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ABSTRACT

A CRITIQUE OF STUDENT DEVELOPMENT THEORY:
IN SEARCH OF A STUDENT DEVELOPMENT MODEL
FEBRUARY 1989
BLAINE K.

STEVENS, B.A., PLYMOUTH STATE COLLEGE
M.ED.,

PLYMOUTH STATE COLLEGE

C.A.G.S., AMERICAN INTERNATIONAL COLLEGE
ED.D., UNIVERSITY OF MASSACHUSETTS
Directed by:

Professor Jack Hruska

This dissertation addresses four primary research questions that
are of particular importance to student personnel administration and
in a more general sense to the higher education community.
questions are:

1.

Those

Is there a student development theory/model?

2.

Is student development different from traditional student personnel
work?

3.

If student development is not a distinct model or theory,,

does it suggest an approach that is distinctly different than the more
traditional student personnel work?
anything?

4.

development,

If not, what does it suggest,

if

What are the operational implications of student
if any,

and what are the implications for the student

personnel practitioners?
The methodology tor this study is by an extensive review and
analysis of the literature of student development and of student
personnel work.

The study is divided into five chapters:

introduction

and methodology, historical review of student personnel work, major
influences from human developmental psychology, the authorities
V

student development, and finally, conclusions and ramifications.
The results of the study suggest that there is not a clearly
delineated student development model.

The study also indicates that

the literature reveals several student development theories, but
not a single comprehensive student development theory that is clearly
and definitively articulated.

The study indicates that student

development is significantly different from traditional student
personnel work,

and that there is certainly a student development

approach to student personnel work.

The operational implications of

this approach are briefly identified.

\
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CHAPTER 1

INTRODUCTION

The term student development is one frequently used in American
higher

education.

For years higher education in the United States

has been operationally sub-divided into three rather distinct
segments:

administration,

broad heading,

faculty, and those called under the very

student personnel practitioners.

While each of these

segments of the college community has a distinct function,

in the

final analysis they would all claim that their primary mission was to
serve students.

However,

in the 1960s a new term,

student

development, entered the language of American higher education and
that term was adopted exclusively by the latter group, the student
personnel practitioners.

That term has since been used as if it were

in fact synonymous with the earlier terminology,

student personnel or

student affairs.
Since the 1960s the terms student development,

student

development theory, student development model, and student development
approach have been widely used.
needs substantial clarification.

The concept of student development
The terms student

development/model/theory/approach are used interchangeably and
frequently without explications.

It appears uncertain at this time as

to whether or not the people who use these terms have a clearly
articulated theory or model in mind.

If there is such a theory or

model it would be useful to have it identified and clarified so that
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practitioners are not confused and misled by the persistent usage of
these terms.

At this time it is not clear whether student development

is really a theory or an approach based on broader theories borrowed
from human developmental psychology, or whether it is neither or
something else.

The issue needs clarification.

Problem Statement

This study seeks to shed light on the issue of student
development,

as theory, model,

several distinct questions.

approach, or whatever by answering

Those questions are:

1.

Is there a student development theory/model?

2.

Is student development different from traditional
student personnel work?

3.

If student development is not a distinct model or theory,
does it suggest an approach that is distinctly different
than the more traditional student personnel work? If
not, what does it suggest,

4.

if anything?

What are the operational implications of student
development,

if any, and what are the implications for

the student personnel practitioners?
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Significance

The professional literature seems to indicate, as noted in the
review of literature section,

that student development offers a

programmatic alternative for student personnel practitioners.
However,

the terminology of this alternative seems to be rather

loosely used.

Higher education in the United States is in turmoil;

partly because of the shrinking number of available college aged
students,

partly due to the redefining of institutional missions and

programs,

and partly because of exalted expectations and spiraling

costs.

Out of this turmoil has arisen a renewed concern for the

quality of student life,

and the quality of student life is the

central concern of student personnel.

If student development does,

in

fact, offer new theories and/or new models or programs for
practitioners in higher education,

it is important that these

theories, or models, or programs be articulated and promulgated. On
the other hand,

if the new student development rhetoric admits of no

new practical uses it is important that that be determined as the
continued use of the rhetoric is confusing and divisive.

Methodology

Clearly,

the concept of student development has its roots in the

human developmental psychology movement of the 1960s and 1970s.

In

order to determine whether or not student development is different
from traditional student personnel work it is necessary to establish

3

what student personnel work has historically been.

Thus, Chapter 2

will be an historical perspective of student personnel work.

This

historical background provides the necessary framework for the
dissertation.

Preliminary research for this study has indicated that

those individuals in higher education who have written about student
development or who see themselves as proponents of student development
theory or the student development model have in fact borrowed heavily
from several individuals in the more traditional field of human
developmental psychology;

in particular they have borrowed from Jean

Piaget,

Lawrence Kohlberg, Arthur Chickering, Erik Erikson and William

Perry.

Arthur Chickering would seem to be the predominant influence.

Chapter 3 will critique their influences upon what has become known as
student development.
Chapter 4 reviews the literature of student development as
written by those individuals in higher education who see themselves
and are seen by others as the major proponents of student development
as theory.

The concluding chapter, Chapter 5, will address the four

major research questions stated in Chapter 1.
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CHAPTER 2

STUDENT PERSONNEL WORK: AN HISTORICAL PERSPECTIVE

In Pieces of Eight,

a small book on student personnel work,

Appleton, Briggs and Rhatigan write,

"If they threw us out tomorrow,

an office would be created the next day to stop the dogs barking
during class".

(1978, p.43).

Certainly a humorous commentary on the
9

profession, but as all true humor must be, close to the heart of the
matter.

The above citation is probably as valid a reason as any other

for the actual growth of student personnel work.

Student personnel

has always been the interpreter and enforcer of college policy.
There is no single reason for the growth of any one profession.
As more colleges were added to the American landscape and as more
students flocked to those colleges, sheer size and numbers dictated
the addition of administrators and resources to deal with the
multitude of student concerns and demands.
could no longer be all things to all people.

The college president
In the early colonial

days college students were considerably younger than today’s
traditional aged college student.

They needed,

it was assumed, a firm

hand and parental guidance while away from home; thus the early impact
of the concept of in loco parentis in American colleges, a concept
that was the foundation of student personnel work.
It is exceedingly difficult to pinpoint the birth of the student
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personnel profession.

Most writers would agree that the first student

personnel dean was LeBarron Briggs, appointed as Dean of the College
at Harvard in 1890.

However, the tentacles of history extend back

even further.

Early Background

The historical roots of student personnel work can be traced back
to the middle ages.

Cowley and Waller (1979) report of a town and

gown riot in the fourteenth century in which 63 students were killed
at Oxford University.

At even this early date in the development of

colleges and universities, the volatile nature of collegial relations
was apparent.
early as 1274

Merton College at Oxford used the title of "dean" as
(Davis,

1966) and it was used at the University of Pans

in the same period (Dinniman,

1977).

Relationships on college

campuses were never entirely peaceful and it was common for college
students to see the faculty as their enemy and to go out of their way
to make the lives of faculty members uncomfortable.

(Cowley k Waller,

1979).
One of the unwritten tenets of student personnel work is that
for the student to get a true flavor of the college experience, one
had best reside on campus.

Thus the early notion of the residential

college and the collegial way of life.

John Harvard, who came to the

colonies from Magdeline College at Oxford,

is the individual

responsible for the introduction of the residential college in this
country (Williamson,

1964).

It was Cotton Mather, an early graduate
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of Harvard, who referred to the residential college as the "collegiate
way of living in" (Williamson, 1974).

From the time John Harvard

introduced the British model residential college to this country,
residence housing has been seen as a vital part of the college
experience, with a concern for younger students and a particular
religious concern for moral discipline (Powell, Pyler, Dickson, &
McClellan, 1969).
Leonard’s 1956 study documents the concern of the colonial
college with

"...housing, boarding, recreation, general welfare,

manners, morals, and religious observances, as well as intellectual
development" (Pitts, 1980, p.21).

Partly because of the typical

younger age of college students at that time, as young as eleven or
twelve, the spirit of paternalism and the growing need for control and
supervision of the student body was abundantly prevalent.
The first dean appointed in America was Samuel Bard, appointed
dean of the medical faculty at Columbia University in 1793 (Dinniman,
1977).

Rudolph (1962) says that the early dormitories, by crowding

students together, "in barracks like structures, actually facilitated
rebellion" (pp.98-99).

He goes on to describe the plight of the

colonial tutor, whose function was "to maintain discipline without
being harsh, to be friendly without sacrificing dignity, to
distinguish between harmless pranks and real defiance of authority
(p.161).
The concept of the colonial residential college was inevitably
intertwined with the overarching notion of the collegiate way.
Rudolph (1962) provides a flavor of this more comprehensive
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description of the collegiate way:
the notion that a curriculum, a library, a
faculty, and students are not enough to make
a college.
It is an adherence to the residential
scheme of things.
It is respectful of quiet
rural settings, dependent on dormitories,
committed to dining halls, permeated by
paternalism (p.87).
He adds that residence halls were a necessary evil,

"the sometime

house of incarceration and infamy that sustained the collegiate way"
(p.97).

The 19th Century

As colleges continued to grow,

in both size and number, the

inevitable mushrooming of bureaucracy occurred.
civil war,

Up to the time of the

"most college presidents and professors were clergymen, and

they tended to be paternalistic in their attitudes and their teaching
(Mueller,

1961, p.51>.

The years of the civil war were pivotal for

higher education in the United States.

The year 1862, the year of the

Morrill Land Grant Act, marks the first explosive growth of colleges
and universities in the United States.

The ripple of the colonial

period turned into a tide of growth of colleges and universities that
continues today, although that growth peaked in the late 1960s.

The

Land Grant Act was introduced in Congress in 1867 by Congressman
Justin Smith Morrill of Vermont (Rudolph,

1962), and was signed into

law in 1862 by then President Abraham Lincoln.

By this act, each

state was given public lands equal to 30,000 acres for each senator
and representative as apportioned in 1860,
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17,430,000 acres of public

lands were given to the states for the purpose of establishing public
colleges (Rudolph,

1962).

Rudolph (1962) writes that "In the land-grant institutions the
American People achieved popular higher education for the first time"
(p.

265).

The Land Grant colleges served to combine agricultural and

mechanical education, and had a tendency "to enthrone the practical
and ignore the traditional"

(Rudolph,

1962, p.257).

The "Land Grant

Act of 1862 caused new institutions to be utilitarian"(Mueller,

1961,

p.52).
The act specifically provided for the support of at least one
college in every state "where the leading object shall be, without
excluding other scientific or classical studies, to teach such
branches of learning as are related to agriculture and the mechanic
acts"

(Rudolph,

1962, p.252).

It was Morrill’s hope that the act

would "induce the farmer’s sons and daughters to settle and cluster
around the old homestead"
Rudolph,

(Rudolph,

1962, p.251).

To paraphrase

this particular sentiment was a clinging to the myth of an

agrarian America, being besieged by a technological future, and with a
wistful longing to maintain traditional family structures.
Rudolph comments that "Land-grant colleges and state
universities discovered that athletic victories often were more
important than anything else in convincing reluctant legislators to
open the public purse" (Rudolph,

1962, p.385).

Student personnel

theorists have always maintained, as a cornerstone of the profession,
that the extra-curricular is a large part of educating the whole
student.

In addition Rudolph offers a financial reason for at least a
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part of the growth of the extra-curricular; namely the entertainment
of the public through athletic contests.
There were five immediate and significant ramifications of the
Morrill Land Grant Act of 1862 (Rudolph,

1962).

Firstly, Congress had

devised a viable method of disposing of public lands.

Secondly, the

act put the United States well on the road towards developing a
scientific agriculture.

Thirdly, many individuals who never had the

chance in the past, were now exposed to the availability of a higher
education.

The Morrill Act moved education in the direction of

egalitarianism.

The act also found a way for the states to better use

their resources,

and perhaps most significantly, the United States was

finally able to compete, on an international level, with European
agriculture.
The Morrill Act established roots that would continue to grow
into the next century.

Higher education in the United States was

rapidly becoming big business.

Manifesting itself on both the playing

fields and in the classrooms crowded with the "humble folk , colleges
and universities were springing up everywhere.

As college attendance

grew so did the need for more supportive services.
work grew,

Student personnel

for as much as any other reason, because of the sheer need

for additional administrative assistance in running the college.

It

was not until the turn of the twentieth century that these various
supportive services and administrative tasks started to gel into what
we now call the student personnel profession.
In 1890, Congress reaffirmed the rationale of the original
Morrill Act and added an addendum that "no appropriations would go to
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states that denied admission to the colleges on the basis of race
unless they also set up separate but equal facilities"
pp.253-54).

Thus,

(Rudolph,

1962,

the beginning of a a practice that continued

full-blown until Brown vs. The Board of Education in 1954, and still
haunts American higher education today.
As the nineteenth century progresses we see the appointment of
more people with titles,

roles and responsibilities familiar to modern

student personnel work.

It has already been noted that one facet of

the growth of student personnel work was in the sheer demographics of
the colleges and universities.
manage, needs varied,

Institutions became more complex to

and management, even bureaucracy, mushroomed.

If demographics was one prong of the growth of personnel work, the
other was control,

the managerial paternalistic response.

Harvard University has been credited with many firsts in
American higher education,

including one in personnel work.

Eliot had

been president for only a few years when he realized that he needed
administrative assistance.

In 1871, he appointed Ephraim Gurney as

Dean of the College (Dinniman,

1977).

Dean Gurney was given a wide

range of responsibilities by President Eliot but it was clear from the
start that of primary importance was discipline and the mechanics of
enrollment (Mueller,

1961).

This mandate was quite consistent with

the predecessors of the modern deans, whose functions were largely
custodial,

"with concerns for student conduct, decorum,

social life,

and keeping students in line" (Hecklinger, 1972, p.317).
By 1890 it became clear that even an individual of Gurney’s

enormous talents could not keep pace with the multitude of
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administrative and support service tasks that were required of him.
It was in that year that President Eliot appointed LeBarron Briggs as
Dean of the College (Davis,

1966) with Gurney assigned new duties,

dealing primarily with faculty and academic matters.

LeBarron Briggs

was effectively the first dean of students in American college
history,

and,

like most of the early deans, was also a professor.

primary responsibility was discipline (Fley,
As tradition dictated,

His

1979).

the typical early college dean was

appointed from the faculty, with Briggs being no exception.

Many

faculty members at Harvard were both "resentful and skeptical"
(Sandeen,

1984) about Brigg’s appointment.

This rift between those

concerned with pure academic concerns as opposed to those concerned
with the extra curricular concerns of students is a dilemma that has
historically plagued student personnel administrators.

We see in the

Briggs appointment the opening rounds of the battle for co-equality
between student personnel and academic administration.

Fley (1979)

writes that Briggs was "...the first officer in the history of
American higher education charged with responsibility for student
relations as separate and distinct from instruction"

(p.24).

In short,as college enrollments increased, student personnel
services were spawned to meet the need for supportive administrative
services.

This need was expressed by the students who demanded more,

by faculty who felt overburdened or out of their depths, and bycollege presidents who could not run the whole show on their own.
Going back to the original philosophy of the collegiate way, that a
university needs to be more than just a library and classrooms, the
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need for the extracurricular has expressed itself in a variety of
ways.

The early land grant colleges soon showed us the attraction of

the athletic fields,
expectations.

as demonstrated by public support and by student

In 1852, Harvard played Yale in crew, the first

intercollegiate athletic contest.

In that same year Rutgers played

Princeton in the first intercollegiate football game (Cowley & Waller,
1979).

As early as 1825 Union College founded the first fraternity,

soon to be followed by Hamilton College in 1832 (Rudolph,

1962).

Cowley and Waller (1979) write that one of the functions of
fraternities was to both "select and mold personalities".

These

traditions that were molded by fraternities, were "behavior determined
by culturally transmitted attitudes"

(Cowley & Waller, 1979), a

symptom of what was later to be known as the "old boys club", and an
ongoing concern in student personnel administration long after Woodrow
Wilson tried to do away with the
University.

eating clubs

at Princeton

It was not long before President Burton, of the

University of Michigan referred to student traditions as
tyrants of every campus"

(Cowley & Waller,

1979).

...the

Rudolph (196^,)

writes that it was through the extracurricular that the student
arrived at a position of importance in the American college.

He goes

on to describe the extracurricular as that "...which discovered in the
athletic field,

the fraternity, the college newspaper, what could not

be found in the classroom;

an earnest recognition and cultivation of

those traits of personality most useful on the road to success"
(pp.464-465).

It is on that premise that much of student personnel

administration, particularly in the early years, focused its interest.
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Cowley and Waller (1979) explain,

as a partial reason for the need for

organized student activities, the adoption of the elective system
which broke up much of the homogeneity among members of the student
body and forged a needed common denominator.

In 1897, Harvard

University,

seeing the need to fully acclimate freshmen to the college

experience,

returned sixty upperclassmen to their campus; the first

freshmen orientation (Fley,

1979).

Dinniman (1979) says the need for student personnel services was
at least partially a result of the sheer administrative growth that
occurred during the nineteenth and twentieth centuries.

Dinniman

(1977) goes on to suggest that 1865-1920 were the growth years of the
student personnel deanships,

spurred by the "growth in higher

education which led to new organization forms, new functional goals
and the modern university"

(p.12).

One of the other contributing factors to the growth of student
personnel work was the move towards coeducation (Dinniman,

1977).

By

1861 Vassar College had established a concern for womens housing:
"women needed to be protected both from the evildoers and from those
who might express "evil thoughts”
McClellan,

1969, p.7).

at Swarthmore College,

(Powell, Plyler, Dickson, &

In 1890 the first dean of women was appointed
(Appleton, Briggs & Rhatigan,

1978), and was

similar to the first woman principal appointment at Oberlin College
(Cochran,

1977).

Prior to 1900 the job responsibilities of the dean

of women were for the moral and spiritual development of their female
students.

From that point until around 1960 the emphasis shifted to a

concern for personal and vocational guidance, and since 1960 the
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primary emphasis has been on counseling (Cochran, 1977).

By 1837

Oberlin College became the first college to become coeducational, and
a woman principal was appointed to take care of the administrative
concerns arising from co-education (Mueller, 1961).

Cochran (1977)

writes that the early deans of women "...lectured the girls on laws of
life, health, engagement, marriage, hygiene, politeness, dress, rules
for learning, and the qualities essential for a minister’s wife"
(p.58).
In 1882 the association of Collegiate Alumnae, later to become
the American Association of University Women, was founded (Mueller,
1961).

Their platform was, "to provide for the unique needs and

concerns of women students'

(Dinniman, 1977, p.7).

The association

dealt with such issues as, "Were women physically able to endure the
rigors of college life?" and "Were women intellectually capable of
mastering college curricular?" (Mueller, 1961, p.53).

Deans of Men,

more focused on counseling than on discipline, appeared on the college
scene at a slightly later date than did Deans of Women (Mueller,
1961).
Dinniman (1977) writes that until the 1870s American campuses
were permeated by a holistic concern for students.

As the German

style university came into being, with its spirit of impersonal ism,
the holistic concern was curbed.

Student personnel work to a large

degree was a reaction against this feeling of impersonalism.
(1965) tells us that during this time,
There was in fact a pronounced tendency away
from paternalism in the reformed institutions.
Dormitories were no longer built...; old‘?“*}°"ed
rule books were thrown aside, and it was final 3
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Veysey

believed that the student had received sufficient
"discipline" before he enrolled as a freshman (p.67).
Pierson (1972) counters this by stating that:
As English type colleges with their emphasis
upon teaching grew into large German type
universities with an emphasis upon research,
it soon became apparent that the classroom
performance of students was often affected by
their living conditions and out of class
activities; and that students failed, dropped
out of school, were arrested and put in jail,
were declared insane, became ill and even died
without university notice.
So, deans of women
and deans of men were established as university
officers to "supervise and regulate student life
(p.231).
Student personnel work as a separate and defined entity was
starting to come into its own on the college campus.

That long felt

need, partially paternalistic, partially from a growing opinion that
students had a multitude of needs that could not be addressed solely
from the academic sector, was the motivating force.

As Veysey (1965)

states, "...an overriding spirit of paternalism infused the American
College of the mid-nineteenth century" (p.52).

That spirit of

paternalism, temporarily curbed by a spirit of impersonalism, could
not be stayed for long.

Paternalism had, for too long a period of

time, been part and parcel of the American residential college
tradition; and as the pendulum swung back to a sense of paternalism, a
more holistic concern for the total student, student personnel work,
as a profession began to flower.

Influential individuals, such as

Princeton President Woodrow Wilson, had long stressed the importance
of the residential college in educating the whole student (Dinmman,
1977).

William Rainey Harper, a graduate of Vale University and soon

to become President of the newly founded University of Chicago was
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another individual who firmly stressed the value of student housing
(Mueller, 1961).

Both Wilson at Princeton and Harper at Chicago,

emphasized, "...the importance of student housing on a students'
education and total development" (Dinniman, 1977, p.5).

By 1889,

President Gilman of John Hopkins stated that "...in every institution
there should be one or more persons specifically appointed to be
counselors or advisors of students" (Mueller, 1961, p.52).

In 1899,

President Harper at Chicago set forth a recommendation that called for
".

.

.scientific studies of college students" (Fley, 1979, p.30).
Colleges experienced generally a burst of administrative growth

starting in 1890 (Veysey,

1965).

A large part of that growth occurred
/

in those supportive service areas which would later be commonly
referred to as student personnel work.

Although early college

presidents, such as Gilman and Eliot, foresaw the need for these
services, they as individuals had neither the time

or inclination to

involve themselves with "..the management of student affairs
(Rudolph, 1962, p.272).

It was obvious that it was "...the preference

of the new academician not to become much involved in student affairs
(Rudolph, 1962, p.408).

It was to that extent that "...the deans were

an effort to maintain collegiate and human values in an atmosphere ot
increasing scholarship and specialization" (Rudolph, 1962, p.435).
Rudolph goes on to say that "The American college dean was a first
response to the inevitable tendencies of the organization institution;
he was the human touch” (p.459).

As the nineteenth century drew to a

close, the need, rationale and implementation of student personnel
work was falling clearly into focus.
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It was with the start of the

twentieth century that student personnel work reached the stature of a
full fledged profession.

It has already been noted that there were a

number of reasons for the growth of the student personnel profession:
sheer growth in the number of students attending college,
paternalistic concerns, felt administrative needs, and the students
own needs for collegiality.

Appleton, Briggs and Rhatigan (1978),

emphasize the importance of the land grant college movement and the
rise of public institutions, the increase in enrollment, and the
social, political and intellectual turmoil that the nation was
constantly undergoing.

Coeducation, with its drastic increase in the

female college bound and the paternalistic feeling that the actions of
young women must be closely monitored, was certainly an impetus for
the growth of the profession.

Appleton, Briggs and Rhatigan also cite

the increased adoption of the elective system, the battle of
vocationalism over the traditional liberal arts, the impact of science
and the scientific method and the struggle between empiricism and
humanism as contributing to the growth of student personnel work.
They argue that there was a strong correlation between
intellectualism and impersonalism; the students needed the human
touch.

And finally, the students themselves began to expect and

demand more.

Mueller (1961, p.58-60) touches on similar but more

general reasons for the growth.

The scope of education had expanded,

populations were larger and more mixed, which evolved additional
educational objectives.

Finally, new techniques for dealing with

students were coming to the forefront.

As higher education became

secularized, student development had lost much of its religious
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character (Dinniman, 1977).

This secularization of higher education

presented a void, to which student personnel workers responded.

An Emerging Profession

Dinniman (1977) cites 1920 as the year that student personnel
work achieved professional status.

By this time indicators of

professionalism such as, "...national organizations, publications,
conferences and college level testing programs" (Dinniman, 1977, p.2)
were well in place.
Student personnel work emerged primarily from three sources, the
positions of dean of women, the personnel worker, and the guidance
worker (Appleton, et al., 1978).

A further motivation, "...the

president needed help in regulating student behavior" (Appleton, et
al., 1978, p.10).

The first national conference related to student

personnel work for the deans of women in the midwest was held in
1903).

The meeting was called by Dean Marion Talbot of the University

of Chicago, who had been a co-founder of the Association of Collegiate
Alumni in 1881, which later became the American Association of
University Women (Fley, 1979).

The profession, particularly in its

infancy, owes much to the early deans of women who were assertive and
forceful in their goals and aspirations.

It is unfortunate that in

popular history the deans of women have been much "...maligned and
misunderstood" (Sandeen, 1982, p.3>.

Talbot, who had been hired by

President Harper at Chicago in 1897, was originally hired as an
assistant professor of sanitary service and dean of undergraduate
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women,

(Fley, 1979).

Mueller, 1961, offers a different starting time

than Dinniman:
The identification of a new profession begins
when official titles are applied to specialists
in the field, when formal statements of purpose
are written and issued to the public, when
workers come together in national associations,
and when the first pamphlets, journals, and
textbooks are published.
For personnel work all
these events occurred shortly after 1900 (p.50).
The first course in college personnel work was taught at Columbia
University in 1916 (Mueller, 1961).

During that same year the

National Association of Deans and Advisors of Men was founded.

In

1919 that organization changed its name to the National Association of
Student Personnel Administrators (Dinniman, 1977), and is still the
preeminent organization in student personnel work.

The National

Association of Deans of Women (Mueller, 1961) was also founded in
1916.

Pioneers of Student Personnel

The first dean of men was appointed at the turn of the century,
and by 1930 that title was in common usage (Bailey & Shappel, 1972).
President Eliot of Harvard needed a dean of men because he, "...could
not take care of all of the details of the presidency and tend to the
students as well" (Lavender, 1972, p.312).

Thomas Arkle Clark has the

honor of being appointed as dean of men at the University of Illinois
in 1901, the first to hold that position.

(Dinniman, 1977).

It is

not happenstance that Clark’s particular interest was fraternities,
"Student councils, interfraternity councils and other variations on
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the theme of student government became widespread during the first
decade of the twentieth century" (Rudolph, 1962, p.369).

Clark

believed in this concept and saw in the fraternities "...the means to
counter the ill effects of coeducation and as laboratories in which
students could learn manhood, self-reliance, loyalty, and
responsibility" (Fley, 1979, p.34).

Those benefits of fraternalism

are cited still.
In 1919 Stanley Coulter, at age 66,was appointed dean of men at
Purdue University, and became the senior statesman of student
personnel work.

He advocated humanism in an age when student

personnel work was striving to become scientific (Fley, 1980).

It was

Coulter’s belief that "...you educate the man first, and the job will
take care of itself" (Fley, 1980, p.20).

When Coulter was first

appointed dean at Purdue he sent a letter to the board of trustees
asking them exactly what his job description was.

They replied that

they had no idea, "...but that he should get on with the job
immediately" (Sandeen, 1984).

Coulter disliked discipline being

associated with the dean of men position; he strongly felt "...that
one of the first duties of the dean was to inspire and uplift the
students" (Fley, 1980, p.29).
Women, such as Mary Bidwell Breed, who was appointed Dean of
Women at the University of Indiana in 1901, did much to stress the
needs of female students in housing, health and student activities
(Fley, 1980).

Cornell University, in 1909, appointed Gertrude S.

Martin as Advisor to Women.

In 1911, Martin, one of the first to

emphasize the academic role of the dean of women, published the first

21

study in student personnel work on the job expectations of the dean of
women.

The study indicated that the role of dean of women was

perceived as administrative, but the function was social and
disciplinary, with an academic perception being secondary (Fley,
1980).

(It is worth noting that this role ambiguity has plagued the

various student personnel officers since the inception of the
profession.)

Another notable in the early pantheon of student

personnel administrators was Lois Kimball Mathews Rosenberg, who, in
1911 was appointed Dean of Women and Associate Professor of History at
the University of Wisconsin,

(Fley, 1979).

Dean Rosenberg believed

that the dean of women should "...bring to the public coeducational
university the cultural and social advantages found in the private
women’s colleges" (Fley,1979, p.36).

In 1915 she wrote

The Dean ot

Women" which was the first published book on professional student
personnel work and in it she advocated the "services approach" for
personnel administrators (Fley, 1979, p.36).

Rosenbery was

instrumental in the founding of the Intercollegiate Association of
Women Students and was responsible for introducing the ideas of Frank
Parsons, the founder of the vocational guidance movement to the
college campus.(Fley, 1979).

In 1921 Donald Paterson, also influenced

by Frank Parsons, began to use objective aptitude testing for
placement in college (Paterson, 1976).

These early leaders in the

personnel field were heavily influenced by the new techniques in
applied psychology, vocational guidance, and aptitude testing that had
come to the forefront during and immediately following the first world
war (Sandeen, 1984).

Evidence indicates that "...originally the role
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of the personnel administrator was vocational guidance" (Appleton,
Briggs & Rhatigan, 1978, p.17).

In total, the general educational

movement that occurred after World War I and the work of the early
student personnel deans were part of an effort "...to bring humanism,
unity and total student development to American higher education"
(Dinniman, 1977, p.6).
Herbert E. Hawkes, another pioneer in early student personnel
history, was appointed Dean of Columbia College in 1918.

Hawkes

brought into popular coinage terminology such as "student personnel
and guidance", and he spearheaded the 1937 committee of the American
Council on Education (Fley, 1980).

The "...collegiate

non-intellectual campus" (Craig, 1962, p.167) of pre-World War II was
a fact of life that early personnel administrators had to deal with.
The goals of student personnel work were always to educate the whole
person, thus the coinage of co-curricular instead of extracurricular,
to denote the co-equality of the non-academic with the academic side
of college life (Sheldon, 1968).

"Those early deans in student

affairs positions were part of an effort to bring wholeness to the
college experience, to bridge the gap between the curriculum and
student life, and to make the institutions more humane" (Sandeen,
1984, p.3).
Craig (1962) goes so far as to compare the 1938, revised in
1939, Student Personnel Point Of View to the goals President Kennedy
established in 1962 in his Commission on National Goals.

Both

viewpoints showed a concern for the individual, stressed equality, and
advocated the democratic process and education.
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"It has been argued

that any new profession or discipline goes through a long, agonizing
period of defining and redefining its goals and objectives before
achieving a reasonably stable and respectable position in the academic
community" (Patzer, 1972, p.236).
growing student personnel movement.

This was certainly the case of the
The 1938 policy statement was

that first attempt to articulate professional goals.
Historically, then, student personnel work was conceived and
nurtured in guidance, particularly vocational guidance.

Early

personnel workers argued that the total environment of the student was
potentially educational, and that the environment must be used if
students were to achieve their full potential.

Finally, they felt

that the major responsibility for a student’s personal and social
development rested with the student although there have been numerous
variations on the theme, that philosophy still guides student
personnel work

today.

This holistic attitude, articulated by the

Student Personnel Point of View, laid the foundation for what was to
be called student development theory.

The echos are there, but it

would take the emergence of human development psychology in the 1960s
to provide a theory that would support and enhance the broader
philosophical statements as voiced in the Student Personnel Point Of
View.
The student personnel worker traditionally "...offers areas of
experimentations where students can test new concepts, values, and
goals" (Gordon, 1979, p.26).

Gordon goes on to note that:

"The

Student Personnel worker desires and fosters an attitude and
atmosphere of freedom and experimentation enabling the student to
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achieve growth, maturation and the tools necessary to succeed in the
environment of society" (p.26).

It is in this area that student

personnel workers both stake their reputation and open themselves to
criticism.

Traditionally, "Student Affairs Administrators are seen as

the ones who are attuned to student attitudes, needs and opinions"
(Webb & Bloom, 1981, p.25).

Clemens and Akers (1973) claim that by

tradition personnel workers have been guilty of modifying the behavior
of the student, instead of "...modifying the university to a
reasonable degree to accommodate the needs of students" (p.219).
Historical evidence, particularly the paternalistic roots of the
student personnel profession, supports their claim.
The first and primary purpose of the university is to develop
"...the intellectual, social and moral character of its
undergraduates" (Byrne, 1966, p.15).

This holistic rationale is part

and parcel with the stated purpose of student personnel work as first
articulated in 1938.

As the universities grew there came into being a

more, "...heterogeneous student body with diverse needs" (Dinniman,
1977, p. 5).

This very heterogeneity, as previously noted, was a large

impetus for the growth of student personnel work.

Coupled with that

growth was the reaction against the intellectual impersonalism that
was prevalent at the turn of the century (Dinniman, 1977).

There has

been a persistent, from colonial times to the present, expressed need
for the extracurricular.

The concept of collegiality is connected to

this need and to a large extent "...was a response to faculty
disinterest and general student boredom" (Dinniman, 1977, P-5).
4-Vva44-v»c> vprv need for the extracurricular
Dinniman goes on to say that the very neea

resulted in a need for supervision and advisement.
increasingly demand and expect service and advising.

Students would
The coupling of

student demands and sheer administrative growth forced by the
mushrooming of higher education was certainly a prime mover in the
growth of personnel work.
Mueller (1961) suggests that, "Colleges felt it was their duty to
have students succeed - the student personnel movement began in this
context" (p.

34).

The point is hard to overstate:

this

paternalistic sense of duty, that we must allow students to achieve,
is a phenomenon of American higher education exclusively.

This is

part of our educational heritage.
Thus, the growth of student personnel work was spurred on by
several factors.

Sheer growth in the size and number of colleges and

universities, first spurred by the Morrill Land Grant Act of 1862 was
a factor; that the president could no longer be all things to all
people (note the landmark appointment of Briggs at Harvard in 1890);
the spirit of paternalism; and the need to support and maintain the
collegial way of life.
One could almost graph the concurrent trends in American higher
education along with the concurrent trends in student personnel work.
Using the 1862 Morril Act as a starting point one sees a tremendous
impetus for growth in numbers and sizes of colleges and universities
- a contributing factor in the growth of student personnel work.

As

the nineteenth century progresses, paternalism and the feeling that
students need to be controlled takes a temporary back seat as the
impersonalism of the German university ideal supercedes the more
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traditionally based Anglo-American ideal.

However, another impetus

for the growth of personnel work was in fact a reaction against the
spirit of impersonalism, and by 1890, with the appointment of Briggs,
we see a reaffirmation of the personal needs of students.

From that

point on, with the growth of psychological testing, the formation of
professional associations, and the publications of professional
literature, the need for the student personnel worker was firmly
established.

Transitions

The 1940s and 1950s were relatively calm and complacent times on
American campuses, student bodies were generally content, slightly
older than average because of the huge influx of servicemen returning
to college under the 6.1. bill, and seemingly satisfied with the
status quo of higher education.

However, during the ’60s and early

’70s, driven by a new generation of college-bound students with
different needs and concerns and fueled by opposition to the war in
Vietnam, the texture of campus life changed dramatically, and with it
the texture of higher education.

It is interesting to note that it is

during this very time frame that the dialogue of student development
entered the lexicon of American higher education.

I would posit the

idea that this was partly due to the turbulence encountered on college
campuses, partly driven by the student personnel desire for
professional status, and to a large degree by the soul-searching that
student personnel professionals were forced to do because they had
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become,

in the eyes of many members of the college community, the

villains, the age old enforcers of what were seen as antiquated
college rules and regulations.
The turmoil of the 1960s fermented a period of self study in
higher education.

Student personnel workers started to espouse

student development theory, a theory that had evolved from human
developmental psychologists.

These principles were being applied and

adapted to American higher education.
At this very same time higher education, including student
personnel work, was undergoing intense scrutiny.

From the quietude of

the post World War II 50s to the turbulent mid-60s was little more
than a decade, but in that short time, the fabric of American society
changed and nowhere was that change more dramatized than on the
college campuses.
Violence at Berkeley erupted relatively early in the ’60s.

The

tragedies at Kent State University and Jackson State College followed.
What exactly were the problems?

How could they be dealt with?

there in fact any viable solutions?

Were

These and many other questions

had to be addressed by college administrators, and no group of college
administrators had to do more soul searching than those involved in
student personnel work.
Spolyar (1968) suggests that the student activists saw student
personnel workers as a hindrance to the student power.

However, in

1968, the National Association of Student Personnel Administrators
issued a policy statement advocating student power as a constructive
force that should have a role in institutional affairs.
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The statement

however, "...clearly implies persuasions based upon reason and
evidence, uncoerced agreement, trust, and tolerance" (p.88).

A

position that did not rise to the levels of student demands.

Aceto

(1968) describes the students of that time as having moved from apathy
to activism, with the student movement being characterized by a
"...devotion for action".

That need for action could not be met with

reasonable and tolerant policy statements.

Keyes (1968) advocated as

well the need for students to have an active voice in university
decision making.
Rossberg (1968) tells us that the primary reasons for student
activism at that time were the Vietnam War, a strong desire to
participate in university governance, and civil rights.

Rossberg

(1968) suggested a number of ways for the university to address
various student grievances, including establishing a free speech area,
allowing open access to the deans door, the establishment of ombudsman
programs, forming counselor-at-large teams, establishing academic
congresses, and instituting paraprofessional counseling and community
action programs.
In 1969, the American Council on Education issued a statement
which affirmed the student’s right to dissent but which deplored
disruption and violence on campus.

The council suggested that

universities should reaffirm their position on academic freedom and
further recommended that any violations of the law should be handled
through the proper legal channels.

The causes for unrest at Berkeley

had been various, but fairly clear; students had moved from passive to
active demands and they were generally dissatisfied with society
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(Byrne 1966).

In the wake of Berkeley, such organizations as the

National Student Association were formed with the platform of making
students aware of and active in social issues (Bass, 1966).

The

demands of organizations such as the National Student Association were
a far cry from the resolutions of the National Association of Student
Personnel Administrators and the American Council on Education.
College administrators were groping for resolutions, but were
considerably out-of-tune with student sentiments and demands.
Byrne (1966), describing the situation at Berkeley says:

"The

underlying and persistent faults implicit in the escalation of unrest
on the part of students to a full and unmanageable crisis in the
University were faults in leadership, in principles, in trust
relationships, and in integrity of organizations" (p.21).
College administrators and student activists were worlds apart
in their demands and expectations, with the student personnel
administrators placed in the center, trying to fulfill their
historical role of controlling the students and at the same time
trying to be advocates for reasonable student positions.

Millspaugh

(1965) talks about a sense of social reality that was happening to
college students in the mid 1960s.

There was a sense that the world

they knew had been stagnant for too long and that things must change.
Programs in support of southern Blacks, such as Fast For Freedom and
Books for Equal Education, were indicators of the new social realism
becoming prevalent on the nations campuses.

Kauffman (1970)

attributed the problems on campus as caused by the erosion of social
authority, Vietnam, a lack of respect for civil authority, and an
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emphasis on impulse-release instead of controlled impulse.

He also

claimed that students were motivated more by boredom than by idealism.
Whatever the source, discontent with the tragedy in Vietnam seemed to
have been a common denominator for campus unrest.
In the aftermath of the student deaths at Kent State University
and Jackson State College, President Nixon formed a national
commission on campus unrest, appointing as its chairperson, former
Pennsylvania Governor William Scranton.

The Scranton Commission, as

it was afterwards known, suggested that colleges should become more
attuned to students and to society.

The commission further

recommended that a college administration should be prepared and
organized for crisis.

The report echoed other sources in stating that

the student protest had been caused by racism, war and the denial of
personal freedoms.

Universities needed to form "...a sense of

community and of common purpose

(p.186)• The commission also added

that students had a responsibility for reasonable conduct, and
suggested that while universities should become open forums they
should strengthen their internal disciplinary process.
Patzer,

(1972) in referring to the report on the Presidents

Commission on Campus Unrest, did not treat the role of student
personnel administrators very kindly.

He felt that the role of

student personnel "...was primarily responsible for keeping the lid on
student behavior" (p.236).

Craig (1962) suggests that student

personnel workers have been charged by the intellectuals as being
merely life adjusters and as being anti-intellectuals.
1976,

However, by

in a speech before the National Association of Student Personnel
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Administrators annual convention, Andrew Young was once again relating
how there had been a return of student quietness and was making a plea
for involvement and student activism to address urgent social issues
(Young,

1976).

Conclusion

It was during the 1960s that the concepts "student development
theory" and "student development model" emerged as discourse of the
student personnel profession.

It is the function of this dissertation

to critically examine that language and to determine whether it
represents a identifiable change that was not already prevalent and
existing under traditional student personnel practice.
This chapter highlights the evolution of student personnel work.
Chapter III will review the work of Jean Piaget, Lawrence Kohlberg,
Arthur Chickering, William Perry, Erik Erikson, as well as a brief
section on ego development.

It is this researchers contention that

those individuals who write about student development, as theory, or
model, have been heavily influenced by these scholars.
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CHAPTER 3

THE THEORETICAL ROOTS OF STUDENT DEVELOPMENT

Student development,

as theory/approach/model, emerged as a

major issue within higher education during the mid 1960s and was
directly influenced by human developmental psychology.

The five

individuals most directly influential were Arthur Chickering, Erik
Erikson,

Jean Piaget,

Lawrence Kohlberg and William Perry.

Research

done by Weathersby and Loevinger on ego development have also, to
perhaps a more limited degree, been influential.
This chapter traces the major contributions of these individuals
and discusses the implications of their findings as applied to student
development.

A summary section follows the discussion of each

individual to highlight the primary areas of importance.

It is

important for the reader to note the interrelationship of the authors
cited.

Certainly they all have their significant differences, but it

one looks upon their writings as variations upon the theme, then the
commonality of their basic findings and the ramifications of their
work can be looked upon in the clearer light of overlying mosaics.
is a primary function of this chapter to define that commonality, as
it lends itself to the writers of student development.
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It

Arthur Chickering

Arthur Chickering is,

to my mind,

the most influential

individual in the evolution of a student development theory.
Chickering, currently a Professor of Higher Education at Memphis State
University, conducted a research project at Goddard College in Vermont
during the late 1960s.
Identity.

He published his Findings in Education and

If there is one volume to be singled out as seminal to the

student development viewpoint,
Chickering,

it would be this particular volume.

To

"colleges and universities will be educationally effective

only if they reach students where they live, only if they connect
significantly with those concerns of central importance to their
students"

(Chickering,

1969, p.3).

Chickering wrote that "the

overarching educational purpose of our colleges and universities
should be to encourage and enable intentional developmental change in
students throughout the life cycle"

(Chickering,

1969, p.2).

Chickering conducted interviews with active Goddard students, and from
that data he evolved seven vectors of students development.
(1978),

Hurst

in reviewing Chickering*s research describes those seven

vectors as being the achievement of competence,
emotions, becoming autonomous,

the managing of

the establishment of identity, the

freeing of interpersonal relationships, clarifying purposes, and
developing integrity.

Competence,

according to Chickering (1969)

could be achieved in several areas:
and manual competence,

the intellectual domain, physical

and social and interpersonal competence.
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Learning to manage emotions occurred in two primary areas,
to manage aggression and sex.

how

For Chickering, the "recognition and

acceptance of interdependence is the capstone of autonomy" (p.12).
Autonomy,

as a vector of student development was something that "must

continually be recreated"

(p.13).

Identity, Chickering (1969) states,

is "the process of discovering with what kinds of experience, at what
levels of intensity and frequency, we resonate in satisfying,
or in self-destructive fashion"

in safe,

(p.13).

Interpersonal relationship becomes freed by a sense of identity.
The achievement of purpose,
different areas.

like competence, can be reached in several

Purpose could be achieved in avocational and

recreational interests, vocational plans and aspirations, and in
general life - style considerations.

Chickering describes integrity

for us as "the clarification of a personally valid set of beliefs that
have some internal consistency and that provide at least a tentati\e
guide for behavior"

(Ibid., p.17).

establishment of integrity:
personalizing of values,

There are three stages to the

the humanizing of values, the

and a sense of congruence.

It is the

personalization of values which leads to congruence (congruence being
defined as consistent behavior).
Chickering (1969)

found that "increased competence accompanies

increasing readiness to take responsibility,

increasing openness, and

increasing willingness to take risks with one’s self-esteem"

He writes:
Differences in the quality of impulse expression
and the capacity for managing emotions, and m
personality dynamics and their concurrent
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(p.37).

characteristics, influence the way a student uses
college, the kinds of experience he has, and the
kinds of change that occur (p.45).
For Chickering "control fosters openness to new information and
the ability to possess it,

leading to increasingly complex varieties

of control and levels of sensitivity"
development proceeds.

(p.52).

From this posture

"Increased awareness of emotions and increased

ability to manage them effectively are,

therefore, developmental tasks

central to social concerns as well as to full and rich individual
development"

i

(p.53).

The achievement of autonomy, Chickering found, also occurred in

several areas:

emotional independence,

through recognition of interdependence.
two components,

instrumental independence and
Instrumental independence had

self sufficiency and mobility (in relation to one’s

own needs and desires).

Chickering saw the "identity crisis and

development of identity as the single major tasks for young adults"
(Ibid.,

p.79).

(Note within these findings the close relationship to

Erikson to be discussed later in this chapter.)

Kitchener (1982)

argues that the achievement of intimacy is the critical task of the
young adult years.

Chickering would not substantively disagree but he

would argue that it is necessary to have a firm sense of identity,
prior to the achievement of intimacy.

For Chickering these were

conditions that would foster the achievement of identity, namely a
relative freedom from anxiety and pressure, varied direct experiences
and roles,

and a sense of meaningful achievement (p.90).

"Identity

formation becomes the central and continuing task of education

(p.92).
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In our freeing of interpersonal relationships we experience an
increased tolerance and respect for differences and a shift in the
quality of relationships.

Checkering’s research indicated that

"tolerance does increase among college students"

(p.97).

In fact,

college attendance in general seemed to accelerate developmental
changes (p.98).

In the process of a freeing of interpersonal

relationships there occurred a "diminished need to dominate, to
override others with one’s own ideas,

to coerce or manipulate others

to become something alien to themselves"

(pp.101-102).

The

achievement of purpose can take place in avocational/recreational
needs,

pursuit of vocation or in life-style issues such as marriage or

raising a family.
Chickering (1969) defines integrity, or the achivement thereof
as:
a personally valid set of beliefs and values
that have internal consistency and that provide
at least a tentative guide to behavior, affects
and are affected by, conceptions of the kind of
person one is and would become, and by dominant
interests, occupational plans, and life-style
considerations (p.123).
To Chickering,
evaluated"

(Ibid.,

"values are the standards by which behavior is
p.123).

Integrity "involves the development of

standards by which one appraises himself and in terms of which
self-esteem varies as a consequence of the appraisal"
values,

(p.124).

Thus

as standards, become the basis of our self- appraisals and by

appraisals,

the achievement of integrity is reached.

The movement

towards integrity involves three sequential stages, the humanizing of
values,

the personalizing of values,
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and finally, a sense of

congruence.

When fully realized, Chickering states,

"integrity is

reflected in consistency of belief and behavior, of word and deed.
Internal argument is minimal"

(p.142).

Chickering claims that typically aged college students,

those

from approximately 17 to the mid 20s are in a period of young
adulthood,

a developmental stage significantly different from

adolescence or from adulthood.

For Chickering,

development occurs principally through action"
echo of John Dewey.

"learning and personal
(p.337), certainly an

Development occurs through sequences of

differentiation and integration.

Like Carl Rogers, Chickering felt

that congruence was the peak of personhood.

Chickering’s research has

indicated six areas where in fact development can be influenced:
clarity of objectives and internal consistency,

(2)

(1)

institutional size

is directly influential on development - bigger is not necessarily
better,
life,
and,

(3) curriculum,

(5)
(6)

culture.
areas.

in teaching and in evaluation,

(4) residence

relationship and involvement of faculty and administration,
in the influence of friends,

groups and the general student

Students personnel work typically includes all six of these
Chickering stated that "while training starts with the task

and conforms the learner to it,

education starts with the learner and

uses tasks in the service of his increased differentiation and
integration"

(p.292).

Chickering (1981b) claims that the major theories governing
adult development are complimentary and they suggest that "activities
or experiences that encourage development in one area are likely to
provoke or strengthen development in another" (p.776).
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Chickering and

Havighurst (1981) point to the direct educational implications of
their work.
education,

Areas such as "contract learning,

individualized

assessment of learning from work and life experience,

field

experience education, varied approaches to residential life, advising
that takes into account values clarification and the life cycle"
(p.34).

All of those various areas lend themselves to professional

involvement in the developmental growth of the college student.
There are several primary developmental tasks of adolescence and
youth,

from ages 16-23, outlined by Chickering and Havighurst:

the

achievement of emotional independence, the preparation for marriage
and family,

choosing and preparing for a career, and the development

of an ethical system.

"We must also recognize",

state Chickering and

Havighurst "that most complex developmental tasks are never achieved
once and for all.

Shifting circumstances and new challenges may

require tackling them again at other levels of complexity and
sophistication"

(p.30).

In this vain it is necessary that work

"should be both instrumental and expressive"

(Ibid., p.26).

Instrumental tasks allow us to achieve a goal that lies beyond the
particular task.

They note that "developmental tasks may arise from

physical maturation or change;

from social roles, pressures, or

opportunities; or from aspirations and values of a constantly emerging
personality"
If,

(p.26).

in fact,

education "provides a means for women to

establish...an identity dimension related to doing, perhaps it will
help to establish an identity dimension related to being"
p.25).

(Ibid.,

Chickering and Havighurst state that "the developmental tasks
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of life are those required for health and satisfactory growth in our
society" (p.25).

"Developmental qualities such as self-assertion and

achievement seem to be valued more by men than by women" (Ibid.,
p.23).

The "why" of this particular finding begs for further research

and explication.

"The challenge at different stages of the life cycle

create recurrent needs for lifelong learning" (p.17).
Widick and Sampson (1978) tell us that Chickering felt "the
classroom can encourage growth along dimensions, such as intellectual
competence and autonomy, which contribute to identity attainment"
(p.29).

Thomas, Murrel and Chickering (1982) state that "achieving

congruence is better seen as another developmental task as the
capstone of the vector of integrity" (p.9).

For Chickering the

achievement of integrity was essential in that "In the process of
successfully coping with this task, individuals will humanize their
values, personalize their values and lastly achieve a reasonable
degree of congruence between expressed values and actual behavior"
(p.9).

According to Chickering (1981a) the "evidence indicates that

change in ego development is toward integrity, not opportunism, moral
and ethical development towards a caring for human welfare, moving
towards caring and intimate relationships

(p.10).

Chickering (1981a) proposes that "colleges and universities
concern themselves more deliberately and explicitly with human
development...the values and aims of human development be taken as
unifying purposes, as organizing frameworks for all institutional
efforts" (p.9).

It is clear that the basic developmental dimension

Chickering was concerned with, [i.e.
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intellectual competence, moral

and ethical development,
(Chickering,

1981a)]

practitioners.

interpersonal,

integrity and interdependence

is of critical importance for student personnel

If part of the stated mission of the student

developmentalist is to assist college-aged students, not just for the
four years they are attending college but for later stages of the life
cycle,

then Chickering’s research has a direct and important bearing.

As students leave college and enter that stage designated by Levinson,
Gould and Sheehy as "provisional adulthood"
1981,

(Chickering & Havighurst,

p.19) where individuals make their first commitments to work,

marriage,

and family, then the assistance rendered by the practitioner

versed in developmental approaches becomes all too obvious.

Implications

There are several potential implications of Chickering’s work.
For Chickering all development is intentional and purposeful,
development does not happen simply by normal maturation.
context of higher education,

In the

the personnel worker can make a

difference, developmental issues can intentionally be addressed,
individuals guided,

directed and assisted throughout the developmental

stages.
The seven vectors of development that Chickering cites,
competence, managing emotions, achieving autonomy,

identity,

interpersonal relationships, clarifying purposes, and integrity, bear
reiteration.

Their importance,

novelty of the language,

it would seem to me,

lies not in the

the terms were there before, but rather m
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the treatment given them by Chickering.

Traditional student personnel

workers would have been aware of and used similar terminology.
However,

for that group,

simple maturation,

the issues involved would best be resolved by

guided perhaps by the firm hand of some dean, but

with no intentionality or purposiveness.
overlooking the concept of maturation,
implications,

even obligations,

Chickering, while not

adds significant educational

to developmental issues that

traditional student personnel theory would have considered beyond its
purview.
Chickering states that learning occurs through action,
education must be learner based not task based.

Certainly, this

thinking is strongly reminiscent of John Dewey, and I think writers on
student development owe a debt, perhaps unacknowledged, to the earlier
writings of John Dewey,
doing,

through action,

in particular the notions of learning through
involvement and intrusiveness, and especially

Dewey’s resolve that growth is the aim of education.
I

think that it is also significant that Chickering, almost

alone amongst the theorists,

articulates specific areas where his

"vectors” can impact upon the college experience;

specifically,

through clarity of objectives and internal consistency,
size,

the curriculum,

friends,

residence life,

institutional

relationships with faculty and

and the influence of student culture and peer groups.

If we

examine each of these as individual standards and apply those
standards to existing educational institutions, one can at least start
to speculate about the validity of implementing developmental
findings.
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William Perry

William Perry was never associated with student personnel, nor
did his research originate with any particular intent to make a
contribution to that field.

Rather,

Perry,

as a Harvard professor in

charge of Harvard’s Bureau of Study Counsel, conducted a research
project starting in the early 1950s which documented the experience
of Harvard and Radcliffe students over their four year stay at
college.
Through extensive study of personnel interviews, patterns
started to emerge.

In 1968,

revised in 1970, Perry published the

results of this study in a volume entitled Forms of Intellectual and
Ethical Development In the College Years:

A Scheme.

Perry’s scheme of cognitive and ethical development involved
three major levels of development.

The first level or stage in

Perry’s scheme is referred to as dualism, the lowest level of
development in which an individual tends to divide meaning into two
realms;

either right or wrong

or good versus bad.

In dualism the

individual looks to an authority figure for the answer.

The second

major level of development is relativism in which the individual
expresses a diversity of opinions,
evidence,

and values, judgement is based on

and the importance of logic takes hold.

The third level

Perry refers to as commitment in relativism in which the individual
has reached a level of development in which affirmations are made,
where choice and decisions play a large role (Perry,
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1981).

Perry’s three basic levels are subdivided into nine distinct
subdivisions, or positions as Perry refers to them.
Position I:
The student sees the world in polar
terms of we-right-good vs. other-wrong-bad.
Right
Answers for everything exist in the Absolute,
known to Authority whose role is to mediate (teach)
them.
Knowledge and goodness are perceived as
quantitative accretions of discrete rightness to be
collected by hard work and obedience (paradigm; a
spelling test).
Position 2:
The student perceives diversity of
opinion, and uncertainty, and accounts for them as
unwarranted confusion in poorly qualified
Authorities or as mere exercises set by Authority
"so we can learn to find the Answer for ourselves".
Position 3:
The student accepts diversity and
uncertainty as legitimate but still temporary in
areas where Authority "hasn’t found The Answer yet".
He supposes Authority grades him in these areas on
"good expression" but remains puzzled as to standards.
Position 4:
(a)
The student perceives legitimate
uncertainty (and therefore diversity of opinion) to
be extensive and raises it to the status of an
unstructured epistemological realm of its own in which
"anyone has a right to his own opinion", a realm which
he sets over against Authority’s realm where right wrong still prevails, or
(b)
the student discovers
qualitative contextual relativistic reasoning as a
special case of "what They want" within Authority s
realm.
Position 5:
The student perceives all knowledge and
values (including authority’s) as contextual and
relativistic and subordinates dualistic right-wrong
functions to the status of a special case, in context.
Position 6:
The student apprehends the necessity of
orienting himself in a relativistic world through
some form of personal Commitment (as distinct from
unquestioned or unconsidered commitment to simple
belief in certainty).
Position 7:
The student makes an initial Commitment
in some area.
Position 8:
The student experiences the implications
of Commitment, and explores the subjective and
stylistic issues of responsibility.
Position 9:
The student experiences the affirmation
of identity among multiple responsibilities and
realizes Commitment as an ongoing, unfolding actni >
through which he expresses his life style.
(Perry,
1970,

pp.9-10).
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For Perry,
make of you"
students’

"the students are the source of the meaning they will

(Perry,

1981, p.108).

Perry "recounted the college

epistemological development as a journey from the innocence

of objective truth and moral justification to the knowledge of
contextual relativism and the discovery of ethical responsibility"
(Gilligan,

1981, p.152).

Perry’s scheme involves a number of

transitions as an individual progresses from a lower to a higher mode
of development,

including,

as Sprinthall and Collins (1984) state, a

transition from relativism to commitment in relativism.

For an

individual to developmentally progress the requirements of the lower
stage must have been achieved,
the various stage theorists.

a common element linking the work of
"In moving from dualism to relativism,

students experience a major discontinuity in their world views"
(Ibid.,

p.499).

This discontinuity is an example of a transitory

phase.

Sprinthall and Collins (1984) discuss Perry’s three basic

levels by stating that in dualism, everything is either true or false,
there is no grey.

In dualism thinking is absolute, all knowledge is

handed down by authorities.

In relativism, the individual starts to

deal with knowledge as abstractions and as concepts,
thinking becomes more prevalent.

By the time the individual has

progressed to a commitment in relativism,
prevalent,

theoretical

abstract thinking is more

however the individual can now take a stand or make value

judgements.

The ability to synthesize and analyze comes about in this

latter stage.

Perry stated "that when you have taken one step in

development, you cannot take another until you have grieved the losses
of the first"

(Perry,

1978, p.271).
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To Perry, the stages themselves

were stable, but the transitions between stages were not (Perry,
1970).

Perry (1970) believed that his study demonstrated the

possibility of assessing,

in developmental terms, abstract structural

aspects of knowing and valuing in intelligent late-adolescents"
(p.14).
Touchton, Wertheimer, Cornfield and Harrison (1978) established
a working model based on the Perry scheme.

They maintained in their

research that in moving from simple dualism to relativism there were
nine variables of qualitative change, namely in the "locus of control,
analysis,

synthesis,

semantic structure,

alternative perspectives,
take on new roles,

self-processing, openness to

ability to assume responsibility, ability to

ability to take risks with self"

(p.156).

Perry (1970) stated that "the forms of early development at
levels of concrete experience appear to be recapitulated in late
developments at levels of more abstract experience is an observation
which the reader will recognize as originating with Jean Piaget"
(p.29).

Thus,

another area in the linkage between the major stage

theorists.

For Perry,

(1970) position five was the crucial point in

his scheme,

it was "the pivotal point between belief and faith - for

belief to become faith it must first be doubted"
(1970)

(p.131).

Perry

stated that "belief may come from one’s culture, one’s parents,

one’s habit;

faith is an affirmation by the person.

Faith can exist

only after the realization of the possibility of doubt"
Perry (1970) commitment refers "to an act,

(p.34).

To

an ongoing activity

relating a person as agent and chosen to aspects of his life in which
he invests his energies,

his care and his identity" (p. 135).
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Within

his developmental scheme,

Perry cites several anomolies that at time

occur within the developmental process.

Temporising is a term he uses

to explain what is essentially a pause within the development process.
It is also possible for a student who is proceeding through the
various positions to retreat which is essentially an entrenchment into
a developmental position in which the individual is more
psychologically comfortable.

Escape is a term used by Perry to

describe the alienation of an individual from a position.
According to Perry (1970) "the student finds his greatest
sustenance...
(p.200).

in a sense of community in the risks of caring"

This process nurtures,

I believe, what Gilligan (1981)

describes as Perry’s contextual relativism, which is identified as
"the critical transformation of undergraduate thought"

(p.154).

For

Perry (1981) we must "validate for our students a dialectical mode of
thought"

(p.109).

We should teach dialectically and introduce

students "not only to the orderly certainties of our subject matter
but to its unresolved dilemmas"

(Ibid).

To Perry (1981)

the values

inherent in the scheme itself were indeed congruent with the commonly
stated objectives of liberal education"

(p.407).

Perry (1981) suggests that further research in cognitive and
learning styles should include the learners perceptions as to meaning
and purpose that would effect the learners at different points in
their lives.

For Perry (1981) once an individual has reached the

commitment level,

all thought is dialectical.

Perry (1981) discusses the concept of what he refers to as
horizontal decalage which is the "process of drawing an analogy
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between different areas of experience"

(p.89).

This process

highlights the "fact that individuals mature their cognitive
structures at different rates in different areas of their lives"
(Ibid).

He further describes a concept which he labels meta-thinking,

as the "capacity to examine thought - including one’s own"

(Ibid.,

p.88).
To Perry (1981),

transitions between stages "start with

assimilation of extent paradigms"
students,

(p.88).

Perry states, "the

having construed diversity of opinion as a realm for

personalistic rightness,
their destinies.

are poised at the edge of a fateful moment in

Many incongruities face them"

(Perry,

1981, p.85).

Thus the need for assimilation of the existing paradigms.

Widick and

Simpson (1978) state that it is this very "affirmation of identity
through choice"
Erikson.

(p.31),

that links Perry’s work with that of Erik

"Perry asserted a developmental goal:

that relativistic

students learn how to make intellectual and personal commitments"
(Ibid.,

p.35).

Another linkage of the stage theorists is between

Perry and Kohlberg.
Kohlberg,

"Value development, according to both Perry and

essentially involves rationality, with the linking of

intellectual and ethical and cognitive and moral development,
respectively"

(Thomas, Murrell,

Perry (1981)

& Chickering,

1982,

p.9).

suggests that "...the centrality of the indhidual

learner as a maker of meaning may be a radical notion but quite likeb
congruent with the facts"

(p.108).

Gilligan (1981) states that

Perry’s scheme is linked to Piaget’s earlier work in that Perry felt
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another period should be added to Piaget’s stages, one in which
"thinking was transformed from moral to ethical,
existential"

form formal to

(p.152).

To Perry (1970),
growth was wavelike,

growth,

i.e. development, occurred in surges,

it was not linear.

Perry relies heavily on

Piaget’s concepts of assimilation and accommodation,

in which there

occurred an "accommodation of the forms of the expectations to the
forms emerging in the experience"

(p.42).

There was for Perry an

"assimilation of the emerging forms of the experience to the forms of
the expectancies the person brought with him"

(p.42).

For Perry,

structure referred specifically to the "formal properties of the
assumptions and expectancies a person holds at a given time in regard
to the nature and origin of knowledge and value"

(p.42).

The

processes of accommodation and assimilation are what give individuals
a particular world view at a particular and given time in their
development based on what they already know and value.

Perry adds

that structures also "extend beyond the purely cognitive assumptions
to those forms of action,

thought,

feeling, purpose,

and care that are

congruent with the assumption and incongruent with any other"
Ultimately for Perry,
to meta-thinking,
thought"

(p.43).

the developmental progression is "from thinking

from man as knower to man as critic of his own

(p.71).

Figure 1,

provided by Thomas, Murrel and Chickering (1982)

demonstrates those areas of commonality and linkage between Chickering
and Perry,

and Lawrence Kohlberg.
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Perry
Intellectual
And Ethical
Development

Kohlberg
Moral Reasoning

Position 1
Dualism

Stage 1
Fear of punishment by
authority

Position 2
Dualism

Stage 2
Bargaining with authority
to gain reward, avoid
punishment

Position 3
Multiplicity
prelegitimate

Stage 3
Seeking good relations
and approval of family
group

Position 4
Multiplicity

Stage 4
Obedience to law and
order in society

Positions 5,6
Relativism

Stage 5
Concern with individual
rights and legal contract

Chickering
Vector of
Developing
Integrity

Stage 6
Concern with consistent,
comprehensive ethical
principles

Humanizing
of values

Personalizing
of values

Congruence

Positions 7,
8, and 9

Figure 1.
Thomas, Murrel and Chickering’s (1982) figure demonstrating
areas of commonality and linkage between Chickening, Perry and
Kohlberg.
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Implications

For the student personnel practitioner the implications of
Perry’s research are quite straightforward.
stage theorists,

For Perry, as in other

stages are invariant and hierarchical; one stage of

development must be achieved, earned if you will, before the next
stage of development can begin.

His research methodology is very

reminiscent of a Jamesian "stream of consciousness", verbatim
interview of students and from those interviews the deriving of a
commonality of developmental positions.
Most entering freshmen are at or near Perry’s first position.
They see the world in terms of right/wrong or good/bad and rely upon
an authority figure to have the correct answers to their many
questions.

The practitioner, as interventionist, can use Perry’s

research as a knowledge base.

Subsequential development through the

stages can be accelerated and enhanced by the practitioner being aware
of which developmental position a student is in at a particular time
and by providing a variety of experiential opportunities.

These

opportunities can be viewed as challenges, as avenues by which the
student can learn to deal with life issues and assisting them to reach
in Williamson’s terms,

"humane maturity".

The avenues of approach could be through leadership roles,
through workshops which deal with life issues in which students must
make decisions through varied residence life experiences, and
undoubtedly,

in the classroom, which is primarily a forum for growth

and development.
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For Perry,
development.

position five is central, a pivotal position of

It is in this developmental position that the critical

issues of belief versus faith must be tested.

For development to

occur at this stage, and to achieve higher stages, a student’s belief
must be tested and confirmed and not until that test occurs can belief
become faith,

and further development proceed.

Simplistically,

Perry’s scheme can be looked at as the

continuing .juxtaposition of irreconcilables that must be dealt with
prior to the movement towards higher levels of development.

In the

lower levels of development the world is seen in the context of
goodness versus badness,
self-awareness.

right versus wrong, authority versus

This internal developmental argument continues

throughout the stages, until the ultimate stage of affirmation of
identity, which is commitment, even in a world of multiple
responsibilities.
For Perry,

the student is central,

the learner becomes that

which is the maker of their own meaning.

Perry gives us a scheme

where man the knower becomes man the critic of his own thought:
meta-thinking in Perry’s terminology.
For the practitioner,

Perry’s scheme serves as a guidepost - if

one knows where a student exists developmentally, one can assist that
student in grappling with basic issues and one can expedite the
developmental process.
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Lawrence Kohlberg

Lawrence Kohlberg,

a stage theorist,

is reknown for his research

at Harvard University in the area of moral development.

Kohlberg’s

stages have clear areas of correlation with Chickering, Perry, and
Piaget.

Piaget’s original research was in the area of moral

development,

prior to his more extensive research and writings on

cognitive development.

Kohlberg has clearly taken his lead from

Piaget.
Kohlberg (1983) states that "moral education,
education,

like intellectual

has its basis in stimulating the active thinking of the

child about moral issues and decisions.

It is called developmental

because it sees the aims of moral education as movement through moral
stages"

(p.6).

Kohlberg, while influenced by Piaget, also

acknowledges a debt to John Dewey.

Dewey, Kohlberg states, posited

three levels of moral development.

The first stage established by

Dewey was the pre—moral or the pre-conventional whereby behavior was
motivated by biological and social impulses.

Secondly, there was the

conventional level where the individual accepts the standards of
groups.

The third level established by Dewey is the autonomous, where

conduct is guided by individual thinking and judgement.
according to Kohlberg (1983),
that at the pre-moral stage,
rules.

Piaget,

extended Dewey’s theory by observing
there was no sense of obligation to

At the heteronomous level,

right was defined bj the indi\idual

as literal obedience to the rules,

the individual submitted himself to

power and punishment.

Thirdly, Piaget said that at the autonomous
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level,

the individual understands a purpose and a consequence of

rules,

a sense of obligation became based on reciprocity and exchange.
Kohlberg,

as did Piaget,

saw the stages as structured wholes

that formed an invariant and hierarchial sequence (Kohlberg,

1983).

Kohlberg stated that the "maturity of moral judgement is not highly
correlated with IQ or verbal intelligence"

(Ibid),

"more than 50% of

an individual’s thinking is always at one stage, with the remainder at
the next adjacent stage"

(Ibid.).

Kohlberg and Mayer (1972) state that "the concept of
development,

as elaborated by cognitive-developmental theory,

a standard of adequacy internal to,
process itself"

(p.483).

implies

and governing, the developmental

Kohlberg conceives of moral reasoning as "a

cognitive problem-solving endeavor"

(Siegel,

1981, p.277).

Professor

Kohlberg divides his developmental scheme into six separate and
distinct stages of moral development.
I. Preconventional
Stage I - punishment and obedience orientation
Stage II - instrumental - relativist orientation right action consists of what satisfies your own needs
II.

Conventional level
Stage III - interpersonal concordance - good behavior
is that which pleases others - earn approval by being
nice
Stage IV - law and order orientation - authority fixed

III.

rules, maintain social order
Postconventional, autonomous, or principled level
Stage V - social, contract, legalistic orientation
right action defined in terms of individual rights
and standards
Stage VI - universal - ethical - principle orientation
- right defined by self chosen ethical principles
(Kohlberg,

1983,

p.70).

Kohlberg used the earlier ideas of both Dewey and Piaget as
building blocks but has substantively added to and expanded upon those
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concepts.

Kohlberg felt strongly that the higher stages of

development were more "morally adequate than the lower thus the
rationale for interaction in the schools"

(Siegel,

1981, p.255).

Siegel s comment on Kohlberg is somewhat critical in this context,
questioning Kohlberg*s notion of moral adequacy.
Kohlberg and Mayer (1972) state that "the
cognitive-developmental approach focuses on an empirical search for
continuities between inner states and outer behavior and between
immediate reaction and remote outcome"
developmental approach addresses,

(p.463).

they add,

The cognitive-

the concepts of value

relativity and the-is-to-ought or naturalistic fallacy argument
because that approach "combines a psychological theory of development
with a rational ethical philosophy of development"

(p.450).

The

stages must form an invariant developmental sequence state Kohlberg
and Mayer (1972),

"the sequence is invariant because each stage stems

from the previous one and prepares the way for the subsequent stage"
(p.458).
We find,

for example,

that Kohlberg’s stage five is very similar

to Perry’s committed relativism (Sprinthall and Collins,

1984).

According to Kohlberg (1983) "over 50% of late adolescents and adults
are capable of full formal reasoning"

(p.71).

Kohlberg adds that

"moral education must also consider moral philosophy, which strives to
tell us what moral development ideally ought to be"

(p.72).

Kohlberg

adds that "moral judgment change is long-range or irreversible; a
higher stage is never lost"

(p.72).
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Kohlberg (1983) believed, clearly an echo of
work,

Piaget’s earlier

that advanced moral reasoning would depend upon advanced logical

reasoning,

the two are closely intertwined.

Kohlberg and Mayer (1972)

state that the developmental philosophical strategies for defining
educational objectives which emerge from the work of Dewey and Piaget
"withstands logical criticism and is consistent with,
by,

current research findings"

(p.450).

if not proved

They add that progressive

ideology (cognitive-psychological) "centers on education as it relates
to the child’s experience"

(p.461).

The emphasis being on the

experimental component.
Kohlberg’s stages are "hierarchial in nature,
sequence,

invariant in

universal and the result of the individuals increasing

capacity to organize and integrate social experience"
& Chickering,

1982, p.8).

(Thomas, Morell

Sprinthall and Colins (1984) state that

most entering college students are at either Stage 3 where their value
judgements are to please others and to seek social conformity or Stage
4 where their value judgements start to be based on an understanding
of abstractions.

As they progress,

to what Sprinthall and Collins

term Stage 4 1/2 they are in a stage similar to Perry’s relativism.
From Kohlberg’s perspective,

state Sprinthall and Collins

development

can move beyond adherence to stage 4 moral judgment values thiough
stage 4 1/2 transition to stage 5, democratic principled values"
(p.526).

To Kohlberg "each successive stage represented a

hierarchical reorganization of the moral concepts of the preceding
stage,

leading to a more differentiated and complex understanding of

the dilemma itself and hence a more just resolution"
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(Gilligan,

1981,

p.142).

In late adolescence, according to Gilligan,

the primary

developmental issue becomes the relationship between the ideal and the
real.
Kohlberg and Power (1981) state that "the public school should
engage in moral education and that the basis of such education should
be universal principles of justice, not particular religious and
personal values"

(p.312).

Individuals, they state,

"can be at a

higher logical stage than the parallel moral stage but the reverse
cannot be true"

(p.339).

Children, according to Kohlberg (1968) "have

their own morality or series of moralities"

(p.l).

The best

facilitator for moral development argues Kohlberg (1971) are social
environments or institutions which Kohlberg (1971) felt would "not
only facilitate moral development through providing role-taking
opportunities,

but their justice structure is also an important

determinant of role-taking opportunities and consequent moral
development"

(p.193).

Kohlberg (1971) stated that "moral judgement is a role-taking
process which has a new logical structure at each stage, paralleling
Piaget’s logical stages;

this structure is best formulated as a

justice structure which is progressively more comprehensive,
differentiated and equilibrated than the prior structure"

(p.195).

Moral and social development Kohlberg defines as the

direct

internalization of external norms of a given culture"

(p.l5o).

Rest

(1985) states that there is "no cognitions and no moral behavior that
is independent of cognitions and effects"

(p.79),

morality is bound by cognitions and affects.
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the process of

The process of

metaphysical reasoning,

according to Kohlberg and Power (1981)

"presupposes the development of more certain moral or practical
reasoning"

(p.337).

Kohlberg, who has been accused of committing the naturalistic
fallacy,

the is-to-ought statement controversy,

felt that in order to

avoid this semantical trap "morality must be defined as an autonomous
realm of discourse"

(Ibid.,

p.321).

Kohlberg goes so far as to

suggest that there is in fact a 7th level of moral development, one
that is "based on an ethic that goes beyond, and is higher than, an
ethic of justice"

(Ibid.,

p.351).

The concept of a 7th stage clearly

links Kohlberg with Erikson who suggested that in the life cycle there
was an ultimate stage, one "in which integrity is found and despair
ultimately confronted"
Gilligan (1981),
on higher education,

(Ibid., p.334).
in discussing moral development and its impact

states that "when higher education stimulates the

activity of the mind and develops its capacity for reflection and
judgement,

it inevitably becomes entangled with the process of moral

development"

(p.140).

She states that Kohlberg’s six stages of moral

judgement "centers around the concept of conventional morality, the
equation of justice with the preservation of existing social systems
through the maintenance of respect for their norms and values
(p.142).

Moral development must depend "on a continuing interplay of

thought and experience"

(p.156).

In the college years, states

Gilligan, moral development "centers on the shift from moral ideology
to ethical responsibility"

(p.155).

For Kohlberg, states Gilligan,

the dilemma of moral relativism was solved by principled moral
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judgement.

For Perry, however,

she claims ’’relativism found the

problem in principled moral judgement"

(p.153).

The terms accommodation and assimilation have a common currency
with Perry,

Kohlberg and Piaget.

For Kohlberg, accommodation was "the

modification of thought to account for discrepant experience"
(Gilligan,

1981, p.149),

assimilation was "the interpretation of

experience in accordance with pre-existing categories"

(Ibid.).

Although there are slight differences in the wording of their
definition,

the terms are used in essentially the same way to convey

the same meanings.
Gilligan (1981),

in discussing moral development,

gives an

example of research on the subject conducted by Turiel in which it was
noted that "exposure to thinking one stage above one’s own tends to
facilitate development to that stage"

(p.146).

This is seemingly, an

independent verification of Kohlberg’s earlier findings.

Gilligan

discusses the concept of moral relativism, a term oft used by
Kohlberg.

For Gilligan moral relativism is "the crisis of late

adolescence..."
thinks is right"

(p.141),
(p.144).

"an apparent regression...to do whatever one
It is the concept of principled moral

judgement that ' like all formal logic - enabled the indi\ idual to
judge independently of existing social and moral conventions
p.143).

(Ibid.,

"Kohlberg’s highest stages of moral judgement clearly relied

on the adolescent capacity for formal operational thought"

(Ibid.).

For Gilligan "once morality is recognized as a construction of
human thought rather than as an objective fact of experience, then the
whole nature of moral judgement undergoes a radical transformation
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(p.140).

To think about morality,

states Gilligan, "is to confront

the problem of judgment and thereby to discover the inevitable
limitations of knowledge itself"

(Ibid).

In Gilligan’s theory, as in

Kohlberg’s, moral and intellectual development do not necessarily
proceed at the same rate.
Brown and Canon (1978) state that researchers in the area of
moral development tend to study the cognitive dimensions but not the
affective.

They state that "moral behavior involves not only knowing

what one ought to do but carrying out the action as well"

(p.428).

Kohlberg and Mayer (1972) state that "the cognitive-developmental
position claims that developmental behavior change is irreversible,
general over a field of responses,
(p.486).

sequential, and hierarchial"

They see knowledge as an "equilibrated or resolved

relationship between an inquiring human actor and a problematic
situation"

(p.460).

Further,

cognitive-developmental theory assumes

that "basic mental structure results from an interaction between
organismic structuring tendencies and the structure of the outside
world"

(Ibid.,

p.459).

They state that "cognitive and affective

development are parallel aspects of the structural transformations
which take place in development"
Mayer state,

(p.457).

are structures which are

systems of internal relations’

Cognitions, Kohlberg and

'internally organized wholes or

(p.457).

These structures they state

are "roles for the processing of information on the connecting of
events"

(Ibid.).

To Kohlberg and Mayer, cognitive development theory supports the
dialectical metaphor,

a metaphor which is not material, but
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dialectical

in which "a core of universal ideas are redefined and

reorganized as their implications are played out in experience and as
they are confronted by their opposites in argument and discourse"
(p.456).

Siegel (1981) states that "one’s cognitive faculties become

more adaptive,

are better suited to resolving cognitive conflict, as

one gains fluency in integrating and differentiating information"
(p.277).

This is Kohlberg’s particular position.
Intellectual education in the progressive
view is not merely a transmission of information
and intellectual skills, it is the communication
of patterns and methods of "Scientific" reflection
and inquiry.
These patterns correspond to higher
stages of logical reasoning.
Piaget’s formal
operations (p.475).

The progressive,

according to Kohlberg and Mayer,

qualitative states or sequences in development"
distinction,

"seeks universal

(p.463).

The

add Kohlberg and Mayer, between humanitarian and

developmental criteria is the distinction between the short term value
of the child’s immediate experience and the long term value of that
experience as it relates to development

(p.462).

Implications

The literature clearly reveals that practitioners cannot
separate themselves from making value judgements - be that as role
model,

implementor of intelligent policy, or as guiding hand to a

troubled or questioning student.
moral stages,

Kohlberg clearly delineates the

from the most simplistic,

human organism travels through.
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to the most ideal, that the

Kohlberg provides the practitioner with a substantially tested,
knowledge base.

Kohlberg suggests to the practitioner that moral

development can be guided,

enhanced, and accelerated.

Kohlberg

provides a scheme whereby progress takes place by a constant
questioning and requestioning.
achieved,

In Kohlberg’s theory stages must be

simple maturation does not insure progressive moral

development.
This reader believes that the most practical application of
Kohlberg’s research for the personnel worker lies within the classroom
domain,

although there are a wide variety of applications that suggest

itself within seminars, workshops,
resolution sessions.

residence life and in value

Similar to Perry, much of Kohlberg’s value lies

in the guidepost he provides for us - knowing where an adolescent is
on moral issues gives one a target for dilemmas that must be resolved
before further moral development is to take place.
Kohlberg argues that advanced moral reasoning would presuppose
advanced logical reasoning (ala Piaget) although an advanced logical
reasoning does not presuppose an advanced moral reasoning.

In fact,

for the higher levels of moral development to take place, there is a
need,

in Piagetian terms,

for formal operational thought.

Within the

body of this concept lies the primary implication for higher education
of Kohlberg’s research.
Moral development can be facilitated.

The individual student,

/

through guidance,

can be assisted in his/her moral development, not

only to the ultimate universal/ethical position but perhaps even to
the seventh,

almost metaphysical level.
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Jean Piaget

There is reason to question what,

if any,

impact could an

individual of Jean Piaget’s background and training have upon higher
education,

let alone upon student development and the student

personnel practitioner.

Certainly Piaget was not even remotely

interested in higher education.
practitioner.
stage theory,

However,

Piaget was a theorist, not a

it would be literally impossible to discuss

in any of its ramifications, without reviewing the

contributions of Piaget.
already discussed.

His work is crucial to the other theorists

By analogy he is the foundation that the other

theorists have built upon.
For Piaget (1968):
The psychological development that starts at
birth and terminates in adulthood is comparable
to organic growth. . .mental life can be
conceived as evolving toward a final form of
equilibrium represented by the adult mind.
In a sense, development is a progressive
equilibration from a lesser to a higher state of
equilibrium (p.3).
According to Piaget,

there are 6 stages in the psychological

development of the human organism:
1.

Reflex or heredity - nutritional drives,

first

2.

emotions.
Motor habits - organized percepts, differentiated

3.

emotions.
Sensorimotor or practical intelligence - prior to

4.
5.

language. 1st 3 stages infancy.
Intuitive intelligence, spontaneous inter-personal
feelings, child subordinate to the adult - 7 years.
Concrete intellectual operations - beginning of
logic - middle childhood.

63

6.

Abstract intellectual operations, formation of
personality, affective and intellectual entry into
adult society (p.526).

Of particular impact to this study are Stage 5,
Stage 6,

the abstract.

the concrete, and

Piaget’s stages are guidelines rather than

definite chronological time frames, whereby one stage ends and another
begins.

It would also be consistent with Piaget’s findings to state

that the average entering college freshman is still at Stage 5 and not
quite ready for Stage 6 abstraction.
theorists,

Piaget, as do the other stage

saw structures as unified wholes,

they were dynamic and he

saw structural alterations as orderly transformations (Boden,
For Piaget,

stages are invariant,

than merely adding to,

"each stage develops from,

the one before"

(Ibid., p.24).

1980).
rather

Piaget,

according to Boden:
intended to show how the intellectual construction
of the possible begins in the sensorimotor
structures of babies’ intelligence, continues
throughout the intuitive stage, and reaches its
zenith in the abstract logical structures of formal
operational knowledge (p.51).
Elkind (1968),

in writing about Piaget, observes that it is the

"presence of logical operations in the child which permits him to
reconstruct and understand the physical,
(p.IX).

social and biological woiIds

For Piaget (1968) mental development is a continuous

construction.
The very nature of stage theory "presupposes recognizable,
sequential patterns in a person’s behavior which can be identified
(Parker,

1978,

pp.15-16).

The social-cognitive models used in stage

theory "should be understood as measuring and describing epochal
changes,

not fine-grained ones"

(Kitchener,
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1982, p.42).

Piaget and

Inhelder (1969) state that "the intellectual and moral structures of
the child are not the same as ours" (p.153), "a child’s logical
structures are significantly different from those of an adult" (Boden,
1980, p.4).
For Piaget (1953) intelligence is adaptation.

The organism

adapts itself, according to Piaget, "by materially constructing new
forms to fit them into those of the universe, whereas intelligence
extends this creation by constructing mental structures which can be
applied to those of the environment" (Ibid., p.4).

Piaget states that

"it is by adapting to things that thought organizes itself and it is
by organizing itself that it structures things" (Ibid., p.8).

"If",

state Piaget and Inhelder (1969), "the child’s thought is
qualitatively different from our own, then the principle aim of
education is to form its intellectual and moral reasoning power"
(p.160).

For Piaget, "the fundamental problem of adolescence is that

the individual begins to take up adult roles" (Coleman, 1974, p.100).
In educating the child, the child should be allowed to act, not be
acted upon (Piaget & Inhelder, 1969).
According to Piaget and Inhelder (1969) "to educate means to
adapt the individual to the surrounding social environment" (p.151).
Childhood, in their particular frame of reference is a continuous
adaptation, an adaptation to the physical or social environment.
Adaptation is needed to reach equilibrium.

Elkind (1968) states that

"On the mental plane, each new level of conceptualism establishes a
new equilibrium but also opens the subject to new forms of information
and new possibilities of contradiction" (p.XIII).
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Mental growth,

according to Elkind,
factors:
(p.XIII).

maturation,

'is clearly determined by three major sets of
physical experience, and social experience"

Piaget and Inhelder state that intellectual adaptation

occurs as "a process of achieving a state of balance between the
assimilation of experience into the deductive structures and the
accommodation of those structures to the data of experience"
They state that assimilation,

(p.154).

at least in its parent form, "is in

effect nothing other than play"

(p.155).

They add that "the complete

adaptation that it is childhood’s task to achieve consists in a
progressive synthesis of assimilation with accommodation"

(p.157).

Intelligence thus became "adaptation in its highest form"

(Ibid.,

p.158).
Piaget,
development;

therein posits the existence of a process of mental
that all intellectual raw material is not invariably

assimilable at all ages;

that we should take into account the

particular interest and needs of each stage.

It also means..."that

environment can play a decisive role in the development of the mind
(Piaget & Inhelder,

1969,

p.173).

According to Piaget and Inhelder

"the social development of the child proceeds from egocentricism
towards reciprocity"

(p.175), very similar in terminology to

Chickering’s later research in the vectors of student development,
see within Piaget’s scheme the various interplay of intellectual
development with social and environmental influences.
Gilligan (1981)

reminds us that it was Piaget who began the

empirical study of moral development.

Piaget left off his study

late adolescence, which is primarily where Kohlberg started his
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at

We

research.

The environmental influence on development has been noted.

It is the establishment of
environmental changes.

equilibrium which brings into balance

Boden (1980) states that equilibrium "is a

function of the organism’s power to adjust to environmental changes
and perturbations so as to maintain its essential structure and
natural life history"

(p.78).

In Piaget’s scheme it is the attainment

of formal thought which allows or enables the final step in moral
development.

This finding has been reaffirmed by the work of both

Gilligan and Kohlberg (Gilligan,
For Piaget (1968)

1981).

"the most profound tendency of all human

activity is progression toward equilibrium.
the highest forms of equilibrium,
affectivity"

(p.70).

Equilibrium,

Reason, which expresses

reunites intelligence and
in Piagetian terms,

ability to compensate for disturbances"

(Boden,

"implies the

1980, p.77).

Piaget (1968) would be a manifestation of disequilibrium.

Need,

to

When the

need is satisfied by action there is a move towards re-establishing
equilibrium.
Piaget stated that "each time one prematurely teaches a child
something he could have discovered for himself that child is kept from
inventing it and consequently from understanding it completely
(Boden,

1980,

p.105).

Students,

according to Piaget (1968) "make

infinitely better progress when an appeal is made to their interests
and proposed studies correspond to their needs"

(pp.34-35).

Thus,

conclude Sprinthall and Collins (1984) "class participation and
questioning;

instead of just the lecture method lead to personal and

cognitive growth"

(p.511).
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Elkind (1968) states that "for both Piaget and Erikson, the
person does not become a true individual or personality until he has
integrated his thoughts and feelings about himself into a total life
perspective which expands beyond personal interest to the whole of
mankind"

(p.XV).

Implications

Jean Piaget is the ultimate stage theorist and even though many
of his findings are fifty years old, or more, they have never been
successfully challenged.
developmentally,

For the practitioner to know,

at which stage a student is in, gives that

practitioner a frame of reference within which to work.

Although

Piaget’s research interest ended with late adolescence, that is the
very age grouping in which most entering college freshmen fall.
It would seem clear that Piaget’s research would have a broad
impact upon all of higher education.

Certainly, how we do things in

the classroom, but perhaps equally as well,
have for students outside the classroom.

in the expectations we

Piaget would say that many

seventeen-and-eighteen year olds are still at the concrete operational
level,

they have not as yet achieved the ability to operate on the

abstract intellectual level.

This suggests, or should suggest, much

as to how we structure our classes,
our residence halls.
!

implement our policies, or operate

Certainly, our expectations for what students

should be able to achieve must be geared to what students are in fact
capable of achieving.
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If one of the functions of the personnel worker is to
"facilitate humane maturity" then we must clearly understand the
premises upon which we are making assumptions.

Piaget’s stages also

play a critical role as we try to implement Kohlberg’s suggestions.
Students can be at a higher logical stage than their moral stage but
the opposite is not true.

The ramifications for higher education seem

implicit.

Erik Erikson

Erik Erikson,
primary work,

the psychoanalyst,

is not a stage theorist.

His

however, has been the life cycle, with his eight ages or

cycles in human development.

These can be viewed as stages which, as

in the work of the other stage theorists,

are progressively built upon

and whereby one stage must be achieved prior to the establishment of
the next stage or cycle of development.

Erikson (1963) provides a

chart (see Table 2) which best illustrates his concepts.
Erikson’s ages are best seen as a point/counterpoint progression
where at each age basic issues must be resolved in order to piogiess
to the next level.
sensory,

At the first age, defined by Erikson as the oral

the individual confronts developmentally the issues of basic

trust versus mistrust.

The second age is the muscular anal in which

the issues of autonomy versus shame and doubt are confronted.
3,

the locomotor genital stage,

initiative versus guilt,

At age

the issues to be resolved are

and at age 4, called by Erikson latency, the
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issues are industry versus inferiority.

Ages 5 and 6 are the pivotal

times of crisis that must be resolved by the adolescent.

Age 5,

puberty and adolescence is where identity formation is central.

At

age 6, young adulthood, the issues of intimacy versus isolation move
to the forefront.

Ages 5 and 6 correspond to the typical age

groupings of entering college students.

By age 7, called adulthood,

the individual has to deal with the issues of generativity versus
stagnation, and at age 8, the capstone of Erikson’s scheme, maturity,
ego integrity (the wholeness of the fully developed human being) must
do battle with despair.
Development,

in Erikson’s (1968) terms can be explained by what

he calls the epigenetic principle,

in which "anything that grows has a

ground plan, and that out of this ground plan the parts arise, each
part having its time of special ascendancy, until all parts have
arisen to form a functioning whole" (p.93).

In Erikson’s scheme, the

concept of a crisis is developmentally built in.

Erikson (1968) sees

a crisis as a necessary turning point "when development must move one
way or another, marshaling resources of growth, recovery and further
differentiation" (p.16).

During adolescence, Erikson states, "the

ideological structure of the environment becomes essential for the
ego, because without an ideological simplication of the universe the
adolescent ego cannot organize experience according to its specific
capacities and its expanding involvement" (p.27).

The problem or

concern of adulthood is, however, different, in that in adulthood the
problem "is how to take care of those to whom one finds oneself
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committed as one emerges from the identity period, and to whom one now
owes their identity" (p.33).
Erikson argues that the young need restrictions, the search of
youth, he states, "is not for all-permisibility, but rather for new
ways of directly facing up to what truly counts" (p.37).
the young,

The task of

in Eriksonian terms becomes the search for individual

identity and only by establishing individual identity can intimacy and
full-fledged mature adulthood be achieved.

"It is only when identity

formation is well on its way that true intimacy - which is really a
counterpointing as well as a fusing of identities - is possible"
(p.135).
For Erikson, adolescent love "is an attempt to arrive at a
definition of one’s identity by projecting one’s diffused self-image
on another and by seeing it thus reflected and gradually clarified"
(Ashby,

1976, p.532).

Ashby adds that for Erikson, "the task of the

adolescent is essentially that of achieving an identity, avoiding an
identity confusion" (p.532).
Gilligan (1981) points out that in Erikson’s scheme there is a
risk involved in the adolescent search for identity, "the search for
allness could end in the nothingness of an identity so diffuse as to
obliterate any coherent sense of self

(p.145).

discussing Erikson stated that for Erikson

Weathersby (1981), in

ego identity gains leal

strength only from wholehearted achievement that has meaning in oui
culture" (p.55).

Kitchener (1982) restates the fact that "the primary

developmental task of adolescence has been identified by Erikson as
establishing an identity

(p.39).
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Both Erikson and Bettelheim in their independent research
concluded that "identity and intimacy are intricately conjoined"
(Gilligan,

1982, p.13).

Erikson, according to Gilligan, felt that in

our society male identity was "forged in relation to the world, female
identity awakened in a relationship of intimacy with another person"
(p.13).

The concept in Erikson’s work which is specifically relevent

to student development as restated by Widick and Simpson (1978) is
that the primary developmental task facing youth is the "resolution of
identity and the achievement of the capacity for intimacy" (p.28).
The following table corresponds to the table on page 69 of this
dissertation and was provided by Chickering and Havighurst (1981).
The table illustrates the counterpointing between developmental issues
and typical ages where these issues need resolution.

The two ages

most noteworthy for those individuals involved in student development
on the collegial level would be adolescence and young adulthood, where
identity needs to be established prior to the achievement of intimacy:

Basic Trust versus Mistrust
Autonomy versus Shame and Doubt
Initiative versus Guilt
Industry versus Inferiority
Identity versus Role Confustion
Intimacy versus Isolation
Generativity versus Stagnation
Integrity versus Despair

Infancy
Early Childhood
Prepuberty
Puberty
Adolescence
Early Adulthood
Middle Adulthood
Later Adulthood

Figure 3. Chickering and Havighurst’s (1981) illustration of the
relationship between developmental issues and typical ages in
which these stages are reached (p.72).

Erikson had taken, they claim, a significant step m
developmental psychology when he "conceived of growth through the life
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span as a process of meeting and achieving a series of eight
psychological tasks, each of which dominates the development of the
individual at a certain stage of life" (p.18).

If the tasks were not

resolved, persistent problems were created, "final resolution was
seldom achieved because new circumstances and experiences could
unsettle a previously satisfactory level of trust, autonomy,
initiative,

industry,

identity, or intimacy" (p.18).

There is, in

light of these developmental issues, a logical correlation with the
next section of this chapter dealing with ego development.

Implications

The importance of Erikson for the purpose of this study can be
summarized very briefly.

Although Erikson is not a stage theorist,

his research on the life cycle bears a remarkable similarity.
Erikson’s scheme is, as in the case of the stage theorist, a scheme of
issue resolution.
From the first age infancy, where the individual deals with the
basic issues of trust, mistrust, to the last stage of integrity versus
despair, we see a continual juxtaposition of internal issues that must
be dealt with and resolved for full humane maturity to occur.
The work of Erikson is especially relevant for higher education
because of the two pivotal ages, five and six.

Therein the issues

that must be resolved are the youth’s establishment of personal
identity, and in age six, the ability to achieve personal intimacy.
The young, states Erikson, are not interested in all-permissibility.
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They need guidelines, they need to be able to focus upon the issues
which count.

Within his findings, the developmental issues to be

confronted by higher education are abundant.
The personnel worker, more than any individual on the college
campus,

is fully cognizant of the agony at times that the college

student undergoes in achieving both identity and intimacy.
Implications for the personnel worker of Erikson’s research lie in
many domains; conflict resolution, issues of human sexuality, drug and
alcohol use and abuse, how the student lives in that community which
is a residence hall, and most importantly, how the student learns to
live with that human entity which is himself/herself.

Erikson’3

thinking permeates everything we do in higher education, particularly
if one believes in the development of the whole human as a primary aim
of education.

Ego Development

The rationale for including a section on ego development occurred
rather late in this researcher’s reading of the human development
literature.

It’s importance, however, seems central to the work of

all the individuals thus far discussed in this section.
paraphrase one authority, is the tie-that-binds.

The ego, to

The ego, is that

which gives wholeness to the human being.
Jane Loevinger has written extensively on ego development.
Loevinger believed that ego development was a master trait, second m
importance only to intelligence.

Within ego development there were a
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number of turning points, termed, "milestone sequences, which
represent broad patterns of change involving many aspects of
personality" (Weathersby, 1981, p.52-53).

Ego development thus refers

to "a sequence, cutting across chronological time of interrelated
cognitive,

interpersonal, and ethical development that form unified,

successive, and hierarchical world views" (Ibid., p.52).
Weathersby (1981) defines ego as "that aspect of personality
that keeps things together by striving for coherence and assigning
meaning to experience" (p.52).

The stages of ego development,

according to Weathersby, "constitute qualitatively different frames of
reference for perceiving and responding to experience" (p.51).
Loevinger,

in a similar manner to the other developmentalists,

describes ego development in the context of eight consecutive stages
of development.

The stages are impulsive, self protective,

conformist, conscientious, conscientious-conformist, individualistic,
autonomous, and the integrated.

Each stage serves as a building block

for the proceeding stage until the wholeness of ego development is
achieved at stage eight when the individual is fully integrated.
There are, according to Weathersby (1981), three conditions that will
foster the development of the ego.

First, if an individual is allowed

to vary his/her direct experience and to experiment with different
roles.

Secondly, if an individual can experience meaningful

achievement, and thirdly ego development is fostered if the individual
has relative freedom from anxiety.
Weathersby states that there is a marked similarity between the
higher stages of ego development and what Maslow describes as self
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actualization.

The college experience is crucial according to

Weathersby in that the very experience of being in college "can alter
fundamentally the structures in which an individual thinks, feels, and
acts" (p.56).

Loevinger felt that the majority of late adolescents,

and adults for that matter, were at either the conformist or
conscientious stage;

ample room for productive intervention

techniques to bring the final stages of ego development to fruition.
Weathersby (1981) confirms this by saying that "we can expect most
traditional-age college students to start out at the conformist or
self-aware stage and then move beyond, although probably not past the
conscientious stage" (p.58).
It can be predicted, states Weathersby, that some students will
be at risk in the face of life transitions.

They may experience

heightened anxiety in the course of their studies, but will also have
the opportunity to emerge with new personality strengths forged in the
educational process.

She goes on to say that "if the combination of

new life tasks and education stimulates ego development as well, the
amount of inner stress and disequilibrium can be considerable”
(Ibid.,p.73)

A benefit of studying ego development theory is its use

"as a map or matrix that can help us identify the next step in
development" (p.72).

Ego differences, in Loevinger’s scheme, are

"viewed as positions on a continuum describing interrelated patterns
and not merely as individual idiosyncrosies" (p.63).
Change, according to Weathersby "in one aspect of ego
development is likely to stimulate change in another" (p.53).
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The ego

stage that one is at, in this vain, serves as one’s frame of reference
for experiencing,

i.e. how the individual views the world.

Implications

If we conceive of the ego as a master trait, second only to
intelligence, as Leovinger argues, then its relevance to higher
education, and to student personnel work, for purposes of this study
becomes obvious.

Ego development can be seen as a sequence of events

which cross the lines of all developmental activities, cognitive,
interpersonal and ethical, and lend to the formation of a unified
world view.
Ego development is conceived of as occurring in eight separate
and distinct stages, from stage one, the impulsive, to stages seven
and eight, the autonomous and the integrated.

As in the schemes of

other stage theorists, ego development is invariant and hierarchical.
One stage must be mastered and the developmental issues of that stage
addressed, prior to the next level of ego development.
According to the literature, and herein lies its usable
significance for student personnel work, there are three conditions
which can foster the development of the ego, a variety of experiences
and experimentations, meaningful achievement, and a relative freedom
from anxiety.

The possible implications of this can be visualized

throughout the various segments of higher education; how we structure
our classes, assign work, and in various residence life experiences.
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If one looks for areas of overlapping validation, the higher
levels of ego development bear a marked resemblance to Maslows’
research, and what he termed self-actualization.

The researchers

reviewed in the field of ego development indicate that the college
experience is crucial.

It is the college experience which fosters the

structures of how an individual thinks, acts, and feels.
It would seem clear that a knowledge at least of ego development
would prove to be a valuable instrument for any practitioner.

If the

ego is that which molds the individual into a functional whole, the
tie-that-binds, then developmentally, the developing ego becomes
perhaps the overarching developmental concern.

Summary

This chapter has summarized the work of those theorists who have
been most influential on the student development practitioner.
One must now ask, what are the implications for student
development that can be garnered from the writings of those
authorities?

Piaget can best be seen as the foundation upon which all

further research in the area of stage theory has been constructed.
The individuals who will be cited in Chapter IV and who are commonly
considered to be "student developmentalist", all, consciously or not,
are indebted to Piaget’s earlier research.

The individuals writing

about student development are essentially discussing stages of a
college student’s development.

They are discussing frameworks and

timetables for when students, of a traditional college age, are
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capable of, and/or ready to undertake increasingly complex
developmental tasks.
Implications for student personnel practitioners seem abundant
within Kohlberg’s research on moral development.

Studies have

indicated that resident students as compared to commuting students
have higher moral judgement scores (Kitchener, 1982).

In the same

study, conducted by Rest, Kitchener reports that there is "a
consistent relationship between higher levels of moral reasoning and
educational level" (p.31).

In both the Kohlberg and Perry schemes,

"students should move to a higher level of development" (Sprinthall &
Collins, 1984, p.509), and development can be accelerated.
Thomas, Murrell and Chickering (1982) report that "...it seems
logical that value development be considered a core aspect of student
development.

Indeed, value development is clearly related to the

development of identity, purpose, and of course, developing integrity"
(p.9).

The progressive view, taken by Kohlberg and Mayer (1972)

indicates that "the aims of education may be identified with
development, both intellectual and moral" (p.493).

"It is impossible

for teachers not to engage in value-judgements and decisions" (Ibid.,
p.475).
The importance of Chickering and Perry upon the student
developmentalist lie perhaps within the practicality of their
approach.

Both relied upon personal interviews with college-aged

students.

Both interviewed men and women and had a large enough

sampling to lend credibility to their findings, and in particular
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Chickering was able to demonstrate concrete areas of concern whereby
his findings could be applied.
Chickering and Perry are particularly important because they
speak about what actually happens to the student in the college
enviionment.

They discuss what can be done in the college environment

to foster development and they discuss the conditions that are needed
before development can take place.

They are in a very real sense, the

pragmatist of the theorist.
If Piaget and Kohlberg form a common grouping, so do Chickering
and Perry.

Erikson adds a fresh dimension.

His training as a

psychoanalyst allowed him to examine similar issues from a fresh
perspective, but his findings corroborate many of the findings of the
other human development authors.

Erikson would be significant if for

no other reason than the findings revealed in the life cycle.
It was felt necessary to add a section on ego development as the
ego does seem to be the tie-that-binds, the entity that holds all
component parts together, into a fully developed, mature, human being.
It is the contention of this chapter that the theorists cited
are the ones most commonly used or called upon by those individuals in
higher education who are writing about student development.
Having reviewed those individuals who are seen as the major
influences upon student development it is now time to examine the
writings of those individuals who are considered the leading
proponents of student development in the college setting.

Namely,

those individuals who are broadly categorized as advocates of the
student development theory/approach/model.
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CHAPTER 4

STUDENT DEVELOPMENT:

IN SEARCH OF A DEFINITION

Introduction

Student development literature is characterized by a confusing
interchangeable use of terminology.
are development,

Used seemingly interchangeably

student development theory, and the student

development approach; whereas, with some exceptions,

the term student

development model typically refers to the operationalized side of the
theory/approach.

The student development model, usually,

refers to a

specific construct of the student development theory or student
development approach.

The model is the practical application of

student development theory to a particular institutional program and
or project.
The authors cited in this chapter are those who are recognized
by their peers as the primary advocates of student development as it
applies to the student personnel practitioner in American higher
education.
development,

This chapter reviews the literature of student
focusing particularly on the relationship between student

development and traditional student personnel work.

In essence, what

do particular authorities mean when they discuss the issues of student
development as theory/model/approach?
to demonstrate that in the main,

It is the purpose of Chapter IV

the proponents of student development

are indebted to the theoretical constructs of Jean Piaget, Arthur
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Chickering, Erik Erikson, William Perry, Lawrence Kohlberg and to a
lesser extent from Weathersby and Loevinger in their research on ego
development.

Student Development:

A Review of the Literature

Most of the student development literature has been published
since the mid 1960s, making student development a relatively new topic
within higher education.

The majority of the authorities cited come

from the academic sector and have received their training in
traditional programs in education and psychology.
the most part practitioners,
Chickering,

They are not for

although some cited, such as Arthur

who is central to student development do have an empirical

basis for their theories.

Chickering,

in his highly influential

volume Education and Identity presents an empirical basis for his
findings from his research at Goddard College.

William Perry whose

Intellectual and Ethical Development is also an empirical study,
this particular case, of Harvard students.

in

Individuals such as Burns

Crookston, who until his recent death was a Professor of Higher
Education at the University of Connecticut, are also influential to
this study.

Crookston was both an academician and a practitioner.

Theodore Miller and Judith Prince along with their colleague Winston,
are psychologists who developed the Student Development Task Inventory
- 2,

an assessment tool developed directly from the earlier research

conducted by Arthur Chickering.
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Miller and Prince (1976) define student development as, "the
application of human development concepts in postsecondary settings so
that everyone involved can master increasingly complex developmental
tasks,

achieve self-direction, and become interdependent",

(p.3).

The

definition offered by Miller and Prince points to some of the implied
differences between traditional student personnel work and student
development.

Student development theory implies an application of

tested principles, of human growth and development in a postsecondary
setting;

to foster the development of increasingly complex tasks, and

to assist the undergraduate in achieving self-direction and to become
interdependent.

At a later date, Miller (1982) adds to that

definition of student development by saying it is,

"...the mastery of

increasingly complex developmental tasks and the achievement of selfdirection and interdependence to give it directionality",

(p.ll).

The

concept of directionality, of purpose, becomes central to the student
development theory.
One student development theorist says that the,

"entire academic

community is a learning environment in which teaching can take place"
(Crookston,

1972,

p.4).

This is indeed an echo of the past whereby

student personnel practitioners, with their emphasis on the
co-curricular and with the notion of collegiality, historically
maintained that much of a student’s learning took place outside of the
classroom.

Crookston,

difference is pivotal.

however,

is saying much more than this and the

Whereas in the past much was left to chance,

Crookston is arguing a developmental program that has a particular
focus and is purposive.
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Table 4,

furnished by Crookston, provides a clear

description of

the contrasting behavioral orientations between traditional

student

personnel workers and student development practitioners.

Student Personnel
Authoritarian
Reactive
Passive
Remedial
Corrective
Controlling
Cooperative
Status Oriented

Student Developmental
Egalitarian
Proactive
Encountering
Developmental
Preventive
Confrontive
Collaborative
Competency Oriented
(Crookston, 1972, p.4).

Figure 4.
Contrasting Behaviorial Orientations, Descriptive of
Student Personnel and Student Developmental Methodologies.

We see in this effort by Crookston, both a theorist and a
practitioner,

an attempt to delineate the difference between the

traditional and the developmental.
Miller (1982) writes,

"developmental theory explains the

processes by which development occurs and also identifies the tasks
that must be achieved and the special skills that must be mastered for
development to occur"

(p.13).

Kitchener (1982) Hurst and Pratt (1984)

describe what they refer to as 7 dimensions along which student
development occurs.
structures,

The 7 dimensions they describe are cognitive

aesthetic development,

moral reasoning,

identity formation, physical self,

interpersonal relationships,

Parker (1978)

and social perspective.

says "The student development movement, then,

is

concerned with establishing an environment in higher education that
challenges and supports individuals to increase their total
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effectiveness, not with adjusting to or being controlled by the
institution"

(p.8).

Parker goes on to describe what he calls a

process model for student development, a model which assists the
student in setting goals,

assesses current status and the steps

necessary to achieve the goals,
through instruction,
finally,

facilitates growth and development

consultation and environmental management, and

evaluates the efforts toward accomplishing goals and

initiates action where appropriate.

Parker has provided a conceptual

framework whereby individual programmatic models can be initiated to
implement student development in a pragmatic fashion.
Nevitt Sanford claims that student development is characterized
by an "increase in the ability to deal with an ever more complex world
in ever more complex ways"

(Parker,

1978, p.7).

Thomas, Murrell and

Chickering (1982) state that personal identity is a critical dimension
within student development, whereas student development is concerned
with the intellectual,

emotional,

and moral, physical and social

dimensions of student life.
Heath (1978) offers:
a model of development for college years only,
not leavened by an understanding of preceding
and subsequent events, distorts our understanding
of the principle types of growth that should
occur at different ages (p.192).
Student development practitioners have borrowed heavily from
developmental psychology,

and in so doing speak of a life-span model,

whereas "an adequate life-span model should be general.
apply to persons of both sexes and different ethnics,
and socio-cultural backgrounds"

(Heath,

86

1978, p.193).

It should

social class,
Heath continues

by saying that any model which is used, should be comprehensive,
explicit,
useful)"
not,

internally consistent, parsimonious,
(p.184).

to his mind,

and generative (i.e.

Myers cautions us that student development does
fulfill all of these criteria but is nevertheless

useful to the student personnel practitioner.
Touchton, Wertheimer, Cornfeld and Harrison (1978) write that
development is the process of the individuals growing in a way that
allows him to become increasingly complex"

(p.153).

Astin (1985)

offers what he refers to as a theory of student involvement,

in which

the student is actively involved in the learning process, where the
focus is on what the student, not what the educator is doing.

This

behaviorial mechanism for action is what would facilitate student
development.

Hurst & Pratt (1984), cited earlier with their seven

areas in which student development occurs, offer five basic student
development assumptions,

gleaned form the earlier work of Drum,

namely:

1.

2.
3.
4.
5.

There are,

development in students is characterized by
greater richness and complexity within the
seven areas
beliefs, values, judgements move from external
locus to internal and integrated
development as continuous - less to more mature
development continuous but not systemically one
dimensional
quantitative changes as building blocks upon
which future change occurs with greater
intensity (p.175-176).
cite Hurst & Pratt,

five basic approaches to student

development:
1.
2.

Psychological theories - developed through life
g^^g0g
Cognitive development theories - irreversible
states and processes
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3.

Maturity models - whole individuals - growth
dimensions

4.

Topology models - characteristic ways individuals
perceive and respond to situations
Person-environment interaction models
interdependence of person and environment in
shaping each other (p.175).

5.

Ender, Winston and Miller (1984) write "Intentional student
development refers to educational programs and processes that affect
the quality of students

learning in human development dimensions such

as academic competence, capacity for intimacy, and vocational
development"

(p.9).

All of the developmental theories, according to

Thomas and Chickering (1984), have common elements.
starts rapidly,
independence,

then slows down,

Development

it leads from dependence to

form egocentric behavior to social behavior.

There is

finally an interaction of several variables, operating simultaneously
or in succession.

These elements of development remain common,

regardless of the approaches as cited by Hurst and Pratt.
Sprinthall, Bertin and Whitely (1982) write that "Promoting
psychological maturity as a component of the college experience is a
very feasible alternative for colleges and universities as a
contribution to the accomplishment in adulthood of their graduates"
(p.42).

Sprinthall and Collins (1984) offer us the thought that the

teenagers in college are really at a new stage of development, one
that is between adolescence and adulthood,
Kenneth Keniston refers to as "youth"

a stage which psychologist

(p.488).

It is the idea of

interaction which sets developmental theory aside from other concepts.
Hanson (1982)

in referring to student personnel practitioners

writes that "we can’t be very intentional about what we do if we do
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not at least ask questions about how students change”

(p.l).

Miller

(1982) sees student affairs programs as parallel to formal instruction
as an essential part of the educational process (p.9) and claims that
student development

reflects growth that is purposeful,

positive, and

powerful

(p.ll).

assuming

that there is room to enhance some aspect of the person"

(Kitchener,

1982,

In discussing student development we are really

p.20).

Kitchener (1982),

and in this case Kitchener is referring to

student development as theory, not just as student development, says
that student development theory is based in social-cognitive
developmental theory,
Loevinger.
idea,

the major proponents being Piaget, Kohlberg and

Development,

states Kitchener,

"occurs when an event,

an action cannot be assimilated or absorbed without distorting

either the reasoning pattern or the stimulus"

(p.21).

"Student development... has served to give meaning and direction
to the student affairs function"

(Garland,

1985, p.99).

The principle

difference between student personnel and student development is in
doing away with the term student personnel, which is an anomoly and is
asserting that "student development is not merely complementary or
supplementary to the instructional program,
of the college"

(Crookston,

student development,

1972,

p.4).

Crookston goes on to say that

as opposed to traditional student personnel,

involves shared power and decision making,
communications,

it is a central function

is flexible, has

and involves constant assessment and reassessment.

Chandler (1975) expands this concept of what student development is by
saying that student development involves goal setting,
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assessment and

strategies for change, collaboration, being proactive and is
competency based.
Pitts says

...the concern of American higher education for the

development of the whole student is a parental function.

The on-going

belief that student development is an important feature of higher
education indicates that this parental function continues" (Pitts,
1980, p.23).

Crookston (1972), however had felt that it was the very

demise of in loco parentis that had accelerated the developmental
approach.

Theorists have suggested that the common avenues upon which

students develop are in such areas as knowledge, morality, the self,
and in relationships (Kitchener, 1982).
that:

Kitchener goes on to say

"Between childhood and late adolescence, there seems to be a

shift from the ability to think about concrete data-based instances to
the ability to think about hypothetical situations.

Later, the

ability to think hypothetically becomes formalized in an interrelated
system of inductive and deductive logic" (p.27) and adds that:
"...when students reason about complex tasks, they will probably be
skeptical about the potential of reason to solve problems...some will
cling to the belief that absolute knowledge exists in some areas and
they will look for authorities who have that knowledge'

(p.30).

Students tend to understand themselves as "different at different
times and places and therefore, may act in contradictory ways"
(Kitchener,

1982, p.34).

It must be understood that "development is

generally from simple, concrete categories to highly differentiated,
integrated and reflective categories" (Ibid., p.35).
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Kitchener (1982) says that:

"Development appears to be a alow

process that may involve periods of advancement and then
consolidation.

General experiences within the same domain may be

necessary before thought patterns are reorganized.

The cumulative

effect of higher education in stimulating moral and intellectual
development appears particularly important"

(p.36).

Kitchener gives

us two terms that are particularly useful in referring to student
development.

One concept he discusses is what he calls a normative

history graded influence,

which are influences which "occur to most

members of society who live through a particular historical period but
not to members of a different generation who did not experience the
historical event"

(p.37).

Witness the influence of the Vietnam War on

the college aged students of the

’60s and’70s.

The other influence

Kitchener refers to as a normative age - graded influence, namely
where "certain events happen at about the same time for most people
because of age-related similarities in biological clocks and the
demands of our social institutions"

(p.37).

Byrne (1966) says that the first and primary purpose of a
university is to develop
of its undergraduates"

the intellectual,

(p.15).

social and moral character

Berry (1976),

literature of student personnel work,
trend towards student development.

in reviewing the current

indicates that there is a cleai

Lloyd (1969) reminds us

that the

student even more than the subject is the starting point of education
(p.141).

Cummins (1966) suggests that the university can and should

play a role in shaping student values.
United States,

In fact, colleges in the

since their origin, have always been involved in
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shaping values (Thomas, Murrell, & Chickering,

1982).

"The earliest

American colleges were actually very much concerned about developing
the student as a whole person"

(Miller,

1982, p.6).

As Miller (1982) states "student affairs professionals and
others in the academic community cannot leave totally to chance the
learning of the essential life skills"

(p.ll).

Miller also states

that "the primary responsiblity of student affairs professionals is to
assist students in their personal growth development, and education"
(p.10).

Patterson (1973)

says that "the student development worker is

forced to deal with ethical issues, he cannot avoid value judgements"
(p.57).

Crookston (1972) argues that for student development to work

there must be both shared power and decision making.

Both Douglas

Heath and William Perry argue that moral example is a strong influence
on student development (Dalton,

1985b).

Mueller (1967) discussed what she termed as seven personality
vectors by which a student shows growth on campus; namely, management
of emotions,
competence,

freeing of interpersonal relationships, development of
autonomy,

purpose,

integrity and identity.

There is an

amazing similarity between Meuller’s notions and Chickering’s (1969)
vectors of student development, which he empirically tested and
validated.

There is also a strong cross reference with Erikson’s

notion that the primary task of late adolescence is achieving a sense
of identity.

Thus are seen some of the intertwining of principles and

concepts from individuals influential in human development psychology
as it applied to student development.
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Hodinko (1974) argues that "student development is a central
teaching function of the college"

(p.54).

"Student development does

not seek to change the basic character of the institution.

It is just

a more effective process to help students achieve within the
institution

(Chandler,

1975, p.53).

It would seem logical that

student personnel workers cannot afford to be "value neutral"
1985a,

p.20).

(Dalton,

Value neutrality would certainly not allow

practitioners to foster that sense of social responsibility which
Sanford (1969) states is so critical in a college student’s
development.

It would seem clear that we cannot assume that

interpersonal skills will grow automatically as the student matures
(Delworth & Piel,

1978).

As Gilligan (1982) stated "The concepts of

attachment and separation that depict the nature and sequence of
infant development appear in adolescence as identity and intimacy and
then in adulthood as love and work"

(p.151).

It would be implicit in

this statement that the concepts of student development are inherently
worthy as they assist the youth in achieving the tasks of identity
formation and establishing intimacy as a prelude to full-fledged
adulthood.

Kev Concepts

Since the theme of this section has been to establish a commonly
accepted working definition of what student development is,

it should

be quite obvious that the various authorities writing on the subject
use a number or variations on the theme in their working definition.
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However, there is commonality in in using the term "student
development” when human development theory is applied to college
students; i.e. those traditional aged individuals in a postsecondary
institution.
purposeful.
ti ansposable,

Student development is also directional and it is
Student development is, according to the authorities,
it is a program that can be modeled and is conceivably

usable in a variety of institutional settings.
Clearly, there is a commonality of language used amongst those
authors writing about student development.

If there is a common

definition that the developmentalist would share it would undoubtedly
be that the function of student development is to assist the student
in mastering increasingly complex developmental tasks, achieve
self-direction, and become interdependent.

Within the context of this

definition we see the influence of the stage theorist cited in Chapter
III.
It becomes the mission of the practicing student
developmentalist to structure programs that will assist the student in
achieving these increasingly complex developmental tasks.

Student

development implies the application of tested principles (a la
Chickering & Perry), principles which when applied have directionality
and are purposeful.

Student development involves goal setting,

constant assessment and reassessment, and the applications of
strategies for change.

Student development,

involves collaboration,

and is a proactive approach.
The research indicates that there are seven dimensions of
development which are relevant to student development.
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These seven

dimensions are cognitive structures,
the physical self,
relations.

moral reasoning,

aesthetics,

identity formation,

interpersonal relations and social

Within these seven dimensions lies the practicality of the

student development approach for higher education.
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CHAPTER 5

CONCLUSION AND RAMIFICATIONS

The study was framed by four research questions:

1.

Is there a student development theory/model?

2.

Is student development different from traditional
student personnel work?

3.

If student development is not a distinct model or
theory, does it suggest an approach that is distinctly
different than the more traditional student personnel
work?

4.

What are the operational implications of student
development,

if any,

and what are the implications for

the student personnel practitioners?

Question #1.

Is there a student development theory/model?

While a few institutions in higher education have worked to
implement practices consistent with student development theory, there
is no clearly established student development model; none that can be
replicated and whose features are transferable from one institutional
setting to another.
been attempted,

In settings where a student development model has

it has been a model targeted at a specific program or

department within the larger umbrella of the traditional institutional
setting.

Numerous attempts have been made to implement a so-called
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student development model, yet no single clearly defined model exists,
nor do all of the various listed models have exactly the same
features.
The question,
complex.

is there a student development theory is more

Clearly there are student development theories,

those offered by Chickering and Perry.
Loevinger,

such as

Elements of Kohlberg,

Piaget and Erikson certainly lend themselves to student

development theory but these researchers were not writing specifically
about students or about education, but rather about general human
development.
However,
Perry,

student personnel practitioners, borrowing heavily from

Kohlberg,

Piaget and other human development researchers, have

evolved what is now frequently referred to as student development
theory.

However,

this student development theory, much like the human

development theory from whence it was extracted is highly abstract,
and is far more descriptive of student development needs (e.g.
identity,

intimacy, cognitive, morale,

social) than it is of programs,

models processes, or procedures that institutions of higher education
could implement to foster these perceived student developmental needs.
Therefore,

while there is certainly an abundance of student

development theorists and theories,

there are none that have thus far

been accompanied by a comprehensive model for higher education
practitioners.

Question #2.

Is student development different from traditional

student personnel work?
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Yes,

student development, as articulated in the literature by

student personnel theorists and practitioners is clearly different
than traditional student personnel work.

Traditional student

personnel work,

inherently parental and custodial, was an extension of

administration,

an outgrowth of increased student enrollments and

expanding administrative duties.
Student developmentalists, on the other hand,

grounded in human

development psychology, clearly see themselves as educators, an
extension not of administration, but of the teaching faculty.
However, while contemporary student personnel workers clearly shy away
from being administrators, neither are they faculty.

It is quite

probable that this in-between status is in large part responsible for
the inability of student developmentalists to translate theory into a
*

clearly discernable model.

Student development theory persistently

posits significant interaction between students and teachers as a
necessary component of human development.

Neither the traditional

student personnel worker nor the contemporary student personnel worker
has a role in higher education that is as intensely interactive with
the total student body as student development theory specifies.

Question #3.

If student development is not a distinct model or

theory, does it suggest an approach that is distinctly different than
the more traditional student personnel work?
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The answer to this question is yes and the reasons for this
different approach are as follows:
1.

Student development is theory based, not administrative
need based.

2.

Student development practitioners see themselves
primarily as educators, not as administrators.

3.

Student development implicitly involves value
judgements,
of values,

it is not value neutral.

The instillation

role models, or ala Kohlberg the achievement

of more morally adequate states,

is implicit within the

student development function.
4.

Student development, based on its own body of knowledge
lends itself to the drive for professionalism so long
sought after by student personnel practitioners.

It

further distinguishes what student personnel
practitioners do versus what administrators do.
5.

The student development approach is neither parental nor
custodial, but rather developmental in the broadest
sense.

6.

The student development approach offers a distinct and
different view of the student and of the practitioners
role in working with the student in the modern college.

7.

The student development approach allows for the
establishment of mutually agreed upon goals between
student and practitioner.
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Question #4.
development,

What are the operational implications of student
if any,

and what are the implications for the student

personnel practitioners?
It would seem clear from this study that the operational
implications of student development are many.

If student development

were taken seriously in higher education it would require
revolutionary

rethinking of the way we presently do things from

classroom to residence hall.

The working assumptions of the student

developmentalist are different in kind from the working assumptions of
the traditional personnel worker.

Traditional personnel workers

certainly assume that growth and development are taking place amongst
college students, but they more readily assume that the nurturing and
guiding of that development is the function of the faculty.

That is,

student development is seen as an exclusive faculty role.
Developmentalists, on the other hand, believe that development is the
central goal of a college education, and that it should be nurtured
and facilitated in all areas of campus life,

and not left exclusively

to the faculty.
Below I have identified several facets of campus life in which
student development theory suggests a departure from traditional
student personnel work.
1.

Undergraduate Classroom Instruction.

Over the past decade

there has been a groundswell of concern over the quality of
undergraduate instruction.
taught by lecture,

Typical undergraduate classes are laige,

tested by mechanically scored examinations, and

feature limited classroom interaction.
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In many larger universities

lower level classes are frequently taught by graduate students,
instructors, and junior faculty members.

Student development theory

looks askance at all of these practices.
Student development theory tends to advocate highly interactive
processes, which are potentially better facilitated by smaller
classes,

interactive teaching methodologies, written work, projects,

and written examinations.

Both pedagogical theory and the literature

of higher education expound these principles.
John Dewey,

From the early works of

through the latest writings of Piaget, and embracing so

much of the work of Kohlberg, Chickering, and other developmentalists,
the interactionalist perspective is paramount.
2.

Residence Halls.

Historically, with notable exceptions,

residence halls are buildings in which students live and socialize,
and where normal maturation is assumed to occur.

The criteria for

successfully managing the residence halls are that rules and
regulations are enforced and vandalism is minimized.
worker,

guided by developmental theory, however,

differently.

The personnel

sees residence halls

The developmentalist is not a manager of buildings, but

an educator of young adults.

The developmentalist believes that the

residence halls are not just a place to live, but a place to learn as
well.

He or she stresses the importance of interaction with resident

students,

of grappling with issues of living in a community situation,

of sharing,

of compromise and of dealing with rules and regulations as

an issue of mature adult accountability.

From this perspecti\e

virtually all incidents of discipline, violence,
incidents,

disharmony, harassment,

racial and sexual

property damage,

101

abuse of drugs and

alcohol,

challenges to authority,and so on, can be handled in a

developmental manner, where the growth of the parties involved is seen
as every bit as important as is the settlement of the issue.
short,

In

residence-hall problems are all viewed as instructional

opportunities.
3.

Student Activities.

As in the residence halls, a

developmental perspective sees all student activities as part and
parcel of the developmental function of the collegiate institution.
Student activities afford rich opportunities for developmental
instruction in leadership,

morality, politics,

introspection,

Whereas traditional personnel work

and so on.

responsibility,

certainly recognized the potential of student development in these
areas,

a developmental approach sees it as primary, and therefore

builds into these activities the interaction needed to glean the
instructional benefits.

That is,

the interaction becomes as essential

as the activity.

A Final Word

Clearly,

student development,

the personnel worker.

However,

as theory, has implications beyond

the structural and political realities

of our modern colleges give evidence that for the personnel worker,
student development offers fertile ground.
their specialties,
operate.

The faculty, embedded in

have for the most part opted for the waj

they will

Certainly a working awareness of the principles of

development could and should make a difference in the way they do
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things, but for the most part, short of a major restructuring and
rethinking of the way we do things in higher education, this is
unlikely to happen in the near future.

Personnel workers, versed in

these developmental findings, need to continue to implement and
experiment in areas where there is a realistic chance for impact,
hhile the implications of student development theory extend to all of
higher education,

it probably will be up to the personnel workers,

filling anew that historical void, to implement development findings
in non-classroom settings.
If one reads the literature of higher education, Levine’s When
Dreams and Heroes Died (1980) and Boyer’s College (1980), to name
but two,

one becomes increasingly convinced that American higher

education has at some point in time, turned a corner incompatible with
student development theory.

From our historical tradition of being

concerned with educating the whole individual, of the concept of the
college as a community, we have become entangled with contradictory
purposes.

Critics of our present day institutions claim that we are

trying too much,

that we have no concerted plan of action, and that we

are overly concerned with vocationalism and credentialism.

Student

development theory seems on the side of these critics.
If one reads Boyer,
what must be done.

and other critics, one perceives a sense of

We must reexamine our historical traditions and we

must reaffirm what a liberal education means.

We must find ways to

establish in our colleges a greater sense of community.

We must

examine and realize the experience of the residence college and the
abundant learning opportunities available therein.
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At the same time

we must be cognizant of the diverse and continuing needs of commuting
and non-traditional-aged students.

Herein it would seem,

lie abundant

opportunities for the implementation and experimentation of
developmental principles.

Admittedly,

the tenets of student

development to be universally embraced on our campuses is probably
unrealistic,

and would,

in fact,

require a revolutionary rethinking of

how we do things in American higher education.

However,

there are

ample opportunities for student personnel workers, steeped in
developmental principles,

to pave the way.

One must be aware of the

developmental stages students are presently in and what they are
capable of at those stages.

One must be aware of the variety of

implications for residence living arrangements.
the implications of activities,
group needs.

One must be aware of

for leadership involvement, of peer

One must be aware of the pressing human developmental or

life-adjustment issues prevalent among the late adolescents,

issues of

drug and alcohol use and abuse, human sexuality, and most particularly
of the achievement of identity and intimacy.

All of these areas would

benefit from the implications of developmental principles,

including

how things are done in the classroom.
It seems clear from my reading of the literature that the
theoretical

information is available.

concerted effort,

along with continued experimentation, to apply

developmental principles.
documented,

What is now needed is a

If the path is paved and adequately

perhaps the greater higher-education community might be

more willing to embrace the tenets of student development theory.
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