT 2 2 . 3 2 1 2 
MORE OR LESS NEUT. 10 10 13 8 9 15 
I LIKE IT 39 42 46 39 38 50 
I AM ENTHUSIASTIC 49 46 37 51 52 33 

WOULD YOU GO TO 
SJi..ME COLLEGE AGAIN? 

WFU WFU 
WFU COMP DU SLA Majority Minority 

NO, DEFINITELY 6 7 6 4 5 8 
PROBABLY NO 12 15 15 13 12 12 
PROBABLY YES 40 36 43 44 39 53 
YES, DEFINITELY 42 42 36 38 44 27 

Notes: 

COMP represents the three institutions included in the group for 
comparison with WFU 

DOC represents doctoral-granting universities 

SLA represents selective liberal arts colleges 

WFU Majority represents all White Wake Forest students responding to 
the CSEQ 

WFU Minority represents all students responding to the CSEQ from 
racial and ethnic backgrounds other than White (Majority) 
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Table 2 

Comparison of Quality of Student Effort of All Wake Forest Students 
and Students From COMP Universities 

STUDENTS 

Activities/Effort 
LIBRARY EXPERIENCES 

FACULTY EXPERIENCES 

COURSE LEARNING 

ART, MUSIC, THEATER 

STUDENT UNION 

ATHLETICS/RECREATION 

CLUBS/ORGANIZATIONS + 

WRITING EXPERIENCE 

PERSONAL EXPERIENCES + 

PEER ACQUAINTANCES + 

SCIENCE 

C~..MPUS RESIDENCES + 

CONVERSATION TOPICS + 

INFO FROM CONVERSATIONS 
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Table 3 

Comparison of Perceptions of Campus Enviromnent of All Wake Forest 
Students and Students From COMP Universities 

STUDENTS 

Camnus Environment 

ACADEMICS 
WFU 

+ 
AESTHETIC, EXPRESSIVE, 

CRITICAL/F..NALYTICAL + 
VOCATIONAL/OCCUPATION 

RELEVF..NCE/PRACTICfa.L VALUE 

PEER REL)..TIONS 

FACULTY RELATIONS + 
F.DMINISTRATOR RELATIONS 

Factor Scores 
ENVl (SCHOLARLY, CRITICAL) + 
ENV2 (QUALITY OF RELATIONS) 

ENV3 (PRACTICAL, VOCATIONAL) 
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Table 4 

Comparison of Reported Gains of All Wake Forest Students and Students 
From COMP Universities 

STUDENTS 

Reoorted Gains 
VOCATIONAL TRAINING 
KNOWLEDGE SPECIALIZATION 
BP.OP..D GENERAL EDUCATION 
CAREER INFORMATION 
UNDERSTA..NDING ARTS 
APPRECIATION FOR LITERATURE 
WRITING SKILLS 
USING COMPUTERS 
PHILOSOPHY 
PERSONi\..L VALUES 
SELF UNDERSTANDING 
UNDERST?..NDING OTHERS 
TEJl..M PERFO~..NCE 
PERSONAL HEALTH HABITS 
UNDERSTi\.NDING SCIENCE 
UNDERSTA . .l.'JDING TECHNOLOGY 
UNDERSTF~~DING CONSEQUENCES 
-~~ALYTICAL THINKING 
QUANTITATIVE REASONING 
SYNTHESIS SKILLS 
INDEPENDENT LEARNING 
HISTORIC?..L PERSPECTIVE 
WORLD KNOWLEDGE 

+ 

+ 
Factor Scores 
GAINl (GEN ED, INTEL SKILLS) 
GAIN2 (PERSONAL/SOCIP..L DEVELOP) 
GAIN3 (SCIENCE/TECHNOLOGY) 
GAIN4 (VOCATIONAL/PRACTICAL) 
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Table 5 

Mean Good Practice Indicator Scores From Different Types of 
Institutions 

INDICATOR MEANS 

TYPES FAC-STU COOP STUS ACTIVE LRN 

WFU 26.70 30.01 59.37 

COMP 25.55 30.76 57.79 

RES 23.57 27.97 56.77 

DOC 23.90 26.86 57.48 

SLA 29.58 30.91 60.88 

Notes: 

FAC-STU represents frequency and quality of faculty-student 
interaction 

COOP STUS represents cooperation among peers 

ACTIVE LRL~ represents activities requiring active engagement in 
learning tasks on the part of students 

COMP represents the three institutions included in the group for 
comparison with WFU 

RES represents research-intensive universities 

DOC represents doctoral-granting universities 

SLA represents selective liberal arts colleges 
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3. Students' out-of-class experiences are not well connected to the 
academic mission of the institution. 

The widely acknowledged "work hard-play hard" ethic that characterizes 
undergraduate life at Wake Forest coupled with the Lilly Group's observations 
that small numbers of students attend campus cultural events reveal a disjunct 
between the academic program and how students spend their time outside of 
class. CSEQ data confirm this as indicated by the CONVERSATION TOPIC scale 
which reflects the types of topics students talk about with their peers (Table 2), 
ranging from current events in the news (which does not necessarily engage the 
intellect or connect directly to the institution's educational mission) to topics 
related to value judgments and social issues (and which are thought to require a 
higher level of intellectual effort). On this scale, Wake Forest student scores are 
lower than their counterparts at COMP universities. A companion scale, 
Information in Conversations, ranges from casual conversations on mundane 
topics (scored low) to conversations that require expertise or knowledge (scored 
high). Wake students scored lower on this scale as well (though the difference did 
not meet the .05 statistical test and, therefore, a plus does not appear in Table 2). 
Taken together, these two items suggest that Wake students spend less time 
beyond the classroom talking with peers about matters that engage the intellect 
than do students at other good universities. The proximal cause of this difference 
cannot be stated with certainty. To speculate, it would seem that Wake's culture 
'supports a behavior pattern which clearly separates the classroom experience from 
life outside of class, which is related to the next conclusion. 

Several potentially productive initiatives are underway to address this issue, such 
as the freshman seminars and the proposed residence hall for independent student 
programming. However, for such initiatives to have the desired impact, the 
respective roles and relationships between academic and student affairs need to be 
addressed. More will be said on this point later. 

4. Students devote satisfactory, but not extraordinarily high, amounts of 
time and effort to their studies or educationally purposeful peer 
interactions. 

A common refrain among Wake students is that they work harder on their studies 
than students attending other colleges and universities. This widely shared 
sentiment prompts Wake students to affectionately refer to their university as 
"Work Forest." The CSEQ data, however, do not indicate that Wake students 
expend more time and energy in educationally purposeful activities compared with 
students at other good universities. 
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Table 6 

Questions Specific to Wake Forest 

1. During the time school is in session, about how many hours a 
week do you spend on university-related activities other than 
academics (i.e., student and university organizations, 
charitable activities, athletics, etc.}? 

a. 0-7 hrs .... 42 
b. 7.1-14 hrs . . 30 
c . 14 . 1- 21 hrs . . . 19 
d. 21.1-28 hrs. 5 
e. more than 28 hrs .... 4 

2. How often do you participate in religious activities of some 
kind? 

a. almost never 44 
b. at least once a month . 19 
c. weekly 17 
d. more than once per week, 

but less than daily . 12 
e. daily 7 

3. Over the past week, in how many volunteer activities that 
provide service to others have you participated? 

a. none 50 
b. 1-2 . 43 
c. 3-5 6 
d. more than 5 1 

4. Do any of your classes this semester provide you.with a means 
for integrating that course with service to others? 

a. yes 28 
b. no . . . . 72 

5. How much of your time do you feel that academics at Wake 
Forest consumes? 

a. too little. . 3 
b. just the right amount 35 
c. too much . . . . . . . 62 
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Table 6 (cont.) 

Questions Specific to Wake Forest 

6 . Have you presented or published the results of your research 
or scholarship off campus? 

a. yes 5 
b. no . . . . . . . . 95 

7 . In how many classes 
computers? 

a. none 
b. 

that you have taken have you used 

. 17 
25 

. 21 
13 

. 24 

c. 
d. 
e. 

one . 
two . 
three 
four or more 

8 . How well 
a. 
b. 
c. 
d. 

has the University 
very poorly 
poorly 
well 
very well 

trained you 
. 23 
. 44 
• 3 0 

4 

to use computers? 

9. On a 1-to-10 scale, with 1 being no skills with computers and 
10 being the most skilled students in the University, how 
skilled do you think you are with computers? 

a. 1-2 . . . . 10 
b. 3-4 . 32 
c. 5-6 . 37 
d. 7-8 17 
e. 9-10 4 

10. Check each of the following that applies to you: 
a. I have taken a freshman 

seminar. . . . . . . 13 
b. I have purchased one of the 

IBM Thinkpad computers 
under the University plan 8 
[no response] 79 
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Table 7 

Comparison of Wake Forest Men and Women Students 

Activities/Effort 
THEATER 

~ WOMEN 

+ 

+ 
+ 

+ 

+ 

+ 

STUDENT UNION 

ATHLETICS/RECREATION 

WRITING EXPERIENCES 

PEER ACQUAINTANCES 

CAMPUS RESIDENCES 

Camous Environment 
PEER RELATIONS + 
ADMINISTRATOR RELATIONS + 
ENV2 (QUALITY OF RELATIONS) + 
Reoorted Gains 

UNDERSTANDING fa.RTS + 
APPRECIATION FOR LITERATURE + 
PERSONAL VALUES + 
UNDERST.AJ.'IDING SCIENCE + 
Good Practices 

STUDENT COOPERATION + 
1'.CT IVE LEARi'HNG + 
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Table 8 

comparison of Wake Forest Majority and Minority Students 

Activities/Effort MAJORITY MINORITY 
LIBRARY EXPERIENCES + 

CLUBS/ORG~.NIZATIONS + 

ATHLETICS/RECREATION + 

CAMPUS RESIDENCES + 

INFO FROM CONVERSATIONS + 
Camnus Environment 
PEER RELATIONS + 
Renorted Gains 

KNOWLEDGE SPECIALIZATION + 

UNDERSTP..NDING SCIENCE + 

UNDERSTP..NDING TECHNOLOGY + 

lJNDERSTP..NDING CONSEQUENCES + 

INDEPENDENT LEA..>lliING + 
Gain Factors 
GAINl (GEN ED, INTEL SKILLS) + 

GAIN3 (SCIENCE/TECHNOLOGY) + 
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Not quite half of the Wake Forest students completing the CSEQ indicated that 
they spend 40 or more hours a week on school work (Table 1). This includes the 
amount of time students are in class and the amount of time they spend out of 
class preparing for class, such as reading, studying, library work, preparing 
papers, and so forth. This compares favorably with students at the COMP 
institutions and with other doctoral-granting universities. However, on average, 
students at selective liberal arts colleges spend more time on their studies than do 
Wake Forest students. 

Another way of looking at these data is that more than half of Wake Forest 
students spend 30 or fewer hours a week on their school work. This is somewhat 
disappointing because as Table 6 shows 72% of Wake students indicated that they 
devote less than 15 hours per week to university-related activities other than 
academics (e.g., student and university organizations, volunteer service, athletics 
and so on). In addition, 86% of Wake students work 10 or fewer hours per week; 
61 % do not work at all compared with 50% at the C01'IP universities, 43% at 
doctoral-granting institutions, and 34% at selective liberal arts colleges (Table 1). 
Taken together, these data suggest that a substantial proportion of Wake students 
have considerable discretionary time on their hands in addition to the amount 
they devote to academics, other educationally purposeful activities, and work. 

5. Women appear to take greater advantage of Wake's educational 
resources. 

Table 7 shows that, compared with men, women seem to expend more effort in 
certain areas that matter with regard to their learning and development. They 
also have a more favorable opinion of the quality of relations among people at the 
institution, especially student-administrator relations. Moreover, they also are 
more likely to engage in the kind of practices that will lead to desired outcomes 
(STUDENT COOPERATION, ACTNE LEARNING). 

It is not clear whether these differences should prompt institutional concern nor 
are the likely causes for such differences obvious. One possible explanation may be 
the differing emphases on educationally-purposeful activities of the major gender 
based social organizations such as fraternities and sororities. 

6. Major'ity and minority students have somewhat different experiences. 

The most obvious difference between majority and minority students at Wake 
Forest is that, in general, members of the latter group come from lower socio 
economic backgrounds (Table 1). They are also less satisfied with their experience 



23 

at Wake compared with majority students (Table 1). Because they bring less 
cultural capital to college, minority students often encounter more difficulties in 
discovering how the institution works, getting involved in activities that matter to 
their education (e.g., leadership roles), and how to manage the educational 
process. Perhaps to compensate, many minority students devote more effort to 
using library resources and participating in clubs and organizations as shown in 
Table 8. More than a dozen differences were found between majority and minority 
students; all but two comparisons favored majority students. Moreover, all of the 
gains comparisons favored majority students, suggesting that even though 
minority students put forth the same amount of effort into their studies (they use 
library resources more than majority students), they do not report benefitting to 
the same degree as do majority students. 

Individual interviews, focus groups, and Montreat Retreat discussions suggested 
that people do not talk comfortably about race relations at Wake. Most faculty and 
administrators avoid conversations about the topic. Except for a handful of 
students who work and live with students from racial and ethnic backgrounds 
different from their own, Whites and Blacks seem to live separate lives outside the 
classroom. One student in a focus group observed that "Blacks and Whites are like 
oil and water on this campus--we don't mL"'\'.11; the other members of the group 
nodded their assent. Some students described the institutional climate as "racist." 
As one Black student put it, sometimes he feels like people look at him and 
wonder, "What the hell are you doing on this campus?" 

7. Wake Forest does not clearly define expectations for student 
performance beyond the classroom. 

Since the successful legal challenge to in loco parentis as the guiding institutional 
doctrine in the late 1960s, most institutions have been without a coherent 
philosophy with regard to student-institution relations (Kuh, Lyons, Miller & 
Trow, 1995). This seems to be the case at Wake Forest as well. 

One characteristic of good colleges is that they establish and communicate high 
expectations and hold people responsible for performing at high levels. Wake must 
send clear, unequivocal messages to students about the behaviors that are 
appropriate and acceptable in this academic community. This means the 
institution must describe the desired nature of the student-institution relations 
and put into practice policies that will support and maintain such relations. 
Whether such a compact is evolving is not clear. The nature of student-institution 
relationships is receiving attention although it is premature to say that an 
educationally coherent compact will be the result. 
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8. Students freely criticize Wake Forest, primarily because they have high 
expectations for, and invest a lot in, their University. 

Students have high expectations of Wake Forest. A vocal subset routinely express 
dissatisfaction and disappointment when their experiences fail to meet their 
expectations. For example, some students believe the administration discouraged 
meaningful interaction between the institution and students during the past 
academic year. One such example was the letter sent to parents following 
violations of the alcohol policy. This was viewed by some students as taking away 
their "right" to experiment. Other recent decisions (e.g., cam.pus gates) seemed to 
exacerbate a sense that student views were not being taken seriously. In part, this 
interpretation is fueled by the Old Gold and Black which seems to have an 
unusual amount of influence on student attitudes toward university-wide 
activities. Apparently the newspaper is the primary source of information for 
students. On the one hand, this suggests that the newspaper has the "student ear" 
and focuses on issues of interest to students. On the other hand, that the student 
newspaper is such an important source of information on a campus this size 
suggests that other communication channels may not be working as effectively as 
they should. While some outspoken student leaders expressed concern about a 
deteriorating level trust between the University administration and students in 
the spring of 1996, the CSEQ data indicated that the quality of relations among 
students and administrators was similar to that of other institutions. 

At the same time, there is a thread in the ethos of Wake which suggests that 
public disagreement is to be avoided because it reflects an institutional 
shortcoming. For example, more than a little concern was expressed by some 
administrators at the student reaction to the notebook computer requirement to be 
implemented fall, 1996. A vocal group of students made it known that the 
additional $3,000 required for students to participate in this program, which has 
been added to the base cost of tuition and fees, would make it more difficult to 
attract students from historically underrepresented backgrounds. 

Good academic communities encourage people to disagree in appropriate ways. 
Indeed, disagreement is quite common among highly intelligent people. And 
intellectual disagreements by themselves do not suggest an absence of community 
in academic settings. Additional thought should be given to developing appropriate 
venues for Wake Forest constituencies to discuss problems of mutual concern and 
to make certain they are examined in an open, constructive way. 



25 

Recomm.endations 

Wake Forest University is not a monolithic enterprise. Many clearly differentiated 
groups co-exist. Faculty, students, and administrators (and subgroups within these 
larger entities) hold values, assumptions, and perspectives that differ from those 
of other groups. In part, this is because these people come to the University from 
different backgrounds. That is, through experiences with other institutions, 
disciplines, and communities, people are inculcated with different values and come 
to expect things to be done in certain ways. Very often, these values and 
expectations differ from those the institution espouses as central to its mission. As 
a result, Wake tolerates behaviors that seem, at first glance, to be contradictory. 
For example: 

The university aspires to improve its reputation as a research 
intensive university, a goal that typically discourages faculty from 
investing time in undergraduate education and interacting with· 
students beyond the classroom; 

The student culture emphasizes social life and institutional loyalty 
(elements of Wake's character that many senior faculty, 
administrators, and students view as consistent With its distinctive 
image) which may militate against the development of an intellectual 
atmosphere; 

Student involvement in extracurricular activities, extolled as an 
institutional strength, is not as great many believe, nor are these 
activities considered important by many faculty to attaining the 
institution's mission; and 

Minority students report feeling marginalized which conflicts with the 
institution's espoused commitment to diversity and to respect and 
celebrate human differences . 

.If these observations were simply contradictions, or misconceptions held by a few, 
reasonable people could address and resolve them. But these inconsistent ways of 
thinking, perceiving, and acting are deeply ingrained in the "collective 
consciousness" of Wake; they are part of Wake's character, threads in the 
"invisible tapestry" that is Wake's culture. 
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The findings from this project suggest four areas warrant immediate attention in 
order to enhance the quality of the undergraduate experience at Wake Forest: 

1. Developing a common view of learning; 

2. Establishing an ethos of learning throughout the campus; 

3. Connecting in-class and out-of-class experiences; and 

4. Rethinking the role of student affairs. 

1. Develoning a Common View of Learning. 

Many definitions exist of what constitutes learning (Fincher, 1985). In part this 
explains why faculty and others continually debate the most important outcomes 
of undergraduate education. Such debates are healthy if they lead to examinations 
of time-honored approaches to undergraduate education that are less productive 
(e.g., lecture) than other approaches (e.g., active learning) and the mental models 
that reinforce routine practices. 

1.1 Examine the mental models of learning of various groups. 

Mental models (Senge, 1990) are "tacit assumptions (unquestioned beliefs behind 
all decisions and actions) and hidden cultures (shared but unwritten rules for each 
member's behavior)" (Kilmann et al., 1985, p. 8) that shape the way people 
perceive the world and affect how they behave (Senge, 1990). Most people are 
unaware of their mental models and how they influence their behavior. Faculty, 
staff, and students have different "mental models" of what is important to student 
learning and personal development. Therefore, discovering these models and the 
assumptions and values they represent is necessary if faculty, academic 
administrators, student affairs staff and others are to collaborate successfully to 
enhance student learning. 

Figures 1, 2, and 3 (pp. 28-30) illustrate the mental models of faculty, student 
affairs staff, and students (Kuh et al., 1994). These models are abstract 
representations of groups of people. As a result, some individuals in any one of the 
groups (faculty, staff, students) may not be represented by the model for their 
group. They were not developed based on interactions with people at Wake Forest, 
but rather are heuristic devices, intended to stimulate discussion about how 
competing visions of undergraduate education may facilitate or hinder the 
attainment of a seamless learning environment for undergraduates at Wake (Kuh, 
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1996). To serve this purpose, the models should be revised by people familiar with 
Wake who have a stake in the quality of undergraduate education here. Indeed, 
everything about the models is open to discussion and debate. 

For example, some at Wake have suggested that in the general faculty model 
(Figure 1, p. 28), both campus climate and cultural events be moved in toward the 
center one ring and administration be moved further out one ring which would 
better approximate Wake Forest. Other changes may be warranted in order to 
more accurately describe how people at Wake think and what they value. 

Given the generalizations any model necessarily makes, the value of the Figures 
lies in the questions they raise and the analyses they provoke by Wake Forest 
faculty, student affairs staff, and students. The goal is for these groups to develop 
a better understanding of "what matters" to student learning and personal 
development and discover additional ways that they can collaborate to attain 
valued outcomes of undergraduate education. 

One way to discover what people believe about undergraduate education (their 
mental models) is to ask such questions as: "What does our institution value?" 
"What are we trying to accomplish?" "How do various groups spend their time?" 
"How do I spend my time?" "What can I do to have a greater impact on my 
students?" Frequently imbedded in the responses of faculty, student affairs 
professionals, and academic administrators to these and similar questions are 
assumptions, beliefs, and expectations--for themselves, their colleagues, and their 
students. 

By comparing the models side by side the differences in the ways faculty, staff, 
and students think about what matters to undergraduate education become more 
obvious and begin to explain why collaboration and communication are sometimes 
difficult. The items listed in the core of the models are most important to the 
respective group. The further from the core, the less important or valuable the 
activity. For example, faculty tend to focus on the curriculum and those programs 
and services that support classroom activities (Figure 1). The guiding assumption 
in the faculty model seems to be that what matters to undergraduate education 
occurs primarily in the classroom. Faculty members want students to organize 
their lives around formal academic study, focusing their time and energy to 
academic content mastery and intellectual skills. The academic program takes up 
(or should consume) most of students' time. In addition, faculty assume little or no 
responsibility for students and their learning beyond the classroom. That is, 
whatever undergraduates do or learn beyond formal academic settings is 
unrelated to the primary goals of the academy. This view is unfortunate as 
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Figure 1 

General Faculty Mental Model 
(from Kuh et al., 1994) 
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General Student Affairs Mental Model 
(from Kuh et al., 1994) 
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Figure 3 

General Residential Student (agel8-23) Mental Model 
(from Kuh et al., 1994) 
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research shows the almost uniform positive impact of faculty-student interaction 
outside the classroom (Astin, 1993; Kuh, 1993; Pascarella & Terenzini, 1991). 
Vocational preparation is a function of students selecting an intrinsically 
interesting college major, mastering this discipline, and acquiring the requisite 
cognitive skills. Activities in the outer ring such as employment or leadership 
experiences in student organizations are distractions from that which contributes 
directly to "real" or highly valued forms of learning. In fact, many faculty see 
certain of these activities competing for student attention and effort, detracting 
from the academic work that really matters. 

The mental model of student affairs staff (Figure 2) indicates that they tend to 
focus on programs and services that emphasize students' social welfare needs and 
foster psycho-social development. A guiding assumption of this model is that the 
out-of-class experiences of students make considerable contributions to desired 
outcomes of the undergraduate experience. 

Although faculty members are primarily interested in teaching and research, the 
mental model of what is important to students (Figure 3) suggests that 
undergraduates are initially more concerned with other matters, such as grades, 
making and keeping friends, and learning how to take of themselves and manage 
their time. Obtaining the credentials to get a good job is also important. In 
general, then, students tend to focus less on activities and services considered 
important by either faculty or student affairs staff unless they recognize a need for 
such services. 

Acknowledging the existence of different mental models, and the assumptions on 
which they are based, is a necessary step toward developing a shared language 
and institutional vision of student learning. Both a common language and a 
shared vision are essential if faculty and staff are to motivate students to apply 
what they are learning in class to their lives beyond the classroom (and vice versa) 
and to get students to reflect on, and integrate, their classroom and out-of-class 
experiences (Kuh, 1996). 

1.2 Engage in collaborative efforts to resolve discrepancies in the various mental 
models in order to develop a common view of "what matters" in undergraduate 
education at Wake Forest. 

Faculty and student affairs professionals are working toward the same 
ends--preparing a college-educated person to be economically self-sufficient and to 
live an enlightened, satisfying, socially responsible life after college. In their way, 
students also want these same things. But comparing the mental models reveals 
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contradictions in what should be emphasized to attain these goals. No group 
frames its primary purposes in terms of learning outcomes. Each group puts their 
interests and priorities at the center, and considers other activities tangential, 
irrelevant, or contradictory to student learning. Such views contribute to the array 
of isolated "functional silos" that characterize many colleges and universities 
(Marchese, 1994)--clusters of academic, student affairs, and other units that have 
few regular, substantive contacts, thus blocking opportunities for dialogue and 
collaboration. 

Among the most obvious discrepancies are the competing tacit definitions of 
learning. The centrality of curriculum in the faculty model indicates that college 
professors consider learning as intellectual development within the framework of a 
discipline. Student affairs staff view learning more broadly, considering cognitive 
growth to be one, but not necessarily the most important, of several interrelated 
developmental "vectors" (Chickering & Reisser, 1993). Learning is thought to be a 
developmental process, not a product like mastery of a discipline, graduation, or 
post-degree employment. 

Some of what faculty members consider to be peripheral educational activities are 
central to student affairs professionals at Wake. Student affairs staff emphasize 
undergraduates' personal development, social welfare, and out-of-classroom 
programs and services. As with the faculty, the student affairs view highlights the 
services and activities they oversee--the formal co-curriculum (e.g., organizations, 
events) and the quality of the out-of-class experience. And student affairs staff 
may also engage in some activities that directly compete with or undermine what 
faculty are trying to accomplish. Given these discrepant starting points, it is not 
surprising that faculty and student affairs sometimes see each other as occupying 
separate, often competing turf. 

Neither the faculty nor the student affairs view of undergraduate learning 
acknowledges the preoccupation of students with informal social life, vocational 
preparation, or off-campus commitments. Students tend to be concerned about 
prosaic matters: fitting in socially, obtaining career credentials, and balancing 
study, friends, and off-campus responsibilities. They define the core of learning in 
terms of good grades, progress toward the degree, and friendships. They expect 
that their institution will address their concerns. 

Mental models can be reoriented with leadership from senior faculty and 
administrators. Dissemination of student learning principles and research may be 
incorporated into existing campus efforts to evaluate and improve teaching and 
academic advising. Evidence linking out-of-class experiences to valued outcomes of 



33 

undergraduate education should be shared with faculty, students affairs 
professionals, and students (Kuh et al., 1994). Students themselves must actively 
participate in discussions on what matters to their education. Town meetings, 
teach-ins, speakers' series, the Old Gold and Black, and campus community 
letters and reports are other ways to foster dialogue about student learning. 
Habit and tradition pose equally strong impediments to change. Efforts to foster 
collaboration and communication with and among faculty, student affairs, and 
students must realistically assess structural and organizational barriers to such 
efforts. Chief among these obstacles at Wake are administrative structures and 
subcultures, faculty socialization experiences and institutional reward systems 
that value research and scholarship more than teaching and advising, student 
attitudes (e.g.,careerism) and off-campus attractions, and non-academic 
orientations among many student affairs professionals. More will be said about 
student affairs staff in the last set of recommendations. 

1.3 Socialize new faculty to institutionally-desired forms of behavior. 

The 40 new faculty hires promised in The Plan for the Class of 2000 coupled with 
new hires to replace faculty who leave (retirements, resignations) present an 
extraordinary opportunity for Wake to cultivate an institutional culture that puts 
student learning first. Who will welcome these new faculty members? What will 
they be told by their department chairs? by the academic dean? by the vice 
president for student affairs? by the provost? by the president? One way to 
underscore the importance of life outside the classroom to Wake's educational 
mission is to expect that new faculty members engage in substantive activities 
with undergraduates outside the classroom (e.g., coordinate a collaborative 
research project, advise a student organization) for at least two years during their 
probationary period. This will introduce newcomers to Wake Forest students in a 
personal way and forge links between the academic program and student learning 
outside of class. 

2. Establishing- An Ethos of Learning- Throughout the Campus 

This theme encompasses issues related to cultivating intellectual vibrancy in both 
the academic program and the student culture. The traditional approach to 
improving undergraduate education is for faculty to teach more students (e.g., 
larger sections, more classes) and make the time spent in classes more productive 
(Angelo & Cross, 1993). Without question, using effective teaching approaches is 
critical. But these efforts alone will not have the desired results. More productive 
learning is needed. AB the former chancellor of the SUNY system implored, "the 
more substantial and sustainable productivity gains in higher education lie in 
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measures that lead to more learning from the students rather than merely to 
increase work loads of faculty or of administrative and professional staff" 
(Johnstone, 1993, p. 4). 

Thus, a key challenge is to fashion institutional policies and practices that actively 
engage students in their learning through using the educational resources already 
available. These resources are both human (e.g., faculty and staff members, 
librarians, motivated peers) and physical (e.g., classrooms, libraries, laboratories, 
residences, and the union among others). Wake has a huge investment in such 
resources. How can faculty, administrators, and student affairs staff work together 
to get all students to take greater advantage of these resources? 

2.1 Document Wake's distinctive institutional impress. 

Pro Humanitate must be more than an institutional motto. It should represent the 
distinctive combination of skills and attitudes Wake students cultivate that will 
prepare them to render a life of service to humanity through applying and using 
knowledge. Empirical evidence is needed in the form of process and outcome · 
measures to document whether the nature and quality of the educational 
experiences Wake Forest students have are likely to produce the outcomes Wake 
values. That is, do students' patterns of involvements and outcomes reflect what 
Wake is trying to accomplish with its undergraduate program? 

Outcomes data represent what students have learned but they do not necessarily 
point to student behaviors and institutional practices that produce the outcomes. 
This is because assessment instruments typically collect data about what students 
gain from college, not how they spend their time (Pace, 1995). For this reason, the 
U.S. Department of Education (1994) recommends process indicators be used to 
monitor student engagement in activities that contribute to desired outcomes. 
Process indicators are measures of behaviors (e.g., amount of time spent studying) 
associated with desired outcomes (Banta, 1993; National Center for Higher 
Education Management Systems, 1993). In other words, how students use their 
time can be a barometer of the extent to which an institution uses good practices 
in undergraduate education. 

Such indicators are attractive for two reasons. They can be used to help faculty, 
staff and students focus on tasks associated with higher yields in terms of desired 
student outcomes. In addition, they are action-oriented in that they can be used 
immediately to inform policy decisions that could lead to enhanced student 
learning (Banta, 1993). 'Wake must determine if students are devoting, on average, 
the appropriate amount of time and effort to their studies and other educationally 
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purposeful activities. Administering the CSEQ is a good start. Over time, this 
instrument can provide information about whether institutional attempts to 
positively influence the quality of undergraduate life are having the intended 
effects and if the pattern of outcomes are congruent with Wake's educational 
purposes and values. 

2.2 Challenge the "work hard, play hard" ethic that characterizes the 
undergraduate student culture. 

Many students talked about the need to relieve stress and anxiety stemming from 
the large number of hours devoted to academics by "playing hard" on the 
weekends. That is, the student culture supports an activity pattern whereby 
students devote substantial effort to their studies between Sunday night or 
Monday morning through sometime on Thursday and use the better part of the 
three remaining days in the week to "relax" and "relieve stress." The nature or 
amount of student stress at Wake Forest do not seem to be appreciably different 
than that experienced by students at peer institutions. However, Wake students 
believe they work harder and experience more stress. 

In any event, alcohol is the preferred stress releaser at Wake Forest, "the only 
way to relieve stress," as one student put it. Indeed, many "Wake students assert 
that it is their "right" as well as a "need" to use alcohol to wind down at the end of 
what they consider to be a week of strenuous academic effort. Equally important 
for many self-conscious first-year students, drinking is also a social crutch, a way 
to lubricate social relations which takes little effort or skill. At Wake, fraternities 
and sororities are expected to provide the "socially acceptable" settings for this 
behavior. 

It is not clear how drinking came to be the accepted way to deal with stress 
induced by academic performance. Undergraduate students have always 
experimented with alcohol, in part because it is viewed as a right of passage and 
in part because it is one adult form of expression in which they can engage that 
takes little or no discipline in contrast to academic and other standards which are 
established by the institution. 

To Wake's credit, recent efforts have been made (e.g., Alcohol Summit) to 
challenge the propriety of such behavior in an academic community. Additional 
institutional energy and resources must also be committed to this issue. 
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2.3 Make certain that the playing field is level for all students. 

Minority students at Wake are among the students most dissatisfied with the 
quality of their educational experience. The challenges many of these students face 
are cultural, social, and economic. As with other students, the quality of their 
education seems to be affected as much by the learning climate outside the 
classroom as by how they perceive they are treated by faculty, staff, and other 
students. 

As mentioned earlier, learners must feel welcome and comfortable to take full 
advantage of an institution's resources for learning. I was struck by the number of 
students and faculty of good will who want Wake Forest to be both an 
intellectually challenging and a safe, affirming environment for all students. This 
cannot happen, however, until everyone accepts personal responsibility for 
creating such an environment. There are sound educational reasons for doing so. 
For example, students who live or spend time with someone from a different racial 
and ethnic background gain in understanding of human differences and 
appreciation for the aesthetic qualities of life (Astin, 1993), skills that are 
increasingly recognized as essential to live a productive, civically responsible life 
after college. Toward these ends, public discussion is needed to determine how 
Wake can establish an environment in which all students are welcome and can 
succeed academically and socially. 

2.4 Determine whether the honor code is serving the desired purposes. 

Few students mentioned the honor code. Some students indicated they lacked 
confidence in the code to shape behavior. While people were aware of its existence, 
the code does not seem to have a discernable impact on the quality of campus life 
or undergraduate culture. This is disappointing because Wake Forest is the kind 
of place that can, and aspires to, have a profound impact on students' values and 
attitudes. When taken seriously by all members of the community, an honor code 
can contribute to the desired distinctive Pro Humanitate impress. For the honor 
code to be a powerful socializing vehicle faculty must consistently assert its 
importance and actively participate in its enforcement. · 

2.5 Examine the impact of the fraternity and sorority system on student 
development and the campus climate for learning. 

At the outset of this project keen interest was expressed about the impact of the 
fraternity and sorority system on campus life. Some research shows that benefits 
do accrue to members of Greek organizations, such as feelings of security and 
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intellectual self-esteem (Astin, 1993). Sorority membership has been positively 
related to academic achievement (Pike & Askew, 1990). At the same time, 
fraternities in particular have their critics nationally and at Wake Forest. The 
results of the most recent research questions their educational value (Pascarella et 
al., in press; Wechsler et al., in press). In general, these studies suggest that the 
presence of Greek organizations appears to have a dampening influence on an 
institution's climate for learning and on many of the desired outcomes of the 
college. 

Unfortunately, the spring, 1996 administration of the CSEQ was not designed to 
allow comparisons of fraternity and sorority members with non-members to 
determine whether the conclusions from national reports hold for Wake Forest. 
Subsequent studies using the CSEQ and other assessment tools must be certain to 
include a question about fraternity and sorority membership. 

But almost everyone at Wake has an opinion about the value of the Greek system, 
especially fraternities. Some students, faculty members, and administrators 
believe certain fraternities are havens for anti-intellectual, sexist, and racist 
behavior. Indeed, according to some fraternity leaders, some groups continue to 
employ hazing practices and rituals which demonstrate racial insensitivity-c'told 
South" parties, black face, and so forth. Everyone agrees that fraternities have a 
substantial influence on the social life of Wake and that the vast majority of 
fraternity events involve alcohol. In addition, some believe fraternities (and 
sororities) are unfairly advantaged in terms of the living and congregating space 
the university allocates to them. Further, too much institutional time and energy 
are devoted to these organizations (particularly their leaders), some say. As a 
result, student affairs staff can spend little time with students in other 
organizations. 

Whether these perceptions represent the views of a majority of faculty, staff, and 
students is not known. At the same time, in contrast to Wake's alumni surveys 
and senior surveys, the non-member Wake students with whom· I spoke, and 
others who participated in the Montreat retreat, indicated that the fraternity and 
sorority system did not dominate campus life to the extent that they personally 
felt ostracized or as if they were an outsider at Wake Forest. In fact, most 
expressed appreciation for being able to attend social activities sponsored by these 
groups. 

The picture of the Greek system at Wake Forest is anything but clear. What is 
clear is that fraternity-sponsored events and their enacted values contribute to the 
dominant social orientation of undergraduate life beyond the classroom (e.g., 
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heavy drinking, parties). Some say this is because there is an infrastructure 
lacking to help students find other ways of creating social life on the campus. 
Greek leaders say that the expectations for fraternities to provide social life for all 
Wake students have increased. They believe that their groups are forced to bear 
an unrealistic burden for shaping social life at the university. Greeks feel as if 
they are "damned if we do, and damned if we don't." The social burden they feel 
comes when 350 people are crammed into a house or lounge for a party and the 
group must take responsibility for the behavior of people they do not know. 

Such obligations aside, it is incumbent on social fraternities and sororities to 
demonstrate through action, not rhetoric, that they have a legitimate place and 
function in the Wake academic community. Each fraternity and sorority should be 
expected to demonstrate on a periodic basis what their activities contribute to the 
University's educational mission in order to remain eligible for using institutional 
resources such as space and whether their members are benefitting from their 
studies comparable to other students (outcomes data). And when the behavior of 
these groups or their members conflicts with the academic community's 
educational goals and values, faculty, administrators, and student leaders are 
obligated to hold these groups and their members accountable. 

3. Connecting: Students' In-Class and Out-of-Class Experiences 

No single experience, or category of experiences (in class, out of class), are 
precursors of the more important changes associated with the undergraduate 
experience. Rather, these changes appear to result from a set of cumulative, 
interrelated and mutually supporting experiences sustained over an extended 
period of time (Terenzini & Pascarella, 1994). In other words, students change as 
whole, integrated persons as they engage in both academic and non-academic 
activities in and outside the classroom. Breadth of experiences in both intellectual 
and social activities is an important factor (Pace, 1990), particularly when the 
academic, interpersonal, and out-of-class experiences are mutually supporting. In 
other words, it is a student's total level of engagement in various learning 
activities that is most important. This suggests that the tighter the connections 
between the curriculum and students' out-of-class lives, the greater the benefits. 

The reason that life outside the classroom is so important to student learning at a 
residential campus such as Wake is that traditional-age students spend more time 
with each other than anyone else during their undergraduate studies. In fact, 
peers are "the single most potent source of influence" (Astin, 1993, p. 398), 
affecting every aspect of student learning and personal development (Pascarella & 
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Terenzini, 1991). Faculty and staff must work together to find ways to harness the 
energy and influence of peers. 

Employers also have underscored the importance of life outside the classroom. 
They acknowledge that universities are doing a good job in preparing students in 
their field of specialization (Ewell, 1994). But they are very concerned about other 
skills--reading, writing, thinking critically--and practical competencies that people 
need to be successful in the workplace--sk.ills in communication, group process, 
team work, and decision making, understanding and being sensitive to workplace 
culture. Although practical competencies can be obtained in classrooms, 
laboratories, and studios, the nature of many out-of-class activities requires that 
students become competent in these areas. 

All this is to suggest that Wake Forest must be more intentional about promoting 
student learning, both inside and outside the classroom. The key task becomes is 
to create situations which require students systematically examine the connections 
between their studies and life outside the classroom. 

3.1 Create as many links as possible between the curriculum and students' 
experiences beyond the classroom. 

More formal bridges are needed between academic or in-class activities and what 
students do with their time beyond the classroom. Such connections are needed to 
enhance Wake's educational impact in ways consistent with the institution's 
espoused Pro Humanitate philosophy. 

Certain curricular innovations buttressed by complementary institutional policies 
and practices have been shown to promote desired learning outcomes. Examples 
include Freshman Interest Groups (i.e., coordinated class scheduling of first-year 
students so that they have multiple classes together; variations include assigning 
students to residences based on a common class schedule), other forms of 
academic-theme organized residences, classroom-based learning communities, 
credit-bearing service learning activities tied to courses, and Freshman Year 
Programs such as those popularized by the University of South Carolina. It is 
beyond the scope of this report to describe these in detail. Suffice it to say that 
some of these approaches warrant consideration for adaptation at Wake in 
addition to those outlined in The Plan for the Class of 2000 (e.g., first-year 
seminars, yearly themes, residence for independent student programming) in 
order to develop as many intentional, direct links as possible between what 
students do inside and outside of class. The orientation program at Portland State 
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University (City Quest) and the general education program at James Madison 
University may be instructive models for what Wake is trying to accomplish. 

4. Rethinking- the role of student affairs. 

In the vast majority of colleges and universities a gap has existed for a long time 
between what student affairs professionals and faculty value and how each group 
spends their time (Blake, 1979). For Wake Forest to more tightly connect the 
curriculum with students' out-of-class experiences, student affairs must become · 
full partners with the faculty and focus on the academic mission of the institution. 
In several recent initiatives, for example, student affairs was not represented (e.g., 
the Lilly Group report, the Program Planning Committee leading to the Plan for 
the Class of 2000). For student affairs to positively contribute to these and related 
initiatives, student affairs staff must understand the curriculum and be able to 
explain to faculty how life beyond the classroom can contribute to help them (the 
faculty) attain their instructional objectives and the institution's purposes. 

4.1 Make student learning the top priority of the student affairs division. 

It is not clear that Wake student affairs staff, particularly those in entry and 
middle level positions, see their primary role as contributing to the University's 
academic mission but rather providing support services and opportunities for 
personal development. Some difficult questions must be addressed: Should student 
affairs engage in activities that complement the academic mission? Or should 
student affairs focus on aspects of student development that tend to be 
underemphasized in the classroom (e.g., managing emotions, identity formation, 
getting along with people who are different)? To enhance the quality of the 
undergraduate experience at Wake, student affairs staff must be engaged in both 
types of activities. 

A necessary step is to translate Wake's values into terms that describe student 
behavior outside the classroom. For example, suppose Wake asserts (and really 
means) that its students should take advantage of learning opportunities outside 
the classroom such as attending cultural events. What is the role of student affairs 
in helping students live up to these expectations? What is the role of the faculty? 
What can they do together to encourage, cajole, and challenge students to devote 
the necessary time and energy to these activities, acquire the skills they need to 
succeed academically, help their peers to obtain resources (e.g., library materials)? 

Finally, student affairs professionals need to participate more broadly and deeply 
in the intellectual life of \Vake Forest. To cultivate a spirit of intellectual vibrancy 
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among student affairs professionals will require a combination of judicious staff 
selection, professional staff development, and changes in administrative culture. 

4.2 Promote student reflection. 

The single most important thing student affairs staff can do to enhance student 
learning is to get students to think more often about what they are doing--in 
classes and other areas of their lives--and to apply what they are learning. This 
means student affairs staff must engage with students and ask students to think 
about and make meaning of what they are learning, and encourage students to 
talk with peers and faculty about those experiences that are most important to 
their learning. Knowledge construction is more likely when learners engage in 
metacognition; that is, reflecting on what one is learning in the context of current 
circumstances and prior knowledge. Self-reflection is the critical behavior with 
knowledge construction and deep learning the goals. 

K. Patricia Cross, Professor Emeritus at the University of California, Berkeley, 
explained how student affairs staff (and facultyl) can help students make meaning 
of their experience. She likened the university experience to a jigsaw puzzle. 
Students go to classes and participate in various events and activities, inside and 
outside the classroom--daily, weekly, and throughout the academic year. These 
thousands of unconnected experiences are represented by puzzle pieces. Most 
students end up holding a bag of puzzle pieces, not a coherent image of what their 
experience looks like, or what it should look like. That is, they do not necessarily 
know what they are creating with all these puzzle pieces. Certainly, completed 
puzzles of the undergraduate experience at university should not all look alike. At 
the same time, however, without someone helping students fit the pieces together 
to create in their mind's eye their own unique picture of what they would like 
their undergraduate experience to be, too many students do not create a coherent, 
meaningful picture for themselves (Kuh et al., 1994). 

End Note 

Wake Forest University has high aspirations. It should. The University is 
relatively affluent, enrolls good students, employs excellent faculty and staff, and 
has an exceptional, "human scale" physical plant nestled in an attractive setting. 
Its resources are more than adequate to the task of preparing students to live and 
work in the global village. Moreover, the plethora of recently completed 
institutional reports, including this one, indicate that Wake is an unusually 
introspective institution. 
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As good as Wake Forest is, no one with whom I spoke was satisfied with the 
status quo. This, too, is as it should be. Wake's Plan for the Class of 2000 charts 
an ambitious course for institutional improvement. Mild differences of opinion 
exist about priorities, but that is hardly surprising or worrisome in academic 
communities which seek truth through critical, reasoned debate. 

In the final analysis, however, it matters little what an outsider thinks of Wake 
Forest. Rather, it is what people at Wake think and do that will determine 
whether institutional effort will be directed to the activities that matter to 
undergraduate learning. Indeed, this project will have the desired impact only to 
the extent that all members of the Wake community engage in conversation about 
the issues identified in this report and work together in order to modify an 
institutional culture that emphasizes classroom performance and devalues 
learning opportunities outside the classroom. 
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Appendix A 

Information about the College Student Experiences Questionnaire 

The College Student Experiences Questionnaire (CSEQ) measures student progress and the 
quality of students' experience, inside and outside the classroom. The CSEQ is unique in that 
it assesses the quality of effort college or university students expend in using the resources 
and opportunities provided by the institution for their learning and development. Quality of 
effort is a key dimension for understanding the effects of attending university because it 
provides an estimate of the contributions students make to their own learning as well as the 
resources the institution offers. Since the second edition was published in 1983, the CSEQ has 
been used on more than 400 occasions by over 300 colleges and universities. Nearly one-third 
of the participating institutions have used the CSEQ two or more times. The North Central 
Association's Guide to Self-Study lists the CSEQ as one of the relevant instruments. In 
addition, the CSEQ is one of the instruments being used in a national panel study being 
coordinated by the federally funded National Center for Teaching, Learning, and Assessment. 
It also was cited in the U.S. Department of Education publication, A Preliminary Study of the 
Feasibility and Utility for National Policy of Instructional "Good Practice" Indicators in 
Undergraduate Education (1994). 

The CSEQ provides: 

* background information about students and their status in college; 

* an index of student satisfaction with college; 
* a report on the extent of student reading and writing and involvement in other 
learning activities; 

* student ratings of key characteristics of the institutional environment; and 

* estimates of student gains (progress) toward important objectives. 

COMMON USES OF THE CSEQ 

In the Estimate of Gains section of the CSEQ, students report how much progress they 
believe they have made toward a broad range of important outcomes. For some outcomes, 
student self-reports may be the only valid source of evidence. For other outcomes, self-reports 
can be supplemented and confirmed by other evidence. The degree to which students use the 
institution's human resources (e.g., faculty) and facilities (e.g., the library) is obviously 
relevant for accountability. And the level and scope of student behavior-academic and non- 



academic-provide an estimate of institutional vitality and quality in the undergraduate 
program. The content of the CSEQ is very specific. Therefore, faculty and administrators can 
easily see where local modifications and changes could stimulate more student effort leading 
to greater educational progress. 

AN EXPLANATION OF 
THE MEASURES OF THE QUALITY OF EFFORT 

All learning requires an investment of time and effort by the learner. The college or 
university experience consists of the events that occur in the institutional environment. Much 
of what students learn occurs in classrooms, libraries, facilities related to the arts, facilities 
related to science and technology, student unions, athletic and recreational facilities, and 
residences. These institutional resources are major investments in undergraduate education. 

Other important experiences consist of opportunities for association-contacts with faculty 
members, acquaintances with other students, experiences related to self-understanding, 
involvement in clubs and organizations, experiences in writing, and the informational and 
persuasive level of conversations with other students. These types of experiences and 
associations have special significance in higher education settings. 

Quality of effort is measured by how often students engage in the various activities described 
above. The activities in each area range along a quality-of-effort dimension, with some 
requiring more effort than others, and having greater potential for influencing student learning 
and development. 

The fourteen Activities scales measure the quality of efforts students expend in activities 
known to be important to their learning and personal development. The underlying dimension 
for each scale is as follows: 

Course Learning (10 ACTIVITIES) 

From: relatively simple cognitive activities (e.g., taking notes, underlining) 
To: higher-level cognitive activities (e.g., efforts to explain and organize) 

Library Experiences (10 ACTIVITIES) 

From: routine, moderate exploratory use (e.g., using library as a quiet place to read 
or study) 

To: increased amount of independent exploration and focused activity (e.g., 
browsing in the stacks, developing a bibliography) 
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Art, Music, Theater (12 ACTIVITIES) 

From: talking about the arts and attending art-related functions 
To: efforts toward greater understanding (e.g., seeking the views of experts) and 

personal involvement (e.g., working on a theatrical production) 

Science (10 ACTIVITIES) 

From: memorizing, watching, reading 
To: explaining, experimenting, and developing skills 

Student Union (10 ACTIVITIES) 

From: casual and informal use (e.g., eating snacks, meeting friends) 
To: programmatic use (e.g., attending events and meetings) 

Athletic and Recreation Facilities (10 ACTIVITIES) 

From: generally informal use (e.g., exercising, playing games) 
To: greater efforts toward improvement and skilled performance 

Campus Residence (10 ACTIVITIES) 

From: general socializing (e.g., having a late-night snack with other residents) 
To: more personal exchanges (e.g., studying together, working on projects) 

Experiences with Faculty ( 10 ACTIVITIES) 

From: routine and casual (e.g., asking for clarification about an assignment) 
To: more serious contacts (e.g., discussing careers, inviting criticisms, seeking 
advice) 

Clubs and Organizations (10 ACTIVITIES) 

From: awareness of events and organizations 
To: attending events, discussing programs, working in organizations 

Experiences in Writing (10 ACTIVITIES) 

From: general concern with words, grammar, revisions 
To: seeking criticism from others, greater concern with clarity and style 
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Personal Experience (10 ACTIVITIES) 

From: general curiosity about understanding one's own behavior, and others 
(e.g.,talking with friends) 
To: more focused and expertly informed sources of self-understanding (e.g., 
reading, taking a test, talking with an advisor) 

Student Acquaintances (10 ACTIVITIES) 

From: making friends with people from different backgrounds and interests 
To: serious conversations with people who have different views 

Topics of Conversation (10 ACTIVITIES) 

From: current events in the news 
To: intellectual and cultural topics concerning values and social issues 

Information in Conversations (10 ACTIVITIES) 

From: casual conversations that make use of little new knowledge 
To: conversations that require expertise, knowledge, and persuasiveness. 

To each activity in these scales, students respond by checking "never," occasionally," "often," 
or "very often" to indicate their activity level during the academic year. These responses are 
scored by giving four points for "very often," three points for "often," and so forth. The scale 
score reflects quality of effort because the only way to get a high score is by participating 
with some frequency in the higher quality activities .. 

AN EXPLANATION OF 
THE MEASURES OF THE ENVIRONMENT 

All activities included in the Quality of Effort scales occur in the institutional environment. 
Much prior research has documented the importance of the environment in attaining the 
institution's educational purposes, in encouraging desired behavior, and in fostering 
relationships among people that are supportive of those purposes and behavior. The CSEQ 
contains eight scales related to characteristics of university environments that encourage 
students to put forth effort in educationally purposeful activities. 

Five of the rating scales refer to the extent to which the environment emphasizes certain 
aspects of student learning and personal development. These are seven-point rating scales, 
with "7" defined as "strong emphasis" and "l" as "weak emphasis." These scales reflect: 



* emphasis on the development of academic, scholarly, and intellectual qualities; 
* emphasis on the development of aesthetic, expressive, and creative qualities; 
* emphasis on being critical, evaluative, and analytical; 
* emphasis on the development of vocational and occupational competence; and 
* emphasis on the personal relevance and practical value of courses. 

Three of the rating scales refer to relationships with others. On these seven-point scales, the 
positive end is defined by such words as "friendly, supportive; approachable, helpful; 
considerate, flexible." The negative end is defined by such words as "uninvolved, alienated; 
remote, unsympathetic; rigid, impersonal." These scales describe relationships with other 
students student groups, and activities; relationships with faculty members; and relationships 
with administrative personnel and offices. 

AN EXPLANATION OF 
THE MEASURES OF ESTIMATES OF GAINS 

The activities of students and the characteristics of the environment are meant to complement 
one another in ways that promote progress toward the objectives of a university education. 
The Estimate of Gains scales consist of student ratings of progress toward important 
educational goals. These goals (23 of them) are commonly found in writings about higher 
education and have been used in national surveys over the past several decades. 

The instructions for this section are as follows: "In thinking over your experience in college 
up to now, to what extent do you feel you have gained or made progress in each of the 
following respects?" The answers from which the respondent may choose are "very little," 
"some," "quite a bit," or "very much." 

The goals are presented here in five major clusters: 

General Education and Intellectual Skills 

* broad knowledge about different fields 
* understanding and enjoyment of art, music, and drama 
* acquaintance with and enjoyment of literature 
* awareness of different philosophies and cultures 
* seeing the importance of history 
* gaining the knowledge about different parts of the world 
* analysis and logic 
* synthesis and relationships 
* quantitative thinking 
* independent inquiry and learning 
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* effective writing 

Personal Development and Social Competence 

* clarifying values and ethical standards 
* self-understanding 
* understanding others and the ability to get along 
* ability to function as a team member 
* good health habits and physical fitness 

Science and Technology 

* understanding the nature of science 
* understanding new scientific and technical developments 
* becoming aware of the consequences of new applications 
* familiarity with computers 

Vocational Competence 

* skills for a specific job or type of work 
* information broadly relevant to a career 
* background and specialization for advanced education 



College Student Experiences 
Q11estionnaire 

The purpose of this questionnaire is to learn more about how students spend their time-in course 
work, in the library, in contacts with faculty, in extracurricular activities, in various soci~I and 
cultural activities, and in using other facilities and opportunities that exist on the college campus. 
The benefit from this or any other survey depends on the thoughtful responses of those who are 
asked to help. Your wiilingness to participate is important and very much appreciated. 

The information obtained from you and from other students at many different colleges and 
universities will he!p administrators, faculty members, and others to improve the conditions that 
contribute to your learning and development during college. 

At first glar.ce, you may think it will take a Ieng time to· fill out this questionnaire, but it can be 
answered quite easily. You can do it in perhaps only 30 minutes. After you finish, you will see that 
your answers provice a kind of self-portrait of what you have been giving and getting in your 
college experience. So, you may learn some valuable things about yourself. 

You do not have to write your name on this questionnaire. But we do need to know where the 
reports came from. A. number on the back page does that by identifying your institution. And, as 
ycu will see on the next page, we need to know a few things about you so that we can learn how 
activities might be related to age, gender, year in college, major field, where one lives, if one has a 
job, and so forth. 

The questionnaire responses will be read b'.I an electronic scanning device, so be careful in 
mc.rkir.g ycur responses, Please use a #2 black lead pencil. Do not write or make any marks on 
the questionnaire outside the spaces provicec fer your answers. Erase cleanly any responses you 
warn to change. 

Thanks fer your cooperation and participation' 

This cuesuonnatrs is available throuah the Center for Postsecondarv Research and Planninc. ~ . - 
Indiana Universrty School of Education. 201 i'lorth Rose Avenue, Bloomington, IN 47.:105-1006. 
It is intended fer use by any co!lege or university that wishes to have an inventory of the campus 
experiences of its students. 

Reviseo Third Edition 1990 
© Copyriqht 1 S·9J. by Indiana University 

Auther: C. Robert Pace. Ph.D. 

• •• •• • 
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BACKGROUND INFORMATION 

DIRECTIONS: Indicate your response by filling in the appropriate space under each question. 

Age 
O 22 or younger 
0 23-27 
O 28 or older 

Sex 
Qmale 
0 female 

Are you single or married? 
0 single 
0 married 

What is your classification in college? 
0 freshman 
0 sophomore 
0 junior 
0 senior 
0 graduate student 

Did you enter college here or did you transfer here 
from another college? 

0 entered here 
0 transferred from another college 

Have you at any time while attending this college 
lived in a college dormitory, fraternity or sorority 
house, or other college housing? 

Q 'jeS 
0 no- 

Where do you now live during the school year? 
0 corrnitcry er other college housing 
0 fraternity or sorority house 
0 private apartment or room within walking 

distance of the college 
0 house. apartment, etc. away from the campus 
0 with my parents or relatives 

At this college, up to now, what have most of your 
grades been? 

QA 
0 A-. B+ 
OB 
0 8-. C+ 
0 C. C-. or lower 

• • 

Which of the following comes closest to describing 
your major field of study (or your expected major)? 

0 Agriculture 
0 Ans (art. music, theater, etc.) 
0 Biological Sciences (biology, biochemistry, botany, 

zcology, etc.) 
0 Business 

· 0 Computer Science 
0 Education 
0 Engineering 
0 Health related fields (nursing, physical therapy, health 

technology, etc.) 
0 Humanities (literature, history, philosophy, religion, 

etc.) 
0 Physical Sciences (physics, chemistry, mathematics, 

astronomy, earth science, etc.) 
0 Social Sciences (economics, political science, 

psychology, sociology, etc.) 
0 Foreign Languages (French, Spanish, etc.) 
0 Area Studies (Latin American Studies, Russian 

Studies, Asian Studies, African Studies, etc.) 
0 lnterdepanmental majors (international relations, 

ecclogy, women's studies, etc.) 
0 Other: What?-_., 

0 Undecided 

Did either of your parents graduate from college? 
Ono· 
0 yes. both parents 
0 yes. tamer oniy 
0 yes. mother cniy 

When. or if, you graduate from college, do you 
expect to enroll for a more advanced degree? 

0 yes 
Ono 

Are you going to school full-time or part-time? 
0 full-time 
0 part-time 

-2- •••• 



- What is your racial or ethnic identification? - 
0 American Indian - 
0 Asian or Pacific Islander - 
0 Black, African American - 

· 0 Hispanic, Latino - 

o~~ - 0 Other: What?~ - - - - - - - ~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~- - 

During the time school is in session, about how many 
hours a week do you usually spend on activities that are 
related to your school work? This includes time spent in 
class and time spent studying. 
O about 50 hours a week or more 
0 about 40 hours a week 
O about 30 hours a week 
0 about 20 hours a week 
O less than 20 hours a week 

During the time school is in session, about how many 
hours a week do you usually spend working on a job? 
O none. I am not employed during the school year. 
0 about 1 O hours or less 
0 about 15 hours 
0 about 20 hours 
0 about 30 hours 
0 more than 30 hours 

_. '.) 
About how much of your college expenses this year are 
provided by your parents or family? - 
0 all or nearly all - 
0 more than half - 
0 less than half - 
0 none or very littla - - 

COLLEGE ACTIVITIES 

DIRECTIONS: In your experience at this college during the current school year, about how often have you done each of the 
following? Indicate your response by filling in one of the spaces to the left of each statement. 

~ 
c ~ 
~ .§ 
0 'JJ z 
"" .;; B > Librarv Experiences ~=U'l.> - - > 0 c z 
0 0 0 0 Used the library as a quiet place to read or 

study materials you brought with you. 

0 0 0 0 Used the card catalogue or computer to find 
what materials there were on some topic. 

0 0 0 0 Asked the librarian for he!p in finding material 
on some topic. 

0 0 0 0 Read something in the reserve book room or 
reierence section. 

0 0 0 0 Used indexes (such as the Reader's Guide to 
Periodical Literature) to journal articles. 

0 0 0 0 Deveioped a bibliography or set of references 
for use in a term paper or other report. 

0 0 0 0 Found some interesting material to read just 
by browsing in the stacks. 

0 0 0 0 Ran down ieacs, looked for further references 
that were cited in things you read. 

0 0 0 0 Gone back to read a basic reference or document 
that other authors had often referred to. 

0 0 0 0 Checked out becks to read (not textbooks). 

•••• 

::- 
e ~ 
.!! 0 
0 c -; '- 
e ~ 1l ~ Experiences with Faculty 
~ 0 cs ~ 
0 0 0 0 Talked with a faculty member. 
0 0 0 0 Asked your instructor for information related 

to a course you were taking (grades, rnake-uo 
work, assignments, etc.). 

0 0 0 0 Visited informally and briefly with an instructor 
after c!ass. 

0 0 0 0 Made an appointment to meet with a faculty 
member in his/her office. 

0 0 0 0 Discussed ideas for a term paper or other class 
project with a faculty member. 

0 0 0 0 Discussed your career plans and ambitions with 
a faculty member. 

0 0 0 0 Asked your instructor for comments and· 
criticisms about your work. 

0 0 0 0 Had cottee, cokes, or snacks with a faculty 
member. 

0 0 0 0 Worked with a faculty member on a research 
project. 

0 0 0 0 Discussed personal problems or concerns with 
a faculty member. 

- 1 - • • 
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DIRECTIONS;· In your experience at this college during the current school year. about how often have you done each of the 
.. followirtg? Indicate your response by filling in one of the spaces to the left of each statement. . 

~ 
Oi c c: 

~ 0 

~ § ~ ~ Course Learning 
~ 0 0 ~ 
0 0 0 0 Took detailed notes in class. 
0 0 0 0 Participated in class discussions. 
0 0 0 0 Underlined major points in the readings. 
0 0 0 0 Tried to see how different facts and ideas fit 

together. 
O O 0 0 Thought about practical applications of the 

material. 
0 0 0 0 Worked on a paper or project where you had 

to integrate ideas from various sources. 
0 0 0 0 Summarized major points and information in 

your readings or notes. 
0 0 0 0 Tried to explain the material to another 

student or friend. 
0 0 0 0 Made outlines from class notes or readings. 
0 0 0 0 Did additional readings on topics that were 

introduced and discussed in class. 

~ 
c ~ 
£ ~ 
0 P"' (ll 4; 
> ~ ~ > Art. Music, Theater 
~ 0 0 ~ 
0 0 0 0 Talked about art (painting, sculpture, 

architecture, artists, etc.) with other students 
at the college. 

0 0 0 0 Gone to an art gallery or art exhibit on the 
campus. 

0 0 0 0 Read or discussed the opinions of art critics. 
0 0 0 0 Participated in some art activity (painting, 

pottery, weaving, drawing, etc.). 

0 0 0 0 Talked about music (classical. popular, 
musicians, etc.) with other students at the 
college. · 

0 0 0 0 Attended a concert or other music event at the 
college. 

0 0 0 0 Read or discussed the opinions of music critics. 
0 0 0 0 Participated in some music activity (orchestra, 

chorus, etc.). 
0 0 0 0 Talked about the theater (plays, musicals, 

dance, etc.) with other students at the college. 
0 0 0 0 Seen a play, ballet, or other theater performance 

at the college. 
0 0 0 0 Read or discussed the opinions of drama critics. 
0 0 0 0 Participated in or worked on some theatrical 

production (acted, danced. worked on scenery, 
etc.). 

1111 

1111 

1111 

1111 - - - - - - - - - - - - - - - - - - - - - • • 

.2:: 
c ftj 
~ 5 
0 (ij "'" c .... 
~ .! " > Student Union 
~ 0 ~ ~ 
0 0 0 0 Had meals, snacks, etc. at the student union 

or student center. 
0 0 0 0 Looked at the bulletin board for notices about 

campus events. 
0 0 0 0 Met your friends at the student union or student 

center. 
0 0 0 0 Sat around in the union or center talking with 

other students about your classes and other 
college activities. 

0 0 0 0 Used the lounge(s) to relax or study by 
yourself. 

0 0 0 0 Seen a film or other event at the student union 
or center. 

0 0 0 0 Attended a social event in the student union 
or center. 

0 0 0 0 Heard a speaker at the student union or center. 
0 0 0 0 Played games that were available in the student 

union or center (ping-pong, cards, pool, 
pinball, etc.). 

0 0 0 0 Used the lounge(s) or meeting rooms to meet 
with a group of students for a discussion. 

2: 
e ftj 
~ 5 
oc:cn ... 
>_.!~~ Ci tJ 4) > 0 0 z 
0 0 0 0 Set goals for your performance in some skill. 
0 0 0 0 Followed a regular schedule of exercise, or 

practice in scme sport, on campus. 
0 0 0 0 Used outdoor recreational spaces for casual 

and informal individual athletic activities. 
0 0 0 0 Used outdoor recreational spaces for casual 

and informal QI9.lJQ sports. 
0 0 0 0 Used Iacflties in the gym for individual 

activities (exercise, swimming, etc.). 
0 0 0 0 Used facilities in the gym for playing sports 

that require more than one person. 
0 0 0 0 Sought instruction to improve your performance 

in some athletic activity. 
0 0 0 0 Played on an intramural team. 
0 0 0 0 Kept a chart or record of your progress in 

some skill or athletic activity. 
0 0 0 0 Was a spectator at college athletic events. 

Athletic and Recreation Facilities 

-~- •••• 
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DIRECTIONS: In your experience at this college during the current school year, about how often have you done each of the 
follow~ng? Indicate your response by filling in one_of the spaces to the left of each statement. .. 

~ 
e ~ 
2! 0 
oc:u;4> 
> -~ ~ > ~ u :) 
> 0 0 z • 
0 0 0 0 Looked in the student newspaper for notices about 

campus events and student organizations. 

0 0 0 0 Attended a program or event put on by a student 
group. 

0 0 0 0 Read or asked about a club, organization, or 
student government activity. 

0 0 0 0 Attencec a meeting of a club. organization, or 
student government group. 

0 0 0 0 Voted in a student e!ection. 
0 0 0 0 Discussed policies and issues related to campus 

activities and student government. 

0 0 0 0 Worked in some student organization or special 
project (publications, student government, 
social event, etc.). 

0 0 0 0 Discussed reasons for the success or lack of 
success of student club meetings, activities, 
or events, 

Clubs and Organizations 

0 0 0 0 1Norked on a commiitee. 
0 0 0 0 Met with a taculty adviser or administrator to 

discuss the activities or a student organization. 

2::- 
c '§ 
2! 0 
0 e ·~ - 
"' _.;:? 3 5 Exoerience in Writing 
~ 0 c'5 ~ - 
0 0 0 0 Used a dictionary or thesaurus to look up the 

proper meaning of words. 

0 0 0 0 Consciously and systernaticaily thought about 
grammar. sentence structure, paragraphs. 
word choice. and sequence of ideas or points 
as you were writing. 

0 0 0 0 ·wrote a rough draft ct a pacer or essay and 
then revised it yourself beiore handing it in. 

0 0 0 0 Scent at least five hours or more writing a 
pacer (not counting time spent in reading or 
at the library). 

0 0 0 0 Asked other people to read something you 
wrote to see if it was clear to them. 

0 0 0 0 Referred to a book or manual about style of 
·:uitir.g, grammar. etc. 

0 0 0 0 Re11ised a pacer or composition two or mere 
times before you were satisfied with it. 

0 0 0 0 Asked an instructor for advice and help to 
improve your writing. 

0 0 0 0 Made an appointment to talk with an instructor 
who had criticized a paper you had written. 

0 0 0 0 Submitted for publication an article. story, or 
other compcsiticn you had written. 

• ••• 

J!!o 
e <a ., 5 
~ c: u; ... e ~ s ~ Personal Experiences 
~ 0 0 ~ 
0 0 0 0 Told a friend why you reacted to another person 

the way you did. 

0 0 0 0 Discussed with other students why some grou::;s 
get along smoothly, and other groups don't. 

0 0 0 0 Sought out a friend to help you with a personal 
problem. 

0 0 0 0 Elected a course that dealt with understanding 
personal and social behavior. 

0 0 0 0 Identified with a character in a book or movie 
and wondered what you might,have done 
under similar circumstances. 

0 0 0 0 Read articles or books about personal - 
adjustment and personality development. - 

0 0 0 0 Taken a test to measure your abiiities, interests. - 
or attitudes. - 

0 0 0 0 Asked a friend to tell you what he/she really - 
thought about you. - 

0 0 0 0 Been in a group where each person, including - 
yourself, talked about his/her personal problems. - 

0 0 0 0 Talked with a counselor or other specialist - 
at:out problems of a personal nature. - 

- - - - - - 1, - - - - - - - - - - - - - 

- 2!- 
c '(: ~ g 
0 e ~ e:; 
~ ~ ~ ~ Student Acquaintances 

0 0 0 0 Made friends with students whose academic 
major field was very different from yours. 

0 0 0 0 Made friends with students whose interests 
were very different from yours. 

0 0 0 0 Made friends with students whose family 
background (economic and social) was '1e;; 
different from yours. 

0 0 0 0 Made friends with students whose age was 
ver1 different from yours. 

0 0 0 0 Made friends with students whose race was 
different from yours. 

0 0 0 0 Made friends with students from another 
country. 

0 0 0 0 Had serious discussions with students whose 
philosophy of life or personal values were 
very different from yours. 

0 0 0 0 Had serious discussions with students whose 
religious beliefs were ver; different from 
yours. 

0 0 0 0 Had serious discussions with students whcse 
political opinions were •1ery different from 
yours. 

0 0 0 0 Had serious discussions with students frcm a 
countr; different from yours. 

- - - - - - - - - - - - - - - 
I 
I 
I 
I 
I 
I 
I 

I 
i 
I 
I 
I 

I 

- - - - - - - - - - - - - - - - - -5- • • - 
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CONVERSATIONS 

DIRECTIONS£· In your experience at this college during 
the cu~rent school year, about how often have you done 

1 

each of the following? 

~ -;;; c: c: 
2! 0 

~ ~ ~ ~ Science 
~ 0 0 ~ 
O O O 0 Memorized formulas, definitions, technical terms. 
0 0 0 0 Tried to express a set of relationships in · 

mathematical terms. 
O O 0 0 Tested your understanding of some scientific 

principle by seeing if you could explain it to 
another student. 

0 O 0 0 Read articles (not assigned) about scientific 
theories or concepts. 

0 0 0 0 Practiced to improve your skill in using some 
laboratory equipment. 

0 0 0 0 Showed a classmate how to use a piece of 
scientific equipment. 

0 0 0 0 Attempted to explain an experimental 
procedure to a classmate. 

0 0 0 0 Went to an exhibit or demonstration of some 
new scientific device. 

0 0 0 0 Completed an experiment or project using 
scientific methods. 

0 0 0 0 Tried to explain to another person the scientific 
basis for concerns about pollution, recycling, 
alternative sources of energy, acid rain, or 
similar aspects of the world around you. 

DIRECTIONS: In conversations with other students at 
this college during the current school year, about how 
often have you talked about each of the following? 

~ 
= ~ .3 0 
0 u; '- 
;::- -~ :'.l ~ Tooics of Conversation ':) u cu > 0 0 z 
0 0 0 0 Current events in the news. 
0 0 0 0 Major social problems such as peace, human 

rights, equality, justice. 
0 0 0 0 Different life styles and customs. 
0 0 0 0 The ideas and views of other people such as 

writers, philosophers. historians. 
0 0 0 0 The arts - painting, theatrical productions, ballet, 

symphony, movies, etc. 
0 0 0 0 Science - theories, experiments, methods. 
0 0 0 0 Computers and other technologies. 
0 0 0 0 Social and ethical issues related to science and 

technology such as energy, pollution, chemicals, 
genetics, military use. 

0 0 0 0 The economy - employment. wealth, poverty, 
debt trade, etc. 

0 0 0 0 International relations. 

- - - - - - - • • 

DIRECTJONS: If you are now living in a dormitory or 
fraternity/sorority, about how often have you done each of 
the following in that residence unit during the current 
school year? Indicate your response by filling in one of the 
spaces to the left of each statement. If you do not live in a 
campus residence. omit these items. 

~ 
c: iii 
~ § 
0 y; ... 
2:- .§ e ~ Campus Residence 
ft 0 0 ~ 
0 0 0 0 Had lively conversations about various topics 

during dinner in the dining room or cafeteria. 
0 0 0 0 Gone out with other students for late night 

snacks. 
0 0 0 0 Offered to help another student (with course 

work, errands, favors, advice, etc.) who 
needed some assistance. 

0 0 0 0 Participated in discussions that lasted late into 
the night. 

0 0 0 0 Asked others for assistance in something you 
were doing. 

0 0 0 0 Borrowed things (clothes, records, posters, 
books, etc.) from others in the residence unit. 

0 0 0 0 Attended social events put on by the residence 
unit. 

0 0 0 0 Studied with other students in the residence unit. 
0 0 0 0 Helped plan or organize an event in the 

residence unit. 
0 0 0 0 Worked on some community service or fund 

raising project with other students in the 
residence unit. 

In these conversations with other students, about how often 
have you done each of the following? 

~ 
"' ~ § 

0 e Vi - 
"" .: ~ :; Information in Conversations 
~ 0 0 ~ 
0 0 0 0 Referred to knowledge you had acquired in 

your reading. 
0 0 0 0 Explored different ways of thinking about the 

topic. 

0 0 0 0 Referred to something a professor said about 
the topic. 

0 0 0 0 Subsequently read something that was related 
to the topic. 

0 0 0 0 Changed your opinion as a result of the 
knowledge or arguments presented by others. 

0 0 0 0 Persuaded others to change their minds as a 
result of the knowledge or arguments you 
cited. 

-6- • ••• 
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READING/WRITING . 

:: '... ·!' .: :.,·:: :: . 

· ... : .. 
• 

During the current school year, about how many written 
reports have you made? Fill in one space in each ·column. 

During the current school year, about how many books 
have you read? Fill in one space in each column. 

Textbooks or assigned books 

I 
Non-assiqned books 

I . 
00 none 
0 0 fewer than 5 
0 0 between 5 and 1 0 
0 0 between 10 and 20 
0 0 more than 20 

Essay exams in your courses 

I 
Term papers or other written reports I . 

OOnone 
0 0 fewer than 5 
0 0 between 5 and 1 O 
0 0 between 10 and 20 
0 0 more than 20 

OPINIONS ABOUT COLLEGE 

How well do you like college? 
0 I am enthusiastic about it. 
0 I like it. 
0 I am more or less neutral about it. 
0 I don't like it. 

If you could start over again, would you go to the same 
college you are now attending? · 

0 Yes, definitely 
0 Probably yes 
0 Probably no 
0 No, definitely 

THE COLLEGE ENVIRONMENT 

Colleges differ from one another in the extent to which they emphasize or stress various aspects of students' development. 
Thinking of your own experience at this college, to what extent do you feel that each of the following is emphasized? The 
responses are numbered from 7 to 1, with the highest and lowest points described. Fill in the space Of whichever ~umber 
best indicates your impression on this seven-point ratinq scale. · 

Emphasis on the development of academic, 
scholariy. and intellectual qualities 

Strong emphasis 0 © 0 0 ® ® CD Weak emphasis 
.. 

Emphasis on the development of esthetic, 
expressive, and creative qualities 

Strong emphasis 0 © 0 0 ® ® CD Weak emphasis 

: 
" 

Emphasis on being critical. 
evaluative, and analytical 

Strong emphasis 0 © © 0 0 ® CD Weak ~mphasis 

Emphasis on the development of vocational 
and occupational competence 

Streng emphasis 0 © © 0 0 ® CD Weak emphasis 

Emphasis on the personal relevance .. 
and practical values of your courses 

Streng emphasis 0 © ® (£1 0 ® CD Weak emphasis 

•••• • • - '·- 

- - I - i - I· - - ! - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - 



The next three ratings refer to relationships among people at the college. Again, thinking ot your own experience, how 
would you rate these relationships on the seven-point scales? 

.. 
Relationship with other students, 
student groups, and activities 

Competitive, Uninvolved, Friendly, Supportive. 0 © o 0 0 ® 0 Sense of belonging Sense of alienation 

Relationships wit~ faculty members 
Approachable, Helpful, 0 © ©· © 0 ® 0 Remote, Discouraging, 

Understanding, Encouraging Unsympathetic 

Relationships wiih administrative 
personnel and offices 

Helpfui, Considerate, 0 © © © 0 ® 0 Rigid, Impersonal, 
Fiexible Bound by regulations 

ESTIMATE OF GAINS 

DIRECTIONS: In thinking over your experiences in college up to now, to what extent do you feel you have gained or made 
progress in each of the following respects? Indicate your response by filling in one of the spaces to the left of each 

i statement . 

l 
.r::; - 

~ 3 -._~ E : C> 

~ ·5 3 ~ > 0 (/) > 
0 0 0 0 Vocational training - acquiring knowledge and 

skills appticable to a specific job or type oi work. 
0 0 0 0 Acquir;ng background and specialization for 

further educaticn in some professional, 
scientific. or scholarly field. 

0 0 0 0 Gaining a croad general education about 
different fields oi knowledge. 

0 0 0 0 Gaining a range of information that may be 
relevant to a career. 

.JI 

]I 

]I 

3 

0 0 0 0 Oevetopinc an understc.nding and enjoyment 
of art. music. and drama. 

0 0 0 0 Broadening your accuaintance and enjoyment 
of literature. 

0 0 0 0 Writing clearly and efiecti'lely. 
0 0 0 0 Accuinnq :amiiiar:t'/ ·Nith the use of computers. 
0 0 0 0 6eccming aware of different philosophies, 

cultures. and ways of life. 

0 0 0 0 Developinq your own values and ethical 
stancarcs. 

0 0 0 0 Understanding yourself - your abilities. interests, 
and personality. 

- 

~ ~ ~ 
~ ~ ~ >- 
~ 5 ~ ~ 
0 0 0 0 Understanding other people and the ability to 

get along with different kinds of people. 
0 0 0 0 Abiiity to function as a team member. 
0 0 0 0 Developinq good health habits and physical 

fitness. 
0 0 0 0 Understanding the nature of science and 

experimentation. 
0 0 0 0 Understanding new scientific and technical 

developments. 
0 0 0 0 Becoming aware of the consequences 

(benefits/hazards/dangers/values) of new 
applications in science and technolcgy. 

0 0 0 0 Ability to think analytically and logically. 
0 0 0 0 Quantitative thinking - understanding 

probabilities. proportions, etc. 
0 0 0 0 Ability to put ideas together. to see relationshios. 

similarities. and differences between ideas. 

0 0 0 0 Ability to learn on your own. pursue ideas. and 
find information you need. 

0 0 0 0 Seeing the importance of history for understanding 
the present as well as the past. 

0 0 0 0 Gaining knowledge about other parts of the world 
and other people-Asia. Africa, South America. etc. 

ADDITIONAL OUESTICNS 

-~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~ - 
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Appendix B 

CSEQ Items That Represent Three Good Practices in Undergraduate Education 

Student-Faculty Contact 

Fifteen items were initially classified under this topic; 13 were retained. All items from the 
CSEQ scale for Experiences with Faculty, plus two items from the Experiences in Writing 
scale, and one item from the Clubs and Organizations scale defined the content of this 
Indicator of Good Practice measure. For 6 of the items in this scale, the nature of contacts is 
clearly academic; in 4 of the items the contact is personal-social; in the remaining 3 items the 
nature of the contact could be academic or non-academic. The list of items below from the 
CSEQ is arranged from the most common to the least common participation, in the 10% 
sample of student responses used for these statistical studies. 

• Talked with a faculty member 
• Asked your instructor for information related to a course you were taking 

(grades, make-up work, assignments, etc. 
• Visited informally and briefly with an instructor after class. 
• Made an appointment to meet with a faculty member in his or her office. 
• Discussed ideas for a term paper or other class project with a faculty member. 
• Asked an instructor for advice and help to improve your writing. 
• Asked your instructor for comments and criticisms about your work. 
• Discussed your career plans and ambitions with a faculty member . 
• Made an appointment to talk with an instructor who had criticized a paper you 

had written. 
• Met with a faculty adviser or administrator to discuss the activities of a student 

organization, 
• Discussed personal problems or concerns with a faculty member. 

Had coffee, cokes, or snacks with a faculty member. 
• Worked with a, faculty member on a research project. 

Cooperation Amon£ Students 

Of the 16 items initially classified under this topic, 13 were retained (3 items from the 
Science scale were dropped). CSEQ items included in the indicator measure were 5 from 
Personal Experiences, 4 from Clubs and Organizations, 2 from Student Union, and one each 
from Experience in Writing and Course Learning. The nature or setting of the cooperative 
activities reveals that three are clearly academic, four are personal-introspective, and six are 
social or group settings. In general this indicator of cooperation among students suggests a 
friendly helpful set of relationships primarily interpersonal and social with some that are 
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primarily academic. The list of items below is arranged from the most common to the least 
common participation as revealed from the 10% sample of student responses used for these 
statistical studies. 

• Told a friend why you reacted to another person the way you did. 
• Sought out a friend to help you with a personal problem 
• Tried to explain the (course) material to another student or friend. 
• Asked other people to read something you wrote to see if it was clear to them. 
• Discussed with other students.why some groups get along smoothly, and other 

groups don't. 
• Sat around in the union or center talking with other students about your classes 

and other college activities. 
• Asked a friend to tell you what he-she really thought about you. 
• Been in a group where each person, including yourself, talked about his-her 

personal problems. 
• Discussed policies and issues related to campus activities and student 

government. 
• Discussed reasons for the success or lack of success of student club meetings, 

activities, or events. 
• Worked in some student organization or special project (publications, student 

government, social event, etc.) 
• Used the lounge(s) or meeting rooms (in the Union) to meet with a group of 

students for a discussion. 
• Worked on a committee. 

Active Learnin£?: 

Of the 35 items initially classified under this topic, 25 were retained for the final scale. 
Among the activities eliminated were four related to science, and five related to Clubs and 
Art, Music, Theater which seemed to be mainly social activities rather than active learning 
activities. The composition of this measure comes mainly from the CSEQ scales for Library 
Experiences and Course Learning with 17 items. Four items came from the Experience in 
Writing scale and four from the Personal Experiences scale. All of the active learning 
activities listed below are related to students academic work, although a few may reflect 
personal development interests. 

• Underlined major points in the readings 
• Wrote a rough draft of a paper or essay and then revised it yourself before 

handing it in. 
• Used a dictionary or thesaurus to look up the proper meaning of words. 
• Tried to see how different facts and ideas fit together. 
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• Thought about practical applications of the material. 
• Summarized major points and information in your readings or notes. 
• Participated in class discussions. 
• Worked on a paper or project where you had to integrate ideas from various 

sources. 
• Identified with a character in a book or movie and wondered what you might 

have done under similar circumstances. 
• Revised a paper or composition two or more times before you were satisfied 

with it. 
• Referred to a book or manual about style of writing, grammar etc. 
• Used the card catalogue or computer to find what materials there were on some 

topic. 
• Made outlines from class notes or readings. 
• Developed a bibliography or set of references for use in a term paper or other 

report. 
• Elected a course that dealt with understanding personal and social behavior. 
• Used indexes (such as Reader's Guide to Periodical Literature) to journal 

articles. 
• Read articles or books about personal adjustment and personality development. 
• Taken a test to measure your abilities, interests, or attitudes. 
• Asked the librarian for help in finding material on some topic. 
• Read something in the reserve book room or reference section. 
• Did additional readings on topics that were introduced and discussed in class. 
• Checked out books to read (not textbooks). 
• Found some interesting material to read just by browsing in the stacks. 
• Ran down leads, looked for further references that were cited in things you 

read. 
• Gone back to read a basic reference or document that other authors had often 

referred to. 
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Appendix C 

Wake Forest and Comparison Group CSEQ Scale Means 

COMP WFU 

Activities/Effort Scales 

QELIB 19.29 5.20 19.40 4.82 LIBRARY EXPERIENCES 
QEFAC 19.79 5.41 20.82 5.05 FACULTY EXPERIENCES 
QECOURSE 28.18 5.28 28.91 5.12 COURSE LEARNING 
QEAMT 21.18 6.60 20.89 6.29 ART, MUSIC, THEATER 
QEID:rION 20.68 5.95 23.43 5.75 STUDENT ID:rION 
QEATHL 21.12 6.81 23.13 6.82 ATHLETIC/RECREATION 
QECLUBS 21. 97 7.52 21.67 6.94 CLUBS/ORGANIZATIONS 
QEWRITE 25.28 6.16 26.54 5.63 EXPERIENCE IN WRITING 
QEPERS 23.20 6.11 23.68 5.55 PERSONAL EXPERIENNCES 
QESTACQ 26.92 6.45 26.97 5.79 PEER ACQUAINTANCES 
QESCI 19.44 7.50 19.55 6.87 SCIENCE/TECHNOLOGY 
QERESID 25.52 6.76 25.44 5.97 CAMPUS RESIDENCES 
QECONTPS 23.82 5.68 22.21 5.13 TOPICS OF CONVERSATION 
QECONINF 14.84 3.23 14.42 3.12 INFO FROM CONVERSATIONS 

Camnus Environment Scales and Factors 

ENVSCH 5.42 1.23 6.29 .84 ACADEMIC, SCHOLARLY 
ENVESTH 4.45 1. 42 4.59 1.38 ESTHETIC, EXPRESSIVE 
ENVCRIT 5.25 1.19 5.65 1. 06 CRITICAL/ANALYTICAL 
ENWOC 4.72 1. 54 4.58 1. 57 VOCATIONAL/OCCUPATION 
ENVPRAC 4.68 1. 35 4.62 1. 38 PERSONAL RELEVANCE 
ENVSTU 5.25 1. 45 5.51 1. 40 PEER RELATIONSHIPS 
ENVFAC 4.83 1. 39 5.45 1.23 RELATIONSHIPS WITH FA 
ENVADM 4.00 1. 64 4.18 1. 63 RELATIONSHIPS WITH AD 

ENVl 15.10 3.07 16.53 2.50 SCHOLARLY, CRITICAL 
ENV2 14.08 3.66 15.14 3.38 QUALITY OF RELATIONS 
Ei.W3 9.40 2.48 9.20 2.62 PRACTICAL, VOCATIONAL 

Gains Scales and Factors 

GNVOC 2.38 .90 2.17 .90 GAIN--VOCATIONAL TRAIN. 
GNSPEC 2.82 .84 2.82 .84 GAIN--KNOW.SPECIALIZ. 
GNGENLED 2.90 .75 3.24 .70 GAIN--BROAD GENERAL 
GNCAREER 2.81 .82 2.81 .83 GAIN--CAREER INFORMATION 
GNARTS 2.19 .93 2.24 .96 GAIN--UNDERSTANDING ARTS 
GNLIT 2.23 .90 2.42 .84 GAIN--APPREC. FOR LIT. 
GNWRITE 2.68 .84 2.70 .81 GAIN--WRITING CLEAR 
GNCMPTS 2.58 .95 2.61 .92 GAIN--CLEAR WRITING 
GNP HI LS 2.69 .87 2.54 .87 GAIN--PHILOSOPHY 
GNVALUES 2.94 .86 2.84 .82 GAIN--PERSONAL VALUES 
GNSELF 3.12 .81 3.07 .77 GAIN--UNDERSTANDING SELF 
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Appendix C (cont.) 

Wake Forest and Comparison Group CSEQ Scale Means 

GNOTHERS 3.02 .79 3.01 .77 GAIN--UNDERSTANDING OTHERS 
GNTEAM 2.72 .85 2.70 .84 GAIN--TEAM PERFORMANCE 
GNHEALTH 2.44 .93 2.46 .96 GAIN--HEALTH HABITS 
GNSCI 2.26 1. 00 2.24 .99 GAIN--UNDERSTANDING SCIENCE 
GNTECH 2.13 .95 2.08 .93 GAIN--UNDERSTANDING TECH 
GNCONSQ 2.25 .92 2.09 .89 GAIN--CONSEQUENCES 
GNANALY 2.89 .79 2.85 .77 GAIN--ANALYTICAL THINKING 
GNQUANT 2.52 .92 2.48 .89 GAIN--QUANT REASONING 
GNSYNTH 2.98 .76 2.87 .73 GAIN--SYNTHESIS SKILLS 
GNINQ 3.07 .79 3.01 .79 GAIN--INDEPENDENT LEARNING 
GNHIST 2.59 .94 2.41 .91 GAIN--HISTORICAL 
GNWORLD 2.38 .97 2.10 .90 GAIN--WORLD KNOWLEDGE 

GAINl 20.50 4.60 20.44 4.30 GAIN--GEN ED/INTELL SKILLS 
GAIN2 17.23 3.65 17.02 3.40 GAIN--PERSONAL/SOCIAL DEVEL. 
GAIN3 12.27 3.37 12.19 3.27 GAIN--SCIENCE/TECHNOLOGY 
GAIN4 7.99 2.10 7.79 2.07 GAIN--VOCATIONAL/PRACTICAL 

Good Practice Indicators 

FACSTU 25.40 6.61 26. 89 6.33 FAC-STU CONTACTS 
COP STU 30.67 7.70 32.16 7.24 STUDENT COOP 
ACTLRN 57.87 11.11 59.57 10.13 ACTIVE LEARNING 




