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One important area of "personality development" in general is

the interpersonal aspect. Whereas individual personality theorists

place greater (Erikson, Sullivan, Lewin) or lesser (Freud, Allport,

Sheldon) empha sis upon the role of interpersonal relations on.

individual personality development, it is a generally acknowledged

conclusion that the nature of an individual's relationships with

other individuals and groups has a significant effect on his overall

psychological functioning.

Previous studies concerned with development during the college

years have been of three general types.

(1) The college environmen t as a whole . Approaches such as the

ambitious work of Astin (1966) attempted to develop a general picture

of the entire college experience in a wide sample of institutions,

or- in somewhat greater detail in fewer institutions (Freedman, 1967).

Relevant as these investigations are, they are overviews at best,

because of the difficulty of a detailed and intensive examination

of as multi-faceted a concept as "the college environment."

(2) Specific a spects of the college environment . Hundreds of

studies are published annually (see, for example. College Student

Personnel Abstracts) investigating specific components of the college

experience such as study habits (Bromi and Holtzman, 1956), sexual

behavior (Grou- for the Advancem.ent of Psychiatry, 19 67b), student-

faculty relations (Dilley, 1967), vocational development (Holland,

1959, 1966), peer-relations (Newcomb , 1962), and many others. While

the broader, all-inclusive studies of the college environment as a
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whole sacrifice detail and intensiveness for the sake of a general

overview, these rather narrowly delineated investigations perhaps

obscure the observation of general trends or principles by their

confinement to a single, specific area. In other words, while re-

search on the development of peer relations, for example, offers

relevant information about this aspect of interpersonal development,

it offers few clues about how peer relations develop with other

aspects in the gestalt of the interpersonal experience.

(3) Broad, general , and/ or theoretical views of the interpe r-

sonal experience . These ways of conceptualizing the interpersonal

experience include I'Jhite's (1952) "growth trends," Erikscn's (1959 ,

1963, 1968) "psychosocial crises," Loevinger's (1966) stages, and

Coons' (1970) "developmental tasks." Others view the interpersonal

experience in terms of its relevant components or influences (Foa,

1961; Foote and Cottrell, 1955; Kirkendall, 1961; Sanford, 1966;

Schutz, 1966) ranging from two orthagonal interpersonal axes (Foa,

1961) to three "needs" (Schutz, 1966) to six components (Foote and

Cottrell, 1955; Frick, 1967). While many of these formulations

offer interesting speculation and are usually quite logically based,

they are almost exclusively founded on intuitive assumption, litera-

ture review, or clinical experience, rather than on empirical data.

It was pointed out previously that educators and psychologists

are finally beginning to recognize that the college years are years

of great importance in terms of personality development, and that a

significant aspect of this development centers upon interpersonal



relationships within the college experience. If this development is

to be facilitated, it appears that we must develop empirical means

to assess a) the nature of this interpersonal development, b) the

differential and interdependent effects of significant persons on

this development, and c) the differential and interdependent effects

of important moderator variables.

The present study, therefore, is an attempt to answer these gen-

eral questions:

Along what steps, stages, or dimensions do college students pro-

ceed developmen tally in their interpersonal relationships?

How do some important intrapersonal (sex, college level, polit-

ical and religious view, etc.) and environmental (significant people,

type of institution, number of roommates, etc.) variables facilitate,

impede, or change the course of this development?

The relevance of the present study appears to be justified if

a) we are to more fully understand the nature of interpersonal devel-

opment in college from a psychological point of view; b) the inter-

personal experience in college is to be influenced by educators and

psychologists in the direction of improving individual and group func-

tioning within the college comjnunity and within the larger social

systems, and c) psychologists are to be more effective in dealing

with the problems and conflicts of these individuals.
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CHAPTER II

REVIEW OF TIffi LITER.\TURE

The fact that the college environment provides a new and quite

different arena for interpersonal grovjth is quite clear (Douvan and

Kaye, 1962; Keniston, 19 65; Newcomb, 19 67; Bay, 19 62; Cooper, 1958;

Katz, 1962; McCall and Simmons, 1966; Sherif, 1967). The college

student is "initially separated from the sources of social support

to v;hich he has been accustomed and \vhich have reinforced the behav-

iors, attitudes, and overall identity with which he entered the

change situation," (Zaleznik and Moment, 1964, p. 457). He is

placed in a situation where the sources of direct interpersonal

interaction are largely reformulated, and the influences of the

direct and indirect sources undergo significant changes in focus.

In discussing the opportunities and interferences in college stu-

dents' development, Black (1967) views adolescence as "a period of

social experimentation where there is strong emphasis on peer rela-

tions and withdrawal from parental control," (p. 150). And he

points out that "when the freshman comes to the campus, he usually

leaves at least ninety per cent of group affiliation behind him at

home," (p. 152).

Examining initial reactions to separation from home, Levin (1967)

used a seminar group discussion and observation technique with first

year nurses. Although the generalizability of such a sample to

freshmen in general is highly questionable, he did find the seminars
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helpful to the students. In addition, Levin reported that the num-

ber of rooivimates a student had affected the chaincf-s for emotional

disturbance during the first year as a result of separation from home.

He noted that emotional problems were often held in check when there

were two in a college room, but three people 1 i^ibnig together often

aggravated the "separation-from-home" problem^

This vast change in the interpersonal experience creates a sig-

nificant source of psychological problems among college students

(Lee, 1968); and some investigators point to tlie difference between

"mental health" and "mental illness" in terms of the characteristic

frequency, intensity, and nature of interpersona.! behavior and rela-

tionships (Sullivan, 19 53; Adams, 1964).

Menne (1967) described three techniques for evaluating aspects

of the college environment, at-hand data (e.g. tuition, grades, etc.),

perception methods (attitudes, evaluations, etc.) and directly observ-

able behavior. Because most studies employ these methods in varying

combination, a more relevant way of reviewing this literature appears

to be along the three approaches described above: the college environ-

ment as a whole, which include: aspects of the interpersonal experi-

ence; specific aspects of the college environment, which relate to

interpersonal development; and broad, general, amd/or theoretical

views of the interpersonal experience in general.
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The colleg;e environment as a. whole

The ongoing vTork of Astin and others (Astin and Holland, 1961;

Astin, Panos, and Creager, 1966) through the American Council on

Education is the largest- scale investigation of college environments.

Employing their Environmental Assessment Technique (Astin and Holland,

1961), the vjork has centered on developing empirical ratings of a

wide variety of aspects of the college environment (e.g. social life,

cultural opportunity, difficulty of admission, etc.) in an enormous

number of colleges and universities across the country.

Freedman (1967) has published the results of almost a decade of

work at a number of institutions in which he has attempted to relate

a variety of components (sexual behavior, vocational choice, campus

atmosphere, etc.) to a coordinated picture of The College Experience .

Johnson, Kurpius, Myers, and Kranzler (Myers and Kranzler, 19 63;

Johnson and Kurpius, 1966, 19 67) have looked at the university envi-

ronment from the vantage point of students' perception, and have

examined change in these perceptions in both longitudinal and cross-

sectional analyses. Also, Bushnell (1962) offered an interesting

partial summary of the long-range Mellon Foundation study of the

Vassar College student directed by Nevitt Sanford.

A group of assessment techniques for individual evaluation have

also been developed to tap aspects of the college experience or

interpersonal development. Among these are the Survey of Interper-

sonal Values (Gordon, 19 60), the College Student Questionnaire

(Peterson, 1965), the College and University Environment Scales

(CUES) (Pace, 19 63; Pace and Pace, 19 65) and College Characteristics



8

Index (Pace and Stern, 1958; Stern, 1965, 1968), and an Inventory of

Interpersonal Behavior (Lorr and Suziedelis, 1969). Also, Tosl,

Frumkin, and Wilson (19 68) have looked at intercorrelations among

four relationship components of the Barrett-Lennard Relationship

Inventory in order to specify more clearly the nature of these com-

ponents.

Much of the ^ork with these instruments has been a process of

validation and application. As an example of the breadth of the

areas tapped, Stern (1963) notes that the College Characteristics

Index (CCI) may be scored in terms of 11 factors which Johnson and

Kurpius (-967) group according to two areas:

Intel le ctual Climate Non- Intellectual Climate

Aspiration Level Group Life

Intellectual Climate Academic Organization

Student Dignity Social Form

Academic Climate Play-Work

Academic Achievement Vocational Climate

Self-Expression

In addition, other investigators have looked at change in the

college environment and change during college using established

assessment techniques (Lehmann, 1967; Stewart, 1964).

Spe cific aspect s of the college environment related to interpersonal

development .

Although almost every conceivable aspect of the college environ-

ment or college experience has been subject to voluminous investiga-

tion, as has been noted above, far fewer attempts have been made



relating these aspects to interpersonal development, and those gen-

erally in an indirect way. T\io areas or aspects of the college

experience which do relate to interpersonal development and func-

tioning have received the most attention — peer relationships

and sexual relationships.

Apostal (1968) used the Peer Independence Scale of the College

Student Questionnaire (Peterson, 1965) to compare college students

who were counselees and those who were not. Holding type of problem

controlled, Apostal found non-counselees to be more "peer independent"

than counselees. These ncn-counselee Ss were more autonomous in

relation to their peers, less concerned about how their behavior

appears to other students, less likely to consult with acquaintances

about personal matters, less conforoning to prevailing peer norms,

and more self directed.

Bauer (1967) examined student peer groups and academic develop-

ment in a four-year longitudinal study to determine what sociological

factors affect education in a college environment. He used inter-

views, autobiographies, reports, direct observation, and information

from college files on 60 Ss from one institution and found housing

groups to be the prime unit of socialization. Bauer's Ss saw college

as a chance to develop social skills and form friendships, particular-

ly with peers, but also with faculty members. Developmentally with

respect to faculty relations, underclassmens '
relations with teachers

were marked by passivity and distance, while juniors and seniors were

found to initiate more personal relationships.
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Brovm (19 68) evaluated and supported the hypotheses that a)

college peer groups can change group and individual attitudes (Bay,

1962; Berdie, 1966, Group for the Advancement of Psychiatry, 1967a;

Newcomb, 1961, Thibaut and Kelley, 1959), and b) Friendship patterns

among college students are influenced by the propinquity of students

with similar interests and attitudes (Boi\ney , 1946; Maissonneuve

,

Palmade, and Fourment, 19 52; Vlarr, 19 64; Miller, Campbell, Twedt,

and O'Connell, 1966). The study vas designed to determine the

effects of residence halls numerically dominated by students with

similar academic major, and the effects of a program of intellectual

discussions held on residence hall floors. He arranged freshman room

assignments such that on 2 floors the ratio of science to humanities

majors was 4:1, and on 2 other floors it was 1:4. On one of each

of these floors intellectual discussions were held. Bro\m found

the dominance of a vocational group had a significant impact on feel-

ings about college major, satisfaction with college, and social inter-

action. The discussion program had a significant effect on intellec-

tual attitudes and activities.

Newcomb (1962) points out that peer group influence is strong

"first because groups so often have it in their power to reward and

to punish — as by applause or shame, or by the according or with-

holding of social status of worldly goods; ... second, because human

beings want and need each other," (1962, p. 470).
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Sexual behavior of college students, particularly as it relates

to interpersonal development^, has received considerable attention in

recent years (Group for the Advancement of Psychiatry, 19 67b).

Kirkendall and Libby (1966) among others see the "sexual renaissance"

as a shift from a view of sexual morality in terms of an act to terms

of the quality of an interpersonal relationship (1966, p. 45). But

there are a number of interesting male-female differences in this

area. Ehrmann (1959), for example, found that

"...males are more conservative and the females are more

liberal in expressed personal codes of sex conduct and in

actual behavior with lovers than with nonlovers. In

other words, the degree of physical intimacy actually

experienced or considered permissible is among males in-

versely related and among females directly related to the

intensity of familiarity and affection in the male-female

relation. . . Female sexual expression is primarily and pro-

foundly related to being in love and going steadily...

Male sexuality is more indirectly and less exclusively

associated with romanticism and intimacy relationships,"

(Ehrmann, 1959, p. 269).

Schofield (1965) also found some interesting results which

relate sexual behavior to parental relations.

"...girls who got on very well with their fathers were far

less likely to be sexually experienced...

...boys who did not get on well with their mothers were

more likely to be sexually experienced...

...girls who got on well with their mothers were less

likely to be sexually experienced," (p. 144).

Thus, a number of other interpersonal relationships appear to

have a significant effect on the sexual behavior component of the

college interpersonal experience.
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An interesting study by Frick (19 67) attempted to delineate sig-

nificant interpersonal relationships among college students mthout

narrowing the focus to a particular component. In the study, 130

students were asked to vjrite essays describing their most meaningful

interpersonal relationship, and the personal change which resulted

from it. From the essays, six general categories were derived by

examination and three judges were instructed to evaluate the essays

for the existence of these categories. Interjudge reliability was .65,

and the six general categories of relationship expressed the follow-

ing concerns, divided into two basic types:

Personal identity and individuality:

1. learning and growth experiences.

2. opportunity for self-disclosure.

3. opportunity to drop facades and be myself.

Other-Centeredness

:

4. mutuality of experience, interest and respect.

5. learning and growth transferred to other relationships-

6. loss of self-centeredness.

Frick also observed that the relationships which produced the

greatest reported personal change were those in which elements of

both of the two groups of categories were strongly represented. He

made no attempt, however, to look at development or change in these

relationships during college.
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Washburn (1961) developed a series of items representing the

theoretical positiors of Sarbin, Freud, Erikson, Horney, and Fromm

to tap patterns of self-conceptualization in high school and college

students. Defining self-conceptualization as a "person's set of

Ideas about himself in relation to other persons," (Washburn, 1961,

p. 124), his three subtests of forced-choice items yielded six "self-

patterns" which -were ranked from least to most mature by five judges:

1. Somatic-Primitive. This pattern was defined as the ability

to postpone the immediate satisfaction of needs, and as a failure to

identify with authority figures.

2. Submissive-Dependent. Persons fitting this pattern tended

to avoid disapproval, criticism and ridicule by submitting to others.

3. Detached-Independent. These individuals made strong attempts

to avoid interpersonal relationships, and any situations which were

likely to arouse any affect.

4. Outer-Controlling. Persons in this pattern worked toward

the achievement of social status through the manipulation of the ex-

ternal world in socially sanctioned ways.

5. Inner-Controlled. This pattern indicated the development of

inner controls by internalizing external social norms.

6. Integra tive-Actualizing. This pattern of self-conceptuali-

zation, similar to Maslow's (1954, 1962) "self-actualizer" or Heath's

(1964) "reasonable adventurer"^ involved an acceptance of oneself and

others, and a tendency toward increased creativity and productivity.



14

Washburn found significant differences in the patterns of self-

conceptualization between males and females, college and high school

students, and college preparatory and non-college preparatory high

school students.

Coelho, Hamburg, and Murphy (1963) studied 14 college freshmen

to examine their coping strategies in the new (college) environm.ent.

They identified five ways of coping with socioacademic tasks through

the maintenance of self esteem and the management of anxiety.

1. Projecting their self-image as an effective peer.

2. Mobilizing new combinations of skills.

3. Using their assets to test new images of growth potential.

^ 4. Using upperclassmen as resource persons.

5. Identifying with faculty at a distance.

The authors view the coping functions as involving both the self-

manipulation of feelings and attitudes to maintain a sense of whole-

ness and worth, and the active exploration of, and involvement in,

the interpersonal environment.

Finally Judd (1967) attempted a rather broad picture of adoles-

cent development in vjhich he hypothesized nine developmental tasks. He

followed Havighurst's (1953) concept that "to advance, one must master

in sequence, certain developmental tasks which are defined by the cul-

ture and by individual needs as prerequisites for moving from one

developmental stage to the next." For Judd, however, the nine tasks
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are not done in sequence, but simultaneously; and their mastery may

veil require the entire adolescent period:

1. Development of identity or the self-concept

.

2. Establishment of an appropriate sexual identity

3. Establishment of emotional and psychological independence

from parents and other adults.

4. Achievement of self-motivation and self-determination.

5. Selection of values,

6. Development of empathy and practice of reciprocity in

interpersonal relationships.

7. Development of new intellectual capacities and skills,

8. Acquiring the ability to function satisfactorily viith

peers and to behave appropriately in the peer group.

9. Preparation for economic independence.

These studies are generally well designed and relevant. But a

complete picture of interpersonal development and the interpersonal

experience in college must be based on the cooperation of these com-

ponents which appears to be more than the sum of effects of each.

Broad, general , and/or theoretical views of the interpersonal

experience

Erik Erikson's (1959, 1963, 1968; Elkind, 1970) model of psycho-

social development is the most widely knowT; theoretical system deal-

ing with personality development along interpersonal lines. "A human
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beiBg is... at all tiraes an organism, an ego, and a member of society,

(Erikson, 1963, p. 36), and it is the interdependent "mutuality" and

bal?.nce among these three components which allows development of

healthy, stable, and effective personality functioning. Erikson

views the life cycle as a series of eight "psychosocial crises,"

eac!i of which m.'st be relatively vjell resolved before the next can

take temporary prominence in individual functioning. Each crisis,

furthermore, is rela'-.ed to each other crisis, and aspects of each

are influential at all times, even when another crisis is most prom-

inemt. In other words, each crisis "exists in some form before (and

after) its decisive and critical time normally arrives," (Erikson,

196S, p. 95). Although there is a norm.ative movement through each

crisis in turn, particular individuals may be retarded or acceler-

ated in this movensnt, such that an "earlier" or "later" crisis may

be of prim.ary influence on any given individual when "most people

his age" are involved in a different one.

Because the basic framework of Erikson 's eight stages are so

well kiio%'7n, and because a complete and accurate description of the

scheisBe would take volumes to do it justice, no attempt is made to

explain the syste.n here.

As a summary of Erikson' s theoretical system, two charts are

reproduced below. Figure 1 is Erikson' s most recent (19 68) revi-

sion of the basic "psychosocial crises." Figure 2 is a "work

sheet" which further qualifies the model.
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FIGURE 1
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FIGURE 2
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Jane Loevinger (1966) takes exception to Erikson's "epigenetic"

or "emb-ryonic model," and describes the nature of "hierarchic"

models which she sees as the only applicable kind. She cites Piaget

and Sullivan as hierarchic models, and describes them by noting:

"There is an invariable order to the stages of development; no stage

can be skipped, each stage is more complex than the preceding one;

each stage is based on the preceding one and prepares for the suc-

ceeding one," (Loevinger, 1966, p. 201). Except for less flexibility,

it is somewhat difficult to find the inconsistencies between this

conceptualization and Erikson. Loevinger offers a diagram of mile-

stones of ego development which appears in Figure 3.

Recent work by Marcia and others (Marcia, 1966, 1967, 1968,

1970: Cross, 1970; Waterman, 1970) has centered on empirical clari-

fication of the Erikson crisis of identity. Marcia postulated four

Ego Identity Statuses, and he, and others, have been able to measure

them with relatively high reliability and validity.

"Four ego identity statuses were defined: identity achievement,
moratorium, foreclosure, and identity diffusion. Identity
achievement individuals had experienced a crisis and were com-

mitted to an occupation and ideology. Moratorium individuals
were currently in the crisis or decision-making period with
only vague commitments to occupation and ideology. Fore-
closure subjects, while committed to an occupation and ideology,
seemed to have experienced no crisis period, their commitments
being largely parentally determined. Identity diffusion
individuals might or might not have come to crisis period;

regardless, they wi^ro strikingly uncommitted to occupation

and ideology." (Marcia, 1968, 327).



20

FIGURE 3
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21

Marcia's measure is an Identity Status Interview which requires

15 to 20 minutes and includes questions which are asked directly to

Ss in a 1:1 interviev? setting in the areas of vocational plans, reli-

gioiTjs and political views, and ideology. On the basis of responses

in the interview, Ss are classed in one of the four statuses. A

scoring manual is available (Marcia, 1964) and on the basis of the

manual, interjudge reliability ranges from .70 to .80. A number of

interesting significant relationships have been found between vari-

ous ego identity statuses and a variety of dependent variables.

Marcia (1970) found that Moratorium Ss scored significantly higher

(more anxiety) on the Welch Anxiety Scale, and that Foreclosure Ss

scored significantly lov7er. Also, Identity Achievers scored higher

on the California F scale and Moratorium and Foreclosure Ss, lower.

Further, using the Family Independence and Cultural Sophistication

scales of the College Student Questionnaire, he found Identity Achiev-

ers significantly lower.

Cross (1970) found that college Ss classed as Identity Achievers

possessed higher grade point average (p. < .01) than students in

foreclosed, diffuse, or moratorium status. Waterman (1970) found sig-

nificant relationships in terms of ego identity status chan.^e during

the freshman year, and also pointed toward significant relationships

between "occupational identity status" and "ideological identity statu

Recent work in the area has been aimed at more clearly specifying

ego identity status in women. In addition to vocational, religious,

political and ideological views, questions regarding attitudes toward


