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CHAPTER I 

INTRODUCTION 

Introduction to the Problem 

Across the nation there appears to be a growing concern regarding 

the impact and effectiveness of colleges and universities. This concern 

is being expressed by students, college faculties and administrators 

and governmental agencies. This concern could be the result of the 

student riots of the l960 1s, the current competition for students among 

institutions and the fact that resouces for higher education are becom­

ing more contingent on 11 accountability. 11 The growing number of student 

development programs in universities is one way in which the concern for 

greater effectiveness is manifesting. itself. Student development is the 

application of human development concepts in the university setting. 

The student development approach is a proactive, developmental, pre­

ventive, collaborative model that is replacing the remedial counseling 

model of student personnel (Brown, 1972). Student development 

practioners advocate actively seeking out, encountering, confronting or 

otherwise influencing students toward more effective solutions of their 

developmental problems (Ivey and Morrill, 1970). The concept of student 

development suggests that in higher education cognitive mastery of 

knowledge should be integrated with the development of persons along 

such dimensions of cultural awareness, development of a value system, 

self-awareness, interpersonal skills and community responsibility. 

1 
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In educational evaluation the concept of effectiveness is a central 

one. The effective student development program is one that facilitates 

students' progress toward the intended objectives of the university. 

The fundamental assumption of most student.development programs is that 

an institution of higher education will be· effective only if it connects 

significantly with those concerns of central importance to its students 

(Chickering, 1971). In this context individual institutions are con­

fronting more forthrightly three major questions. Do our students -

change while here and is that change congruent with our objectives? If 

change occurs, when does it take place? Are there human developmental 

principles which apply to student change in a university which might 

help guide decisions concerning institutional practice? The answers to 

these questions cle~rly have relevance for universities facing decisions 

concerning current practices or planning innovation. Developmental 

changes do appear to occur during the university experience. Numerous -

longitudinal and cross-sectional studies (Newcomb and Feldman, 1968; 

Trent and Medsker, 1968; Chickering and McCormick, 1973) of university 

students indicate that changes occur in attitudes, interests, values, 

future plans and aspirations, openness to impulse and emotions, person­

ality integration and intellectual ability. This developmental period 

of late adolescence merits special attention as mounting evidence (Trent 

and Medsker, 1968) indicates that behavior patterns establis~ed at this 

time tend to persist long into adulthood. What is lacking now and badly 

needed is research concerned with the direction and extent of develop­

mental change during the first year of the university experience. 
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The Problem. and Purpose 

The present study was .concerned with the above stated need for 

research on the possible occurrence ~f develepmental change in univer­

sity freshmen. The purpose.of the. present study· was to investigate if 

there were patterns of change in the development of identity in univer­

sity freshmen. If· the time and dimensions of development for entering 

freshman students in an institution of higher education could be identi~ 

fied and patterns of change described, then questions concerning the 

nature of experiences to be introduced and the timing and location of 

their introduction could be answered more effectively. Belyayev (1970) 

writes that 11 education must be understood as assisting the development 

of pupils, while instruction consists of enriching them with theoretical 

knowledge and with practical skills and abilities" (p. 3). Specifically, 

the type of change the present study was concerned with was the develop­

ment of identity in university freshmen. 

Developed in the present study is the concept that the key to the 

effectiveness of any institution of higher education is to be found in 

'students·, not subject matter. According to Sanford (1964), 11 the real 

test of the college is the amount of change it is able to bring about 

in students, whatever their level of ability 11 (p. 42). It is vitally 

important, therefore, to specify what changes need to occur to achieve 

the desired goals and what facets of the institution contribute toward 

which goals" It is also important to specify what changes occur as a 

result of normal late adolescent growth, how modifications in institu­

tional programs can influence the course of a young person's development 

during the college years and how change can be assessed. 
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Theoretical Approach 

Underlying the theoretical base of the present study were develop­

mental principles to which most psychologists lend support, albeit 

tentative. The first principle is that development occurs according to 

generalizable sequences. That is to say, when a group of relatively 

similar persons undergo relatively similar experiences over a period of 

time, change occurs according to recognizable patterns (Erikson, 1959). 

The patterns of change differ depending upon the particular kind of 

change under consideration. Secondly, development occurs through 

sequences of differentiation and integration (Sanford, 1962), Finally, 

development decreases as relevant conditions become more consistent 

(Freedman, 1962). 

Central to any theory of human development and behavior is the 

issue of motivation. The explanation of motivation lies in each 

theorist's view of the nature of man. There appears to be two unlearned, 

inherent aspects of man's nature. The first is that all infants have 

an innate latent capacity to develop a self-system. Selfhood appears to 

be a reflection of the fundamental· human process of pressing toward a 

relative unification of life. Finally, a human being seems to hunger to 

know and comprehend his environment. This-view of human nature provides 

the first tenet for the present frame of reference for the investigation 

of identity development in late adolescence and is partially based on 

Erikson's (1959) and Allport's (1961) theories. 

A second tenet of the theoretical base that served as a frame of 

reference for the present study relates to the issue of motivation and 

was taken from Gordon All port's (1961) description of 11 cognitive style. 11 
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Every human being develops a particular approaeh to life to meet the 

perennial themes and crises of 'human life. One must examine the motives, 

or internal conditions, that induce action, thought and emotion in the 

person. It is the individual's motives that determine his unique 

approach to life. Motives gradually and subtly grow and change in time 

and with varying conditions. There results for each individual what 

Allport (1961} calls a "cognitive style. 11 According to Allport (1968), 

11 To some extent culture slants this style, thus accounting for much of 

the uniformity in people 1s thoughts and behavior. However, in the last 

analysis, each person is unique in the way he blends true perceptions, 

culture and his own personal existence" (p. 274). The use of "cognitive 

style" ii1 explaining motivation provides a background organization for 

the continued development and change of the individual. "Cognitive 

style" also allows for the complexity and uniqueness of individual human 

behavioro In addition 11 cogni tive styl e11 suggests to this investigator 

that conscious determinants of behavior are of overwhelming importance 

for the normal mature adult. 

The third tenet for the frame of reference of the present study was 

concerned with the role of perception in human behavior. In perceptual 

terms, behavior is understood as a consequence of two kinds of percep­

tion: the perceptions one has about himself, and those one has about 

the world (Combs, 1969). People behave according to choices they make 

among alternatives they see available to them at that moment. At any 

moment a person's behavior is a consequence of all the perceptions which 

have a special relevance for that individual. Existing perceptions have 

a selecting, determining effect on further perceptions. However, not 

all perceptions existing for a person are of equal value to him at any 



particular time. Some perceptions come to have greater importance and 

relevance for the individual as a consequence of· his experiences. The 

most important of these~ of.course, are the perceptions an individual 

has of himself. 

Perhaps too often educators forget· that an· individual's intellect 

cannot be separated from the· rest of· the-personality. Sanford (1964) 
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writes: 11 A person is all of a piece. If teaching affects any change in 

intellectual functioning, these will· ramify throughout his personality, 

just as conversely, processes· already at work in his personality will 

help determine what happens in the classroom 11 (p. 17). This holistic 

theory of personality points to the integration, consistency and unity 

of the normal person and provides the fourth tenet for the present 

study. Most of an individual 1s perceptions begin on the periphery of 

his experience as observations, facts or knowledge (Allport, 19691). 

Learning appears to be a highly personal process and knowledge by itself 

does not appear to produce a change in behavior. 

A fifth tenet of the theoretfcal base that served as a frame of 

reference for the present study was concerned with the role of the 

belief system in human behavior. Attitudes, goals and beliefs cover a 

wide spectrum of human behavior - psychological, educational, social, 
,\, 

political and economic. According to Spranger(1928},aperson can best be 

understood not be his achievements but by his interests and intentions. 

Rogers (1969) related the belief system to his view of the self-

structure, to the formulation of the 11 1. 11 Belief systems accrue to the 

self-picture through environmental experiences as well as through 

adaptation from others. Experiences determine the selection and import­

ance of certain attitudes and goals. 
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Basic Assumptions 

The assumptions on which the present-study was based are in harmony 

with the above described.frame of reference: 

1. There is an innate, latent-capacity to develop a self in 
all human infants. As the individual-develops there is 
generally an increase in order,- owing-to an increase in 
the complexity and differentiation of-the self-system. 

2. In late adolescence identity develops to be a more 
conscious determinant of behavior than has been 
previously experienced. 

3. The perceptions a person-has about himself appear to be 
the most important single influence affecting an 
individual's behavior. 

4. Knowledge is experienced with deeper meaning and becomes 
more central to experience with the increasing development 
of identity. 

5. The impact of an experience depends in part upon the 
belief system of the person who encounters the experience. 
. i 

Definition of Terms 

Identity in the present study referred to the sense of self, 

i.e., feelings of wholeness and sameness. The process of formulating 

an identity in l~te adolescence encompasses earlier stages of develop­

ment and future processes, integrating all of one's experiences. 

According to Lidz (1968), "Identity involves a drawing together, a 

crystallization of being. It allows the individual to preserve his 

sense of self despite the vicissitudes.of life that are yet to come" 

(p. 344). Identity strength in the present study was demonstrated by 

autonomy with minimum levels of aggression and anxiety; a flexible 

orientation in the area of perceiving and organizing phenomena; minimum 

levels of authoritarianism; and less impulsive behavior. Identity 

strength in the present study was measured by the Complexity (Co), 



Personal Integration (PI), Religious Orientation (RO), Autonomy (Au), 

Social Extroversion (SE), Impulse Expression (IE), Altruism (Am) and 

Anxiety Level (AL) scales of the Omnibus· Personal·ity· Inventory (OPI), 

Form F (Heist and Younge, 1968). 
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Development in the present study implied either movement, progres­

sion or changes that resulted from· the increasing sense of self. 

Development was measured by statistically significant changes in the 

Complexity (Co), Personal Integration (PI), Relgious Orientation (RO), 

Social Extroversion (SE), Impulse Expression (IE), Autonomy (Au), 

Altruism (Am) and Anxiety Level (AL) scales of the Omnibus Personality 

Inventory (OPI), Form F (Heist and Younge, 1968). 

Maturity was defined in the present study using the definition 

given by Sanford (1966) as the 11 predominance of the efficient, the 

discriminating, the differentiated, and realistic over the primitive, 

impulsive, the passionate 11 (p. 3)o Sanford 1 s definition disagrees with 

the popular definition of maturity given in the classical literature of 

developmental psychology as a discrete stage with age as the determinant. 

Beliefs are predispositions that have cognitive, affective and 

behavioral components and that, when activated, result in preferential 

responses (Rokeach, 1968). 

Attitudes are relatively enduring organizations of interrelated 

beliefs, consisting of interconnected assertions that certain things 

are desirable or understandable (Rokeach, 1968). 

Values are identified with types of conducto Rokeach (1968) main­

tains that having a value means one consistently believes in and prefers 

a particular behavior, goal or end-state. A value system is the indi­

vidual 1 s hierarchical ordering of his beliefs. 
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Late Adolescence is a period of sexual., social, ideological and 

vocational adjustment and-of striving-for-independence from parents. It 

is a period when adjustments are made· to separate child behavior from 

adult behavior. For the purposes of· the-present study the age of late 

adolescence was considered to be seventeen· to-twenty-one years (Hurlock, 

1968). 

Freshmen in the present study were seventeen to nineteen-year-old 

males and females who entered an institution of higher ed4cation for the 

first time in September of 1974 after graduation from high school in 

the spring of 1974. 

Limitations of the Study 

1. Results should be generalized only to similar individuals in 

similar institutions. 

2. The present study should be considered exploratory in nature. 

Research Questions 

The first two research questiens-were generated by the need to 

clarify the levels of identity development of students when they enter 

a university. According to Newcomb (1964), the characteristics that 

individual students initially bring to a university are the most import­

ant influence in determining the final university product. Astin (1970) 

is critical of-most research concerning university students because it 

ignores the input variable. Personalities, experiences and goals with 

which students start college are certainly crucial to the understanding 

of how students are affected by their university experience. In recent 

years the concept of environment has become a relevant general category 
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for sorting out many sources of influence-within the-world of the 

university student. However, it-must-be- remembered· that university 

impacts are conditioned· by the personality and background of the 

students. A personality and a university seem best conceived as systems 

of interacting forces in which energy is distributed among the consti­

tuent parts. Additionally, both of these-systems, the individual 

personality and the university environment, interact in ways which are 

extremely complex. To understand how different features of the univer-

sity environment interact and combine to-induce developmental changes 

in the individual, one must first understand the process of change. 

The first research question focused on the need to clarify the 

level of identity development of students- in their last semester in high 

school. The level of nonintellectual development in the same students 

in the senior year of high school and the freshman year of college is 

of interesto Assessment of change in levels of development from the 

senior year in high school to the freshman year in college could aid in 

delineating the course of normal late adolescent growth and development. 

There is a great deal of information on the entering college student in 

terms of academic performance and measures of achievement. What is 

needed is insight into how the late adolescent relates to his -inner' self 

and to the world around him. The specific research question was: Is 

there a significant change in the level of identity development from the 

end of the senior year in high school to the first week of the freshman 

year in college? 

The second research question was concerned with the assessment of 

identity deveiopment of freshman students at the beginning (August) and 

at the end (December) of their first semester in the university. Erik 
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Erikson's hierarchy of psychosocial development· is significant for 

psychologists and educators who study the development of university 

students. According to Erikson (1963) at each phase in the life cycle, 

there are "phase specific developmental tasks" to be mastered, and 

since "the human cycle and man's institutions have evolved together", 

every stage relates to a basic element of society 11 {p. 250). The 

specific research question was: Is there a change of statistical signi­

ficance in identity development of the freshman entering the university 

and finishing the first semester of the freshman year? 

The third and last research question arose because of the need to 

assess the course, i.e., the possible direction and extent of identity 

development. The literature (e.g., Katz, 1968) suggests that modifica­

tions in freshman programs can be made to influence the course of 

development if the change can be assessedo Assuming a continuing high 

rate of change in our society, Chickering (1971) may be correct in his 

suggestion that the goal of education should be assisting identity 

development rather than socialization. The premature emphasis on pro­

fessional and vocational training found in many institutions of higher 

education legitimizes a fixation which may very well hamper the develop­

ment of identity (Brawer, 1971). In addition, the competitive pressures 

and anxieties that characterize many university environments can produce 

a premature settling on one style of life, a single frame of reference 

as the focal point for self-organization and self-esteem, as the core 

of one's being. The specific research question was: Is there a 

statistically significant pattern of change in identity development 

from the end of the senior year in high school to the end of the first 

semester of the freshman year in a university? 



CHAPTER II 

A REVIEW OF THE RELATED LITERATURE 

Introduction 

The traditional measures of ability and previous academic perform-

ance continue to be used to describe students in higher education. 

These traditional measures are helpful but evaluate only narrow facets 

of the complex human being. In the literat~re concerning university 
·., 

students only an occasional reference is made to the student as a / 

dynamic, whole person. Some consideration must be given to the f;r{t 

that each student is a multifaceted being, not a one-dimensional object. 

This view of human beings is important in educational planning and in 

research concerning human behavior. If educational evaluation is to be 

useful, it cannot depend simply on measures of achievement or on a 

single cognitive dimension. The present study recognizes the totality 

of the university student and the concomitant need to view the individual 

as he relates to his inner self· and to the world around him. 

Identity 

Erik Erikson (1950) has asserted that the search for identity is as 

important today as sexuality was in Freud's time. Erikson has made the 

concept of ego identity a central variable in his epigenetic theory of 

the development of persona 1 i ty. A 1 though the concept of' ego is fre­

quently attributed to Freud, the concept may be found in the writings of 
i 

12 



the ancient Greeks, Hebrews and Hindus. To Erikson (1964), ego is 

11 analogous to what it was in philosophy in earlier usage: a selective, 

integrating, coherent and persistent agency central to personality 

formation 11 (p. 147). 

More than twenty years ago Erikson (1950) asserted that 11 a sense 

of identity ... can be defined and evidence from the presence of a 

dominant attitude of this kind can be described behavioristically 11 
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(p. 63). However, until recently there has been little empirical 

evidence to the sense of ego identity. Perhaps the main explanation is 

to be found in the lack of clarity in Erikson's own conceptualization 

of the term. Erikson (1950) defined identity as the 11 accrued confidence 

that one's ability to maintain inner sameness and continuity is matched 

by the sameness and continuity of one's meaning for others 11 (p. 135). 

Erikson (1968) later attempted to describe his concept of identity 
/ 

further: 

At one time it (identity) seemed to refer to a conscious 
sense of individual uniqueness, at another an unconscious 
striving for continuity of experienGe, and at a third, as 
a solidarity with a group's ideals . . . Identity in its 
vaguest sense suggests, of course, much of what has been 
called ... a self-concept, a self-system ... (p. 208). 

In the introduction to a collection of Erikson's papers on identity, 

Rappaport (1959) noted that 11 Erikson 1 s theory (like much of Freud's) 

ranges over phenomenological, specifically clinical psychoanalytic and 

general psychoanalytic-psychological propositions without systematically 

differentiating among them 11 (p. 16). Another writer (Becker, 1957) 

recognized that the concept of identity is important to understanding 

the maintenance of personal and socia~ inte~ration in a rapidly changing 

society and culture. In this regard, however, Becker (1957) warned tha·t 
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"since at least seventeen vario1,1s meanings of identity may be <.'. 

distinguished, it .is important that its usage in a particular context be 

clearly determined, lest it become a mere· ·'fad' word" {p. 828). 

' Arthur Chickering (1971) attempted to clarify Eriksonts abstract 

term of identity with .his.hypothesized 11 vectors of-development, 11 accord­

ing to Chickering (1971), all seven vectors of development can be cate­

gotized under the ge,neral heading of identity- formation. The seven 

vectors of development in Chickering 1 s hierarchy are competence, emotion~ 

autonomy, interpersonal relationships, purpose, identity and integrity. 
! 

According to Chickering (1971)~ the developmental vector of identity is 

... that solid sense of self that assumes form as the develop­
mental tasks for competence, emotions, and autonomy are under­
taken with some success, and which, as it becomes more firm, 
provides a framework for interpersonal relationships, purposes, 
and integrity (p. 80). 

Erikson ascribed a normative 11 identity crisis 11 to the period of 

late adolescence. The term 11 crisis 11 is used by Erikson (1968) to 
-

designate a "necessary turning point, a crucial moment, when development 

must move one way or another, marshalling resources of growth, recovery 

and further differentiatjion 11 {p. 16). In discussing the identity versus 

role confusion of adolescence, Erikson (1963)-made a most significant 

contribution to the literature on development of identity in university 

students: 

The adolescent mind is essentially a mind of the moratorium, 
a psycho~ogical stage between morality learned by the child, 
and the ~thics to be developed by the adult. It is an ideologi­
cal outlook of a society that speaks most clearly to the 
adolescent who is eager to be affirmed by his peers, and is 
ready to be confirmed by rituals, creeds, and programs which at 
the same time define what is evil, uncanny, and inimical 
{p. 262-263). 

Althqugh the end of adolescence is viewed as the stage of ov~rt 

identity crisis, Erikson (1_959) recognized the development of identity 



throughout all periods of life: 

... identity formation neither begins nor endswith adoles­
cence: it is a lifelong development largely unconscious 
to the individual and to his society. It's roots go back 
all the way to the first self-recognition: in the baby's 
earliest exchange of smiles there is something of a self­
realization coupled with mutual. ,recognition (p. ll3). 
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Chickering 1 s (1967) study of change in personal stability and inte­

gration suggests the pattern that development of identity may take 

during the university years, It was hypothesized in this study of 

identity development that scores on the Schizoid Functioning (SF) scale 

of the Omni bus Personality Inventory (OPI) (Heist and. Yonge, 1963) would 

be lower for seniors than freshmen. The SF scale of the OPI was 

designed to reflect feelings of isolation, loneliness, rejection and 

hostility, as well as identity confusion, daydreaming, disorientation, 

restlessness or loss of control and obsessional or delusional processes. 

The data indicated that substantial change on the SF scale occurred in 

the hypothesized direction. These findings are consistent with Newcomb 

and Feldman 1 s (1968) report that in studies in which the SF scale of 

the OPI was used, seniors consistently scored lower than freshmen on 

this scale, Newcomb and Feldman (1968) concluded that 11all seniors are 

less likely to have, or to admit to havingi attitudes that generally 

characterize. socially alienated persons 11 (p. 39). 

The present review of the literature on identity seemed to indicate 

that many tasks must be approached by the entering freshman student 

including the development of intellectual and interpersonal competence 

and the task of clarifying identity. 

Development 

11 Development 11 in the early psychological literature seemed generally 



to refer to experiences of early. childhood, .but in recent years 

behavioral scientists have become concernedwith-develoP\llent during 

16 

all stages of life. Several theorists have devised schemes intended to 

describe systematically the ways human.· beings develop. Human develop­

ment is usually described within the framework- of two major constructs: 

(a) life stages and (b) developmental tasks. Life stages are postulated 

stages of normal human development outlining content, level and direc­

tion of change. Each life stage is characterized by concurrent and 

interrelated developmental tasks. Developmental tasks are defined as 

those major learnings, adjustments and achievements that face all indi­

viduals in a given society. Freud 1s writings, with emphasis on 

instinctual stages, stand out as an early landmark in developmental 

theory. Freud hypothesized that the child passed through a series of 

dynamically differentiated states. Development for Freud was an ebb 

and flow process in which dynamic and quiescent periods alternate (Hall 

and Lindzey, 1957). In cognitive· as wen as psychosexual theories, 

personality is also viewed in terms of successive developmental states 

{Werner, 1948). 

Erik Erikson 1 s hierarchy of psychosocial-development has had a 

particularly significant impact on educators and psychologists concerned 

with development in late adolescence. Erikson 1 s theory grows out of 

the Freudian tradition and his own anthropological fieldwork. As Ruth 

Monroe (1960) has noted, Erikson demonstrates how the classic Freudian 

genetic scheme may be extended from its emphasis on infantile sexuality 

and broadened to relate to the development of deep personal and social 

attitudes. Each of Erikson 1 s eight developmental stages represents 

further development of the ego that ·may be characterized in terms of 



polarities: (1) trust versus mi.strust; .(2) autonomy versus shame and 

doubt; (3) initiative versus guilt.; (4) industry versus inferiority; 

(5) identity versus identity diffusion; (6). intimacy versus isolation; 

(7) generativ,ity versus self-absorption; and (8) integrity versus 

disgust and despair. The first two stages are concerned with very 
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young children, the third stage with four- and five-year olds, the 

fourth stage with children in elementary school, and the fifth stage 

with adolescents. The final three stages are all concerned with adult 

personalityo According to Erikson (1968), a person's development con­

tinues throughout his life and what happens in one stage is not. irrevoc­

able and subsequent experiences may alter a resolution of an earlier 

stage of development. Thus Erikson's theory differs markedly from 

earlier psychoanalytic theories which hold that, in general, personality 

is formed in early childhood. 

Constantinople (1969) explains that the ego qualities postulated 

by Erikson 

... develop as a result of the interaction between the develop­
ing potentialities. of the individual and the pressures and 
sanctions of the social environment. At· each of the ~ight 
hypothesized life stages from infancy to adulthood, a particu­
lar crisis evolves which leads to a developmental task which 
must be masteredo The relative success or lack of.success 
in the resolution of each crisis leaves the individual with a 
residual attitude or orientation toward himself and the 
world which help to determine his relative success in the 
later stages (p. 358). 

There are theoretical approaches that conceive development not as 

life stages in a hierarchical order, but rather as the result of 

environmental influences. Sanford (1966) acknowledges the concomitant 

need to reconcile the personal/societal nature of any interaction: 

11 There are things about personality that do not become apparent until 

the individual is seen in the context of the social group 11 (p. 14). It 
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has also been suggested that personality development always takes place 

within social institutions (Webster, Freedman and Heist, 1962). Thus 

it appears that'a student must .be viewed not only as something other 

than the sum total of his parts, but also from the perspective of the 
,· 

univers,ity environment in which he. is functioning. Another theorist 
,I ' . . ' 

(Scott, 1958) employs the critical period concept as a means of inter-

preting development with consideration of both environmental influences 

and the idea of stageso The concept of critical period emphasizes that 

during certain periods. of development the human being is especially 

receptive to certain conditions in the environment. 

Several writers (e.g., Sanford, 1962) have suggested that the 

freshman year in college can play an instrumental role in the process 

of student growth and development. Heath (1968) in his study of student 

development at Haverford College has concluded that the pattern of 

growth during the freshman year in college is largely set in the first 

few months. According to Heath, much of the later growth and develop-

ment in the freshman year represents a further stabilization and inte-

gration of that growth during the first few months. This phenomena may 

be attributed to what Katz (1968) calls the 11 psychological potency 11 of 

the entering freshman. That is, the excitement and uncertainty of 

beginning a new experience can create a climate in which freshmen are 

able to explore 'and examine a wide range of attitudes and orientations. 

Sanford (1964) contends that no stage of personality development 

can be defined in terms of academic status or chronological age but 

rather should be defined in terms of progress toward developmental goals. 

However, Sanford does use the concept of a freshman stage of development 

to emphasize the particular environment existing for some late 
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adolescents. The developmental tasks of· the 11 freshman stage of develop­

ment11 as described by Sanford (1964) are freedom of impulse, the liber­

alization of values, the integration of the ego and the growth of 

self-awareness and empathy. Chickering (1971) agrees with Sanford and 

adds that the increased complexity of our society has created a 

developmental period extending from age seventeen or eighteen into the 

middle twenties that is different both from adolescence and adulthood. 

Perhaps the best known study examining the American university 

student's professed value structure is Phillip Jacob's study (1957). 

Jacob systematically reviewed a wide range of data from unrelated 

tesearch projects and interpreted these data to indicate that student 

·value changes did not appear to be due to the formal educational process. 

The overall impressions from Jacob's study that higher education failed 

to counter students' anti-intellectualism pro~pted considerable research 

in the belief systems of undergraduates. 

In an early study at Vassar College, Webster, Sanford and Freedman 

(1957) concluded that university students 11 moved from an authoritarian 

position in the direction of greater freedom of impulse and greater 

complexity in the functioning of the ego 11 (p. 324). Webster, Freedman 

and Heist (1962) concluded that significant developmental personality 

changes occur after childhood" Although these researchers distinctly 

emphasized the difference among students and among colleges, they 

suggested that students gain in the direction of greater liberalization 

and sophistication of political, social and reljgious outlooks. 

Mervin Freedman (1962) reported an investigation which strongly 

suggests that college has a significant impact upon students. To 

discover the.lasting effects of the changes developed during college, 
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Freedman studied Vassar alumni .who .had graduated from 1915 to 1957. He 

found that although change leveled off.during the senior year and 

virtually stopped after .graduation, the college changes were signifi-

,cantly formative of the values and attitudes maintained throughout the 

alumni 1 s lives. Freedman hypothesized that-there is a developmental 

phase, marked primarily by stabilization of personality, that begins 

sometime during the junior year in college and ends three or four years 

after graduation. 

No Time For Youth (Katz, 1968) is based on a study of several 

thousand college students over a four-year period. Part of the investi­

gation was concerned with the personality characteristics of students 

and the changes that occur during college. Six scales of the OP! and 

the Ethnocentrism and Authoritarianism Scales were administered to all 

students in the entering freshman classes at Stanford and Berkley. 

Four years later, the same scales were administered again to the same 

students as seniors. A comparison of scores of freshmen with those of 

seniors demonstrated that for all groups and for all scales the differ­

ences between the mean scores of the freshmen and seniors were statis­

tically significant. According to Katz (1968) the mean score changes 

all reflected a movement toward a greater open-mindedness and tolerance, 

internalization of values, broader acceptance of human diversity and 

some indication of a greater capacity for feeling close to others from 

the freshman to the senior year in college (p. 166). 

Trent and Medsker (1968) focused on the different impacts of college 

and employment on the values and attitudes of 10,000 high school grad­

uates. The instruments used in this investigation were ten attitudinal 

scales from the OP! that measure anxiety, intellectual and social 
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attitudes, a questionnaire and an interview schedule. The late adoles­

cents in this study appeared to have changed their values and attitudes 

following their graduation from high school. The changes in students, 

as measured by Trent and Medsker (1968), varied by sex, ability and 

family background as well a·s by post-high school pursuits. The students 

who attended college were found to be.more open-minded, flexible, 

tolerant and objective than equally capable nonattenders. The OP! 

scores of college dropouts fell between the scores of college graduates 

and nonattenders. 

Newcomb and Feldman (1968) presented an extensive review of studies 

from the 1920 1 s to the 1960 1 s which were concerned with change in 

college students. Some changes in students from the freshman to the 

senior year which were common to most studies were summarized as 

follows: increasing open-mindedness, decreasing conservatism in regard 

to public issues; growing sensitivity to aesthetic and 11 inner 11 exper­

iences; increasing independence, dominance and confidence; and a 

readiness to expr.ess impulses. 

Chickering and McCormick (1973) compared mean OPI scores of enter­

ing freshmen to scores of the same students as seniors. These students 

generally became more autonomous, aware, integrated, aesthetically 

sensitive, tolerant, liberal in religious views and less concerned 

about material possessions. According to the freshman-to-senior data 

in Chickering and McCormick 1 s investigation the direction of change was 

basically the same despite major differences among students and the 

thirteen institutions. 

Brawer (1973) used the OP! in her study of entering freshmen at 

three California community colleges. Data gained from the responses to 
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the OPI were used as an independent measure of similarities and 

differences among entering freshmen at the urban, surburban and rural 

community colleges and to assess changes in ~he freshmen at the begin­

ning and end of their first year of college. A general increase in OPI 

scores from the beginning to the end of. the freshman year was reported. 

With the exception of scores on the Impulse Expression (IE) and 

Practical Outlook (PO) scales of the OPI, the community college popula­

tion scored below the OPI .normative scores on university freshmen 

reported .in the OPI Manual (Heist and Yonge, ]968, p. 11}. 

Canel us ion 

The present review of the literature suggests that a developmental 

p'eriod of late adolescence does exist. It appears that during this 

period certain kinds of changes occur and certain kinds of experiences 

may have a substantial impact on groups of students. In view of 

Erikson 8 S assertion that an overt identity crisis is a normative stage 

during the period of late adolescence, it would seem important to 

investigate specifically the development of identity in students during 

this period. To evaluate identity development, however, Erikson's 

concept of identity must first be operationally defined. 

Previous investigators have in general focused on changes in 

students from the freshman to the senior year in college. In addition, 

the majority of the literature concerning changes in college students 

has tended to ignore the characteristics that individual students 

initially bring to the university (Astin, 1970). Thus it would appear 

important to study the changes in identity development of students 

during their first semester at a university. 
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The methodology used to assess the course of identity development 

will be discussed in Chapter III. 



CHAPTER III 

DESIGN .AND .. METHODOLOGY 

.Introduction 

One premise of the present study .was that an understanding of 

developmental changes in university freshmen is important for university 

faculty and administrators. The review of the literature indicated 

three key concepts that should provide the necessary framework for the 

basic premise. The first concept was provided by Astin's (1970) state­

ment that characteristics of students when they enter the university 

have a significant impact on how students are affected by their univer­

sity experience. Newcomb (1964) wrote that the input variable is the 

most important influence in determining the final university product, 

The second concept emphasized that the university experience, 

especially during the freshman year, represents critical stages in the 

developmental process. Nevitt Sanford (1962) has written that the 

university 11 freshman is in a distinctive stage of development ~nd that 

actions to promote his further development must be based in Yarge upon 

an understanding of this stageu {p. 254). It has been rep~rted (Meeth, 

1972) that the first few weeks at a university are critical to students• 

views of themselves in the educational .process throughout the remai·ning 

four years at that university. 

The third concept was that student development is not the exclusive 

responsibility of the student personnel staff on a university campus. 

24 
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According to Brown (1972), there should be an acceptance of the unified 

nature of each student 1s personality, values and intellectual function­

ing. Too often university faculty and administrators tend to view the 

student in parts with the cognitive domain belonging exclusively to the 

faculty and the affective domain belonging exclusively to the student 

personnel staff. 

Institutional research must .address itself to the input variables 

and the pattern of developmental changes in university freshmen to 

insure the effectiveness of educational practices. The survey of the 

literature suggested that the present exploratory study would contribute 

to the present knowledge on identity development in university freshmen. 

A greater understanding of developmental changes in university students 

might assist in determining what educational practices. and policies are 

important and in need of further attentinn and what other aspects need 

to be changed to contribute maximally to development. 

Chapter III includes a description of the subjects, the instruments 

and the statistical procedures used in responding to the research 

questions posed in Chapter I, 

Subjects 

All entering freshmen at Oklahoma State University attend one of 

the enrollment clinics at the time of their choice during May, June 

and the latter part of August. All high school seniors attending the 

half-day enrollment clinics at Oklahoma State University in May of 1974 

were invited to participate in a one-semester study of their 11 adjustment" 

to the university. Of the 1700 students who attended the enrollment 

clinics in May, 1974, one hundred twenty-five high school seniors 
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volunteered for the present study. The final ·fall enrollment of fresh­

men was 3640 students. To study the.development of identity as defined 

in the present study, over time, subjects were used as their own 

controls. 

At the first test sessions .. in May each .subject was asked to write 

his or her name, sex, birthdate, permanent home address, size of gradu­

ating high school class, academic college and major on a paper attached 

to but separable from the first set of test forms, To insure a degree 

of anonymity, a number was assigned to each subject, and these numbers 

were used as the sole identification of subjects in the data analysis. 

At each of the three test times (May, 1974; August, 1974; and December, 

1974) each. subject completed the Allport-Vernon-Lindzey Study of Values 

(1960) and the Omnibus Personality Inventory (OPI), Form F (Heist and 

Yonge, 1968), 

Loss of subjects was, of course, expected as a potential problem in 

the present study since the time between testing sessions was relatively 

long. The investigator attempted to retain subjects by sending a letter 

in the summer months to thank each subject for participating in the 

study and to indicate the times and location of the second testing 

sessions. At the second test sessions during the first week of the 

fall academic semester (August, 1974), there were sixty-five subjects. 

Sixty subjects could not be tested in .late August due to a variety of 

reasons: twelve subjects pre-enrolled in May but did not attend the 

university in the fall; seventeen subjects had not completed one or 

both tests in the first test session; sixteen of the subjects' campus 

addresses could not be located; and fifteen subjects were unwilling to 

take the tests for a second time. 
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At the third testing time during the last week of classes of the 

fa 11 semester (December, l 974), there were forty-two subjects. From 

this number only thirty-nine subjects completed both the Allport­

Vernon-Lindzey Study of Values (1960) andthe Omnibus Personality 

Inventory (OPI), Form F (Heist and Yonge, 1968). Statistical analysis 

of the data was performed on the final thirty-nine subjects' responses 

on the OPI and the Study of Values. The thirty-nine subjects included 

twenty-six females and thirteen males. There were subjects enrolled in 

each of the university's six undergraduate colleges. One of the female 

subjects lived at home with her parents, and all other female subjects 

lived in university residence halls. Seven of the thirteen male sub­

jects lived in university residence halls, and the other six male 

subjects lived in fraternity houses. The sizes of the subjects' high 

school graduating classes varied widely. The smallest graduating class 

reported was eighteen, and the largest was 789. Fifteen of the subjects 

graduated from a high school with less than one hundred graduating 

seniors; thirteen of the subjects graduated from a high school of one 

hundred or more but less than four hundred; and eleven subjects gradu­

ated from a class of four hundred or more but less than eight hundred. 

Twenty-five of the subjects reported participating in one or more 

university-sponsored extracurricular activities. In January, 1975, the 

investigator explained the test scores to each of the subjects 

i ndi vi dually. 

Instrumentation 

All port-Vernon-L indzey Study of Values 

The Allport-Vernon-Lindzey Study of Values (1960) is a forced-
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choice test that measures the relative importance to the individual of 

the six values summarized·in Spranger 1s (1928)· Lebensform1m. Due to 

ipsative scoring, it is impossible to obtain a high score on all six 

values; a preference for certain values must always be at the expense 

of the other values. Spranger postulated .the existence of six distinc­

tive and separate ideal types of subjective evaluation, although his 

theory did not in any way imply that an individual belongs exclusively 

to one type. Spranger's theory provides a definite schema within which 

to classify indi~·idual behavior and to emphasize the indispensability 

of man's belief systems in the psychology of personality. 

The authors of the Study of Values (1960) were primarily concerned 

with the manner in which personality is expressed through values. This 

instrument was originally designed for use with persons with 11 some 

college. 11 Normative data for high school students and college freshmen 

are provided in the Study of Values Manual (1970). The scores obtained 

on this instrument are ipsative because every subject obtains the same 

total score over the six va.l ues. Because the frame of reference in 

ipsative scoring is the individual rather than the normative sample, the 

authors do not recommend the use of percentiles or other types of 

normative scores. 

Newcomb and Feldman (1968) suggested that 11 this instrument provides 

the best single source of information about-value changes during the 

college years 11 (p. 18). Other·reviewers (Buras, 1970) of the Study of 

Values, report that 

In spite of several problematic features, i.e., ipsative scor­
ing and the associated difficulties of interpreting correla­
tions of subscales across persons, a restricted range of usage, 
the poorly defined nature of 1 val1:Jes', the Study of Values is 
a surprisingly viable test (p. 356). 

The scales of the Study of Value are as follows: 
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Theoretical. The dominant value of the theoretical person is the 

discovery of 11 truth. 11 His interests are empirical, critical and 

rational. His chief aim in· life is to order-and systematize his 

knowledge. 

Economic. The economic person characteristically values what is 

useful and practical, especial.ly the practical affairs of the business 
' 

world. He judges things primarily by their tangible utility. 

Aesthetic. The aesthetic person sees h.is highest value in beauty 

form and harmony. Each experience is judged from the standpoint of 

grace, symmetry or fitness. He finds his chief interest in the artistic 

episodes of life. 

Social. Originally defined as love for people, this category has 

been more narrowly limited in the thtrd revision of the instrument to 

cover only altruism and philanthropy. 

Political. The political person primarily values personal power 

and influence. Leadership, competition.and struggle are important 

aspects of his interests. 

Religious. The highest value. of the religious person is unity. He 

is mystical and seeks to comprehend the cosmos as a whole, to relate 

himse 1 f to its embracing tota 1 i ty. 

In the Study of Va.lues Manual (1970), the authors attempt to 

establish the validity of their.test .instrument primarily by suggesting 

that educational and occupational groups have value patterns as might be 

expected. There are studies cited in the manual and by reviewers 

pertaining to the construct validity of the Study of Values. These 

studies include changes in values from the freshman to the senior year 

in college (Miller, 1959); the role of values in resistance to pressure 
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to conform (Vaughan and Mangan" 1963};.the role of personality similar­

ity and difference in the s.tudy of inter-personal relationships (Smith, 

1957, 1958, 1960); and conditions relevant to pseudoperception 

(Newbigging, 1960). It is difficult. tQ establish the construct 

validity of the instrument since it is based on theoretical constructs 

which are difficult to examine empirieally~ ·Attempts to establish 

concurrent and face validity were-made according to ratings, correla-

tions with other tests and differentiatienof various academic and 

occupational groups (Buras; 1965). 

In the Study of Values temporal reliabi.lity is higher than internal 

consistency reliability. The mean total test temporal reliability 

coefficients are 0.89 and 0.88 for ene and two-month retest intervals, 
' 

respectively (Allport, Vernon and Lindzey, 1970). Split-half reliabil­

ity has a reported correlation coefficient of 0.82 (Allport, Vernon 

and Lindzey, 1970). According to reviewers (Buras, 1965) the Study 

of Values has satisfactory internal consistency and split-half 

reliability, as judged by the results of· the studies using the instru­

ment over the past four decades (p. 386). 

Omni bus Personality Inventory· .(OPI) - Form F 

The OPI was developed at the Center for Research and Development in 

Higher Education at the University of California, Berkley. The instru-

ment was constructed as a research tool to assess selected attitudes, 

values and interests of college students in the areas of normal ego-

functioning and intellectual activity. According to Heist and Yonge 

(1968), 11 Almost all dimensions included in the inventory were chosen 

either for their particular relevance to academic activity or for their 
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general importance in understanding and.differentiating among students 

in an educational context 11 (p. l). 

The flPI, Form F consists of 385 true. or false items which are 

divided into fourteen scales. On most scales· of the OPI,. a characteris­

tic is considered applicable if: the standard-score is at least 60 

(84th percentile), while a standard s.core above 70 suggests relatively 

accurate characterization. Standard scores arebased on norms from 

7,283 college freshmen (3,540 men and-3,743 women) from thirty-seven 

diverse institutions of higher education. The major purpose of the OPI 

is to provide a meaningful, differentiating description of college 

students and a means -0f assessing change over time. 

The fourteen scales of the OPI, Form Fare as follows: 

Thinking Introversion (TI). This· scale measures the tendency 

toward academic activities and abstract, reflective thought. Persons 

with a high TI score appear interested in the broad range of ideas 

typically expressed in art, literature and philosophy. Their thinking 

is less dominated by immediate situations, conditions or accepted ideas 

than the low scorers who, conversely prefer action and practical ideas 

over abstraction. 

Theoretical Orientation (TO). ·.These items reflect a tendency 

toward scientific, logical or critical thinking which is more restric­

tive than the TI scale. High scorers are characterized by a rational 

and critical approach to problems; they enjoy-performance tasks involv­

ing restructuring. 

Estheticism (Es). This scale measures interest in artistic matters 

and activities ~s well· as sensHivity· to esthetic stimulation. High 

scorers may enjoy, for example, poetry, painting, sculpture or 
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architecture, collecting prints or reading about artistic and literary 

achievements. Conversely, low scorers-do not dream about having time 

for painting or other artistic activities, would not want to be actors 

or actresses and do not make friends with sensitive and artistic people 

nor read about literary achievements. 

Complexity (Co) .. Flexible and experimental approaches are 

reflected in this scale. High scorers are-tolerant of ambiguity and 

uncertainty. They appreciate novel situations, like to take chances on 

things without knowing whether they will work out and prefer complexity 

and diversity to simplicity and routine. ·Low scorers do not like the 

unpredictable; they prefer regulations and conservative, straightforward 

reasoning. 

Autonomy (Au). This scale measures liberal, nonauthoritarian 

thinking and independence, ·High scorers are tolerant of viewpoints 

other than their own and maintain the importance of individual rights. 

They tend to be more mature, independent of authority, nonjudgmenta 1, 

intellectually and politically liberal and realistic. 

Religious Orientation (RO). High.scorers are skeptical of and 

tend to reject most conventional religious beliefs and practices. 

Those scoring around the mean manifest a moderate view of religious 

commitment or orthodoxy. The direction of scoring on the RO scale, i.e., 

a high score indicates less evidence of the trait while a low score 

indicates more of it, was based chiefly on the correlation between the 

RO scale and the above listed scales. 

Social Extroversion (SE). This scale reflects the preferred style 

of relating in social contexts. High scorers display interest in being 

with people, are cordial to strangers and seek social activities such as 



parties and large gatherings, Low scorers to not enjoy large parties 

or crowds and prefer to work alone.· ·The· social "introvert" (very low 

scorer) tends to withdraw from· social· responsibilities and contacts. 
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Impulse Expression (IE). A-general· readiness to seek gratification 

and express impulses in either conscious thought or overt actions is 

measured by this scale. Very-high·scorers·report frequent feelings of 

rebelliousness and aggression. High.scorers attest to active imagina­

tion, value feelings and sensual reactions and often act spontaneously. 

Conversely, low scorers tend to be· conventional in outlook, dress, 

opinions and actions. 

Personal Integration (PI}. This scale assesses admitted responses 

to attitudes and behaviors that frequently characterize emotionally 

disturbed or socially alienated persons. High scorers do not report 

feelings of having done wrong, being misunderstood by others or exper­

iencing barriers between themselves and others. Low scorers admit to 

strange and peculiar thoughts,. feel useless and "no good" and often 

experience feelings of such urgency that they can think of little else. 

They intentionally avoid people, experience hostile and aggressive 

feelings and feel isolated,· lonely and rejected. 

Anxiety Level (AL). The emphasis on denial is important in this 

scale and therefore a low score suggests a· high level of anxiety. Low 

scorers claim to be happy most· of· the· time but they are, in fact, 

generally high-strung, tense and-often experience difficult adjustment 

to social environments and-have·a poor opinion of self. A high score 

suggests a low level of anxiety. 

Altruism (Am). This scale measures degrees of affiliation, trust 

in others and ethical relations. ·High scorers tend to be affiliative 
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and strongly concerned with social .issues. ·Law scorers are more inter­

ested in ideas than facts and tend net to consider the feelings and 

welfare of others. 

Practical Outlook (PO). ·High-PO scorers-believe that the best 

theories have direct applications. They prefer· factual test questions 

to those requiring analysis· and synthesis of data. Ideas rather than 

facts appeal to the low scorers, who· enjoy-philosophical problems and 

do not believe that most questions have only one right answer. Accord­

ing to the authors of the instrument· (Heist and Yonge, 1968), authori­

tarianism and non-intellectual interests frequently characterize the 

person scoring above the average on-this scale· (p. 5). 

Masculinity-Feminity (MF). This sea.le. assesses some attitudinal 

differences between university-men· and women. High scorers tend to deny 

esthetic interests and admit to few adjustment problems or feelings of 

anxiety or inadequacy. They tend to be more interested in scientific 

matters and to be less social than low scorers, who admit to greater 

emotionality and sensitivity and· enjoy· the arts, literature and poetry. 

Response Bias (RB). The final scale-of the OPI measures the 

response to test-taking··items. High scorers· respond similarly to 

persons explicitly asked to make· a-good· impression. They state that 

they enjoy solving geometric-or philosophical problems and that they 

feel close to people) while· low scorers express restlessness and diffi~ 

cul ties in their relationships with· others a·nd may make conscious 

efforts to leave a bad impression. 

Most of the scales of the OPI have relevance to behavior in 
. -

academic settings. According to Heist and Yonge (1968), "some of these 

scales serve as important variables by which to assess development and 



change presumably related to college experiences 11 (p .. 26). There are 

three major clusters of scales· in .the- OPl·: intell ectua 1 vs. non­

intellectual values and interests;· li.bera1-vs .. conservative attitudes; 

and social-emotional adjustment characteristics. 
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The first area of assessment consists of four measures of inte'llec­

tual interests: in ideas and reflective thought (TI); in the use of 

abstractions and problem-solving (TO); esthetic appreciation (Es); and 

a stylistic measure 1of perception described as a flexible approach to 

phenomena (Co). Heist and Yonge (1968) view these scales as possible 

change scales but consider them fairly stable for most college students. 

The second area of assessment~ liberal vs. conservative attitudes, is 

based on the premise that an authoritarian way of thinking precludes 

openness to learning opportunities. There are two dimensions to measure 

this freedom-to-learn syndrome: a measure of personal autonomy, 

independence of thought and judgment~ and general non-authoritarian 

thinking (Au); and a measure of the degree of commitment to fundamental­

ist1c religious thinking (RO). The last major area of assessment, 

social-emotional adjustment characteristics, includes four measures: 

social extroversion-introversion (SE); impulsivity (IE); the absence of 

emotional disturbances (PI); and the anxiety of 11 normal" students (AL). 

Heist and Yonge (1968) suggest-the last two areas of assessment for 

longitudinal comparisons of scores. The measurement of the degree of 

change over time can be made on single dimensions, on clusters of two 

or more scales, or on more extensive profile patterns. 

Validity data reported in· the OPI Manual (Heist and Yonge, 1968) 

consists primarily of correlations with other inventories and with 

ratings of various academic groups, Eighty-eight percent of the items 
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on the OPI were taken from other similar tests. Much of the reported 

evidence for external validity is in the form of correlations with 

scales from these same tests•· In particular, OPI scales are correlated 

with appropriate s~ales from the· Study· of· Values, California Psychologi­

cal Inventory,.Myers-Briggs.~Indicator·, Stern Activities Index and 

the Strong Vocational· Interest Blank.·· Thl.s .approach to establishing 

validity is considered as extremely· provisional by some reviewers 

(Buras, 1970) since the obtained coefficients indicate the extent to 

which the measure of one test can be translated into the measures of 

another test, The correlations between two tests and the scales with 

which they share items are considered inflated. In recognition of this 

problem, the authors (Heist and Yonge, 1968) attempted to provide a 

few more direct assays of validity inthe OPI Manual. The intercorrela­

tion of the OPI scales are cited by Heist and Yonge (1968) as contri­

buting to the construct validity of. individual scales, 

Two different approaches to the estimation of the reliability of 

the OPI, based on different samples, are presented in the OPI Manual 

(Heist and Yonge, 1968), Internal consistency reliability coefficients, 

derived by the Kuder-Richardson Formula 21 · (KR21) and the corrected 

split-half method, range from 0.67to 0.89.for the OPI scales (Heist and 

Yonge, 1968). Test-retest reliability coefficients for three- and four­

week intervals range from 0.79 to 0.94 (Heist and Yonge, 1968). The 

majority of the test-retest reliabilitycoefficients are above 0.85, 

with approximately half falling at 0.89 or above. In an overall assess­

ment of the OPI, reviewers (Buros, 1970) have stated that 11 the OPI, like 

all inventories, is marked by certain strong points and certain weak 

points, In this instance the former greatly outweigh the latter, 



provided the instrument is-used for the purpose for which it was 

constructedu ( p. 281). 

Procedures 

The null hypotheses tested .by the- present study were divided 

according to primary and secondary hypotheses. The design and pro­

cedures were based on the findings from the review of the literature 

and on the proposed theoretical base and assumptions of the present 

studyo 

The pri~ary null hypotheses tested were: 

1. There will be no significant (p < 0. 10) differences in 
levels of identity development of subjects at three test­
ing times, specifically, during their last semester of 
high school, at the beginning and during the last month 
of their first semester in a university. 

2, There will be no significant (p < 0.10) differences in 
relative prominence of the six values as measured by the 
Study of Values between-subjects who do and do not 
exhibit an increase in the development of identity from 
their last semester of high school to the end of their 
first semester in a university. 

The secondary null hypotheses tested were: 

3o There will be no significant (p < 0.10) differences in 
identity development of males and females at any of the 
three testing timeso 

4o There will be no significant (p < 0.10) differences in 
identity development of freshmen-graduated from different­
sized graduating high school classes at any of the three 
testing times. 

Each of the null hypotheses could be rejected if the probability 

level associated with the observed differences was< 0.10. While the 

chances of rejecting a hypothesis when the hypothesis in fact is true 

are increased as the probability level is increased, the investigator 

chose to apply a criteria probability level of < 0. 10 to investigate 
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trends which might be observed in the present-exploratory study. 

Data Collection and Analysis 

The data for the present exploratory study-.were collected from 

the thirty-nine subjects in the spring-of-their senior year in high 

school (May, 1974), at the beginning- (August, 1974) and at the end of 

the~first semester (December,-1974) of their-freshman year at Oklahoma 

State University. 

Each of the six scales of the, Study of Values were used in the 

prese~t studyo Because of the ipsative scores of the instrument, 
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, changes on one scale must be reflected in changes ·in scores on the 

other scales, The primary use of-this instrument in the present study 
~-

-~as to investigate the possible relationships between the prominent 

values held by subjects. on the Study, of Values in May, 1974 and those 

subjects demonstrating -increased identity development as measured by 

the OPI from May, 1974 to December, 1974. It was postulated that there 

would be a positive correlation between subjects who had two of their 

three highest scores on the Aesthetic, Social or Religious scales of 

the Study of Values and those subjects demonstrating increased identity 

development on the OPL . 

Due to the item overlap on the scales.o.f the-Omnibus Personality 

Inventory (OPI) and because accurate-interpretation of scores on single 

scales demands analyzing individual scores in the context of a cluster 

of other scores, the entire test was administered to the subjects at 

each of the three testing times. Identity development, as defined in 

the present study, is measured-by-significant increases in the 

Complexity (Co), Religious Orientation (RO), Autonomy (Au), Social 
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Extroversion (SE), Impulse Expression (IE), Personal Integration (PI), 

Altruism (Am) and Anxiety Level- (AL.) scales of the OPI. A significant 

decrease in the Practical·Outlook· (PQ) scale of the OPI served as a 

further indication of identity development-in the present study. The 

Response Bias (RB) was used toverify·whether each test-taking occasion 

was a valid self-report by the subjects. 

Statistical analysis of the·data collected from the subjects• 
I 

responses on the OPI and·the·Study of Values was obtained using the 

Friedman Two-Way Analysis of Variance. Because the research data in the 

present study did not meet the assumptions of the parametric statistical 

model, nonparametric statistical tests were selected. The Friedman 

Two-Way Analysis of Variance·by Ranks (Siegel, 1956) was used to test 

the statistical significance of the difference in the test scores from 

the three test timeso The Friedman test was obtained for the standard 

scores on each scale of each instrument used in the present study. 

Since each subject served as his own control, the subjects• scores from 

the three test times were considered matched samples. The three scores 

of each subject on a given scale were ranked, and the Friedman test was 

computed for each seal e to determine· whether there was a statistically 

significant difference among the mean ranks of the three matched samples 

obtained at the three testing times. 

The Friedman Two-Way Analysis of Variance yielded data that demon-

strated there were significant differences on some scales over time. 

To better determine where the differences were between two of three 

testing times, a two-sample statistical test was used. The McNemar 

statistical test was run on the ranked scores of the values as measured 

by the Study of Values. The Wilcoxon statistical test was run on all 
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of the standard scores on each .scale of the OPI. The· Wilcoxon test was 

selected because it considers the direction and relative magnitude of 

the differences. 

One of the assumptions on which the present study was based is 

that the impact of an experience-depends in part upon the belief system 

of the person who encounters the experience. To determine if subjects 

who increased in identity develepment, as measured by the present study, 

also had high ranked scores on selectedvalues as measured by the Study 

of Values, further analyses of the data were obtained. A Chi-Square 

was calculated from a 2 x 2 contingency table in which subjects were 

classified according to their ranked scores on the Study of Values and 

the standard scores on the OPI. In classifying subjects according to 

their ranked scores on the Study of Values, subjects who received two 

of their three highest ranked scores on the Aesthetic, Social or 

Religious scales at the May testing time were placed into one category, 

while all other subjects were placed in the other category. Subjects 

were also classified according to whether they did or did not increase 

in identity development over the three testing times. A subject was 

considered to have increased in identity development if there was a 

significant change in the expected direction from the first to the final 

testing time on six of the eight scales of the OPI which were used to 

assess identity development in the present study. The Chi-Square test 

for two independent samples was used to .. determine whether a greater 

proportion of subjects who increased in identity development had high 

ranked scores on,the selected values as measured by the Study of Values 

than was the case with those who did not increase in identity develop­

ment. 
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The present chapter has considered-the-design and methodology used 

in the preparation and completian-ef the present exploratory study, 

Chapter IV will present-the analysis of-the-data obtained in the present 

investigation. 



CHAPTER IV 

PRESENTATION:AND ANALYSIS OF DATA 

Introduction 

The purpose of the present chapter is to present the results of 

the statistical analyses and to state·the conclusions with regard to 

rejection of or failure to reject the null hypotheses. Following a 

statement of each null hypothesis, the results of the obtained analyses 

relevant to each hypothesis will be presented. 

Primary Hypotheses 

Hypothesis Number One 

There will be no significant (p < 0.10) differences in levels of 
identity development of subjects at three testing times, specifically, 
during their last semester of high school~ at the beginning and during 
the last month of their first semester in the university. 

Identity development, as operationally defined in the present 

study, was measured by significant increases in the Complexity (Co), 

Religious Orientation (RO), Autonomy (Au), Social Extroversion (SE), 

Impulse Expression (IE), Personal Integration (PI), Altruism (Am) and 

Anxiety Level (AL) scales of the OPI. Specifically, identity develop-

ment was considered to have increased if there was a significant change 

in the expected direction from the first to the final testing time on 

six of the eight above-mentioned scales of the OPI. When this specific 

definition of development·was employed, no significant differences were 
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observed in the identity development of· the subjects across the three 

testing times and the Hrst-·null hypothesis could not be rejected. 
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The Friedman Two•Way Analysis of Variance statistical test was 

employed to examine the significance· of differences in the standard 

scores of all subjects on each-of-the·OPiscales across the three test­

ing times. The results of the· Friedman test, including Xr2 values and 

means of the.ranks at each of·the three testing times for each OPI 

scale, are presented in Table I. Significant (p ~ 0.10) differences 

among the three testing times were obtained on four scales of the OPI, 

the Estheticism, Autonomy, Impulse Expression and Masculinity-Feminity 

scales. 

TABLE I 

xr2 VALUES AND THE MEANS OF THE RANKS AT EACH· OF THREE TESTING TIMES FROM 
THE FRIEDMAN TWO-WAY ANALYSIS OF VARIANCE FOR EACH SCALE OF 

THE OPI FOR ALL SUBJECTS (N=39) 

OPI SCALES. xr2 VALUES MEANS OF THE RANKS 
-May· August December 

TI 2.79 2. 10 . 1. 78 2. 11 
TO 0.94 2-.10 1-.88 2.01 
Es 9.28*'fc* L89 l ·. -71 2.38 
Co 0.86 2·.02 1.88 2.08 
Au 14.00*** 1. 51 2-.20 2.28 
RO 0.67 1-. 97 1. 92 2.10 
SE 0.94 1-. 88 2.10 2.01 
IE 6.27** 1-. 67 2·. 21 2.10 
PI 1. 17 1. 98 1-. 88 2. 12 
AL 2.21 2. 15 1. 82 2.02 
Am 2.42 1·;80 2.03 2. 15 
PO 1.07 1. 97 2-.-12 1.89 
MF 4.65* 2·. 14 2.-14 1. 71 
RB 2.01 2.17 1.85 1. 98 

* p ~ 0. 10; ** p ~ 0.05; . *** p ~ 0. 01 
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In an attempt to determine morespecifiGallythe time period when 

the significant differences occurred,.an-the Estheticism, Autonomy, and 

Impulse Expression scales, further statistical analyses of the data for 

these scales were obtained. For this purpose, the Wilcoxon Matched­

Pairs Signed-Ranks test was applied to examine statistically the differ­

ence in the subjects• standard scores between each two of the three 

test timeso The results of this analysis revealed significant (p .:s_0.10) 

differences in the standard scores between the August and the 

December test times on the Estheticism scale; between May and August on 

the Impulse Expression scale; and between May and December on the 

Autonomy scale. On each of these scales, the direction of the signifi­

cant changes was from lower scores at the earlier test time to higher 

scores at the later test time. It is recognized that this procedure 

could have compounded chance error in that repetitive use of a two-

sample test on these data likely increased the probability of a Type I 

error. Nevertheless, the significant differences obtained from this 

analysis may at least be considered trends in the data regarding the 

research questions, 

Further trends in the data were suggested by a comparison of the 

means of the ranks of the standard scores among the three testing times 

for each OPI scale from the Friedman Two-Way Analysis of Variance (Table 

I)o One particularly interesting trend revealed by the means of the 

ranks was that on several of the OPI scales where statistically signifi­

cant Xr2 values were not obtained, the lowest mean rank occurred at the 

August testing time" This finding suggests that, in general, the present 

data do not appear to indicate an orderly progressive increase in the 

development of identity from May to August to December in the group of 
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university students studied. 

To obtain additional information concerning the responses of the 

group as a whole, the means and.standard deviatiens of standard scores 

for all subjects were computed on each scale of the OPI at each of the 

three testing times. The obtained means .and standard deviations are 

presented in Table II, while the mean standard scores for each scale at 

each testing time are graphically ·displayed in ·Figure I. Inspection of 

these data indicates ·that the overall mean standard scores tended to 

cluster around 50, which is the mean of the normative sample for all 

scales of -the OPI. Thus, it would appear that the responses of the 

group of subjects in the present study were· generally similar to the 

responses of the large group of subjects reported previously (Heist 

and Yonge, 1968). In addition, the changes in mean standard scores 

across ttme were generally small in magnitude. It is of interest to 

note, however, that the mean standard scores obtained at the December 

testing time were equal to or slightly higher than those obtained at the 

May or August testing times for all scales except Theoretical Orienta­

tion, Impulse Expression, Anxiety Level, Practical Outlook, Masculinity­

Feminity, and Response Bi as. 

To summarize, differences.among the three testing times in the 

standard scores of the OPI for the total group of subjects were statis­

tically significant for two scales (Autonomy and Impulse Expression) of 

the eight scales used to measure identity development. In addition, 

inspection of the data suggested that in December the mean standard 

scores were equal to or slightly higher than those in May or August on 

six of the eight scales used to assess the development of identity. 



Test TI Times 

1. Mean 47 
S.D. 8.6 

2. Mean 47 
S.D. 9.2 

3. Mean 48 
S.D. 9.3 

TABLE II 

MEANS AND STANDAR9 9EVIATIONS OF STANDARD SCORES ON EACH SCALE 
OF THE QPI FOR All SUBJECTS AT EACH OF THREE TESTING TIMES -

OPI Scales 

TO Es Co Au RO SE IE PI AL Am 

48 49 47 49 46 .54 51 53 54 54 
10.0 7o7 9.2 7.9 7.5 8.2 8.4 8.8 7.5 8.9 

46 48 47 51 45 55 54 53 53 55 
10.0 8.8 805 8.0 7.0 806 9.2 9.3 9. 1 10.0 

47 51 47 52 46 55 53 54 53 56 
10.0 8.0 9.2 7.6 609 8.5 8.6 9.7 8.3 10.0 

PO 

52 
8.5 

52 
8.3 

51 
8.-8 .. 

MF RB 

48 53 
8.3 9.3 

47 51 
9.3 . 8.6 

46 52 
, 9.8 9.9 

..,::.. 
O'I 
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Hypothesis Number Two . 

There will be no significant (p ~ 0.10) differences in relative 
prominence of the six values as measured by the Study of Values between 
subjects who do and do not exhibit an increase in the development of 
identity from their last semester of high school to the end of their 
first semester in a university. 

One of the basic assumptions of the present study is that the 

impact of an experience depends in part upon the belief system of the 

person who encounters the experience, Therefore, it was reasoned that 

subjects who had certain belief systems as measured by the Study of 

Values at the May testing time would be more likely to demonstrate 

identity development as measured by the OPI from May to December. It 

was postulated that subjects who in May had at least two of their three 

highest scores on the Aesthetic, Social or Religious scales of the Study 

.of Values would be most likely to demonstrate increased identity devel­

opment on the·OPI from May to December. With the specific requirements 

of two of the three highest values on these scales at the May testing 

time and significant increases on six of the eight OPI scales used to 

measure identity development, the second null hypothesis could not be 

rejected on the basis of the evidence in the present data. 

Statistical analysis of the data to test the second hypothesis 

consisted of calculating a two-sample Chi-Square test from a 2 x 2 

contingency table in which subjects were classified according to their 

scores both on the Study of Values in May and on the OPI in May as 

compared with December. When the criterion of change on six of the 

eight OPI scales used to measure identity development was employed, the 

obtained x2 values were not statistically significant. This was not 

surprising in view of the findings reported above for the first hypo­

thesis. Therefore, to investigate possible trends in the data concerning 
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the second hypothesis, a criterion of change on four of the eight 

scales of the OPI was selected to classify subjects on the OPI in the 

contingency table, and a second Chi-Square was computed. Although the 

statistical probability level associated with the obtained x2 value 

exceeded the 0. 10 level, it is of interest to note that twenty~eight 

(72%) of the thirty-nine subjectst responses did change in the expected 

direction on·at least four of the eight OPI scales which were used to 

measure identity development. Moreover, of the twenty-six subjects who 

in May obtained two of their three highest scores on the Aesthetic, 

Social or Religious scales of the Study of Values, twenty (76%) did 

increase on at least four of the eight OPI scales used to assess 

identity development, 

An additional statistical analysis was obtained to investigate the 

possibility that the values held by the subjects, as measured by the 

Study of Values, may have changed significantly from one testing time to 

another. For this analysis, each subject's scores on the six scales of 

·the Study of Values were ranked for each testing time. For each scale 

and for each two of the three testing times, the McNemar statistical 

test was computed from a 2 x 2 contingency table in which subjects were 

classified according to whether their score on a given scale was ranked 

as one of the three highest or one of the three lowest scores at each 

of two given test times. None of the differences between any two of the 

three test times were statistically significant (p 2. 0. 10) for any scale. 

Thus, it would appear that the relative prominence of the values held 

by the group of subjects in the present study, as measured by the Study 

of Values, did not change significantly across the three testing times. 



Secondary Hypotheses 

Hypothesis Number Three 

There will be no significant (p.:: 0.10) differences in identity 
development of males and females at. any of the three testing times. 

50 

With the specific operational definition of identity development 

employed in the present study, this null hypothesis could not be 

rejected on the basis of the evidence in the present data. Results of 

the Friedman Two~Way Analysis of Variance.for each scale of the OPI did, 

however, reveal that differences among the three testing times were 

statistically significant for some scales both for the male and for the 

female subjects. The Friedman Xr2 values for standard scores of male 

subjects and for standard scores of female subjects on each OPI scale 

across the three testing times are presented in Table III. For the male 

subjects, significant (p.:: 0.10) differences across the three test times 

were found on only one scale, the Masculinity-Feminity scale. For the 

female subjects, however, significant (p.:: 0.10) differences in standard 

scores across the three test times were found on three scales, the 

Estheticism, Autonomy, and Masculinity-Feminity scales. 

The means and standard deviations of the standard scores on each 

scale of the OPI at each of the three testing times for the male 

subjects are presented in Table IV. Similar data for the female subjects 

may be seen in Table V. In addition, a graphic comparison of the mean 

standard scores on each OPI scale for the males with those for the 

females, at each of the three testing times, is presented in Figure 2. 

Inspection of the data reveals that when the males and females are 

considered separately, the pattern of responses, as indicated by the 



TABLE II I 

xr2 VALUES FROM THE FRIEDMAN TWO-WAY ANALYSIS OF VARIANCE FOR EACH 
SCALE OF THE OPI OVER THREE TESTING TIMES FOR MALES AND FEMALES 

OPI Scales Xr2 Values 

Males Females 
(N=l 3) (N=26) 

TI 0.61 2.48 
TO 1.81 4. 17 
Es 2. 19 7.29* 
Co 1. 19 1.09 
Au 1.88 13.06** 
RO 3.57 3.03 
SE 1.07 0.25 
IE 2.57 3. 77 
PI Oo73 0. 71 
AL 2o57 0..48 
Am 3.50 1.40 
PO L 19 0.37 
MF 7.42* 6.25* 
RB 1.88 1. 17 

* p .::_ Oo05; ** p .::_ 0.01 
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Test TI Times 

l. Mean 46 
S.D. 6.8 

2. Mean 47 
S.D. 7.3 

3. Mean 48 
S.D. 8.2 

TABLE IV 

MEANS AND STANDARD DEVIATIONS OF STANDARD SCORES ON EACH SCALE OF THE OPI 
AT EACH OF THREE TESTING TIMES FOR ALL MALE SUBJECTS (N=l3) 

OPI Scales 

TO Es Co Au RO SE IE PI AL Am 

47 47 43 46 45 53 52 53 54 50 
7.2 6.9 7.5 9.6 8.6 8.7 6.4 9.3 7.0 8.5 

48 43 43 47 44 54 55 54 50 51 
8.5 6.2 7.6 8.6 7.8 9.4 9.4 11.0 10. 7 10. l 

49 47 45 48 43 55 53 55 53 53 
6.1 ·6. 9 7.9 7.9 8.0 10.0 8.0 9.8 8.5 7.2 

PO MF 

55 52 
9. l 7.4 

57 55 
7 ~ l 7.8 

55 53 
7.9 7.7 

RB 

55 
10.9 

53 
10. 5 

53 
10. 0 

CJ1 
N 



Test TI Times 

1. Mean 48 
S.D. 9.5 

2. Mean 47 
S.D. 10.0 

3. Mean 48 
S.D. 10.0 

TABLE V 

MEANS AND STANDARD DEVIATIONS OF STANDARD SCORES ON EACH SCALE OF THE OPI 
AT EACH OF THREE TESTING TIMES FOR ALL FEMALE SUBJECTS (N=26) ~ 

OPI Scales 

TO Es Co Au RO SE IE PI AL Am PO 

48 51 48 51 46 55 51 53 55 56 50 
11.6 7.8 9.7 6.4 7.0 8.1 9.4 8.7 7.9 8.6 7.9 

44 51 49 53 46 55 53 53 54 57 49 
11. 0 9.0 8.6 7. 1 6.7 8.4 9.3 8.5 8.2 9.6 7.9 

46 53 49 54 46 55 53 53 53 58 49 
12. 1 8.0 9.6 6.9 6.3 7.7 9. 1 9.7 8.4 11.0 6.8 

MF 

46 
8. 1 

43 
7.3 

43 
8.8 

RB 

52 
8.4 

50 
7.5 

51 
9.4 

c.n 
w 
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shape of the profiles, generally tended to be similar across the three 

test times, both for the group of male subjects and for the group of 

female subjects. Thus, the differences in the mean standard scores 

between the male and the female subjects were similar for a 11 three 
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test periods, with females-tending to score semewhat higher than males 

on the Estheticism, Complexity, Autonomy, and Altruism scales. In 

contrast, the group of male subjects in the present study tended 

generally to score somewhat higher than female subjects on the Practical 

Outlook, Masculinity-Feminity, and Response Bias scales at all three 

test times. 

Hypothesis Number Four 

There wi 11 be no significant ( p < 0. 10) differences in identity 
development of freshmen graduated from different-sized high school 
graduating classes. 

With the specific operational definition of identity development 

utilized in the present study, this null hypothesis could not be 

rejected on the basis of the evidence in the present data. 

Results of the Friedman Two-Way Analysis of Variance for each 

scale of the OPI did, however, reveal that differences among the three 

testing times were statistically significant for some scales for each 

of the three groups of subjects from different-sized high school gradu­

ating classes. The Friedman xr2 values for standard scores of subjects 

from high school graduating classes of less than 100, 100 to 400, and 

greater than-400, on each OPI scale across the three testing times are 

presented in Table VI. For th\ subjects from high school graduating 

classes of less than 100, signi~icant (p ~ 0.10) differences across the 

three test times were obtained on the Autonomy, Personal Integration and 
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the Altruism Scales. For the subjects from graduating classes of 100 

to 400, significant (p ~ 0.10) differences across the three test times 

were obtained for the Thinking Introversion, Estheticism, Autonomy, 

Anxiety Level, and Masculinity-Feminity Scales. For the group of 

subjects from graduating classes larger than 400, standard scores across 

the three test times were significantly different (p ~ 0.10) on the 

Complexity and the Practical Outlook scales. 

TABLE VI 

xr2 VALUES FROM THE FRIEDMAN TWO-.WAY ANALYSIS OF VARIANCE FOR EACH SCALE 
OF THE OPI OVER THREE TESTING TIMES FOR SUBJECTS FROM HIGH SCHOOL 

GRADUATING CLASSES OF EACH OF THREE SIZES 

OP! SCALES Xr2 VALUES 

SIZE OF HIGH SCHOOL GRADUATING CLASS 

TI 
TO 
Es 
Co 
Au 
RO 
SE 
IE 
PI 
AL 
Am 
PO 
MF 
RB 

< 100 (N=l5) 

2.43 
0.53 
4,23 
0.70 

13.43*** 
0.70 
0.63 
0.83 
6. 10** 
1,23 
5.03* 
1. 30 
0.03 
0.23 

100-400 (N=l3) 

4.96* 
2.34 

10.50*** 
2.00 
5.69* 
0.27 
0.73 
3.50 
2.92 
4.65* 
1.08 
2.42 
5.80* 
2.80 

* p .::. o. 10; ** p .::. 0.05; *** p .::. 0.01 

> 400 (N=ll) 

0,59 
0.86 
1.27 
4.90* 
0. 13 
0.95 
0. 18 
2.86 
2.36 
0.95 
0.59 
5.31* 
2.22 
0. 13 
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The means and standard.deviations of the standard scores on each 

scale of the OPI at each.of the three testing times for the group of 

subjects from high school graduating classes of- less than 100 are pre­

sented in Table VII. Similar data for the group of subjects from 

graduating classes of 100 to.400 and for the group of subjects from 

graduating classes of greater than 400 ~re presented in Tables VIII and 

IX, respectively. Furthermore, the mean standard scores on each OPI 

scale for the subjects from each of the three sizes of graduating 

classes are graphically displayed at each of the three test times in 

Figure 3. 

As might have been expected on the basis of the results of the 

Friedman tests, inspection of the graphs in Figure 3 reveals that the 

overall pattern of the responses, as indicated by the shape of the 

profiles, tended.generally to be similar across the three test times 

for each group of subjects. While differences among the three groups of 

subjects from different-sized graduating classes at any given test time 

were not usually of large magnitude, several differences among these 

three groups of subjects which were relatively consistent across the 

three test times can be seen in Figure-3. For example, across all 

three test times, a general tendency was noted for the mean standard 

scores of subjects from graduating classes of greater than 400 to be some­

what higher than those from relatively smaller graduating classes on 

the Thinking Introversion, Theoretical Orientation, Estheticism, 

Complexity, Autonomy, Religious Oreintation, Social Extroversion, and 

Impulse Expression scales. On all these same scales with the exception 

of Social Extroversion, the group of subjects from graduating classes 

of less than 100 tended to have mean standard scores somewhat lower than 



Test 
Times 

1. Mean 
S.D. 

2. Mean" 
S.D. 

3. Mean 
S.D. 

TABLE VII 

MEANS AND STANDARD DEVIATIONS OF STANDARD SCORES ON EACH SCALE OF THE OPI FOR 
ALL SUBJECTS GRADUATING FROM A HIGH SCHOOL CLASS OF LESS THAN 100 

(N=l5) AT EACH OF THREE TESTING TIMES 

OPI Scales 

TI TO Es Co Au RO SE IE PI AL Am PO 

44 44 48 42 45 44 55 51 52 52 53 57 
8.5 906 6.3 7a8 7.8 8.0 7.9 9.0 8.4 6.9 8.3 7.7 

43 44 45 44 49 44 56 51 55 52 55 54 
8.9 11. 0 6.9 6.5 8.5 7.6 7.6 9.9 8.3 7.5 -., 0 . 5---- - 9 : 7 

44 46 47 45 50 44 56 50 57 54 57 56 
9.8 11.0 6.7 7.2 7.9 7.5 9.6 9.3 8.7 8.2 11.8 8.1 

MF 

48 
7o4 

49 
8.8 

50 
10.6 

RB 

51 
7.3 

50 
7.2 

52 
8.3 

U1 
00 



Test TI Times 

l. Mean 47 
S.D. 6.5 

2. Mean 48 
S.D. 7.8 

3. Mean 50 
S.D. 8.0 

TABLE VIII 

MEANS AND STANDARD DEVIATIONS OF STANDARD SCORES ON EACH SCALE OF THE OPI FOR 
ALL SUBJECTS GRADUATING FROM A HIGH SCHOOL CLASS OF 100 TO 400 -

(N=l3) AT EACH OF THREE TESTING TIMES 

OPI Scales 

TO - Es Co Au RO SE IE PI AL Am PO 

47 50 45 51 45 53 50 54 55 54 52 
11. 2 9.7 8.2 8.1 5.8 9.4 9.3 9.9 8.3 10. 7 6.6 

42 49 47 52 45 53 54 51 51 53 52 
9.9 9.1 9.9 8.3 6.4 9.4 8.9 8.5 10. 5 7.6 7. l 

44 53 48 52 46 53 53 53 51 55 50 
11. 7 8.8 10.9 8.9 5.7 8.3 8.9 11. l 9.2 11. l 7.8 

.MF 

47 
10.5 

45 
10.4 

43 
10. 9 

RB 

54 
11. 4 

50 
10.8 

50 
13.4 

U"1 
~ 



Test TI Times 

1. Mean 52 
S.D. 9.2 

2. Mean 53 
S.D. 8.3 

3. Mean 53 
S.D. 7.8 

TABLE IX 

MEANS AND STANDARD DEVIATIONS OF STANDARD SCORES ON EACH SCALE OF THE OPI FOR 
ALL SUBJECTS GRADUATING FROM A HIGH SCHOOL CLASS OF MORE THAN 40cr-­

(N=l l) AT EACH OF THREE TESTING TIMES 

OPI Scales 

TO Es Co Au RO SE IE PI AL Am PO 

53 51 55 53 49 56 54 54 56 56 45 
8.5 7.0 7.0 5.6 7.9 7.5 6.7 8.5 7.6 7.8 6.5 

51 52 51 52 47 56 58 53 55 57 49 
7.8 9.8 8.5 6.9 6.9 9.5 8.0 11. 5 9.9 12.3 7.2 

53 53 51 54 48 57 56 52 54 56 46 
5.7 7.9 9.2 5.2 7. l 7.2 6.3 9. l 7.9 8.7 8.7 

MF RB 

49 55 
7.4 9. l 

48 53 
9.4 7.9 

46 54 
5.7 7. l 

g 
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those subjects from relatively larger graduating classes. Although a 

few exceptions to these generalizations occurred and the differences 

were not always marked, it is of interest that the above-mentioned 

trends were quite consistent across all-of the test times. A consistent 

tendency was also noted for the mean standard scores of the subaects 

from these three sizes of graduating classes to differ rather markedly 

on the Practical Outlook scale· across all test times. The mean scores 

on the Practical Outlook scale were always lowest for the group of 

subjects from the largest graduating classes (> 400), and the highest 

for the group of subjects from the smallest graduating classes(< 100). 

The mean scores on this scale for subjects from graduating classes of 

100 to 400, however, always fell in between the two extremes. 

In summary, the results of the obtained data analyses have been 

presented in the present chapter. In addition, some trends which were 

evident in the data have been reported. Further discussion of the 

implications of these findings will be presented in Chapter V. 



CHAPTER V 

SUMMARY AND .CONCLUSIONS 

Introduction 

The present study was proposed in view of the need for research 

concerning both the time of occurrence· and· the dimensions of the devel­

opmental changes which might be observed in freshman students entering 

an institution of higher education. Information regarding the pattern 

of developmental changes in university freshmen would appear important 

and valuable for educational planners to determine the optimum timing 

and nature of educational experiences which should be provided to 

students, Therefore, the purpose of the present study was to investi­

gate the development of identity in university freshmen. Specifically, 

the present study was designed to assess changes in identity development 

over time from the last semester of high school to the end of the first 

semester in a L!niversity. Thus, an.attempt was made to consider the 

input variable by assessing some of the characteristics of students 

prior to their entrance to a university. 

On the basis of the theoretical frame of reference presented in 

Chapter I, three research questions concerning the development of 

identity over time in uni.v.ersity freshmen were formulated, and the 

assumptions of the present study were outlined. The review of the 

literature was then useful both in determining ways of examining the 

three research questions and in formulating the specific research 
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hypotheses. Further, the abstract and global concept of identity was 

defined both theoretically and operationally, and the specific pro­

cedures and methodology employed to examine the research hypotheses 

were then presented. 

The Omnibus Personality Inventory (OPI), .,Form. F, .was used to assess 

the level of identity development in. university freshmen at each of 

three times, at the end of the senior year of high school, at the begin-

ning and at the end of the first semester at a university. An increase 

in development of identity was specifically defined as a change in the 

expected direction on six of the eight OP! .scales considered to be 

relevant to the development of identity. The OP! was also used to 
' -

assess possible developmental changes in male and female subjects over 

the three testing times and in subjects according to the sizes of high 

school graduating classes. In addition, the Study of Values was 

employed to give an indication of the relative prominence of values held 
I 

by students prior to coming to the university and to examine any 

changes which might occur in the students• value systems after entrance 

into the university. Statistical analyses were obtained to test each 

null hypothesis and to examine the trends in the data. Finally, the 

results of the statistical analyses relevant to each null hypothesis 

were presented. 

The statistical analyses did not reveal sufficient evidence in the 

present data to allow the rejection of any of the proposed null research 

hypotheseso ?ome of the differences observed among the three test times 

on selected OP! scales were, however, found to be statistically signifi­

cant {p ~ 0. 10) for the total group of subjects as well as for various 

subject subgroups. In addition, trends which were observed in the data, 
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as well as the interviews conducted with. the subjects, appear to offer 

'information which is of interest to the study.of patterns of develop­

mental changes and of the effects of· the university environment on 

freshman students. The following discussion will include a summary of 

the results of the present study and some implications of these results 

as relevant to each of the four proposedresearch hypotheses. In 

addition, a critical discussion of the methods employed and the results 

obtained in the present study will be presented. Finally, conclusions 

of the present study and recommendations for further research will be 

discussed. 

Hypothesis Number One 

Hypothesis I and all three of the research questions in the present 

study were concerned with the direction, extent and time of possible 

developmental changes from the end of the last semester in high school 

to the end of the first semester in the university. 

When all subjects were considered as a group, their standard 

scores on four OPI scales, including Estheticism, Autonomy, Impulse 

Expression, and Masc~linity-Feminity, tended to change across the three 

test times. The changes in the mean standard scores observed on both 

the Estheticism and on the Masculinity-Feminity scales would seem to 

suggest general increases in sensitivity to esthetic stimulation, 

including the arts, poetry and literature. The changes on the Impulse 

Expression scale would seem to indicate some general increase in the 

spontaneity of behavior, while the changes on the Autonomy scale may 

indicate an increase in the independence of thought and j w;tgement. 

The first research question focused on the identification of 
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possible developmental changes from the end of the last semester in 

high school to the beginning of the freshman year in college. The only 

scale of the OPI showing significant (p ,::_ 0.10) differences from May to 

late August was the Impulse Expression scale. The Impulse Expression 

scale measures a general readiness to seek gratification and express 

impulses either in conscious though~ or in overt actions. Therefore, 

the observed change on the Impulse Expression scale from May to August 

suggests that the subjects generally tended to become somewhat less 

conventional in opinion and outlook during this period. 

The second research question focused on the identification of 

possible developmental changes from the first week (August) to the last 

week (December) in the first semester in the university. The only 

scale of the OPI showing significant (p.::. 0.10) differences from August 

to December was the Estheticism scale. The Estheticism scale measures 

a sensitivity to esthetic stimulation, including the arts, poetry and 

literature. Thus, it would appear that the subjects tended to develop 

toward having more interest in artistic matters and activities as well 

as sensitivity to esthetic stimulation during this period. 

The third research question focused on the identification of 

possible developmental changes from the end of the senior year in high 

school to the end of the first semester at the university. The analysis 

of the data indicated that the standard scores differed significantly 

(p.::. 0. 10) on the Autonomy scale of the OPI. The Autonomy scale of the 

OPI measures liberal, nonauthoritarian thinking and independence. Thus, 

it would appear that the subjects generally tended to demonstrate more 

maturity and independence and to become less judgemental from the May 

to the December testing time. 
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In general, the trends evident in the present data do not appear to 

indicate an orderly progressive increase in the development of identity 

from May to August to December in the group of subjects studied. For 

example, inspection of the means of the ranks for each of the three 

test times from the Friedman statistical test (Table I) suggests that a 

number of subjects scored lower in August than in May and/or December on 

several OPI scales. In addition. the overall means of the standard 

scores tended to decrease slightly from May to August and then to 

increase somewhat from August to December for some of the scales on the 

OPI. In regard to these findings, it is of interest to note some 

comments made by the subjects during interviews with the investigator. 
I 

Many subjects expressed the feeling that they were buffeted about by so 

many new experiences, opportunities, demands and challenges that it 

was difficult to organize their lives at the beginning of the semester. 

These general feelings might best be described as suggesting the 

presence of over-stimulation during the first month of classes. Thus, 

it would appear that assessment of the subjects• levels of development 

as measured by the OPI at the August test time may have been confounded 

by the effects of the university environment on the subjects during the 

first few weeks of their university experience. 

It is interesting to speculate about possible reasons for the above­

mentioned trends on the OPI at the August test time as well as the 

information from the interviews concerning the first few weeks of their 

first semester in the university. It appears that the first semester 

at the university presents a constellation of adjustment problems which 

are frequently upsetting to the entering student. It is possible that 

the university environment over-stimulated some of the subjects and was 



disorienting to them during the early weeks of classes. It is also 

possible that the subjects' resolution of the identity 11crisis 11 prior 

to entering the university-may net have been entirely stable. 
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Feldman and Newcomb (1969) discuss the manner in which incongruence 

between the student's interpersonal environment and academic environment 

can create an inordinate level of dissonance. The literature indicates 

that the basis of a strong college impact is provided when the entering 

student experiences a series of not-too-threatening discontinuities 

which are sufficient to stimulate and challenge but not disorient him. 

The results of the present investigation tend to suggest that studies 

reported previously in the literature which compare subjects• personality 

characteristics during the initial weeks of college entrance with those 

obtained during the second, third and/or fourth years of college were 

using a baseline measure which was obtained at a time when the students 

were, perhaps, temporarily disoriented by the environment. If baseline 

measurements were decreased by the temporary disorientation, it would 

seem relatively easier to demonstrate significant changes from the base­

line to results obtained at a later testing time. Thus, the use of 

levels of development and personality characteristics obtained at a time 

prior to the freshman student's arrival at the college campus for 

classes may be important in determining the overall pattern of develop­

mental changes during college. 

Hypothesis Number Two 

Hypothesis II was concerned with the possible tendency for subjects 

who had certain belief systems as measured by the Study of Values at the 

May testing time to be more likely to demonstrate iqentity development 
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as measured by the OPI from May to December. One of the basic assump­

tions of the present study-was that the impact of the university exper­

ience depended in part upon the- belief system of the person who 

encounters the experience. Although there-were no significant, 

differences in the statistical analyses of the data regarding this null 

hypothesis, inspection of the data indicated that, of the twenty-six 
I 

subjects who obtained two of their three highest scores in May on the 

Aesthetic, Social or Religious scales of the Study of Value$1,176% also 
I 

increased from May to December on at least four of the eight OPI scales 

used to measure identity development. 

Previous studies of the value system of college students have been 

concerned with the changes in students• value systems. From the fresh-

man to the senior year, the most consistent change in values reported 

(Feldman and Newcomb, 1970) was a decrease in Religious and an increase 

in Aesthetic. values as measured -by the Study of Values. The present 

study was only secondarily concerned with any changes in values, with 

the primary interest in the value system being the rank of specific 

values as measured by the Study of Values at the May testing time. 

It was observed, however, that no significant changes in the subjects• 

value systems occurred across the three testing times over a period of 

seven months. 

Hypothesis Number Three 

Hypothesis III was concerned with the possible developmental 

changes in male and female subjects from the end of the last semester 

in high school to the end of the first semester in the university. 

For the females as a group, differences in the standard scores 
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across the three testing times were significant (P .::_ 0.10) on the Auton­

omy, Estheticism, and Masculinity-Feminity scales of the OPI. The find­

ing of a highly significant {p .::_ 0.01) change on the Autonomy scale for 

females across the three testing times in the absence of a significant 

change on this scale for males may indicate that during this period 

female subjects were confronted with learning how to become more inde­

pendent to a greater extent than were the male subjects. The standard 

scores differed significantly (p.::. 0.10) over the three testing time on 

the Masculinity-Feminity scale of the OPI both for the males and for 

the females. The Masculinity-Feminity scale indicated that from May to 

August to December, the male subjects' scores on the average increased 

then decreased, while the female subjects• scores decreased and then 

remained approximately the same. Inspection of the overall means sug­

gested that across all three testing times, females tended to score 

somewhat higher than males on the Estheticism, Complexity, Autonomy and 

Altruism scales, while males generally tended to score somewhat higher 

than females on the Practical Outlook, Masculinity-Feminity, and 

Response Bias scales. 

Hypothesis Number Four 

Hypothesis IV was concerned with the development of identity over 

the three test times in subjects grouped according to the size of their 

high school graduating classes. The three categories of high school 

graduating classes were (1) less than 100, (2) 100 to 400, and (3) more 

than 400 graduating seniors. 

The subgroup of subjects from the smallest-sized graduating classes 

tended to change across time on the Autonomy, Personal Integration, and 

Altruism scales of the OPI. These data would seem to indicate that the 
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group from graduating classes of less than 100 developed in the areas 

of independence, maturity and trust in others. The second subgroup of 

subjects, those who had graduated from a class of 100 to 400, tended to 

change across the three test times on the Thinking Introversion, 

Estheticism, Autonomy, Anxiety Level, and Masculinity-Feminity scales 

of the OPio These findings would appear to suggest that the group of 

subjects from graduating classes of 100 to 400 generally tended to 

develop toward having more academic and abstract, reflective thought; 

more interest in artistic matters and activities as well as sensitivity 

to esthetic stimulation; more trust in others; as well as to admitting 

to adjustment problems and feelings of anxiety at times. The third 

subgroup was comprised of subjects who graduated from a high school 

class of more than 400 students. For this subgroup, differences 

across the three test times were significant (p .::. 0. 10) on only two OPI 

scales, the Complexity scale and the Practicial Outlook scale. Overall 

mean standard scores indicated that the group of subjects from graduat­

ing classes of more than 400 increased from May to August and decreased 

from August to December on the Practical Outlook scale and decreased 

from May to August to December on the Complexity scale. Thus, no 

positive developmental changes were evidenced for this third subgroup 

of subjects. However, the overall mean standard scores on most OPI 

scales for the third subgroup were higher at all the testing times than 

were those of the other subgroups, suggesting that subjects from 

graduating cl asses of more tha.n 400 students may have experienced more 

growth and development prior to the end of their last year in high 

school than had subjects from relatively smaller graduating classes. 

Generally, it appeared that the smaller the graduating high school 
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class, the lower the mean standard scores .i.n those areas thought to be 

significant indicators of identity development in the present study. 

Based on interviews with· the subjects, it-is the investigator's impres­

sion that the university environment was more· incongruent with the 

subjects' interpersonal environment for· the subgroup of subjects from 

the relatively smallest classes than for those from larger graduating 
I 

classes. Subjects who had graduated from high school classes of from 
! 

100 to 400 students appeared-to experience a degree of dissonance which 

the investigator viewed to be optimal for personal growth. That is, 

these students generally seemed to be stimulated and challenged but 

not disoriented by their new environment. The subgroup of subjects from 

the relatively largest high school classes reported in interviews, 

however, that they were neither stimulated nor disoriented, but that 

they were most often bored by their university experiences. All subjects 

in the study were academically able students as judged by their overall 

high school grade-point average, and they-were all residents of the state 

of Oklahoma. 

Recommenoations and Conclusions 

In view of the research findings previously reported in the litera­

ture and the limited number-of significant changes in the present data, 

an attempt has been made inthe following discussion to analyze criti-
1 

cally the methods employed and the results obtained in the present 

study. The· review of the literature clearly indicated evidence of 

psychosocial growth from the freshman to the senior year in college. 

Further, the literature suggested that five scales of the OPI typically 

reflect the greatest change during the first two years of college. 



These five scales are Estheticism, Complexity, Autonomy, Impulse 

Expression, and Practical Outlook. 
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In the present study-,. the: investigator attempted the difficult task 

of operationally defining the abstract, global, and imprecisely defined 

concept of identity. The operational definition of development outlined 

by the investigator requ,ired significant (p ~ 0.10) changes on six of 

eight OPI scales, including the Complexity, Autonomy, Impulse Expression, 

Practical Outlook, Personal Integration, Religious Orientation, Social 

Extroversion, Anxiety Level, and Altruism scales. It appears that this 

operational definition of development was perhaps too stringent for the 

relatively short seven-month time period of the present study. That 

is, it was probably somewhat unrealistic to expect to be able to assess 

increases in development as measured by the OPI on as many as six scales 

during the time period studied. In addition, it is also possible that 

the extent of development in students during the relatively short time 

period studied may be too limited to be ev·idenced by more meaning~ul 

changes on variables as measured by the OPI. 

Regardless bf the problems with the operational definition or 

measurement of identity development over the time period studied, 

however, the final sample size· in· the present study was small and was 

composed of a fairly homogeneous group of academically able students. 

There was also a disproportionate number of females as compared to 

males in the present sample. In addition, the statistical analysis of 

time measures is a special and troublesome problem, particularly when 

nonparametric statistical tests must be employed. Because any subject 

by time interaction cannot be determined with such statistical tests, it 

is often necessary to inspect and describe the trends evident in the 
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data to interpret the obtained results appropriately, Nevertheless, 

the research design of the present-study, wherein time was the principle 

variable, the input characteristics of the students were considered, and 

subjects served as their own-controls, seems particularly well-suited 

to the study of development. 

Another possible problem in the-present-study was the use of 

volunteer subjects which· raises-the question of volunteer bias or 

unrepresentativeness of the subjects.· Rosenthal's (1975) research 

suggests that volunteer-status may-often interact with the independent 

variables employed in a variety of types of research studies. Rosenthal 

(1975) reported that, on the OPI, volunteer subjects tended to be more 

sociable as compared to nonvolunteers. The Response Bias scale of the 

OPI assesses characteristics which are perhaps most accurately described 

as a need to make good impression. In· the present study, the mean 

standard scores on the Response Bias scale for all subjects at each of 

the three testing times were 53, 51, and 52, respectively, which compare 

favorably with the standardized mean of 50 based on a normative sample 

of 7,283 college freshmen at thirty-seven institutions. Male subjects 

and those subjects graduated from a hi~h school class of more than four 

hundred students tended to have higher mean· standard scores on the 

Response Bias scale of the OPI-than did other subject subgroups. 

According to Rosenthal, several-factors may contribute to a reduction in 

volunteer biases, including the following: (1) making the appeal for 

volunteers as interesting as possible; (2) making the appeal for volun­

teers as nonthreatening as possible; (3) stating the theoretical and 

practical importance of the research; (4) stating in what way the target 

population is particularly relevant to the research and the 



75 

responsibility of volunteers to participate in research that has poten­

tial for benefiting others; and (5) having the request for volunteering 

made by a person of status as high as possible, and preferably a woman. 

Thus, it would appear· that~ beEause mast ef·these suggestions were 

followed~ volunteer-bias was probably not-a major contributor to 

differences observed in the present study. 

To summarize, the present-study reported-new data concerning the 

characteristics of students priortotheircoming to the university 

environment and also raised new research questions for further study in 

regard to personality development in freshman university students. 

The investigator, however, has some rather specific recommendations 

for future studies of development in university studentso The first 

recommendation is that a research design be employed which includes a 

measurement of the level of the student's psychosocial development in 

high school. Ideally, the prospective student would take the ACT and 

the OPI at the same time in the fall of their senior year in high 

school. The suggested research design would also include a longer total 

period of time than that used in the present study, perhaps from the 

fall of the senior year in high school to the end of the freshman year 

in college, with other testing times included during the course of 

that year. In all previous studies of development using the OPI, the 

input variable was not measured. The results of the present study 

would appear to argue against and to raise a question of the validity of 
\, 

utilizing measurements made during the freshman student's initial adjust-

ment period in the first few weeks of college as a supposedly stable 

baseline from which to judge growth and development over the college 

years. 
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A replication-of the present study sho~ld~ of course, include 

better sampling methods, espeeially a random selection of subjects and 

a larger subject sample. - - In addition, consideration should be gi~en to 

using an instrument other-than the Study of Values to measure the 

priorities in the value system-and to determine whether the values are 

integrated into the personality. Subjects-in-the present study reported 

that the wording of the Study of Values was unfamiliar to them and not 

up-to-date, While values may be -assessed ina number of ways, it is 

suggested that Rokeach 1 s (1968) Terminal and- Instrumental Values Scales 

might be useful for this purpose-. -Further,-the OP! appears to be a 

suitable instrument to measure development in college students although 

it does share the limitation of all personality inventories in being 

vulnerable to changes in verbal behavior or sophistication which may be 

unaccompanied by more generalized behavioral changes. 

The results of the present study also suggest the need for further 

investigation concerning ways in which the pattern of development as 

well as the impact of the university experience may differ according to 

the size of a student's high school graduating class. This particular 

variable of size of graduating class was not found in the related liter­

ature in the area of student development in college. This variable 

appeared especially important in the initial and, therefore, presumably 

in the subsequent impact of the educational environment on the student. 

Future research should also be directed toward the study of devel-

opmental changes in the so-called 11 new students 11 or 11 non-traditional 11 

students who are found more and more frequently in institutions of 

• higher education. These are students described by Cross (1971) as 

typically less able, less well-prepared to meet the challenges of the 
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usual kinds of university programs and, thus, more in need of different 

types of educational experiences .that are more meaningful to them and 

more relevant to their lives. 

In the investigator's- estimation, the· interviews conducted at the 

time when the test results were interpreted to each of the subjects 

gave the investigator-a great-deal-of· insight·iAto the subjects• 

experiences during their first· semester in college. Most of the 

students whose individual test-scores suggested a relatively greater 

increase in development reported that they-had established close contact 

with at least one of their faculty members. Thus, it appears possible 

that close student-faculty relationships may enhance development during 

a freshman student's first semester.· This possibility would further 

suggest that development in the university is influenced not only by 

the general emphasis or the climate of the institution and by the 

characteristics of the student, but that development is also influenced 

by the concrete experiences and behaviors generated by varied teaching 

practices, as well as by the frequency and quality of contact between 

students and faculty. The general implications of this subjective 

impression would appear to-merit-further investigation because it may 

suggest a need for fundamental shifts in how educators should think 

about university influences on personality development. 

The concern for personality· development·, specifically identity 

development, has pervaded the present study. ·It appears particularly 

important that faculty and administrators understand that the further­

ance of personal growth is not just a 11 nice 11 addition to present 

educational programs but a necessary part of those programs. Educators 

must confront the issue of choosing specific developmental goals for 
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the educational process. In. conclusion~ the .investigator suggests that 

the present choice of means have implied choice of end goals in terms 

of academic achievement supplemented by a concern for mental health 

rather than the stimulation of human development. Merely proclaiming 

education in terms of intellectual growth is hardly sufficient. As 

Sanford (1966) maintains, true education must be liberating and 

differentiating, and if· the- educational-process is to be successful, its 

participants must be different from· rather than mirror images of others. 

Institutions of higher education must distinguish education from 

indoctrination, citing as their goal the 

... maximum development of the individual, bringing forth as 
much of his potential as possible, and setting in motion a 
process that will continue throughout his lifetime. This 
goal implies a development of certain qualities in a person 
which exist independently of any specialized skill or know­
ledge, qualities which are favorable to leading a rich, 
productive life ... and to ... performing effectively as a 
citizen in a democratic society (Sanford, 1966, pp. 41-42). 
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