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ABSTRACT
The purpose of this exploratory study was to provide insight into the contextual
influences (events, experiences, and relationships) that impact multidimensional identity
development during college. Specifically, the types of influences that shape identity
development and the processes by which this development occurs were of interest.
The sources of data for this study included the stories told by college alumni as
well as the concepts found within commonly used student development inventories and
assessment tools. Two methods were used to gather data from the respondents: lifelines
and semi-structured interviews. The lifeline was used to encourage reflective thought
among the alumni; whereas, the interviews were used to gather information about their
experiences during college. A document analysis was conducted on the student
development inventories and assessment tools in order to determine the conceptualization
of identity found therein. In interpreting the data, a conceptual framework that drew on
two bodies of literature (the research that concerns student identity development and the
research that focuses on life events and experiences) was used.
The results of the current study not only provide insight into the contextual
influences that shape multidimensional identity development but also suggest the
importance of embracing a constructivist framework and holistic conceptualization when
studying identity development. Moreover, the results suggest new ways of thinking
about the influence that faculty and administrators have over the environment in terms of
shaping identity. Future research should continue to investigate the underlying process of
multidimensional identity development.
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CHAPTER ONE
INTRODUCTION AND BACKGROUND OF THE STUDY
Identity is thought to be the core developmental issue which students grapple with
during the college years (Chickering, 1969). Much work has been done to explore the
impact of college upon students in regards to this aspect of development (Astin, 1993;
Pascarella & Terenzini, 1991). Additionally, many models have been developed that
attempt to describe stages of identity development that students experience during college
(Cass, 1979; Chickering, 1969; Chickering & Reisser, 1993; Cross, 1995; D'Augelli,
1994; Helms, 1993; Josselson, 1987;Marcia, 1966, 1980; and Phinney, 1990).
Unfortimately, less is known about forces that may either facilitate or deter the identity
formation process as well as how to facilitate students' movement through the proposed
stages of identity development (Evans, 1996).
Jones and McEwen (2000) suggest that a variety of contextual influences need to
be considered when stud3dng student multidimensional identity development during
college. "Contextual influences" is the name given by Jones and McEwen to describe the
identity-shaping forces mentioned above. These influences may include the following:
childhood experiences, sociocultural conditions, and relationships. Although these
contextual influences may significantly impact students' development in many domains,
such as both cognitive and moral development, the purpose of this project is to
supplement the psychosocial perspective of identity development by addressing these
forces and the process by which they impact identity. In effect, then, I will attempt to
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provide additional insight into the contextual influences involved in and the methods by
which students move from one stage of identity to another.
Furthermore, most of the research that has been done in the area of student
development is from a positivistic perspective and is quantitative in nature. This is
beneficial in the sense that it provides empirical evidence that identity development
occurs during the undergraduate years. Research of this type is most often conducted by
measuring a student's level of identity development with the use of assessment tools,
such as the Iowa Student Development Inventories (Hood, 1997) or the Student
Developmental Task and Lifestyle Inventory (Winston, Miller, & Prince, 1987), when
entering college. The level of achieved identity is then re-examined at the end of the
undergraduate career to determine the degree to which students have developed in this
domain. It seems, however, that the mechanisms by which development occurs may be
best studied in a qualitative manner, since these processes are not evident when utilizing
quantitative approaches.
A long-standing tradition called constructivism is based on the assumption that
reality is multiple and dynamic, that to know it adequately requires interaction of the
knower and the known, and that understanding a phenomenon requires understanding the
context in which it occurs. Baxter Magolda (2000) recently shifted to this perspective in
her study of student epistemological development. In &ct, many other scholars in the
field of student affairs are calling for such research (Bioland, 1992; Evans et al., 1998;
Garland & Grace, 1993; King, 1994; Whitt, 1991). Students' own voices about their
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experiences and development during college may assist greatly in the refinement of
current theories of student identity development.
The purpose of this research project is to assist in painting a more comprehensive
picture of the underlying processes inherent in student identity development by
considering the impact of various contextual influences, both related to the college
experience and unrelated to the college experience, upon the multiple dimensions of
identity. This is different than most identity research in that I am not interested in
identifying particular stages of identity development. Rather, I'm interested in the forces
that shape multiple dimensions of identity as well as the method by which this occurs.
To this end, qualitative methods will be used to collect and to interpret stories from
college alumni about their undergraduate experiences. This research will assist faculty
members and administrators in higher education by increasing their knowledge and
understanding of students' changing identities. Hopefully, then, students will receive the
optimal balance of challenge and support needed to facilitate their identity development
(Sanford, 1966).

Purpose and Significance of the Study
This exploratory study focuses on providing insight into the types of contextual
influences, both related to and unrelated to the college experience, thought to be salient in
the multidimensional identity development of undergraduate college students. As college
alxmini share their stories of the pivotal events, experiences, and relationships that
occurred during their undergraduate college careers, insights into the nature of the impact
of these influences upon identity development and the underlying processes of
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development sparked by these influences will be gained. This information will add
greatly to the current body of literature on student identity development and will assist in
theory refinement by providing a more comprehensive view, based on students' own
stories, of the process of mukidimensional identity development.
Faculty and administrators in higher education need to know the events,
experiences, and relationships that may facilitate identity development as well as the
processes by which this development occurs. This research may assist these individuals
in proactively identifying and addressing students' needs and in designing programs that
help facilitate this aspect of development. Individuals working with students may also
know what to expect after certain types of contextual influences impact students' lives
and how best to use those to provide the challenge and support necessary for growth and
development.

Conceptual Framework
Because there is no single framework or theoretical perspective that proves
especially useful in examining the contextual influences upon multidimensional identity
development during college, this study draws on two bodies of literature: the research
that concerns student identity development and the research that focuses on life events
and experiences. The following three specific areas of research, taken from the two
bodies of literature mentioned above, will be used in the study's conceptual framework:
models of identity development, the impact of the environment upon student
development, and the impact of life events and experiences upon individuals. My hope is
that this study will increase our understanding of the precipitating events and underlying
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processes involved in the multidimensional identity development of undergraduate
college students.
Models of Identitv Development
In the realm of student development, psychosocial theorists examine individuals'
personal and interpersonal lives. This area of research deals with "the important issues
that people face as their lives progress, such as how to define themselves, their
relationships with others, and what to do with their lives" (Evans et al., 1998). Erikson
(1968) described identity as the ability to experience one's self as something that has
continuity and sameness and to act accordingly. Other researchers have also attempted to
conceptualize and describe this construct. For instance, Deaux (1993) suggests that
identity is defined internally by one's self and externally by others. Moreover, according
to Reynolds and Pope (1991), people may actively or passively identify with certain
dimensions of identity and may attribute salience to a particular dimension, or
dimensions, at various times in their lives. Deaux (1993) suggests that there are two
layers of identity: personal and social. Personal identity "refers to those traits and
behaviors (e.g. icind or responsible) that the person finds self-descriptive, characteristics
that are typically linked to one or more of the identity categories" (Deaux, 1993, p. 6).
Jones and McEwen (2000) describe this layer of identity as the "core" identity (p. 409);
this core identity includes personal attributes and characteristics of the individual. On a
more visible level, social identities are "roles (e.g. parent) or membership categories (e.g.
Latino or Latina) that a person claims as representative" (Deaux, 1993, p. 6). Dimensions
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of social identities include race, gender, religion, class, sexual orientation, and culture
(Jones & McEwen, 2000).
Models of identity development are types of psychosocial theories. Psychosocial
theories examine individuals' personal and interpersonal lives (Evans, 1996). Erikson
(1968,1980) laid the foundation for much of the work in this area. He posited that
psychosocial development takes place in a series of age-linked sequential stages. In each
stage, particular developmental tasks arise and present compelling questions that must be
resolved. What issues arise, the order in which they are experienced, and their relative
importance in a person's life are strongly influenced by society, culture, race, and gender.
Erikson (1968) also stated that each new stage occurs when internal biological and
psychological changes interact with environmental demands. In a sense, a developmental
crisis, or turning point, in the person's life is associated with each stage. Successful
resolution of these crises may lead to the development of new skills and attitudes;
whereas, inadequate resolution can lead to stress or inappropriate behavior.
Building upon the work of Erikson (1968,1980), many researchers have
examined identity as it relates to the psychosocial development of college students (Cass,
1979; Chickering, 1969; Chickering & Reisser, 1993; Cross, 1995; D'Augelli, 1994;
Hebns, 1993; Josselson, 1987; Marcia, 1966, 1980; and Phinney, 1990). Chickering
(1969) and Chickering and Reisser (1993) propose a model of student identity
development that includes seven vectors of development that contribute to the formation
of identity. Students move through these vectors at different rates, vectors can interact
with each other, and students often find themselves reexamining issues associated with
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vectors they had previously worked through. Although not rigidly sequential, vectors do
build on one another and can lead to greater complexity and stability in the intrapersonal
and interpersonal lives of students. Environmental fectors that may influence student
development are listed and explicated along with this theory.
Later, Marcia (1966, 1980) developed a model of identity development involving
four identity states based on two interacting variables of crisis and commitment. After a
crisis period, commitment is the personal investment in the decision. The four identity
states are as follows: foreclosures, diffusion, moratorium, and achievement. Josselson
(1987) revised Marcia's theory to reflect potential gender differences. Josselson
described the internal and developmental roots of identity formation in women by using
different descriptions for each of Marcia's four identity states. Hodgson & Fischer
(1979) echo Josselson's sentiment in their belief that women and men in college appear
to resolve the process of intimacy and identity development differently. Males tend to
discover their identity through issues of competence and knowledge, while females tend
to find their identity by relating to others.
Other theories of identity development were developed to reflect racial and ethnic
differences (Cross, 1995; Helms, 1993; Phinney, 1990) as well as differences based on
sexual orientation (Cass, 1979; D'Augelli, 1994). The only frequently acknowledged
model of multiple identities is that proposed by Reynolds and Pope (1991). This model is
primarily concerned with multiple oppressions and ways of negotiating those oppressions
rather than with identities in general.
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Indeed, there are several limitations to these existing models. First of all, many of
these models were developed utilizing an underlying positivistic paradigm that, according
to Baxter Magolda (1992), is somewhat constraining and fails to adequately explain the
complexities of student development. Furthermore, several of these theories were
developed with the use of poor assessment instruments that do not have high validity
and/or reliability and that may be biased in regards to gender, race, and/or culture
(Evans et al., 1998). These models do not adequately examine the fectors that influence
student development nor do they examine the interrelationships among age, gender,
sexual orientation, race, and culture in regards to identity development. Moreover, these
models carry certain assumptions about developmental processes that may not be entirely
accurate. For instance, a linear, stage-like progression toward a specific "achieved"
identity is assumed in all of these models. Finally, most theories of identity development
address only one layer or dimension of identity.
In spite of the limitations mentioned above, these models of identity development
will provide the basis for the structuring of my interview questions as well as for guiding
the analysis and interpretation of my data. I will most likely draw on a wide variety of
these models, since multiple dimensions of identity, such as race, gender, and sexual
orientation, may emerge from the students' stories. In particular, I will utilize the
concepts and assumptions found within current models of identity to provide greater
understanding and insight into the concepts and assumptions given by the respondents. I
will also use these models when attempting to interpret the underlying themes in the
stories that the respondents share. Moreover, with the results of this study, I will be
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attempting to supplement these models by providing insight into the underlying process
of multidimensional identity development.
Impact of the Environment upon Student Development
According to Kurt Lewin (1948), behavior is a fimction of the interaction of
person and environment. Student development theories help to explain the "person"
aspect of this equation but tend to neglect, in large part, the "environment" component.
BCing (1994) agrees that college student development occurs in the context of collegiate
environments.
Pace and Stem (1958) were among the first to apply a perceptual approach to the
study of college environments. "Press" refers to the "characteristic demands or features
of the environment" (Walsh, 1973, p. 114). Environments are presses that are
constructed by those within and outside of the environment. These presses encourage
certain behaviors and discourage others.
A model of social climates, also based on group construction of environments,
was developed by Moos (1979) to describe the nature and effects of various
"environmental personalities." Social climate is composed of three domains: relationship
dimensions, personal growth and development dimensions, and system maintenance and
system change dimensions. These three domains guide the understanding of key aspects
of any social environment and may manifest themselves in specific ways, depending
upon the context of the environment being examined. When environmental expectations,
ideals, and realities are congruent, satisfaction and persistence in the environment is
much more likely.
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Kuh and Whitt (1988) and Kuh (1993) applied concepts of campus and
organizational culture to understanding college environments. In this perspective,
campus cultures are social constructions (that is, they are invented, discovered, or
developed) reflected in various cultural artifacts. These artifacts include the following:
traditions, stories, ceremonies, history, myths, heroines and heroes, interactions among
members, policies and practices, symbols, and mission and philosophy. Cultural artifacts
are taught to new members as a means of integrating them into the environment and
assisting them in interpreting and understanding the meaning of events and actions.
The environment may take on many forms to different individuals. In the student
development literature, the environment usually refers to college-related activities,
cultures, or values. Various life events, experiences, and relationships that are not
necessarily related to the college experience should also be considered as part of the
environment. This is because the occunence of these events may impact students'
balance of challenge and support, their level of involvement in college experiences, their
feelings of marginality and/or mattering, and the degree to which they feel validated. It is
for this reason, that I am investigating the impact of various contextual influences upon
student multidimensional identity development.
Because many contexttial influences, such as living in a residence hall or moving
to a particular region of the country, could be considered environmental forces, I will
utilize the existing literature about the environment when analyzing my data.
Specifically, I will be attempting to determine whether respondents mention similar kinds
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of environmental forces that are mentioned in the literatiire, and if so, how these
environmental forces shape multidimensional identity development.
Impact of Life Events and Experiences upon Individuals
Because most of the literature on student identity development is based on the
age/stage perspective, I will be drawing a significant amount of literature from research
that focuses on the impact of life events and experiences upon individuals. Dohrenwend
and Dohrenwend (1978) investigated life events and experiences and described them as
occurrences that typically change the usual activities of most individuals who experience
them. These experiences are not necessarily undesirable but include stressful episodes
that require some degree of adaptation by the person involved (Fumey, 1983). Most
existing research in this area focuses on life events and experiences as sources of a
variety of psychological problems (Compas, Davis, Forsythe, & Wagner, 1987). For
instance, researchers have noted that as individuals experience greater numbers of
negative life events, they are more likely to get depressed (Johnson & Sarason, 1978;
Nacoste & Wise, 1991; Paykel, 1974). Students who experience many stressful events
are more likely to experience a greater number of psychological symptoms and increased
disrupted beliefs about themselves (Frazier & Schauben, 1994). Similarly, Sandler and
Lakey (1982) discovered a positive relationship between negative life events and anxiety.
Schlossberg and others (1995) looked at the influence of life events and
experiences from a more positive perspective in their research on life transitions. They
define transitions as "events or non-events that result in changed relationships, routines.
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assumptions, and roles" (p. 27). Furthermore, they suggest that transitions provide
opportunities for growth and development.
Some research has focused on categorizing the types of life events experienced by
people. One main method of categorizing life events is to determine whether or not they
are perceived as being desnrable or undesirable (Knapp & Magee, 1979; Sarasoa,
Johnson, & Siegel, 1978). Furthermore, daily hassles are often distinguished from major
life events (Tolan, Miller, & Thomas, 1988; Wagner, Compas, & Howell, 1988). Other
researchers have chosen to characterize types of life events by the natiire of the
underlying construct of those events. For instance, Compas, Davis, and Forsythe (1985)
classified the following categories of life events; death/accident/illness, family, living
situation, personal health and appearance, recreation, romance, school, social/friendships,
and work.
Interestingly, there may be gender differences in regards to life events and
experiences. Burke and Weir (1978) believe that males and females tend to differ in their
perceptions of many life events. Furthermore, Dohrenwend (1973, 1976) found that
females generally report more stressful life changes than do males.
This research in the area of life events and experiences will be utilized when
examining the events, experiences, and relationships that will be mentioned by
respondents. Specifically, I will be categorizing the contextual influences mentioned by
respondents and will compare those categories with those mentioned in the literature.
Also, I will use the literature that concerns the impacts of life events when I analyze the
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contextual influences mentioned by respondents. Most likely, this body of literature will
be extremely beneficial in the interpretation of my results.
Based on the research reviewed above, it seems reasonable to believe that life
events, experiences, and relationships, both related to the college experience and
unrelated to the college experience, may significantly impact students' development in
many domains: cognitive, moral, and psychosocial. In particular, the possible impact of
these contextxial influences upon psychosocial development has been discussed by
scholars in the field of student affairs (Erikson, 1968; Evans, Forney, & Guido-DiBrito,
1998). It is for this reason that I have chosen to focus my inquiry on this domain of
development only, utilizing qualitative methods to look specifically at multidimensional
identity development. In doing so, however, I realize that all domains of development
are interrelated to some degree and that cognitive and moral development may also be
influenced by these types of contextual influences.

Research Questions
From a selective review of the literature, three research questions evolved to
guide this descriptive and exploratory study. Together, these questions seek to provide
insight into the processes by which contextual influences, both related to and unrelated to
the college experience, impact the multidimensional identity development of college
undergraduates during their college careers. As mentioned earlier, contextual influences
may include the following: &mily background, life experiences related to or unrelated to
college, sociocultural conditions, and career decisions and life planning. The research
questions that fi'ame this study are as follows:
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1.

Do college gradiiates' conceptualizations of multidimensional identity
development differ from the conceptualizations found in conmionly used student
development inventories and assessment tools?

2.

What contextual influences impacted students' multidimensional identity
development during their undergraduate careers?

3.

How do contextual influences nourish or silence multidimensional identity
development?

Research Design and Methodology
Selecting Participants for Inclusion in the Studv
The sample will consist of fifteen alimmi, age thirty or younger, from the
University of Arizona; of these, approximately half will be female. Alumni will be
chosen in order to provide respondents who, due to the fact that they have completed
their entire undergraduate college career, can discuss the pivotal experiences that
occurred during that entire time-span. Due to the small size of the sample, decision
criteria for the selection of the respondents will be based on the identity dimensions of
gender and race only. Although alumni will comprise the sample, they will be sharing
their insights about their undergraduate experience. Therefore, my intent is to make
conclusions, based on the data, about the multidimensional identity development of
traditional-aged undergraduate students.
Research suggests that people are usually accurate about the general course of
formative life events, especially those of high personal importance, when recounting
memories (Bower, 1992; Conway & Beckerian, 1988; Linton, 1982; Neisser, 1981;
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Reisberg & Heurer, 1992; Wagenaar, 1986). My assumption is that alumni will be at the
intellectual level necessary to critically reflect on their undergraduate experiences and
will have the motivation necessary to be specific in the stories that they provide. These
respondents will represent a variety of backgrounds and experiences. At the begirming of
the Fall 2000 semester, I will use snowball sampling (Singleton & Straits, 1999) to
identify the fifteen respondents and will contact each by phone or e-mail to request their
participation in this project.
Data Measurement and Collection
I will be collecting data from each respondent through two venues; a lifeline and
two semi-structured interviews. The lifeline exercise helps individuals review important
periods or events in their lives and helps them assess the impact of those events, both
positive and negative. Versions of the lifeline have been utilized in a variety of ways
including as a tool to facilitate team building among groups of individuals (Miller, 1993).
The developer of the lifeline technique is unknown. In the lifeline exercise, individuals
are asked to draw a horizontal line that represents a particular period of time. Above the
line, experiences that were positive, happy, or rewarding are plotted chronologically.
Below are plotted experiences that were negative, unhappy, or painful. The distance
above or below the line indicates the degree of positive or negative impact or feeling.
Individuals are asked to write at least two or three positive and negative events and to
label these events. The interviewer and interviewee work collaboratively to derive
understanding from the lifeline (Goldman, 1990).
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The second method of gaining data from each respondent will occur through
semi-structured interviews. Each of the fifteen respondents will be interviewed twice; the
second interview will occur approximately one week after the first. During the first
interview with each respondent, the concept of multidimensional identity will be
discussed. Additionally, the respondents will be asked to describe their own identity and
how their identity was shaped during childhood. At the end of the first interview, the
respondents will be given a blank lifeline upon which to plot the pivotal events,
experiences, and relationships that occurred during their undergraduate careers that they
believed shaped their identity and will be asked to bring this with them to the second
interview. By allowing one week for the respondents to complete the lifeline, I am
hoping to receive more precise data from them than if 1 were to simply ask them about
their key events during the interview. Research suggests that when people can practice
unconstrained recall, elaborating their own account of the past at their own pace, they are
much more accurate than when they are forced to report on the past under time limits
(Neisser, 1988). The purpose of the second interview will be to discuss the completed
lifelines; each respondent will be asked to tell the story of each event, experience, and
relationship. I anticipate that each interview will last approximately 45 to 60 minutes,
depending on the number of salient events plotted on their graphs and will be audiorecorded and transcribed verbatim. The transcriptions will be stapled to the
corresponding lifeline.
Ten student development inventories and assessment tools will be selected due to
their established and accepted validity and reliability estimates as well as to the fact that
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they appear to be the instruments most commonly used to assess student identity
development. After collecting these tools, they will be analyzed, along with the interview
data from the respondents, to answer the first research question.
Data Analysis and Interpretation
According to Marshall and Rossman (1989), qualitative data analysis is "the
process of bringing order, structure, and meaning to the mass of collected data" (p. 112).
Lincoln and Guba (1985) suggest that the purpose of data analysis is to 'facilitate the
continuing unfolding of the inquiry and to lead to a maximal understanding of the
phenomenon being studied" (p. 224). In this study, I am interested in understanding the
ways in which the respondents made meaning of and understood their experiences related
to multidimensional identity development.
The interviews will be analyzed inductively through the use of two techniques:
the pattern coding method and the constant comparative method (Miles & Huberman,
1994). Pattern coding is a way of grouping "segments of data into smaller numbers of
themes or constructs" by looking for recurring phrases and common threads (Miles &
Huberman, 1994, p. 69). Utilizing the interview transcriptions from the first interview
for each respondent, I will look for phrases about the respondents' conceptualizations of
multidimensional identity development. These phrases will be recorded on one of four
theme lists: definition of identity, multiple dimensions of identity, assumptions about
multidimensional identity, and the development of identity.
The content analysis of the student development inventories and assessment tools
will be conducted after analyzing the interview transcripts from the first interviews. This
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will be done in order to determine which questions to use as guides for the analysis.
Items, or parts of items, will be coded into one or more of the themes that emerge from
the analysis of the first interviews.
The theme lists developed from the interview transcripts from the first interviews
will then be compared to the theme lists resulting from the content analysis of the ten
student development inventories and assessment tools mentioned earlier, in order to
answer the first research question. In this regard, I will engage in a technique that Miles
and Huberman (1994) refer to as "making contrasts/comparisons" (p.254). I will be
looking for similarities and differences in the conceptualizations of muhidimensional
identity development presented in both sets of theme lists.
The second question will be answered by using the second interview from each of
the respondents; I will develop theme lists by noting recurring phrases concerning the
contextual influences upon multidimensional identity development during college. I will
look for types of contextual influences mentioned, such as events, experiences, or
relationships, and code each into one of those three categories. For each contextual
influence, I will record the period of time in which it occurred (i.e. first year of college,
second year of college), the nature of the impact upon identity development (i.e. positive
or negative), and the degree of impact (i.e. low, medium, or high). Much of this
information will also be gleaned from the lifelines.
Finally, the second interview will be utilized to answer the third research
question, regarding how contextual influences nourish or silence multidimensional
identity development. In this regard, I will be looking for the processes underlying the
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impact of contextual influences upon multidimensional identity development; I will be
looking for how a particular influence nourished or silenced certain identity dimensions.
A theme list will be developed for each type of influence: nourish and silence. Within
each theme list, I will record how that impact occurred by describing, with a word or
short phrase, the underlying process involved in the impact.
The interview data will be analyzed on a constant and ongoing basis; during the
time that I conduct interviews, I will be involved in an ongoing process of data collection,
coding, analysis, and concept development. I will interpret the interviews through the use
of grounded theory methodology (Glaser, 1978; Strauss, 1987) in which the interpretation
will be "guided by successively evolving interpretations made during the course of the
study" (Strauss, 1987, p. 10). Current theories of student identity development, described
in the next chapter, will be utilized when interpreting the emerging themes and patterns.
As I collect and analyze the data, I will use Merriam's (1998) tactics to ensure the
trustworthiness of my results. First of all, I will use triangulation of data collection in
that I will collect data through three venues: lifelines, semi-structured interviews, and a
content analysis. Also, in order to provide an audit trail, I will retain all handwritten
notes and theme lists; consent forms, interview tapes, and interview transcripts will also
be available. Additionally, member checks will be conducted by sending each
respondent a summary of the information that I glean from his or her interview
transcripts, along with my analysis of that information. Fetterman (1989) believes that
member checks are essential because the "success of failure [of a qualitative study]
depends on the degree to which it rings true to natives and colleagues in the
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field...[They] should recognize the details of the description as accurate" (p. 21).
Lincoln and Guba (1985) also believe that the validity of qualitative research rests on the
researcher's competent use of the procedures such as member checks and the use of
respondent consent forms. It is for these reasons that respondents will be given the
opporttmity to contact me, after receiving my summary of their responses, in order to
correct any possible misinterpretations of their stories.

Limitations
There are several limitations to this study. First of all, it is questionable as to how
accurate and complete graduates' memories of their undergraduate experiences will be.
For some, they may have graduated recently and may not have had time to reflect on their
experiences. For others who may have been out of college for several years, it may be
challenging to remember the pivotal events, experiences, and relationships that impacted
their multidimensional identity development. Moreover, by using a sample of individuals
who are age thirty or younger, a certain group of older non-traditional students will be
excluded from the sample. Additionally, although great effort will be taken to ensure a
diverse sample of respondents, certain identity dimensions will not be adequately
represented. Because the sample is being taken from only one institution, the results will
not generalize to other settings.

Summary
Models of student identity development are abundant in the literature in the field
of student affairs. These models provide information regarding the degree to which
students develop in tiiis domain but &il to adequately explicate the underlying processes
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of that development. Furthermore, events, experiences, and relationships that are not
related to the coUegiaie experience but that may influence identity development are rarely
included as salient factors influencing development.
I will undertake this exploratory study to gain insight into the contextual
influences (events, experiences, and relationships) that shape multidimensional identity
development during college. In particular, I am interested in the types of influences that
shaped identity as well as the underlying processes of identity development. Using semistructured interviews with lifelines, I will gather information from a purposive sample of
fifteen alumni from the University of Arizona. Additionally, I will conduct a content
analysis of student development inventories and assessment tools in order to investigate
the first research question. By using this methodology, I will be able to assemble a clear
picture of multidimensional identity development.
As mentioned earlier, the underlying assumption of constructivism is that reality
is multiple and dynamic, that to know it adequately requires interaction of the knower
and the known, and that understanding a phenomenon requires understanding the context
in which it occurs. By conducting interviews as a means of collecting my data, 1 will be
allowing the respondents to share their perspectives about the key events, experiences,
and relationships involved in the development of their identity. As respondents share
their stories, their individual constructions will be refined through dialogue during the
interviews and subsequent dialogue about my constructions of their stories.

30

CHAPTER TWO
REVIEW OF RELEVANT LITERATURE
Two bodies of literature are useful in exploring the contextual influences upon
student multidimensional identity development: the research that looks at models and
theories of student identity development and the research that investigates life events and
experiences.

Research on Student Identity Development
Research abounds in the area of student identity development. The following
areas of research are relevant to this study: models of student identity development,
limitations of these models, and the role of the environment in identity development. A
review of the relevant literature in each of these areas is discussed below.
Models of Student Identity Development
The concept of identity and identity development was initially presented by
Sigmund Freud, who referred to identity or "iimer identity...[as] an individual's link with
the unique values, fostered by a unique history of his people" (Erikson, 1959, p.I02).
While introducing the notion of an individual and group identity to resolve personal
conflicts between himself and the Jewish people, Freud (1922) was one of the first to
introduce the social and historical dynamics of personal development (Erikson, 1959).
According to Freud, identity is the integration of an individual within the group, how he
or she learns to interact within that group, and how he or she interacts with other groups.
Erikson (1968) described identity as the ability to experience one's self as something that
has continuity and sameness and to act accordingly. Other researchers have also
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attempted to conceptualize and describe this construct. For instance, Deaux (1993)
suggests that identity is defined internally by one's self and externally by others.
Moreover, according to Reynolds and Pope (1991), people may actively or passively
identify with certain dimensions of identity and may attribute salience to a particular
dimension, or dimensions, at various times in their lives. Deaux (1993) suggests that
there are two layers of identity; personal and social. Personal identity "refers to those
traits and behaviors (e.g. kind or responsible) that the person finds self-descriptive,
characteristics that are typically linked to one or more of the identity categories" (Deaux,
1993, p. 6). Jones and McEwen (2000) describe this layer of identity as the "core"
identity (p. 409); this core identity includes personal attributes and characteristics of the
individual. On a more visible level, social identities are "roles (e.g. parent) or
membership categories (e.g. Latino or Latina) that a person claims as representative"
(Deaux, 1993, p. 6). Dimensions of social identities include race, gender, religion, class,
sexual orientation, and culture (Jones & McEwen, 2000).
Models of student identity development are becoming more abundant as scholars
in the field of student affairs are recognizing the need to describe the unique experiences
of students from different backgrounds and life experiences. Erikson (1968, 1980) laid
the foundation for much of this work.
Erikson's theorv of ego identitv development.
In an attempt to define the characteristics that create a healthy identity or
personality, Erikson stated that "a healthy personality actively masters his environment,
shows a certain unity of personality, and is able to perceive the world and himself
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correctly" (Erikson, 1959, p. 51). Erikson equated personality development with the
"epigenetic principle...which states that anything that grows has a ground plan, and that
out of this ground plan the parts arise. Each part has its time of special ascendancy until
all parts have arisen to form a functioning whole" (Erikson, 1959, p. 52).
Erikson posited that psychosocial development takes place in a series of agelinked sequential stages. In each stage, particular crises, called developmental tasks, arise
and present compellmg questions that must be resolved. What issues arise, the order in
which they are experienced, and their relative importance in a person's life are strongly
influenced by society, culture, and gender. Erikson (1968) also stated that each new
stage occurs when internal biological and psychological changes interact with
environmental demands. In a sense, a developmental crisis, or turning point, in the
person's life is associated with each stage. Successful resolution of these crises may lead
to the development of new skills and attitudes; whereas, inadequate resolution can lead to
stress or inappropriate behavior.
Although identity is being shaped and formulated from the minute a child is bom,
identity is most significantly shaped and stabilized during late adolescence and young
adulthood (Erikson, 1959). Late adolescence is one of the most significant time periods
in an individual's life. It is a time when young adults are gaining the competencies and
abilities necessary to become fiilly functioning adults (Erikson, 1968). While they are
more inclined to find comfort within cliques or groups, continual exposure to cognitive
and social challenges usually helps adolescents to progress toward a healthy identity
formation. In the identity stage of development, adolescents are eager to be validated by
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their peers, supported by their teachers, and inspired by other adults who are influential in
their lives (Erikson, 1968). Conversely, adolescents who do not feel supported or who
feel deprived by their environment fail to develop and integrate into higher levels of adult
development (Erikson, 1968).
Chickerine's theory of identitv development.
Building on the work of Erikson, Chickering (1969) and Chickering and Reisser
(1993) propose a model of student identity development that includes seven vectors of
development that contribute to the formation of identity. Students move through these
vectors at different rates, vectors can interact with each other, and students often find
themselves reexamining issues associated with vectors they had previously worked
through. Although not rigidly sequential, the vectors do build on one another and can
lead to greater complexity and stability in both the intrapersonal and the interpersonal
lives of students.
The seven vectors proposed by Chickering (1969) and Chickering and Reisser
(1993) form the foundation of this model of student identity development. The first
vector is that of developing competence. This vector includes developing competence in
the following domains: intellectual competence, physical and manual skills, and
interpersonal competence. Managing emotions, the second vector, involves the ability to
recognize and accept emotions as well as to appropriately express and control them. The
third vector is that of moving through autonomy toward interdependence and results in an
increased emotional independence, instrumented independence, and awareness of
interdependence. This vector is quite similar to the following vector, developing mature
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interpersonal relationships. This involves the development of intercultural and
interpersonal tolerance and appreciation of differences as well as the capacity for healthy
and lasting intimate relationships with others. Establishing identity is the fifth vector;
this vector builds upon the prior vectors and involves the development of comfort with
body and appearance, comfort with gender and sexual orientation, a sense of social and
cultural heritage, a clear self-concept, and a secure sense of self The sixth vector is that
of developing purpose. The development of purpose includes the following three
domains: vocational goals, commitments to personal interests and activities, and
interpersonal commitments. Finally, developing integrity, the seventh vector, results in
humanizing values, personalizing values, and developing congruence between values and
actions. Together, these vectors paint a picture of global identity development.
Environmental factors may influence student identity development as well
(Chickering, 1969; Chickering & Reisser, 1993). For instance, institutional objectives
make evident the values of the institution; this, then, gives students the opportxmity to
either agree with or challenge those values. The size of the institution may influence the
degree of participation in and satisfaction with campus life and the collegiate experience.
Additionally, interaction between students and feculty members is believed to facilitate
development as students learn to perceive faculty as people who are accessible and who
truly care about their well-being. Curricular content, underlying assxmiptions about
learning, and the process by which learning occurs all influence students' perspectives.
Related to this, certain teaching strategies, such as active learning, provide an impetiis for
student identity development as well. Development along all seven vectors is fecilitated
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as students spend time in meaningful friendships and diverse communities. Other
potentially salient environmental influences upon student identity development include
the following: student development programs and services, the integration of work and
learning, recognition and respect for individual differences, and the acknowledgement of
the cyclical nature of learning and development.
Empirical research attests to the fact that enviromnental factors are important and
may facilitate psychosocial development. Students who are more satisfied academically
and who perform well in the classroom tend to be more confident (Erwin & Delworth,
1982; Erwin & Kelly, 1985). Students who are more involved in certain types of campus
activities tend to score higher in various domains, such as confidence, intimacy, and
purpose, as well (Hood et al., 1986; Hunt & Rentz, 1994; Williams & Winston, 1985).
Unfortimately, this relationship does not hold true for students who participate in
intercollegiate athletics (Sowa & Gressard, 1983) or in Greek organizations (Kilgannon
& Erwin, 1992).
Unfortunately, however, the validity of Chickering's theory has been questioned
(White & Hood, 1989). Moreover, researchers have suggested that his theory is not
applicable to women. Taub and McEwen (1991) examined the psychosocial
development of African American and Caucasian women; they found that the
development of autonomy among women may occur later than is suggested by
Chickering's model. Conversely, the development of mature interpersonal relationships
may occur earlier in women than in men. Other research suggests that for many women,
developing mature interpersonal relationships precedes developing autonomy (Greeley &
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Tinsley, 1988; Straub, 1987). Furthermore, women tend to achieve autonomy by
developing healthy relationships (Straub & Rodgers, 1986; Taub, 1995). Another
consistent finding regarding gender differences in reference to Chickering's model
concerns the development of intimacy. Research suggests that women college students
score higher in this domain than do men (Greeley & Tinsley, 1988; Utterback, Spooner,
Barbieri, and Fox, 1995).
A limited amount of research has addressed the applicability of Chickering's
model to students of various racial and ethnic groups. Only three studies have been
published that investigated the psychosocial development of Black students in the context
of Chickering's theory (Itzkowitz & Petrie, 1986; Jordan-Cox, 1987; Taub & McEwen,
1991). Findings of these studies are consistent with much of the research on gender
differences using predominantly White samples. Regarding other racial and ethnic
groups. Whites tend to score higher on measures of intimacy than do Native Americans,
Hispanic Americans, and African Americans (Utterback et al., 1995). Also, with the use
of the Student Developmental Task and Lifestyle Inventory (Prince, Miller, & Winston,
1974), Sheehan and Pearson (1995) found that American first-year students scored
significantly higher than Asian international students on the Establishing and Clarifying
Purpose and the Developing Mature Interpersonal Relationships tasks and on the
Intimacy scale. Additionally, researchers have suggested that other domains of
psychosocial development, such as religion, spiritual development, and social
responsibility, may be salient to African Americans in particular (Branch-Simpson, 1984;
Hughes, 1987).
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In regards to the applicability of Chickering's model to gay, lesbian, and bisexual
students, very little research has been conducted. Levine and Bahr (1989) have
suggested, though, that sexual identity may hinder other aspects of psychosocial
development. Also, the "coming out" process, in which students disclose their sexual
orientation, is not considered in Chickering's model (Wall & Evans, 1991).
Marcia's theory of identity development.
Later, James Marcia (1966,1980) expanded Erikson's stage approach beyond its
negative and positive (achievement/failure) associations. Like Erikson, Marcia saw
identity as "an existential position, to an irmer organization of needs, abilities, and selfperceptions as well as to a socio-political stance" (Marcia, 1980, p. 159). Marcia did not
see identity as something that was achieved or attained. Rather, he viewed identity
development as a dynamic and ongoing process driven by a series of crises in an
individual's life. In the midst of these crises, physical development, cognitive growth,
and social expectations "coincide to enable young persons to sort through and synthesize
their childhood identifications in order to construct a viable pathway toward their
adulthood" (1980, p. 160).
Marcia (1966,1980) developed a model of identity development involving four
identity states based on two interacting variables of crisis and commitment. In this
model, identity states are not necessarily progressive. A dichotomy of healthy and
imhealthy choices exists in each state. Exploration is often referred to as a "crisis,
defined in terms of the presence or absence of a decision-making period" (1980, p. 161).
After a crisis period, commitment is the personal investment in the decision.
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The four identity states in Marcia's model (1966, 1980) are as follows:
foreclosures, diffusion, moratorium, and achievement. Individuals in the "foreclosure"
state do not question parental values; they accept these values. Furthermore, their
commitment to the values comes without a crisis. The "diffusion" state includes
individuals who are unable to commit. These individuals have not made a commitment;
although, they may have experienced crisis. Individuals who experience crisis without
forming a commitment are in the "moratorium" state. In this state, they actively question
parental values in order to form their identity. Finally, the "achievement" state includes
individuals who have made strong commitments, usually after a period of crisis in which
crucial choices are made.
Some empirical evidence exists supporting Marcia's theory. Waterman and
Waterman (1971) found that college males progress from developmentally less mature
identity statuses to more mature statuses during their first year in college. This was
exemplified by the fact that less males were identified in the "diffusion" state than were
identified in the "moratorium" state. Additionally, Waterman, Geary, and Waterman
(1974) found that in a study involving males in their senior year in college, there were
more in the "identity achievement" state than were in the "moratorium" and "foreclosure"
states. Other researchers have investigated the relationship between identity status and
occupational decision making in college students (Hodgson & Fischer, 1979). Both
males and females were in the "achiever" state in regard to religious beliefs. Regarding
attitudes about pre-marital sex, males were either "foreclosures" or "difiusers" while
females were "identity achievers" (Orlofsky, 1978; Waterman & Nevid, 1977).
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The most common critique of Marcia's theory of identity development is that it is
not applicable to females and to individuals of ethnic minority statuses. To address the
first concern, Josselson (1987) revised Marcia's model.
Josselson's theorv of identitv development.
In 1971, Josselson set out "to understand the internal and developmental roots of
identity formation in women" (1987, p. 33). She defined identity as "a dynamic fitting
together of parts of the personality with the realities of the social world so that a person
has a sense of both internal coherence and meaningful relatedness to the real world"
(Chickering & Reisser, 1993). After a three-year period of collecting data from randomly
selected female college seniors, she revised Marcia's theory to reflect potential gender
differences (1987). The internal and developmental roots of identity formation in women
were described.
The descriptions for each of Josselson's four identity states vary slightly from
those of Marcia's model (Josselson, 1987; Marcia, 1966, 1980). According to Josselson,
foreclosures are women who graduate from college with identity commitment but
without experiencing identity crisis. Women who break the psychological ties to their
childhood and form separate, distinct identities are referred to as those who have
achieved identity. The "moratorium" state involves an unstable time of experimenting
and searching for new identities; in this state, the women internalize the paradox that
there are many ways "to be right." Finally, a lack of crisis and commitment is
characteristic of women in the "diffusion" state.
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Empirical evidence supports much of this theory. Josselson (1973) found that
women are in relationships with others for the sake of the relationship, not as a means to
something else. Women gain a better sense of their individual identities by the feeling of
autonomy that results from such interpersonal relationships. Josselson, Greenberger, and
McConochie (1977) investigated low- and high-maturity eleventh-grade girls, and
concluded that low-maturity girls exemplify the 'foreclosure" state in that they seek
external guideposts for making decisions. On the contrary, high-maturity girls exemplify
"identity achievement" in that they are more concerned with where they come from and
where they are going.
Other scholars support Josselson's sentiment in their belief that women and men
in college appear to resolve the process of intimacy and identity development differently.
First of all, research suggests that college men score lower in psychosocial development
than do college women (Whitboume, Jelsma, & Waterman, 1982; Zuschlag, &
Whitboume, 1994). Hodgson & Fischer (1979) believe that males tend to discover their
identity through issues of competence and knowledge, while females lend to find their
identity by relatmg to others. Females appear to have the capacity to experience higher
levels of intimacy than do men.
According to Evans, Forney, and Guido-DiBrito (1998), very little research has
been conducted on women's identity development and even less has been done using
Josselson's model as a theoretical base. Most of the research that has been used to
support this theory has been conducted by Josselson herself. Moreover, no research has

41

been conducted that investigates the applicability of this model to individuals of various
races and ethnic identities.
Racial, ethnic, and cultural identity models.
In a revision of his original theory of ego identity development, Erik Erikson
(1968) acknowledged the curious dichotomy of Black identity when he interpreted the
writings of African American intellectual W. E. B. DuBois who "lived about as
"integrated,' and in fact, favored a life in his Berkshire town as any American Negro
child can claim to have had" (Erikson, 1968, p. 296). According to Erikson, DuBois
experienced all of what is necessary to develop a healthy identity but, like many of the
African American writers of his time, shared ui expressing a kindred sense of invisibility
(Ellison, 1952), imperceptibleness (Morrison, 1970), and disaffection (Morrison, 1970)
from the larger American society. Erikson (1959,1968) reported that both history and
experience impact upon the identity development of minority groups.
Theories of identity development were then developed to reflect racial and ethnic
differences. For instance, a model of Black racial identity development was proposed by
Parham and Hehns in 1981. In this model, racial identity refers to people's beliefs and
attitudes about their own race and that of others. This model is based on the premise that
most people experience a stage-like process of developing a racial consciousness wherein
the final stage is an acceptance of race as a positive aspect of themselves and others. The
first stage, pre-encounter, is characterized by a belief that Blacks are basically inferior,
and values and behaviors associated with White Americans are preferred. The encounter
stage sees a shift or transition from an anti-Black stand to a pro-Black stand. This shift is
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usually prompted by some experience that causes the individual to question former
beliefs and values. The third stage, immersion-emersion, is characterized by completely
endorsing Black values and behaviors to the exclusion of European-American ones. In
the final stage, internalization, individuals are able to ascribe selectively to values and
behaviors from both Black and White culttires. Parham and Helms (1985) suggested that
racial identity development be viewed as a continuous variable similar to an attitude
rather than as discreet stages as originally proposed.
The relationship of Black racial identity development, using this model, to factors
such as counselor preference, self-esteem, values, and social class have been investigated
by several researchers (Taub & McEwen, 1991). Racial identity attitudes were shown to
explain a significant percentage of the variance in regard to preference for a counselor's
race (Parham & HeUns, 1981) and self-esteem (Parham & Helms, 1985). In a third study.
Carter and Hehns (1987) found both sex differences and a relationship between values
orientation and racial identity attitudes. In a closely related study. Carter and Helms
(1988) found that racial identity attitudes could not be predicted from socioeconomic
status. Unfortunately, little attention has been given to how racial identity attitudes affect
daily student flmctioning and decision making or whether they are predictive of such
activities.
Cross's Model of Psychological Nigrescence (1995), another model of Black
racial identity development, is based on the underlying assumption that the healthy
individual's identity is transformed from one of non-Afrocentrism to Afrocentrism to
multicuhuralism. Nigrescence theory is based upon a two-factor theory of development.
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which asserts that "self-concept (SC) = personal identity (PI) + reference group
orientation (RGO)" (Cross, 1991, p. 39). Personal identity is an individual personality
characteristic that is shared across gender, race, ethnicity, culture, and class, while
reference group orientation is the cultural norms that connect groups of people together.
Reference group orientation guides how individuals perceive and react to the world
around them (Cross, 1991).
Cross' (1995) theory of Black racial identity development is described as a
positive conversion that includes a five-stage sequential process. The five stages are as
follows: pre-encounter, encounter, immersion-emersion, internalization, and
intemalization-commitment. In the pre-encounter stage. Black individuals identify with
the dominant White culture and reject their own culture. In the second stage of Black
identity, encounter, individuals reject previous identification with the White culture,
seeking instead to identify with Black culture. During the immersion-emersion stage,
individuals are completely engrossed in Black culture while completely rejecting White
culture. In the last two stages of Cross' model, internalization and intemalizationcommitment, individuals internalize their Black culture, transcending racism and
confronting all forms of cultural oppression. The highest level of Black identity
development is a stage in which the individual reaches a level of self-concept where he or
she is comfortable with his or her identity and is committed to transcending racism and
confronting all forms of cultural oppression.
Janet Hehns (1990) proposed a model of White racial identity development based
on the process of moving toward a non-racist White identity and hence, the abandonment
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of racism. The search for a White identity is a process that involves complex interactions
of attitudes, emotions, and behaviors. As individuals change from racist to non-racist,
they acknowledge racism and become conscious of whiteness. She describes a sLx-stattis
process of development in which individuals complete the developmental tasks necessary
for a healthy White identity. The six phases are as grouped into two large categories: the
abandoiunent of racism and the defining of a non-racist White identity.
The relationship of stages of White racial identity development to factors such as
the counseling process, cultural values, comfort with Black individuals, and racism have
been investigated by several researchers (Carter, 1990a; Carter, 1990b; Carter & Helms,
1990; Clancy & Parker, 1989). Carter (1990a) found gender differences in White racial
identity attitudes; Carter (1990b) also found that White racial identity attitudes
contributed significantly to the prediction of racism.
The issue of ethnic identity is important to the development of a positive selfconcept according to Jean Phinney (1990), An underlying assumption of Phirmey's
Model of Ethnic Identity Development (1990) is that ethnic identity develops from the
shared culture, religion, geography, and language of individuals who are often connected
by strong loyalty and kinship. Individuals from minority ethnic groups must resolve two
major conflicts: stereotyping and prejudice on the part of the majority group and a clash
of values between majority and minority groups such that minorities must negotiate a
bicultural value system. Three distinct stages are included in this model: difilisionforeclosure, moratorium, and achievement. It is hoped that minority adolescents will
resolve the inherent conflicts mentioned above and will develop an achieved identity.
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Atkinson, Morten, and Sue (1979) proposed the Minority Identity Development
Model. The five stages of this model are the following: conformity, dissonance,
resistance and immersion, introspection, and synergetic articulation. Conformity is
characterized by a preference for dominant cultiiral values over one's own culture.
Cultural confusion and conflict that challenges accepted values and beliefs occur during
the dissonance stage. Resistance and immersion occurs when an individual actively
rejects the domuiant society and culture and endorses only minority-held views. When
an individual questions the too-narrow restrictions of the previous stage and feels
conflicted between loyalty to his or her own ethnic group and personal autonomy, one is
thought to be in the introspection stage. Finally, the synergistic articulation and
awareness stage is characterized by experiencing a sense of self-fulfillment with one's
cultural identity and accepting or rejecting cultural values on the basis of individual merit
or prior experience.
Espin (1987) used the Minority Identity Development Model in her study of
identity development among Latina lesbian women. In this study, she found that her
respondents expressed a desire to identify as both Latina and lesbian, with varying
degrees of success, Espin concluded that, although it is impossible to determine that one
aspect of the identity of these Latina lesbians is more important than another, each
individual makes her own choice as to those alternatives that are most tolerable. This
may mean living among Cubans in Miami as opposed to living among White Anglos in a
lesbian or gay commimity.
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Unfortunately, there is very little empirical evidence related to racial and ethnic
identity development. One study, grounded in Cross' model, examined the relationship
between racial identity stage and self-esteem (Parham & Helms, 1985). In this study.
Black college students in the pre-encounter and immersion stages had low self-esteem,
although those in the encounter stage had high self-esteenL Mitchell and Dell (1992)
examined the relationships between Black racial identity and participation in campus
activities. They found tliat students in the encounter, inmiersion, or internalization stage
were likely to be involved in cultural organizations, whereas students in the preencounter stage were less likely to be involved in such activities. Also, students at higher
levels of racial identity development were more likely to be involved in both cultural and
non-cultural activities.
There is general agreement that development of racial self-identity occurs within
the context of social encounters (Renn, 1999). In an update of her 1990 theory, Hehns
(1995) posited that development occurs as needed by an individual to cope effectively
with "personally meaningful racial material in her or his environments" (p. 186). Cross
(1995) revised his 1978 theory of Nigrescence to accommodate the notion that it
describes the re-socializing experience in which a Black person is transformed from a
non-Afrocentric pre-existing identity into one that is Afrocentric. Similarly, Atkinson,
Morten, and Sue (1979) outlined how a lifetime of social encounters propels individuals
from one stage to the next.
There is still a lot of work to be done in the area of racial, ethnic, and cultural
identity development. The racial identity models do not adequately address the needs of
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mixed race students who cannot engage entirely in an immersion in one of their
component cultures without putting aside, at least for that time, other aspects of their
heritage (Kerwin-Ponterotto, 1995; Kich, 1992; Poston, 1990). Even when these students
do choose to affiliate with monoracial student cultures, they are often rejected if they
express their multiraciality (Daniel, 1992; Rerui, 1997; Yemma, 1997). The communities
of like-others that support the development of many students of color are not generally
available to assist multiracial students in exploring their racial identities (Renn, 1997).
Accordingly, models of multiracial identity formation generally do not include a stage of
immersion in a monoracial minority culture (Renn, 1999).
Furthermore, there are a number of historical, social, economic, political,
biological, sociological, and anthropological issues that need to be explored and
represented (Burt & Halpin, 1998). Researchers who study this dimension of identity
development will be more effective and realistic in understanding identity development
in the context of cultural reference group orientations (Burt & Halpin, 1998).
Gav. lesbian, and bisexual identitv development.
In the early 1970's the development of homosexual identity became of interest to
many scholars. As the interest grew, models of identity development proliferated. One
of the most cited theories of homosexual identity development is that developed by Cass
(1979). She presented a model of homosexual identity formation based on her work with
gays and lesbians in Australia; her model is also applicable to bisexual men and womeru
Although she noted that homosexual identity varies '^om person to person, from
situation to situation, and &om period to period" (p. Ill), she still proposed a stage
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model of development. The stages have both a cognitive component that reflects how
individuals view themselves and an affective component that indicates how they feel
about their own and others' perceptions.
Cass' (1979) six stages are as follows: identity confusion, identity comparison,
identity tolerance, identity acceptance, identity pride, and identity synthesis. During
identity confusion, an individual realizes that feelings and behaviors can be defined as
homosexual, creating conflict about his or her identity, which both the individual and the
envirorunent had defined as heterosexual. Identity comparison occurs after the possibility
of being homosexual has been acknowledged; the task of this stage is to handle the social
alienation that now arises because of feeling different. An increased commitment to
homosexual identity and the process of contacting other homosexuals to counter the
isolation and alienation begins during the identity tolerance stage. During identity
acceptance, homosexuality is validated and normalized due to increasing contacts with
other homosexuals. Identity pride is characterized by the incongruity that exists between
the individual's acceptance of oneself as a homosexual and society's rejection of this
concept. This results in the devaluing of heterosexuals and in pride in the disclosure of
one's identity as a homosexual. Finally, individuals are able to integrate their
homosexual identity with all other aspects of self during the identity synthesis stage.
In their study of thirteen Japanese-American gay men. Wooden and others (1983)
found that the men's lack of gay political activism and their reservations about
synthesizing all aspects of their identity through a more visible gay self-representation
reflected identities of identity tolerance and identity pride. These are the third and fourth
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stages in the Cass' (1979) six-stage Model of Homosexual Identity Formation. Only half
of their respondents were open with their femilies about their gay identity. These
researchers suggested that the reservations of the gay men could be due, in part, to their
fears of non-acceptance in the Japanese-American community.
Later, D'Augeili (1994) argued against the stage perspective of identity
development in this regard and proposed that identity is a social construction, shaped to
varying degrees by social circumstances and by the environment. To develop a positive
gay, lesbian, or bisexual identity, persons must first give up the prescribed heterosexual
identity they have assumed since birth. According to D'Augeili, three sets of interrelated
variables are involved in the formation of identity; personal subjectivities and actions,
interactive intunacies, and sociohistorical connections. Personal subjectivities and
actions refer to individuals' perceptions and feelings about their sexual identities as well
as to the actual sexual behaviors and meanings attached to them. The influences of
family members, peer groups, and intimate partnerships and the meanings attached to
experiences with significant others is what D'Augeili referred to as interactive intimacies.
Finally, sociohistorical coimections are defined as the social norms, policies, and laws
found in various geographical locations and cultures as well as the values existing during
particular historical periods. D'Augeili identified six interactive processes involved in
lesbian, gay, and bisexual identity development.
Empirical research provides additional insights into the identity development of
gay, lesbiem, and bisexual students. Savin-Williams (1995) suggests that many youth are
coming out at younger ages than previously reported, with males reporting homosexual
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activity during their early teens and females reporting such activity during their midteens. Furthermore, an average of eleven years passes between the time that gay men
become aware of their orientation and the time in which they develop a positive gay
identity (McDonald, 1982). Supportive family and friends facilitate the formation of a
positive gay, lesbian, or bisexual identity (Kahn, 1991; Rhoads, 1994; Troiden, 1989).
Several researchers have noted that self-identification as gay or lesbian is positively
associated with self-esteem and adjustment (Cohen & Savin-Williams, 1996; Rhoads,
1994; Troiden, 1989).
In regards to lesbian and bisexual identity development in particular, studies are
scarce. However, Golden (1996) and Weise (1992) reported that women who previously
identified as lesbian sometimes shift to a bisexual identity after becoming attracted to
men later in life. Furthermore, unlike gay men, women usually identity as lesbian before
they actively enter the gay and lesbian community (Gramick, 1984; Ponse, 1980).
Weinberg, Williams, and Pryor (1994) identified three stages associated with bisexual
identity development: initial confiision, finding and applying the label, and settling into
the identity. Most researchers, however, do not believe that a linear stage interpretation
is appropriate when studying bisexual identity development. Fox (1995) believes that
bisexual identity development is influenced by the following: the social context, the
individual's relationships, and the openness of the individual about his/her orientation.
Bisexual individuals identify as such two to three years later than gay or lesbian
individuals.
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Unfortunately, feelings of isolation, confusion, and anxiety are often associated
with identity development in this domain (Buhrke & Stabb, 1995; Troiden, 1989). In
addition, hiding this aspect of identity is often detrimental to the development of deep
relationships for gay and bisexual male students (Rhoads, 1994). Paradoxically, there is a
risk of being harassed and discriminated against if one is open about his or her sexual
orientation.
Sexual identity models have been critiqued for several reasons. Levine and Evans
(1991) cited four limitations of this body of research knowledge. First of all, many
models reflect the social and political forces of the 1970's when they were developed and
therefore, may not reflect the social realities of the current era. Secondly, little research
exists that tests these models. More assessment tools need to be developed in order to do
so (Evans, Forney, & Guido-DiBrito, 1998). The third limitation is that most of the early
work on homosexual identity development centered on gay men only, excluding lesbians
and bisexuals. Finally, most of the models that currently exist are based almost
exclusively on white, Eurocentric populations.
Model of multidimensional identitv development.
The only frequently acknowledged model of multiple identities is that proposed
by Reynolds and Pope (1991). Unfortunately, this model is primarily concerned with
multiple oppressions and ways of negotiating those oppressions rather than with identities
in general Nonetheless, it is still useful in attempting to conceptualize multidimensional
identity.
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In this model, there are four possible methods of identity resolution. First of all,
individuals may actively identify with only one aspect of their identity. For example, a
student may identify herself as African-Americaa A second method of identity
resolution involves passively identifying with only one aspect of identity. This is
different in that a student may not be vocal about this aspect but may act in such a way as
to demonstrate that s/he identifies with that aspect. Individuals may also actively identify
with two or more aspects of identity; this is the third method of identity resolution. In
this instance, a student may identify himself as a gay, Asian-AmericaiL Finally, students
may passively identify with two or more aspects of their self. This usually occurs in a
very segmented fashion; situational factors often determine which aspect(s) the
individuals choose to incorporate into their behavior. For example, a student's Christian
identity may be extremely salient when s/he is attending a campus Christian group but
may not be as salient at other times. Moreover, that student's social class identification
may take on salience only when it is time to apply for financial aid. In this example, only
certain aspects of identity are salient, in a passive, segmented way, based on situations in
which a student finds herself
Assessing Identitv Development
In an attenq)t to measure the degree to which individuals have achieved
dimensions of identity, numerous inventories and assessment tools have been developed.
Unfortunately, a barrier to student services is the difficulty in obtaining valid, reliable,
and scorabie instruments to n^asure key constructs in developmental theory (Envin &
Dehvorth, 1982). A critique of these identity scales is that they do not address the
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similarities and differences between men and women, make comparisons to people—in
general versus one specific culture—and consider individual self-esteem (Johnson, 1997).
The most commonly used inventories in student identity development research, those
with documented reliability and/or validity information, are reviewed below.
Student Developmental Task and Lifestyle Inventory.
The Student Developmental Task and Lifestyle Inventory (SDTLI) was developed
by Winston, Miller, and Prince (1987) as a counseling tool to assist students in their
psychosocial development as well as to assist with research in this area. The SDTLI
assess three developmental tasks: Establishing and Clarifying Purpose, Developing
Mature Interpersonal Relationships, and Academic Autonomy. The Establishing and
Clarifying Purpose task has five sub-tasks: Educational Involvement, Career Planning,
Lifestyle Planning, Cultural Participation, and Life Management. The Developing
Mattire Interpersonal Relationships task includes three sub-tasks: Peer Relationships,
Tolerance, and Emotional Autonomy. Academic Autonomy is defined as the ability to
manage one's life in order to achieve goals and to fulfill responsibilities.
Available reliability data include estimates of internal consistency and temporal
stability (Evans, Forney, & Guido-DiBrito, 1998). Winston (1990) reported internal
consistency (Cronbach's alpha coefficients) based on a sample of twelve hundred
students enrolled in twenty colleges and universities in the United States and Canada as
being above .70 for the three tasks. Alpha coefficients for the sub-tasks were somewhat
lower, ranging from .80 to .45. Test-retest data were obtained from five samples of
twenty-seven to ninety-six students each who were tested at periods ranging from two
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weeks to twenty weeks. Coefficients for the &st three tasks ranged from .87 to .80 over
a two-week period and from .80 to .62 over a twelve-week period.
The validity of the SDTLI has been tested by examining fector structure and
intercorrelations as well as by conducting correlational studies (Evans, Forney, & GuidoDiBrito, 1998). The Estabb'shing Purpose and Mature Interpersonal Relationships tasks
have been foimd to be relatively independent of each other, while the Academic
Autonomy task has been found to be moderately correlated with the other two tasks,
suggesting that it is not totally independent (Winston, 1990).
Winston (1990) recognizes some limitations in the SDTLI. First of all, it "does
not completely conform to Chickering's vector structure proposed in 1969" (pp. 108109). Moreover, this instrument should only be used with student populations between
the ages of seventeen and twenty-four. The context for the SDTLI is the "fundamentally
middle class environment of colleges and universities" (p. 109).
Iowa Developing Autonomy Inventory.
The Iowa Developing Autonomy Inventory (IDAI), developed by Jackson and
Hood (Hood, 1997), is composed of six 15-item sub-scales measuring the three aspects of
autonomy as defined by Chickering (1969): emotional independence (Emotional
Independence-Parents and Emotional Independence-Peers), instrumental independence
(Mobility, Time Management, and Money Management), and interdependence
(Interdependence). Item responses are obtained using a S-point Likert scale ranging from
1 (never characteristic of me) to 5 {almost always characteristic of me). Jackson and
Hood (Hood, 1997) reported internal consistency reliability coefficients of .94 for the
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entire instrument and from .77 to .88 for the sub-scales ( N = 84). Validity evidence for
this instrument is mixed (White & Hood, 1989).
Mines-Jensen Interpersonal Relationships Inventory.
Development in interpersonal relationships is often measured with the use of the
Mines-Jensen Interpersonal Relationships Inventory (MJIRI) (Mines, 1977). The MJIRI
consists of 42 items measuring development along the 'Seeing interpersonal
relationships" vector as described by Chickering (1969) in four content areas: peers,
adults, friends, and significant others (Mines, 1978). Item responses are obtained using a
4-point Likert scale, ranging from 1 (strongly agree) to 4 {strongly disagree). The
inventory is made up of two scales: Tolerance (20 items) and Quality of Relationships
(22 items) (Hood, 1997). Hood and Mines reported internal consistency reliability
coefficients of .65 for Tolerance and .68 for Quality of Relationships. {N= 168); White
and Hood reported reliability coefficients of .71 for Tolerance and .79 for Quality of
Relationships {M= 255) (Hood, 1997).
Validity for the MJIRI is supported by significant relationships between Quality
of Relationships and involvement in campus organizations, recreational activities, and
work experiences and between religious beliefs and Tolerance {N= 82) (Hood, 1997). In
addition, Winston and Miller (1987) found that the Mature Interpersonal Relationships
task of the Student Developmental Task and Lifestyle Inventory was significantly
correlated with the MJIRI (.37), as were the sub-tasks of Tolerance (.27), Emotional
Autonomy (.33), and Peer Relationships (.31) (^=49).
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Iowa Developing Competency Inventory.
The Iowa Developing Competency Inventory was developed by Jackson and
Hood (Hood, 1997). This measure was developed on the basis of Chickering's (1969)
conceptualization of competence. According to Chickering (1969), there are three types
of competency important for undergraduate students. These are the following:
intellectual competence, physical and manual skills, and interpersonal competence. The
three sub-scales that comprise this measure are the Self-Confidence Sub-Scale, the
Competency in Math Sub-Scale, and the Competency in Writing Sub-Scale.
The total Developing Competency Inventory is made up of 70 items, each on a
Likert scale ranging from 1 {never characteristic of me) to 5 (almost always
characteristic of me). The alpha reliability of the total scale is .94. The alpha reliabilities
for the three sub-scales are as follows: Self-Confidence Sub-Scale, .92; Competency in
Math Sub-Scale, .96; and Competency in Writing Sub-Scale, .91. White (1986) found
concurrent validity for the Developing Competency Inventory and statistically significant
correlations on several types of self-ratings of competence and social and personal
development along with participation in extracurricular activities and grade point
average. White also found construct validity in that students who enjoyed writing and
were confident of their writing ability tended to have higher grade point averages.
Iowa Managing Emotions Inventory.
Jackson and Hood developed the Iowa Nfonaging Emotions Inventory in order to
operationalize the management of emotions, the second of Chickering's (1969) vectors
(Hood, 1997). Two general areas that were included in this inventory include the
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awareness of emotions and the integration of emotions. This inventory contains 60 items,
12 dealing with each of the following emotions; depression, anger, frustration, happiness,
and attraction. Reliabilities for each of these sub-scales are as follows (N = 103):
Depression, .80; Anger, .76; Frustration, .77; Happiness, .85; and Attraction, .79. In
1986, White calculated the reliability coefficient for the total inventory: .90.
White (1986) found a moderate amount of evidence for construct validity of the
Managing Emotions Inventory. He found the inventory scores to be related to various
ratings of personal development. These included self-ratings on social development and
personal development.
Iowa Developing Purposes Inventory.
The Developing Purposes Inventory (Barratt, 1981) is based on Chickering's
(1969) vector of developing purpose. This 45-item inventory consists of three sub-scales,
each with IS items: avocational-recreational purpose, vocational purpose, and style of
life. Response options range on a five-point Likert scale ranging from 1 (never true) to 5
{always true). Possible scores for each sub-scale range from a minimum of 15 to a
maximum of 75 with the means for the student populations falling roughly in the middle
of this range.
Zerwas (1982) calculated alpha reliabilities for each of the sub-scales { N = 167):
Avocational-Recreational Interests, .84; Vocational Interests, .80; and Style of Life, .87.
Additionally, White (1986) calculated a reliability rating of .87 for the entire inventory.
Moreover inter-scale correlations were calculated between Avocational-Recreational
Interests and Vocational Interests (.50), between Vocational Interests and Style of Life
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(.64), and between Avocational-Recreationai Interests and Style of Life (.50). The
Developing Purposes Inventory has only a small amount of validity evidence. More
work is needed on this inventory both from a conceptual level to determine the breadth of
material which should be covered within this vector as well as the revision and
modification of a number of specific items on the individual sub-scales which make up
this instrument (Hood, 1997).
Black Racial Identitv Attitude Scale.
Racial identity attitudes of Black students are often measured using the Black
Racial Identity Attitude Scale (RIAS-B) (Parham & Helms, 1981). The RIAS-B
measures Black racial identity according to the developmental model described by Cross
(1971,1978). Respondents use a 5-point Likert scale (1 = strongly agree, 5 = strongly
disagree) to indicate the extent to which each of the 30 items is descriptive of them.
Scores for each of the four sub-scales (Pre-Encounter, Encounter, Immersion-Emersion,
and Internalization) are obtained by summing the responses to the items keyed to a
particular sub-scale to maintain a scale metric. The score for each sub-scale could range
from 1 to 5, with higher scores indicating higher levels of a given attitude. Helms (1990)
recommends using the scores on all four sub-scales to describe an individual's racial
identity attitudes rather than assignment to a single st^e based on highest score.
Parham and Helms (1981) reported the foUowmg internal consistency reliability
coefBcients for the four sub-scales: Pre-Encounter, .67; Encounter, .72; ImmersionEmersion, .66; and Internalization, .71. They also reported some evidence of construct
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validity of the RIAS-B in their finding that racial identity attitudes predicted participants'
preferences for race of a counselor.
White Racial Identitv Attitude Scale.
Racial identity attitudes of White students are often measured using the White
Racial Identity Attitude Scale (WRIAS) (Helms & Carter, 1990). The WRIAS was
developed to measure attitudes related to Helms' (1984) original five-stage model of the
development of White racial identity (Helms & Carter, 1990). The instrument consists of
50 items that comprise five scales of ten items each. The five scales represent five of the
six stages proposed by Helms (1990): Contact, Disintegration, Reintegration, PseudoIndependence, and Autonomy; the stage of Immersion-Emersion is not included in the
WRIAS because it was added to the White racial identity development model more
recently (Hehns, 1990). Item responses are obtained using a 5-point Likert scale ranging
from 1 (strongly disagree) to 5 {strongly agree). Hehns and Carter (1990) recommend
using the scores on ail five scales to form a profile to describe an individual's racial
identity attitudes rather than assignment to a single stage based on highest score.
In three separate reliability studies. Helms and Carter (1990) cited reliabilities of
.55 to .67 for Contact, .75 to .77 for Disintegration, .75 to .82 for Reintegration, .65 to .77
for Pseudo-Independence, and .67 to .74 for Autonomy. Lunited validity Information is
available for the WRIAS. Content, construct, and criterion validity are supported by
findmgs in the hypothesized direction according to racial identity development theory
(Helms & Carter, 1990).
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Multigroup Ethnic Tdentitv Measure.
In 1992, Phinney developed the Multigroup Ethnic Identity Measure (MEIM) to
provide a means of examining ethnic identity as a general phenomenon that is indicative
of young adults' degree of identification with their ethnic group, regardless of the unique
characteristics of their group. According to Phiimey, "there is evidence that a single
model describes the process of ethnic identity formation for diverse groups" (1992,
p. 158).
The MEIM consists of 20 items and comprises two scales: Ethiuc Identity and
Other-Group Orientation. Item responses were obtained using a 4-point Likert scale
ranging from 4 {strongly agree) to 1 {strongly disagree). Scores are obtained by
reversing the negative items, siunming across items, and dividing by the number of items
to obtain the mean. Phiimey (1992) reported internal consistency reliability coefficients
with a college sample (iV = 136) of .90 for Ethnic Identity and .74 for Other-Group
Orientation. Internal consistency reliability coefficients (alpha) for the MEIM scales for
the current study were found to be .92 for Ethnic Identity and .82 for the Other-Group
OrientatioiL Evidence for criterion group validity has been reported in a comparison of
the scores of college students and high school students on the identity achievement subscale in which college students obtained higher scores (Phinney, 1992).
Gav Identitv Qiiestinnnaire
The Gay Identity Questionnaire (GIQ) was developed by Brady and Busse (1994)
to identify gay males in the various stages of homosexual identity formation. This
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questionnaire was derived from tenets of the Homosexual Identity Formation (HIF)
model proposed by Cass in 1979. It is comprised of 45 true-felse items.
Inter-item consistency ratings for stages three through six of the model were
computed using the Kuder-Richardson formula; there were not enough subjects to
determine these ratings for stages one and two (Brady & Busse, 1994). The calculated
inter-item consistency ratings are as follows: Identity Tolerance (stage three), .76;
Identity Acceptance (stage four), .71; Identity Pride (stage five), .44; and Identity
Synthesis (stage six), .78.
Limitations of Models of Student Identitv Development
Feldman (1972) describes three potential limitations of using developmental
models to guide research. First of all, there exists an ambiguity of interpreting all
changes as developmental progress. Contrary interpretations are usually all possible and
plausible. Feldman uses an example to support this limitation. Gains on a measure of
sociability may be taken to reflect increased maturation in that interpersonal relations are
less anxious and more spontaneous. However, an alternate interpretation may be that this
gain reflects a decrease in maturation in that independence from the peer group has
declined and superficial interpersonal relations have increased. A second limitation is the
tendency to re-interpret imexpected results in ways that are consistent with
developmental expectations. No doubt, there is a danger to drawing such conclusions
even in the presence of empirical evidence to the contrary. Finally, Feldman's third
limitation is that of the existence of unresolved questions about the origins of the impetus
for change. Are the sources that influence development ontogenetic (inherent in the
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individual's maturational process) or environmental (induced by forces that lie essentially
outside the individual)? Due to these limitations, Feldman reminds scholars that the
"developmental framework is only one of several frameworks" (p.21) that are usefiil in
the study of students. Pascarella and Terenzini (1991) support this argument by stating
that "an uncritical allegiance to developmental models may lead to misspecification of
the origins of student change and growth" (pp. 49-50). By relying upon only one
framework, our range of conceptual and analytical vision is restricted.
McEwen (1996), using Sampson's (1989) six challenges to psychological theory,
suggests six ways in which student development theory needs to be improved. First of
all, more cross-cultural investigations need to be conducted. Instead of assuming a
Western world-view, scholars need to look for perspectives that are not part of the
dominant literature. Secondly, our theories need to challenge patriarchal views and offer
alternative feminist reconceptualizations. Third, in accordance with social
constructivism, scholars need to be aware of the &ct that concepts and theories are social
and historical constructions, not naturally occurring objects. The fourth improvement is
that of using systems theory in our research. In this perspective, people and constructs
are viewed in relation to an overall whole rather than separate individual entities. Critical
theory is the fifth perspective that should be brought into our work; through selfreflection, it reveals the distortions and malformations of social life. Finally,
deconstuctivism, a method of challenging all notions that involve the primacy of the
subject, should be utilized more in our work.
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Theory and research in the area of student identity development has been guided
predominantly by the positivistic paradigm (Guba & Lincoln, 1994). This interpretation
of the world assumes that there is an objective reality that is time- and context-free and
that can be stated in the form of cause-and-efifect laws. The researcher, in this paradigm,
is able to study a phenomenon without influencing the outcome or being influenced by
the object of study. The methodology utilized in this perspective is usually experimental
and manipulative. Recently, researchers such as Marcia B. Baxter Magolda (1992) have
determined that this perspective is somewhat constraining and fails to adequately explain
the complexities of student development. For instance, in terms of identity development,
researchers working out of a positivistic paradigm are able to determine that development
occurs, and may even be able to determine the degree to which students develop, but are
unable to fully understand the underlying processes of that development. This, then, is a
limitation of the models reviewed thus &r.
Many models of student identity development are limited because of the
populations upon which the models were based. For instance, Chickering's model (1969,
1993) was developed after interviewing White, male, traditional-aged college students.
This, then, limits the generalizability of this model and of any other models that were
developed in the same way. Reisser (1995) suggests that more research is needed on the
interrelationships among age, gender, sexual orientation, race, culture, and aspects of
psychosocial development.
Other limitations of many models of student identity development include the &ct
that few longitudinal studies have been conducted to support or refute the theories, and
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many of the theories are based on poor assessment techniques using instnmients that do
not have high validity and/or reliability. These models also carry certain assumptions
about developmental processes that may not be entirely accurate. For instance, a linear,
stage-like progression toward a specific "achieved" identity is assumed in all of these
models. Furthermore, many models do not adequately examine the factors the influence
student development nor do they examine the interrelationships among age, gender,
sexual orientation, race, and culture in regards to identity development. Most theories of
identity development address only one layer, or dimension, of identity; this incomplete
conceptualization of identity leads to many weaknesses and gaps in theory. This research
attempts to highlight these factors and do so using a qualitative methodology in hopes of
addressing a couple of the weaknesses in current models of identity development.
The Role of the Envkorunent in Student Identitv Development
Together, the above-mentioned theories of identity development are helpful in
understanding the issues faced by students during college. However, they should not be
utilized without considering the impact of the environment upon student development.
According to Kurt Lewin (1948), behavior is a function of the interaction of person and
environment. Student development theories help to explain the "person" aspect of this
equation but tend to neglect, in large part, the "environment" component. King (1994)
agrees that college student development occurs in the context of collegiate environments.
Strange (1994) suggests four propositions regarding the influence of campus
environments upon student development. First of all, educational environments restrict
and enable individuals by the form and function of their natural and synthetic physical
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characteristics. The campus is a place apart whose physical features interact with and
influence a range of behaviors, attitudes, and outcomes related to its educational mission
(Stem, 1986). The second proposition, posited by Strange (1994), is that educational
environments exert a conforming influence through the collective, dominant,
characteristics of those who inhabit them. Third, educational environments, as
purposeful and goal-directed settings, enable or restrict behavior by how they are
organized. Finally, the effects of educational environments are a function of how
members perceive and evaluate them.
Pace and Stem (1958) were among the fist to apply a perceptual approach to the
study of college environments. "Press" refers to the "characteristic demands or features
of the environment" (Walsh, 1973, p. 114). Environments are presses that are
constructed by those within and outside of the environment. These presses encourage
certain behaviors and discourage others.
A model of social climates, also based on group constmction of environments,
was developed by Moos (1979, 1986) to describe the nature and effects of various
"environmental personalities." Social climate is composed of three domains: relationship
dimensions, personal growth and development dimensions, and system maintenance and
system change dimensions. These three domains guide the understanding of key aspects
of any social environment and may manifest themselves in specific ways, depending
upon the context of the environment being examined. When environmental expectations,
ideals, and realities are congment, satisfaction and persistence in the envirorunent is
much more likely.
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Kuh and Whitt (1988) and Kuh (1993) applied concepts of campus and
organizational culture to understanding college environments. In this perspective,
campus cultures are social constructions (that is, they are invented, discovered, or
developed) reflected in various cultural artifacts. These artifacts include the following:
traditions, stories, ceremonies, history, myths, heroines and heroes, interactions among
members, policies and practices, symbols, and mission and philosophy. Cultural artifacts
are taught to new members as a means of integrating them into the environment and
assisting them in interpreting and understanding the meaning of events and actions.
Several other scholars have asserted the importance of the environment. For
instance, Nevitt Sanford (1966), when discussing the influence of the environment upon
student development, suggested that the goal should be to find the range of optimal
dissonance for the person. There must be a balance of challenge and support necessary to
facilitate growth and development without resulting in regression in this regard.
Additionally, Astin (1984) stressed the role of student involvement in development; he
defined involvement as "the amount of physical and psychological energy that the student
devotes to the academic experience" (p. 297). The concepts of marginality and mattering
(Schlossberg et al., 1989) are also thought to be salient in terms of student development.
Schlossberg defined marginality as a sense of not fitting in; this often results firom
individuals taking on new roles. Individuals need to feel that they matter; the
environment often determines whether or not students feel this way. Finally, Rendon
(1994) stressed the importance of providing validation to students in order to Militate
their development.
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The environment may take on many forms to different individuals. In the student
development literature, the environment usually refers to college-related activities,
cultures, or values. Various life events, experiences, and relationships that are not
necessarily related to the college experience should also be considered as part of the
environment. This is because the occurrence of these events may impact students'
balance of challenge and support, their level of involvement in college experiences, their
feelings of marginality and/or mattering, and the degree to which they feel validated. It is
for this reason, that I am investigating the impact of various contextual influences upon
student muhidimensional identity development.

Research on Life Events and Experiences
Dohrenwend and Dohrenwend (1978) define life events as occurrences that
typically change the usual activities of most individuals who experience them. These
events are not necessarily undesirable but include stressful episodes that require some
degree of adaptation by the person involved (Fumey, 1983). Erikson (1968) suggests that
significant life events are potentially influential factors in the comprehensive personal
maturation process. The underlying assimiption in this regard is that development may
be facilitated by external as well as internal trigger events (Allen, 1989). Life events,
then, may be related to student identity development in an influential manner.
Categories of Life Events
Scholars have characterized life events in numerous ways as they relate to
personal change and adjustment. It is important to remember, though, that many life
events are not singular but, rather, are a series of interactions and experiences (Franke &
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Durlak, 1990). Sarason, Johnson, &. Siegel (1978) categorize events in relation to the
desirability of their occurrences. They suggest that events may vary in terms of their
desirability depending on the circumstances and perceptions of the respondent. Compas,
Davis, and Forsythe (1985) determined, through the use of open-ended questionnaires
administered to seventy-one undergraduate psychology students, that both males and
females report more positive than negative major life events. Further, life events have
often been dichotomized based on whether they are major experiences or are simply daily
hassles (Wagner, Compas, & Howell, 1988). In this regard, major events are defined as
high impact/low frequency events, and daily events are defined as high frequency events,
regardless of impact. By surveying fifty-eight older adolescents and utilizing a causal
modeling technique of analysis, Wagner, Compas, and Howell (1988) determined that the
effects of major life events on psychological symptoms are mediated by negative daily
events; daily events result in stress more than major events. Tolan, Miller, and Thomas
(1988) identified and described four categories of life events: daily hassles, circumscribed
events, induced transitions, and developmental changes. From their research, they have
concluded that adolescents are most influenced by daily hassles.
There are many types of life events that have been reported in the literature. For
instance, Compas, Davis, and Forsythe (1985) described the most commonly reported
types of events as the following: death/accident/illness, family, living situation, personal
health and appearance, recreation, romance, school, social/friendship, and work.
Unexpected experiences, described by Giddan and Whitner (1992), may belong in the
following categories: psychological, social, academic, career, and environment. Finally,
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the seven content areas of life events reported by Newcomb, Huba, and Bentler (1981)
are femlly/parents, accident/illness, sexuality, autonomy, deviance, relocation, and
distress. It is interesting to note the similarities in types of events reported by various
groups of researchers.
Perceptions about Life Events
Research suggests that individuals tend to make subjective, cognitive appraisals
about the life events that they experience (Lazarus & Folkman, 1984). It is for this
reason that researchers need to be cautious about making assumptions regarding the
meaning of events for individuals.
The level of stress that an event provokes may differ based on the type of event
experienced. Frazier and Schauben (1994) suggest that although some events may seem
minor (e.g. test pressure), they are generally perceived as quite stressful. Furthermore,
individuals perceive stressors quite differently. Wolf (1986) also speaks about the
perception of life events in relation to stress: "It is possible that our most stressful
memories are those of emotion and tenderness while our happiest ones are of difficult
moments such as 'lessons in humility."'
Gender differences may influence the perception of life events as well (Burke &
Weir, 1978; Tolan, Miller, & Thomas, 1988). Dohrenwend (1973,1976) found that
females generally report more stressful life changes than do males. This is especially true
when life changes are counted that are stressful to the respondent but more directly affect
the lives of others. Examples of this type of life event include the illness of a family
member or the death of a close friend.
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Impact of Life Events
Most of the research that investigates the influence of life events focuses on
events that are negative in nature and that, therefore, result in negative repercussions for
the individual experiencing them. Interestingly, researchers are divided on the issue of
whether it is the total amount of change, both desirable and undesirable, or just
undesirable change that impairs health and performance (Knapp & Magee, 1979).
Compas, Davis, Forsythe, and Wagner (1987) state that the stressful life events
encountered by individuals constitute an important factor in the etiology and course of a
variety of psychological and behavioral problems. Differing life events can affect one's
overall attitudes and beliefs about places, things, and each other (Miller, 1993).
A number of research studies have provided empirical evidence for the impact of
life events upon individuals' psychological and cognitive domains. For example,
negative life events are thought to lead to various psychological problems. Utilizing a
cross-sectional design involving young adults, parents, and grandparents, Barnes
Nacoste, and Wise (1991) found that negative life events coupled with negative
automatic thoughts lead to depression. In a study involving students enrolled in an
introductory psychology course, Long (1988) found that negative life events are
positively correlated with both depression and anxiety. Others have found similar
relationships between negative life events and depression (e.g. Johnson & Sarason, 1978;
Paykel, 1974). Frazier and Shauben (1994) suggest that students experience many
stressful events that lead to increased psychological symptoms and increased disrupted
beliefs about themselves and others; unfortunately, the sample for this study mcluded
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only female college students at a large Midwestern university. Mental illnesses,
including schizophrenia, are also related to negative life events that lead to life change
stress (Brown & Birley, 1968; Dohrenwend, 1973; Markush & Favero, 1974; Myers,
Lindenthal, & Pepper, 1971).
The cognitive domain is also influenced by life events. With a sample of fortyseven undergraduates enrolled in psychology courses, Franke and Durlak (1990) used
surveys and individual semi-structured interviews to conclude that life events impact
attitudes towards death. Health-related quality of life was found to be inversely related to
negative life events for three hundred and fifty West Coast students who were
administered surveys during their psychology class (Damush, Hays, & DiMatteo, 1997).
Significant life events are also associated with higher levels of cognitive functioning
(Thomdike, Andrieu-Parker, & Kube, 1989). In several other studies, students' grade
point averages were inversely related to undesirable life events (DeMeuse, 1985; Harris,
1972; Knapp & Magee, 1979).
Life events may have differential effects upon individuals based on their reaction
to the event, the nature of the event, or even their gender. For instance. Carter and
McGoldrick (1988) found that the way people manage relationship loss can influence
their well-being, their continued development, and their ability to conduct new love
relationships on their own merits. In fact, a relationship exists between life change stress
and marital and femily dysflmction (Frederickson, 1977; Imig, 1981). Januff-Buhnan
(1989) found that students who had experienced at least one of six types of victimization
perceived themselves more negatively and saw the world as less benevolent and
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meaningfixl than did non-victims. In terms of gender, Gilligan (1982) posits that the fact
that females are affected by life events that affect other people may be a result of
socialization that attunes females to the needs of others comparatively more than it does
men. Interestingly, Mallinckrodt, Leong, and Kralj (1989), through surveying a sample
of one himdred and sixty-six American graduate students, determined that male and
female graduate students experience different types of life events that were perceived to
be stressful. On the contrary, Damush, Hays, and DiMatteo (1997) found that the impact
of life events upon men and women is actually quite similar. The number of negative life
events experienced by students does not appear to differ by gender, either (Okun, Taub,
& Witter, 1986).
Data Collection Techniques Used in Life Event Research
The majority of research studies focusing on life events have involved the use of a
survey or questionnaire with which to gather the desired data. Most include a list of a
variety of possible life events that one might experience and require respondents to mark
those experiences they have encountered within a certain amount of time. Holmes and
Rahe (1967) developed the first widely used life event checklist of this nature. It contains
forty-three items and is referred to as the Social Readjustment Rating Scale (SRRS). In
1984, Linden revised this checklist to reflect more of a college student lifestyle; the name
of this new scale is the Life Event Scale for Students (LESS).
Furthermore, many of these instruments require respondents to assign weights to
events based on level of desirability and to even rate the perceived impact of those events
upon their lives. One of the most widely used instruments of this nature is the Life
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Experiences Survey (LES) developed by Sarason, Johnson, and Siegel in 1978. Other
similar instruments include Anderson's College Schedule of Recent Experiences (1972),
the Life Events and Academic Performance Questionnaire (Burke & Cartwright, 1988),
the Student Life Events Schedule (Makepeace, 1983), and the Multidimensional
Assessment of Stressful Life Events (Newcomb, Huba, & Bentler, 1981).
A couple of researchers have utilized qualitative approaches to gain information
about life events. Franke and Durlak (1990) used individual semi-structured interviews
that were designed to elicit information in two areas: the types of life events that were
experienced and the impact of each of those events. Another technique involved asking
students to write personal essays about their unexpected experiences in college, about
how they coped with those events, and about how those events influenced their
persistence (Glddan & Whitner, 1992).
Contexttial Influences upon Multidimensional Identitv Development
Based on the existing research on life events, it seems reasonable to suggest that
life events, experiences, and relationships may influence student multidimensional
identity development. Many scholars (e.g. Astin, 1993; Pascarella & Terenzini, 1991)
have already determined that collegiate experiences influence student development.
Some examples of college related events include the following: involvement in a campus
organization, living in a residence hall, and attending a particular class.
Parker and Thomdike (1989) suggest that the stresses of living may be more
important for growth than is the sheltered experience of the college campus. Polkosnik
and Winston (1989) foimd that intellectual and psychosocial developmental processes are
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significantly influenced by life events such as counseling, an auto accident of a dating
partner, and parents' divorce. Furthermore, relationship loss is another life event that
may influence development in that it typically creates disequilibrium. This
disequilibriimi can evoke developmental progress, because it demands reorganization of
meaning and of self in relation to others (Kegan, 1982). Positive life events may impact
favorably on our self-cognitions about our identities as well. Our identities vary in how
likely they are to be affected by a given positive life event. Another example of the
potential influence of life events upon student development comes from the research of
Tolan, Miller, and Thomas (1988); they suggest that daily hassles impact adolescents'
self-image. This, then, may influence their psychosocial development.
Finally, Schlossberg, Waters, and Goodman (1995) assiune that transitions are
influential life events. They define a transition as "any event, or non-event, that results in
changed relationships, routines, assumptions, and roles" (p. 27). From their perspective,
transitions provide opportunities for growth and development; although, a positive
outcome caimot be assumed. Stewart and Healy (1989) believe similarly in that students'
reactions to unanticipated events do not result in a permanent change in lifestyle but in a
more temporary experience that fosters growth and maturity. Empirically, Schlossberg,
Lynch, and Chickering (1989) have found support for this conceptual framework through
the use of interviews collected from aduh learners. Additionally, Schlossberg, Waters,
and Goodman (1995) found that transitions often include both positive and negative
aspects for the same individual who experiences them.
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A limitation of this life event research, including that of Schlossberg and others
(1995), is that there is very little evidence of its applicability in the higher education
setting. Evans, Forney, and Guido-DiBrito (1998) suggest the need to examine transition
experiences of college students, especially with a focus on diverse student populations.
Summary
In this chapter, 1 reviewed two bodies of scholarly research: the research on
student identity development and the research on life events and experiences. These two
bodies of research help us to not only understand stages and/or levels of identity
development but to also gain insight into possible factors influencing identity
development. There are, however, several existing gaps in this literature.
First of all, important information is missing in regards to the identity
development models. As mentioned earlier, many of these models were developed
utilizing an underlying positivistic paradigm that, according to Baxter Magolda (1992), is
somewhat constraining and fails to adequately explain the complexities of student
development. Also, these models do not adequately examine the factors that influence
student development nor do they examine the interrelationships among various
dimensions of identity. Finally, these theories fail to explicate the underlying processes
of identity development.
Secondly, most of the research focusing on life events has been quantitative in
nature. Thus, few, if any, studies have interviewed students, or used other nonquantitative methods, to determine possible contextiial influences during college.
Because student voices have not been allowed to come through or to be heard in this area
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of research, the current understanding of the impact of various events, experiences, and
relationships is limited.
The current study was undertaken in an attempt to fill these gaps that exist in the
literature. It focused on a sample of alunmi from diverse backgroimds and experiences.
Unlike previous research studies on student identity development, this study examined
multidimensional identity development from a retrospective and qualitative perspective
by asking alumni to describe, in their own words, their experiences during their collegiate
careers and to explicate the process whereby various dimensions of their identity were
shaped.
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CHAPTER THREE
RESEARCH DESIGN AND METHODOLOGY
As identified earlier, the purpose of this research project is to assist in painting a
more comprehensive picture of the underlying processes inherent in student identity
development by considering the impact of various contextual influences upon the
multiple dimensions of identity. As suggested by Bio land (1992), the design and
methodology were chosen in order to service the kind of knowledge being sought. A
qualitative approach was used to investigate this topic in order to hear the respondents'
own stories, thus facilitating the emergence of a more detailed view of multidimensional
identity development during college.
In this chapter, I will provide an overview of the research design and
methodology used in the study. I will begin by explaining how the participants were
selected for inclusion in the study. Next, I will describe the qualitative techniques
utilized to gather information to answer my research questions. I will conclude the
chapter with a discussion of the strategies and techniques used to analyze the data.

Selecting Participants for Inclusion in the Study
As previously discussed, this study focused on the events, experiences, and
relationships experienced by individuals during their collegiate careers and how those
contextual influences impacted their multidimensional identity development. To this end,
then, it was necessary to collect data from individuals who had completed their entire
college careers. Due to financial constraints and to the exploratory nature of the study.
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data gathering was limited to alumni at a single institution who were still living in close
proximity to their alma mater, the University of Arizona.
In an attempt to maximize the recall of their experiences, 1 decided to select
alumni who are thirty years of age or younger. My assumption was that alimini would be
at the intellectual level necessary to critically reflect on their undergraduate experiences
and would have the motivation necessary to be specific in the stories that they provided.
Research suggests that people are usually accurate about the general course of formative
life events, especially those of personal importance, when recoimting memories (Bower,
1992; Conway & Beckerian, 1988; Linton, 1982; Neisser, 1981; Reisberg & Heuer, 1992;
Wagennaar, 1986).
The University of Arizona is a large, public Research I university located in the
southwestern United States. It enrolls an average of 35,000 students each year; of these,
approximately three-fourths (26,250) are undergraduate students, and one-fourth (8, 750)
are graduate and professional students. The university has a total of fourteen colleges
and, at the undergraduate level, offers degrees in 126 fields of study.
My goal was to include a diverse group of fifteen alumni in this study in order to
represent a variety of backgrounds and experiences. Decision criteria for the selection of
the sample was based on the following two dimensions of identity: gender and race. The
sample was selected utilizing "purposeful sampling" which emphasizes sampling for
information-rich cases (Patton, 1990). A list of recent aliunni firom the University of
Arizona, with contact information and identifying information about their gender and
race, was provided by the University of Arizona Foundation for use in this study.
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However, it was not used due to the ease with wiiich respondents were identified through
snowball sampling. Snowball sampling is a sampling procedure that uses a process of
chain referral, whereby each contact is asked to identify additional members of the target
population, who are asked to name others, and so on (Singleton & Straits, 1999). To
ensure confidentiality, pseudonyms, chosen randomly from a residence hall roster, will be
used in place of the respondents' actual names. Characteristics of the final sample are
described in Table 3.1.

Table 3.1
Characteristics of the Respondents
Name*

Gender

Race/Ethnicity**

SES

Religion**

Catholic
Sarah
Female
Lower
Filipino
Beverly
Jewish
Female
Whke
Lower-upper
Gina
Female
American-Indian
Lower
Presbyterian Christian
Catholic
Krista
Female
Hispanic
Middle
Dawn
Female
African-American
Upper-middle
Baptist Christian
Female
Hispanic & White
Christian
Maria
Upper-middle
Kimberly Female
Japanese-American Middle
Christian
Melissa
Female
White
Middle
Christian
Pagan
Daniel
Male
Hispanic & White
Middle
None
Matthew Male
Chinese
Middle
Sean
Chicano
Lower
Catholic Spiritualist
Male
Nikesh
Male
Pakistani
Upper
Muslim
Hector
Male
Chicano
Lower
Catholic
Marco
Male
Black
Middle
Christian
Travis
Male
White
Methodist
Middle
* Pseudonyms are used in place of the respondents' actual names.
•• Respondents' own terminology is used.
The sample was comprised of 8 females and 7 males. Respondents, all graduates
of the University of Arizona, ranged in age from 21 to 30 years old. The mean age was
24.7 years old; the mode was 23 years old. The average number of years that it took the
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respondents to complete their undergraduate degrees was 4.4 years, ranging &om 3 years

(N= I) to 6 years (A^= I). On average, it took the males longer to complete their degrees
(4.57 years) than the females (4.25 years). Most of the respondents (N= 8) were in
college for only four years. Eight of the fifteen respondents had lived on campus for at
least part of their undergraduate experience. All of the respondents are currently living in
the Tucson, Arizona area. Subject consent forms (Appendix A) were signed by each of
the respondents.
In the next three sections, I will provide an overview of the data collection
methods used in the study. Two primary methods were used: semi-structured interviews
with lifelines and student development inventories. First, I will describe the lifeline tool
used in the data collection process. Next, I will provide an overview of the interview
process. Specifically, I will describe how the interviews were structured, scheduled, and
prepared for analysis. After that, I will describe the selection of student development
inventories. A final section of the chapter will contain information about the analysis of
the interview data as well as about the student development inventories.

Collecting the Data
In this study, I utilized qualitative techniques as methods of data collection. This
seemed appropriate due to my purpose of determining the mechanisms by which identity
development occurs. Bioland (1992) states that it is becoming more clear that our
understanding of students and their culture is unnecessarily circimiscribed if we rely only
on information provided by quantitative research. The purpose of qualitative research is
"a greater imderstanding of the world as seen from the unique viewpoint of the people
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being studied" (p.l). Moreover, the interpretive powers in qualitative research can be
used to explore critical events in the development of people's knowledge and behavior
(Chawla, 1998). Lincoln and Guba (1985) suggest that inductive approaches enable the
phenomena and the researcher's growing knowledge to direct data collection, analysis,
and interpretation. Since my assumption is that multidimensional identity development
involves many factors in many contexts, the qualitative approach seemed appropriate in
order to gain detailed accounts of the respondents' experiences during college.
Lifelines
Research in developmental psychology and projective techniques indicates that
the use of drawings (visual representations) in psychological assessment is a valuable and
effective means of soliciting information about experiences (Howe, Burgess, &
McCormick, 1987; Schildkrout & Schenker, 1972). The lifeline exercise (Appendix B)
helps individuals review important periods or events in their lives and helps them assess
the impact of those events and experiences, both positive and negative. The lifeline
stresses the holistic study of the individual. Versions of the lifeline, commonly used in
student affairs, have been utilized in a variety of ways including as tools to facilitate team
building among groups of individuals (Miller, 1993). Interestingly, the developer of the
lifeline exercise is unknown.
This exercise requires that individuals draw a horizontal line that represents a
particular period of time. Above the line, experiences that were positive, happy, or
rewarding are plotted chronologically. Below are plotted experiences that were negative,
unhappy, or painful. The distance above or below the line indicates the degree of
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positive or negative impact or feeling. Individuals are asked to write at least two or three
positive and negative events or experiences and to label these. The interview and
interviewee work collaboratively to derive understanding from the lifeline (Goldman,
1990). The main purpose of this tool, for this study, was to encourage self-reflection by
the respondents. Unlike other tools used to investigate research questions concerning life
events, this method allowed the respondent to determine which events, experiences, and
relationships to mention without being forced to choose from certain categories. Waelde,
Silvern, and Hodges (1994) suggest this method due to the fact that a methodological
concern about most previous life events research is that categories of events have been
defined a priori by the researchers.
Interviews
According to Dexter (1970), an interview is basically "a conversation with a
purpose" (p. 136). These interviews were semi-structured in that they included a set of
predetermined questions that were asked in a systematic order. Unlike more structured
interview formats, however, the interviewer is allowed the freedom to digress and may go
beyond the questions to probe for information that comes up naturally during the course
of the interview (Berg, 1995). Because this study was exploratory in nature, I felt that
semi-structured interviews would be an appropriate means of data collection.
Each of the fifteen respondents was interviewed twice; the second interview
occurred approximately a week after the first. The initial interview occurred after I had
contacted each respondent by phone or e-mail to request participation in the study. The
purpose of this interview was threefold. First of all, we discussed the concept of
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multidimensional identity (e.g. "What is identity?')- Also, the respondents described
their own identity (e.g. "What is your current perception of yourself?"). Finally, I
assisted them with thinking about how their identity was shaped before going to college
(e.g. "Do you remember anything that happened during your childhood that may have
shaped some aspect of your identity?"). The interview protocol for this first interview
consisted of ten questions and follow-up probes including those used to glean important
demographic data (Appendbc C).
At the end of the first interview, the respondents were given a blank lifeline upon
which to plot the pivotal events, experiences, and relationships that occurred during their
undergraduate careers and that they believed shaped their identity. Attached to this blank
lifeline was a sample lifeline and instructions for completing one of their own. They
were then instructed to bring this lifeline to their second interview. This allowed the
respondents the opportunity to think about these issues during the week between the two
interviews. Research suggests that when people can practice unconstrained recall,
elaborating their own account of the past at their own pace, they are much more accurate
than when they are forced to report on the past under time limits (Neisser, 1988).
The purpose of the second interview was to discuss the contextual influences
(events, experiences, and relationships) which shaped the respondents' multidimensional
identity development during college; the completed lifelines were used as the interview
guide for this stage in the data collection process. For instance, each respondent was
asked to describe each event, experience, and relationship that they had plotted on their
lifeline. Furthermore, they were instructed to clearly describe the context of the
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occurrence (e.g. "What else was happening in your life when this event occurred?') as
well as their beliefs concerning how those contextual influences shaped their identity. In
actuality, then, the respondents did the majority of the talking during the second
interview; although, I asked questions for clarification as needed. A benefit of using this
qualitative approach is that it allowed respondents to choose which dimensions of identity
they wanted to discuss; therefore, it became clear which dimensions they felt were most
salient during their collegiate years.
The interview process was initiated at the beginning of September 2000 and
concluded at the end of October 2000. The length of each interview was approximately
forty-five minutes to one hour. As suggested by Berg (1995), I spent several minutes
before each interview talking with the alumni I was about to interview, I found this
technique to be useful not only in building rapport but also in setting a relaxed tone for
the interviews.
To ensure accuracy, all of the interviews were tape-recorded and transcribed in
their entirety. I transcribed each interview within three days of its occurrence. By doing
this, I was able to review the data while it was still fresh in my mind and to make
observational notes with some degree of accuracy. Transcribing the interviews in their
entirety was beneficial for two reasons. First of all, it allowed me to transform the data
into a workable form. Secondly, it allowed me to begin the process of coding the data.
As I transcribed, I made notes of common events, experiences, and relationships
experienced by the alunmi.
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Student Development Inventories and Assessment Tools
As mentioned in Chapter One, the first research question guiding this study was
that concerning the conceptualizations of multidimensional identity held by college
graduates compared to the constructs found in student development inventories and
assessment tools. In order to answer this question, it was necessary to collect a sample of
student development inventories and assessment tools with which to conduct a content
analysis. During the two months in which I conducted interviews, ten inventories (see
Table 3.2) were selected due to their established and accepted validity and reliability
estimates as well as to the fact that they appear to be the instruments most commonly
used to assess student identity development. A more detailed description of these
inventories and assessment tools is presented in Chapter Two.

Table 3.2
Student Development Inventories and Assessment Tools
Instrument Name
Gay Identity Questionnaire
White Racial Identity Attitude Scale
Black Racial Identity Attitude Scale
Multigroup Ethnic Identity Measure
Iowa Managing Emotions Inventory
Iowa Developing Competency Inventory
Iowa Developing Autonomy Inventory
Mines-Jensen Interpersonal Relationship Inventory
Developing Purposes Inventory
Student Developmental Task and Lifestyle Inventory

Author and Year
Brady & Busse, 1994
Helms & Carter, 1990
Helms & Parham, 1996
Phiimey, 1992
Hood & Jackson, 1983a
Hood & Jackson, 1983b
Hood & Jackson, 1983c
Mines, 1977
Barratt, 1981
Winston, Miller, & Prince, 1987

Upon accessing copies of each instrument through the library or through
colleagues, I typed each as a separate document. Only the instructions and items were
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included, as opposed to information about the content and/or constructs contained
therein, in order to prevent biasing my results with the knowledge gained through others'
prior analyses. After collecting and typing each instrument, I was ready to begin
analyzing the items contained therein.
In the final section of this chapter, I will describe the strategies and techniques
used to analyze the data. The strategies and techniques used are not unlike those used to
analyze quantitative data. The chapter will conclude with a brief discussion of the
trustworthiness of the study and of the tactics used to ensure accuracy.

Data Analysis Strategies and Techniques
According to Marshall and Rossman (1989), qualitative data analysis is "the
process of bringing order, structure, and meaning to the mass of collected data" (p. 112).
Lincoln and Guba (1985) suggest that the purpose of data analysis is to "facilitate the
continuing unfolding of the inquiry and to lead to a maximal understanding of the
phenomenon being studied" (p. 224). In this study, I am interested in understanding the
ways in which the respondents make meaning of and understand their experiences related
to multidimensional identity development during college.
I plarmed to analyze the interviews inductively through the use of two techniques:
the pattern coding method and the constant comparative method (Miles & Huberman,
1994). Pattern coding is a way of grouping "segments of data into smaller numbers of
themes or constructs" by looking for recurring phrases and common threads (Miles &
Huberman, 1994, p. 69). Utilizing the interview transcriptions from the first interview
for each respondent, I looked for phrases about respondents' conceptualizations of
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multidimensional identity development. Each phrase was recorded on one or more of the
following theme lists in order to gain a broad view of how multidimensional identity
development is conceptualized by the respondents: definition of identity, multiple
dimensions of identity, assumptions about multidimensional identity, and the
development of identity.
The content analysis of the student development inventories and assessment tools
was conducted after analyzing the interview transcripts from the first interview. This was
done in order to determine which questions to use as guides for the analysis. The
questions that were developed, based on the conceptualizations that emerged from the
interview data, included the following: What is identity? What are dimensions of
identity? What are assumptions about identity? and What are assumptions about the
underlying processes inherent in identity development? Items, or parts of items, were
coded into one or more of these categories.
The theme lists developed from the interview transcripts from the first interviews
were then compared to the theme lists resulting from the content analysis of the ten
different student development inventories and assessment tools mentioned earlier, in
order to answer the first research question. In this regard, I engaged in a technique that
Miles and Huberman (1994) refer to as "making contrasts/comparisons" (p.254). I was
looking for similarities and differences in the conceptualizations of multidimensional
identity presented in both sets of theme lists.
The second question was answered by using the second interview from each of
the respondents; I developed theme lists by noting recurring phrases concerning the
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contextual influences upon multidimensional identity development during college. I
looked for types of contextual influences mentioned, such as events, experiences, or
relationships, and coded each into one of those three categories. For each contextual
influence, I recorded the period of time in which it occurred (i.e. first year of college,
second year of college), the nature of the impact upon identity development (i.e. positive
or negative), and the degree of impact (i.e. low, medium, or high). Much of this
information was gleaned &om the lifelines.
Finally, the second interview was utilized to answer the third research question,
regarding how contextual influences nourish or silence multidimensional identity
development. In this regard, I was looking for the processes underlying the impact of
contextual influences upon multidimensional identity development; I was looking for
how a particular influence nourished or silenced certain identity dimensions. I developed
a theme list for each type of influence: nourish and silence. Within each theme list, I
recorded how that impact occurred by describing, with a word or short phrase, the
underlying process involved in the impact.
The interview data was analyzed on a constant and ongoing basis; during the time
that I was conducting interviews, I was involved in an ongoing process of data collection,
coding, analysis, and concept development. I interpreted the interviews through the use
of grounded theory methodology (Glaser, 1978; Strauss, 1987) in which the interpretation
was "guided by successively evolving interpretations made during the course of the
study* (Strauss, 1987, p. 10). Current theories of student identity development, described
earlier in this proposal, were utilized when interpreting the emerging themes and patterns.
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As I designed the study and collected and analyzed the data, I used Merriam's
(1998) three tactics to ensure the trustworthiness of my results. First of all, I explained
the assimiptions and theory behind the study in Chapter One. Secondly, I used
triangulation of data collection in that I collected data through three venues: semistructured interviews, lifelines, and a content analysis. Finally, in order to provide an
audit trail, I retained all handwritten notes and theme lists; consent forms, interview
tapes, and interview transcripts are also available. Additionally, member checks were
conducted by sending each respondent a summary of the information that I had gleaned
from his or her interview transcripts, along with my analysis of that information.
Fetterman (1989) believes that member checks are essential because the "success or
failure [of a qualitative study] depends on the degree to which it rings true to natives and
colleagues in the field...[They] should recognize the details of the description as
accurate" (p. 21). Lincoln and Guba (1985) also believe that the validity of qualitative
research rests on the researcher's competent use of procedures such as member checks as
well as the use of respondent consent forms. It is for these reasons that respondents were
given the opportunity to contact me, after receiving my summary of their responses, in
order to correct any possible misinterpretations of their stories.

Summary
I undertook this exploratory study to gain insight into the contextual influences
that shape multidimensional identity development during college. In particular, I was
interested in the types of influences that shaped identity as well as the underlying
processes of identity development. Using semi-structured interviews with lifelines as
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well as a content analysis of student development inventories and assessment tools, I set
out to gather information from a purposive sample of fifteen alumni from the University
of Arizona. By using this methodology, I was able to assemble a clear picture of
multidimensional identity development.

91

CHAPTER FOUR
MULTIDIMENSIONAL IDENTITY DEVELOPMENT
As detailed in Chapter Three, this qualitative investigation, about
multidimensional identity development, involved gathering data from fifteen college
alumni, through semi-structured interviews and lifelines, as well as from a content
analysis of commonly used student development inventories and assessment tools. In
this chapter, I will present the findings of this exploratory study. To illustrate, I will
intersperse study findings with quotations from the interviews as well as with sample
items from the inventories and assessment tools. I have chosen to use this format because
of the importance of allowing the reader to "hear the voices of the students themselves"
and to read the data (Seymour & Hewitt, 1997, p. 49).
Parker (1999) stresses the importance of examining both the "goals" and the
"processes" of student development. For this reason, when discussing conceptualizations
of multidimensional identity development, I will be referring to both the goals and the
processes of development. There are two main sections comprising this chapter. The
first section describes the ways in which the respondents in this study conceptualize
multidimensional identity development. The conceptualizations of multidimensional
identity development found within commonly used student development inventories and
assessment tools are discussed in the second section of the chapter. Included in both of
these sections are data and postulates, gleaned from the interviews, about the goals and
processes of multidimensional identity development.
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Conceptualizations of Multidimensional Identity Development: Respondents
Data gleaned from the alximni respondents' interview transcripts and
corresponding lifelines were used to describe the conceptualizations of multidimensional
identity development held by respondents. Because of my interest in learning about the
goals and processes of multidimensional identity development, I gained data not only by
asking explicit questions about these aspects of development but also by gleaning
information from the stories that the respondents shared. In this section, I will discuss the
construct of identity, the goals of multidimensional identity development, and the
processes of multidimensional identity as viewed through the eyes of the respondents.
The Construct of Identitv
Before discussing the goals and processes of multidimensional identity
development, it is important to gain clarity about how the respondents describe the
construct of identity: this includes the definition of identity as well as information about
the multiple dimensions of identity. Interestingly, all of the respondents were able to
answer the questions that I posed concerning the definition of identity. In particular, I
asked each to tell me what they thought of when they heard the term "identity." The
definitions given revolved around at least one of two themes: how one perceives
him/herself and/or how others view that individual. The following quotations are
examples of the definitions that I obtained that centered on identity being defined by how
one perceives her/himself:
"Who I think I am."

(Matthew, Chinese)

"All of the different things that make up who I am."

(Krista, Hispanic)
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"How you view yourself in the world."
"How you perceive yourself"

(Sean, Chicano)

(Maria, 14 Hispanic and

White)

Other definitions of identity revolved around others' perceptions of an individual.
For instance, the following statements were given in response to the question of "What
do you think of when you think of identity?'
"How others perceive you."

(Maria,

"How society sees somebody."
"How people identify with you."

Hispanic and 14 White)

(Daniel, Vx Hispanic and

White)

(Dawn, African-American)

"How other people view that person."

(Hector, Chicano)

These definitions are not far from those posited by scholars in the field of student
development. For instance, Erikson (1968) described identity as the ability to experience
one's self as something that has continuity and sameness. This implies a self-perception
on the part of the individual. Additionally, Deaux (1993) stated that Identity is defined
internally by one's self as well as externally by others; this exemplifies Deaux's belief
that others' perceptions are a defining aspect of identity. In both cases, as in the
definitions given by respondents in this study, identity is viewed as a process.
I was also interested in knowing what dimensions of identity were discussed the
most by the respondents. Specifically, I wanted to determine which personal identity
dimensions (traits and behaviors that a person finds self-descriptive) and which social
identity dimensions (roles and membership categories that a person claims as
representative) were discussed most often (Deaux, 1993). The following table. Table 4.1,
displays this information;
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Table 4.1
Personal and Social Identity Dimensions Mentioned by the Respondents
Identity Dimensions
(Deaux's layer of identity)

Relationships (Personal)
Racial/ethnic identity (Social)
Purpose (Personal)
Competency (Personal)
Personality (Personal)
Religious identity (Social)

Number of times
mentioned by
females
46
60
45
20
25
21

Number of times
mentioned by
males

Total

43
27
32
45
39
14

89
87
77
65
64
35

Most of these dimensions are also found in many of the commonly used student
development inventories and assessment tools, as will be discussed later in this chapter.
Other dimensions that were mentioned include the following: autonomy, leadership,
sexual identity, social class identity, role identity (e.g. student, mother), and gender
identity. Interestingly, only males mentioned the dimension of sexual identity. It is
intriguing to note that relationships were mentioned almost equally among the genders.
Goals of Multidimensional Identity Development
In the monograph entitled Student Development in Tomorrow's Higher Education
(1972), Robert Brown began to discuss the goals of student development when he
described student development as the "holistic development" of individual students.
Furthermore, Parker (1999) describes the "goals" of student development as "statements
of final states rather than processes of development" (p. 495). The purpose of the first
interview with each respondent was to determine her/his thoughts about the goals of
multidimensional identity development. Two goals emerged from the interview data.
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First of all, respondents felt that the acquisition of certain perceptions of identity
dimensions, held both by oneself as well as by others, constituted an important goal of
multidimensional identity development. Secondly, manifestations of identity dimensions,
such as certain behaviors and beliefs, were discussed as being another important goal of
identity development.
Perceptions of identitv dimensions.
One goal of multidimensional identity development is the formation of certain
self-perceptions and perceptions by others about various dimensions of identity. This
suggests that an individual's view of him/herself will most likely change as a result of
identity development along many dimensions, and dimensions of identity will become
more or less salient depending on temporal and contextual factors. Self-perceptions,
including the salience of certain dimensions of identity, as well as others' perceptions,
including their expectations of an individual, are both likely to be goals, or end states, of
multidimensional identity development.
In terms of changing self-perceptions, many of the alumni respondents suggested
that various dimensions of identity change in salience throughout life. Particular
dimensions of identity may seem more or less important, to that individual, at various
times in her/his life depending on the goals and priorities of that individual at that time.
This is similar to a proposition expressed by Reynolds and Pope (1991) who believe that
individuals attribute salience to a particular dimension, or dimensions, of identity at
various times in their lives. The following quotations support this idea:
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Like right now, to me, being single, or not married isn't an important
part of my identity. I think that maybe five or ten years down the road,
it will be. Depending on what season in life you are at, there are different
goals that you are attuned to. (Beverly, White)
But, I do want to have a family and stuff. So that is there. I just don't
want to do it now. I didn't want to go from being somebody's daughter
to being somebody's wife to having a family and staying at home...
that type of stuff It'll all come. (Krista, Hispanic)
The family is in the back of my mind. Eventually, I'd like to. But, let
me get established first. Let me make sure that I can manage my own life
first (laughing), and then I'll start doing all of that other stuff That's
down the road. I'm figuring it'll probably happen by the time I'm thirty.
But right now, I've got residency to worry about. (Matthew, Chinese)
I'm going to start [practicing my religion more] pretty soon, but not now.
I want to have as much fun as I can (laughing). I have the rest of my life
to be a "good Muslim." (Nikesh, Pakistani)
Some dimensions of identity seem to become more important as individuals think
about their future and plan accordingly. These particular dimensions often were not
salient to the respondents until they began to think about their long-term plans. Daniel's
statement, below, exemplifies this:
Because of my attempts at being a &ther, I think spirituality is becoming
a little more salient for me. My wife is going through the same thing.
She's planning ahead like, "What are we going to do about the kids?
How are we going to raise them?' (Daniel, 54 Hispanic and White)
Interestingly, certain dimensions of identity seemingly remain constant to an
individual throughout life and are, thus, deemed as salient, or important, throughout life.
This means that the salience of these dimensions, as perceived by the individual, does not
change based on present or future goals. Several respondents expressed this about
various dimensions of identity:
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I'm never just a medical student. I'm always going to be a Jewish
medical student. Like Lieberman, he's never going to just be a vicepresidential candidate. If I did something, somehow it would come
out that I was Jewish. (Beverly, White)
Being Navajo is always with me. It's just who I am. It's just always
been there. (Gina, Native American)
I can't separate my Christian life. (Melissa, White)
I think of the ones you have to deal with the most often [as being the
most salient]. These are the ones that I have to deal with, or think
about, at least on a daily basis. Like race and gender... Even if I
never have to think about them again, being alive is what is maintain
ing them. (Maria, 14 Hispanic and Vz White)
To me, I've always had a good spiritual relationship. And so to me,
it's always been there. (Hector, Hispanic)
As can be seen by the quotes from the respondents, self-perceptions of identity are
important goals, or end states, of identity development. For instance, some dimensions of
identity change in salience during life. On the other hand, some dimensions of identity
are thought to remain constant, in terms of salience, during one's life span. Factors such
as life goals and priorities often determine whether or not a dimension of identity will
remain salient over a period of time as opposed to changing.
In addition to self-perceptions of identity, others' perceptions of an individual's
identity are thought to be important goals, or end states, of multidimensional identity
development. It was often the case that the respondents discussed the unique meaning of
having two or more dimensions of identity, taken together. Reynolds and Pope (1991)
suggest that individuals actively identify with one or more dimensions of identity while
passively identifying with others. In regards to the unique meaning of the interaction of
two dimensions of identity, this implies a certain active identification with both
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dimensions on the part of the individual. In particular, alumni respondents stated that
when two or more dimensions of identity are salient, or active, other individuals often
hold positive, negative, or conflicting expectations and perceptions of that individual.
Some of these new perceptions were positive in nature:
I have gotten scholarships because I'm a Hispanic female. A scholarship
that I got all through college was because I was a Hispanic female from
a mining town, majoring in a certain field. (Krista, Hispanic)
Actually, people who are gay, lesbian, or transgender are viewed as
safer spirits...more of the enlightened spirits...because they are not
limited in their loving aspects, in how they love. So, I'm sort of
viewed in that respect in my culture. (Sean, Chicano)
Latinos are macho. You know, I'm the man! (laughing) And, I don't
really know what it means in the Black culture...like the significance
of gender. (Marco, Black)
On the other hand, at times, the interplay of two or more salient dimensions of
identity often resulted in negative perceptions, held by others:
Because of the whole race factor and also because of the discrimination
against gender and things like that, I have to work twice as hard.
(Dawn, African-American)
Realizing that I would never make it far. They would not be able to work
with me far...as an Asian-American woman. (Kimberly, Japanese-American)
The interaction of two or more salient dimensions of identity often resulted in
conflicting expectations held by others, as shared by the following respondents. Based
on the interview responses, it was not always clear, however, whether these conflicting
expectations were positive or negative:
I heard all of these things like, "You're going to fail. You are going to
dropout. Native Americans can't do it. They just drop out." And I thought,
"I'm not going to feil. I'm a Flinn scholar. I'm supposedly one of these
special, scholarly-type people." (Gina, Native American)
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Looking at all of the statistics for higher education as to how many females
go on, how many people of one race, or multi-racial, go on to further their
education...I'm starting to feel that I'm doing something more unique
than I think it is. When I put them [dimensions of identity] all together,
it's compounded. Like it means even more. It's even more rare to be
female, multi-racial, and single and getting a master's degree.
(Maria, V2 Hispanic and Vz White)
You don't see many women in high positions with childrerL And, some
of them aren't even married. I know it will be an obstacle at some point.
(Krista, Hispanic)
I remember that MECHA went to the Hispanic fraternities and sororities
and asked for assistance from each of them in terms of the vigil and stuff.
But they didn't seem to think it [the incident on the soccer field] was
bad. And, it may have been their association with the Greek system
already. That may have made it more difficult. I think some of them even
had difficulty going out and wearing letters, which we were fine with.
(Hector, Chicano)
I have to identify with two different distinct groups. So, I have to identify
with the Black group when I'm with them or around them and at the same
time, identify with Latinos. And, I identify more with Latinos, because
that's what I am. But, because I look Black, I kind of...not have to...but
I guess the Black people embrace me more because I look like them.
(Marco, Black)
It is not uncommon for individuals of two or more minority identity statuses to
speak of such matters. When discussing identity development, it is imperative to discuss
multiple dimensions of identity in order to gain a more complete understanding of the
meaning and perceptions that individuals ascribe to their own identity as well as the
perceptions that others hold about that individual.
Manifestations of identitv dimensions.
Many respondents believe that the ways in which individuals act or the beliefs
that they hold are indicative of identifying in certain ways and are goals, or end states, of
identity development. This is congruent with an important assumption of stage-based
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student development theories. Theories such as Cross' Model of Psychological
Nigrescence (1995) and Cass' Model of Homosexual Identity Development (1979) imply
that certain actions or behaviors are expected when reaching certain stages of
development. To exemplify this from the data for this project, several respondents
suggested ways in which actions, such as getting more involved in certain groups or
speaking certain ways, are manifestations of identity:
I think it [religious identity] makes up a big part of who I am. I was
brought up to go to Catechism, to go to all of the Catholic classes...
We went to church every weekend. It's just been a huge part of me.
(Krista, Hispanic)
I'm an advocate of American Indian students at the U of A, because
I'm a student and because I'm Navajo...and because that's what
I think is important. (Gina, Native American)
There are a lot of people who think that since I'm African-American
I should talk a certain way. I use some slang but not like major slang.
I can talk to another African-American person...someone from the
Midwest or California or something...and they all say that I sound
White. There's no such thing as sounding a certain race. You don't
sound White. You don't sound Black. It's part of where you grew
up, who influences you, who you live around. (Dawn, African-American)
I have a shrine to one of my ancestors. I have the medicine wheel and
the dream catcher right above my bed. I have a rosary and also a
hand-made personal cross right above the bed next to it.
(Sean, Chicano)
[Do you consider yourself to be religious or non-religious?] I would say
in the middle. [Why?] Because I do some things that I'm not supposed
to do, and I'm supposed to do some things that I don't do.
(Nikesh, Pakistan^
How can you say you are Panamanian if you can't even speak Spanish?
So, that was something I never wanted to lose, and I cherished. That's a
big part of me. I feel like that's the only thing I have proving to other
people that this is what I am. A lot of people say I don't have an accent,
and I don't look like them and stuff like that. So, it's harder to prove
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to other people, and sometimes even to myself, that this is what I am.
(Marco, Black)
The actions and iseliefs associated with various dimensions of identity are
important to the respondents in that they signify active identification (Reynolds and Pope,
1991) with particular dimensions of identity. According to the respondents, individuals
are not truly identifying themselves correctly if their actions and beliefs are not in
alignment with their perceived identity.
In terms of the goals of multidimensional identity development, the data from the
respondents suggest that the end states of identity development can be characterized in
two ways. The first way is through perceptions, held by self as well as by others, of an
individual's identity. Secondly, manifestations, such as actions and beliefs, are another
category of goals of multidimensional identity development. In addition to the goals of
identity development, it is important to examine the processes underlying such
development; this description follows below.
Processes of Multidimensional Identitv Development
According to Parker (1999), it is imperative that the processes underlying student
development be given as much attention in scholarly research as the goals of student
development. Processes, in his perspective, are "propositional statements that tell us how
such goals [of development] are reached by students" (p. 495). On the basis of the
questions asked of the respondents during the interviews as well as the stories that they
shared, two propositions about the underlying processes of multidimensional identity
development emerged: contextual influences shape multidimensional identity
development and emotions act as catalysts in the process of identity development.
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Contextual influences shape multidimensional identity development.
Many respondents mentioned the impact of contextual influences upon the
shaping of multiple dimensions of identity. These contextual influences include various
significant events, experiences, and relationships. In total, there were 276 events,
experiences, and relationships mentioned by the respondents. This total number includes
both pre-college and college experiences. Of these, females mentioned 151 events,
experiences, and relationships, while males mentioned the other 125. The females
discussed 84 experiences, 21 events, and 46 relationships in total. The males, on the
other hand, discussed 49 experiences, 33 events, and 43 relationships. On average, then,
each female respondent mentioned 18.9 events, experiences, and relationships, while
each male respondent mentioned 17.9. These results are congruent with those of other
scholars, such as Polkosnik and Winston (1989), who have found that psychosocial
developmental processes are significantly influenced by life events and experiences.
Descriptions of these contextual influences (events, experiences, and relationships)
follow below.
EVENTS
Events are significant occurrences that happen at a particular point in time and
have a short duration. As mentioned above, females described 21 events (see Table 4.2).
Of these, 4 occurred before attending college, while the other 17 occurred during college.
On average, each female respondent mentioned 2.6 events.
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Table 4.2
Events Mentioned by Female Respondents
Category
Family
Friends
College departure
Miscellaneous
Total

Pre-College
2
0
0
2
4

College
4
6
3
4
17

Total
6
6
3
6
21

The events mentioned by the female respondents were coded into four categories:
family, friends, college departure, and miscellaneous. Included in the first category,
family, were events that were occurred at a particular point in time and that involved
family members. These events included those such as the following: gave birth to a son,
the death of a grandparent, and a brother's car accident. The second category included
events involving friends and or dating partners. Examples of these events are breaking
up with a boyfriend, getting engaged, and the attempted suicide of a friend. College
departure was the theme of the third category and included events related to the senior
year experience. Getting accepted into medical school and college graduation are two
examples of these types of events. The miscellaneous category included other events that
did not fall into any of the prior categories. Missing a final exam and experiencing a
bomb drill during grade school are examples of these miscellaneous events.
For the male respondents, 33 events were mentioned. Of these, 4 occurred before
college, and 29 occurred during college. On average, each male respondent mentioned
0.6 events, meaning that some male respondents did not mention any event. Table 4.3
below displays this and other informatioru
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Table 4.3
Events Mentioned by Male Respondents

Category
Death
College departure
Co-curricular
Religious
Relationships
Health
Miscellaneous
Total

Pre-College
1
0
0
0
0
0
3
4

College
3
8
7
3
3
2
3
29

Total
4
8
7
3
3
2
6
33

The events mentioned by male respondents were coded into seven categories:
death, college departure, co-curricular, religious, relationships, health, and miscellaneous.
The death category is self-explanatory in terms of the types of events included therein.
The college departure category is analogous to that of the female respondents. Events
such as being hired as a resident assistant and resigning as a fraternity president were
included in the co-curricular category. The religious category included events such as the
following: confirmation and baptism. Events revolving around relationships were coded
into the relationship category. The health category included events such as being
di^nosed with a particular disorder or disease. Finally, the miscellaneous category
included events that did not fit into any of the other categories.
These events can be collapsed, across genders, to form seven distinct categories.
Table 4.4 displays these categories and gives examples of events within each.
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Table 4.4
Categories and Examples of Events
Category of Event
Family
Friends
College Departure
Death
Co-Curricular
Religious
Health

Examples of Event
Gave birth to a child
Brother's car accident
Breaking up with a significant other
Friend attempted suicide
Getting accepted into medical school
Graduating from college
Death of a grandparent
Being hired as a resident assistant
Resigning as a fraternity president
Confirmation
Baptism
Being diagnosed with a disease

These categories of events are not unlike those mentioned by other researchers.
For instance. Hatcher (1989), while discussing pivotal events that bridge the gap from
adolescence to adulthood, mentions events such as a broken romance and a traumatic
family happening. Compas, Davis, and Forsythe (1985) describe the most commonly
reported types of events as the following: death/accident/illness, family, living situation,
personal health and appearance, recreation, romance, school, social/friendship, and work.
Similarly, the content areas of life events reported by Newcomb, Huba, and Bentler
(1981) are femily/parents, accident/illness, sexuality, autonomy, deviance, relocation, and
distress.
EXPERIENCES
Other contextual influences upon multidimensional identity development were
significant experiences that the respondents had both before and during college.
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Experiences are different than events in that experiences last over a period of time,
whereas events are one-time occurrences that occur at a particular point in time.
This confirms research by scholars such as Astin (1993) and Pascarella and Terenzini
(1991) who suggest that collegiate experiences, such as involvement in a campus
organization and living in a residence hail, influence student development. Many other
life experiences, not directly related to the collegiate experience, are also thought to
influence student identity development (Jones & McEwen, 2000). Some of these are the
following; family background and sociocultural conditions.
Several respondents spoke, in general terms, about the impact of these significant
life experiences upon their identity. For some, the important aspect of this category of
contextual influence involves the shaping role of these experiences:
And your circumstances, too. You know, someone who is wealthy
is going to have a dififerent identity than someone that's not, because
of the circumstances there. (Melissa, White)
So, I think that shapes who you are...your experiences.
(Kimberly, Japanese-American)
I don't look at it [race] as if it's that big of a deal. I'm just.. .White
(laughing). I guess it's a much bigger issue for somebody who is a
minority, because they're put down about it, or they are called upon
for who they are more often than I am. (Travis, White)
I think that at any given point in time, the salience of those comes down
to how confronted we are with them on a daily basis. I realized that
they [friends who were pagans] were confronted more by that, because
they were open about it. Whereas, very few people actually knew my
religious belief. And so, it was a much more salient factor in their identity.
And, I was like, "Wow, I don't have to think about it, because I'm not
confronted with it." (Daniel, Vz Hispanic and Vi White)
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For others, these life experiences simply facilitated increased thoughtfulness and
self-reflection about their own identity:
Because going into a new job, I really had to evaluate my identity, because
I had a whole new group of people I was around. I'm the youngest at
my school...the youngest teacher there. Just adjusting to that... I moved
out of my parents' house, the same house I've lived in since I was two.
So, that was a big adjustment. So, really, this summer, there were so many
new things going on, I really... It did affect... There were a lot of issues I
had to deal with. (Melissa, White)
I think about it [identity] a lot, because everyday something happens, and
I'm like, "Okay, here we go." Everyday something happens where this is
assumed, or, "I thought you were this" or "I didn't know you spoke Spanish"
or little things like that. So, everyday something happens where I think
about it. (Marco, Black)
As mentioned earlier, females described 84 experiences that had shaped their
identity. Of these, 30 occurred before attending college, while the other 54 occurred
during college. On average, each female respondent mentioned 10.5 experiences. Table
4.5 displays this information.

Table 4.5
Experiences Mentioned by Female Respondents
Category
Paid job/work
Travel
Geographic location
Educational
College entry
Relationships
Co-curricular
Media
Miscellaneous
Total

Pre-College

College

Total

0
5
7
6
0
7
0
2
3
30

7
7
0
7
4
9
13
1
6
54

7
12
7
13
4
16
13
3
9
84
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The paid joh/work category included experiences such as working on campus as
well as working off campus. The travel category included trips of any sort such as the
following: traveling to Europe for study abroad credit, traveling to work on a thesis, and
taking family vacations. Any experiences revolving around the impact of growing up in
or moving to a particular geographic region were coded into the geographic location
category. The education category included experiences such as being enrolled in a
particular class or attending a particular type of school. The college entry category
includes experiences concerning the beginning of the college career. The category into
which experiences revolving around other people were coded was that of relationships;
this included living with family and/or friends and experiencing the divorce of parents.
The co-curricular category included experiences such as living in the residence halls and
being involved in campus organizations. Experiences such as watching certain television
shows and reading certain types of literature were coded into the media category.
Finally, the miscellaneous category contained the rest of the experiences, those that did
not fit into any of the aforementioned categories.
For the male respondents, 49 experiences were mentioned. Of these, 12 occurred
before college, and 37 occurred during college. On average, each male respondent
mentioned 7 experiences. All of the categories are the same as those of the female
respondents with the exception of one: volimteer work. The males often spoke of
experiences involving volimteer work such as tutoring and participating in undergraduate
research. Table 4.6, below, displays this and other information.
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Table 4.6
Experiences Mentioned by Male Respondents
Category

Pre-CoUege

Co-curricular
Paid job/work
Educational
Geographic location
Volunteer work
Relationships
College entry
Miscellaneous
Total

College

Total

10
7
3
1
4
4
4
4
37

10
7
3
6
4
5
4
10
49

0
0
0
S
0
1
0
6
12

Table 4.7 displays the categories of experiences mentioned by both genders, as
well as examples of those experiences.

Table 4.7
Categories and Examples of Experiences

Categories of Experiences

Examples of Experiences

Paid job/work
Travel

Working off or on campus
Study abroad experience
Traveling to work on a thesis
Being enrolled in a particular class
College orientation programs
Living in the residence halls
Being involved in campus organizations
Watching certain television shows
Reading certain types of literature
Tutoring

Educational
College Entry
Co-Curricular
Media
Volunteer Work

There were several categories of experiences that were spoken about, outside of
the stories that were told, concerning their impact upon multidimensional identity
development. These categories include the following: culture, geographic location, and
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education. Eight respondents stated that culture shapes identity. They believe that the
impact of culture is quite powerful in this process. Below are some of their statements:
I've traveled a lot, and I've seen how your culture can really affect
who you are. Really, you grow up in that culture, and that's what
you become like. (Melissa, White)
Culture was a big impact, because it was always there. It was
very constant. I think if that was ever taken away from me, it
would be bad. It would be very negative. (Krista, Hispanic)
In America, there is not necessarily a strong affinity towards your
culture... well, unless you are in a cultural group. If you are a
Mexican-American, then there is a very strong affinity towards
your culture, and you want to really hold on to that. And, that
really shapes who you are. You know, it's kind of passed on.
Look at the Muslim culture.. .the women there. They are very
much held by their culture as to what and who they are.
(Melissa, White)
Additionally, geographic location was thought to be an important force shaping
identity. Eight respondents mentioned this contextual influence in their lives. A sample
of their responses is as follows:
I definitely would say that being American is part of my identity. I
am Jewish, but there's definitely a difference in being an Israeli Jew
and being an American Jew. (Beverly, White)
I identify as an Asian in general...especially in the Arizona location.
If I was in Hawaii where my family is, I would probably say
Japanese-American. I probably wouldn't say Hawaiian, because
most of the people who live in Hawaii are Asian.
(Kimberly, Japanese-American)
Being bom in the southwestern United States, I don't think that my
ethnicity is very salient to me. (Matthew, Chinese)
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Here, you are just Black. And, in Panama or Latin American countries,
you are not just Black. You are like me, because you speak Spanish.
You have the same culture, and you have the same things in common.
What Black is here is not what Black is in Panama and not what Black
is in Latin America in general. (Marco, Black)
I grew up in New York. And, it's a much bigger deal...like what your
cultural background is...than it is here. In New York, you are identified
by who you are. In New York, we talk to each other, "That's the Irish kid.
TTiat's the Jewish kid. That's the Black kid." (Travis, White)
Eight respondents deemed education an important force that shapes identity. Both
the quality and quantity of education are important in this regard. The following
respondent quotes exemplify this:
Your experiences in elementary school can really shape who you are.
How much education can really shape who you are. (Melissa, White)
I just kind of geared in that general direction [to go to college]...especially
in the public schools in New York. I remember in eighth grade them saying,
"Okay, think about college." I went to my freshman year of high school
there [in New York], and they said, "Okay, you need to take these classes,
because these are what you need to take the SAT and this is what you need
to get into college." They pushed and pushed. (Travis, White)
Many experiences were mentioned as being pivotal in terms of shaping the
respondents' identity. Significant life experiences play a powerful role as contextual
influences upon multidimensional identity development.
RELATIONSHIPS
Melissa, a White alumnus, stated, "I can be shaped by who I am around." This, in
essence, summarizes this section of the results. As respondents continued to share their
stories and to answer questions related to identity development, it became clear that
others play an important role in the identity-shaping process. Many respondents spoke of
how others explicitly played this role:
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For Native people, we know exactly who we are. It's not until we
get here and it's people telling us who we are that we have to try to
figure it out and tell them, "No, you are wrong." (Gina, Native American)
The feet that I'm single always comes up when I go to visit my family, and
they want to know who I'm dating. Then, I feel really single, because I'm
not dating anyone. (Maria, '/i White and Vi Hispanic)
Misperceptions are sometimes based on stereotypes. One time, I
went to the dentist and I was dressed up in a shirt and tie and slacks.
So, I go to sit down. And, this was a person of my own ethnicity,
so there was not prejudices or stereotypes. This person said, "Oh,
so which restaurant do you wait tables at?' And I was like (laughing),
"No, I actually work at the University of Arizona." (Hector, Chicano)
My friends love to embarrass me in public (laughing), because they
know that I'm real sensitive to that. So, they helped me when I kind
of pulled away from people. They'd make sure to do something.
Stupid stuff like that... So, they were really helpful in pushing me
that way. (Travis, White)
I used to ask my mother, "Why am I different?' And she would tell
me, "You are just like us. Everybody else is different. So, they
are probably going to look at you different." So then the whole color
thing came up, and I'm like, "So, how come I'm Black?' Because
some girl in elementary school said, "You are not White like me."
It just didn't make sense to me. (Marco, Black)
Some respondents described ways in which others helped shape their identity in
more of an implicit manner. Implicitly, identity was shaped as respondents spent time
with people who were sunilar in some way:
It's [female identity] a smaller group, so there's more of a connection.
So, if you say "being a woman is a really strong part of identity,"
it's because there's other wometL (Dawn, African American)
I knew that I wanted friends who were believers, who were Christians.
I wanted to be surrounded by them so that / could grow. That's what
I've always been around, and I knew how important that was.
(Melissa, White)
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On the Flinn scholar hierarchy, I was probably at the bottom, (laughing)
And when I went back to who I was, which was judging myself with
all the other American Indian students that I knew... And based on
that, I was doing fine. I was doing well. (Gina, Native American)
I know how easy it is, when you are involved with a certain group, to
be like them, because I was in a fiatemity. (laughing) So, even though
I wasn't totally like them, I knew that what they did and what they said
influenced me and how I acted. (Marco, Black)
Interestingly, spending time with people who were different in some way was
another method by which other individuals implicitly shaped the respondents' identity:
Raising our children in Tucson is hard, because we have to instill
in them who they are. Like for me, it wasn't something that my
parents had to constantly be telling me, because I grew up in it and I
just knew it. My children don't have that. They are growing up in a
fairly urban, Anglo population. And, we have to tell them everyday,
'This is who you are." (Gma, Native American)
I think that I responded that I was "middle" quickly because working
with people who are first-generation college students now, and for
the last four years, I know what my status was and how much more
I have. And who I fit in with...who my fnends are...mostly middle-class.
(Kimberly, Japanese-American)
Multi-racial comes up quite a bit, because when I'm surrounded by a
group of people who are all White, I feel very Hispanic. And, when
I'm surrounded by a group of Hispanic people, I feel very White.
(Maria, Vi White and 14 Hispanic)
If I go out with a different bunch of people, then I might think about
my identity. But, usually I don't. People make me think about my
identity. If you are with a bunch of different people, then they make
you think about your identity.. .when they start talking about
themselves and about you. (Nikesh, Pakistani)
I really thought that coming to the university probably threw my
ethnic identity in my fece, really quickly. I just felt that I was coming
from a high school where being Chicano was the predominant culture,
and all of a sudden I was put into a culture where it wasn't.
(Hector, Chicano)
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There could be a Jewish guy who has always lived around Jewish people.
And, it's never brought up, "Oh, so you are Jewish." So, if this person
were asked a question about his identity, he probably wouldn't mention
the fact that he is Jewish. If you were someone that's been persecuted or
had experiences where they feel different and they've had to deal with
that, that would be something they would feel more strongly about.
(Marco, Black)
As mentioned above, females described 46 relationships. Of these, 19 occurred
before attending college, while the other 27 occurred during college. On average, each
female respondent mentioned 5.75 significant relationships. Individuals involved in
identity-shaping relationships with the respondents included the following: husbands,
boyfriends, children, parents, other relatives, college faculty and staff, high school staff,
friends, roommates, college classmates, and others. Mentioned most often as identityshapers during college were boyfriends, friends, and college staff
Male respondents discussed 43 relationships: 12 pre-college and 31 college. On
average, then, each respondent mentioned 6.14 relationships that shaped their identity.
The individuals mentioned were as follows: parents, girlfnends, college faculty and staff,
supervisors, other relatives, college classmates, K-12 educators, and others. Mentioned
most often as identity-shapers during college were girlfiiends, friends, and college staff.
Identity is often shaped as a result of simply being in the same environment, or
surroundings, as certain individuals or groups of individuals. This, then, is an implicit
way in which relationships shape multidimensional identity. The follow quotes
exemplify the indirect impact of relationships as a contextual influence:
People wear so many different hats. And so, who I am here is so completely
different than who I am at home. And when I'm with my family, I'm Sarah
the little sister. It's so completely different than who I am here.
(Sarah, Filipino)
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The person I am around academic friends, the person I am around ail
of my social friends, the person that I am at work, with my husband,
with my family... Each person or each group that I'm with brings
out a different part of me. (Krista, Hispanic)
Identity becomes not just how you see yourself but the part you play.
Because you have to incorporate... Like, I'm a professional here at
the U of A, so I have certain obligations on how I behave with
people and things like that. (Daniel, V^ White and 14 Hispanic)
Probably once I started working for Minority Student Services,
it [first-generation student identity] probably became less salient.
(Hector, Chicano)
Of particular importance was the powerful influence of family background,
especially the role of the parents, upon the respondents' multidimensional identity
development. This was the only category of relationships that was mentioned explicitly
in regards to being an identity-shaper:
I've grown up in a Christian church since I was a baby. So, it's considered
part of who I am. (Dawn, African American)
Well, I think it [importance of religious identity] started with my parents,
because they raised me that way. I think I said that I've gone to church
since I was bom (laughing). (Melissa, White)
I think that when you are growing up...your parents... if they give you
independence to learn things on your own, then I think that's a huge
part of it [identity development]. If they hold you back, then I think
maybe you become more of a passive person. (Krista, Hispanic)
My parents were good about making sure to put us in new situations.
(Travis, White)
The identity-shaping events, experiences, and relationships mentioned either
explicitly or implicitly by respondents can be collapsed into domains based on whether
they are pre-coUege contextual influences or college contextual influences. Table 4.8,
below, displays these domains of contextual influences;
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Table 4.8
Domains of Contextual Influences
Pre-Coliege Domains

College Domains

Culture
Geographic Location
K-12 Education
Family Background

College Entry
Curriculum (classes, research)
Co-Curriculum (residence hall, clubs)
Travel
Life Issues (health, death, religion)
College Departure

Contextual influences such as significant events, experiences, and relationships
play a shaping role in the multidimensional identity development process. After having
identified factors such as these that are involved in the process of Identity development,
the question then becomes one of how this identity-shaping process occurs. The next
section describes the other postulate gleaned from the interviews about the processes of
identity development: the role of emotion in multidimensional identity development.
Emotions act as catalvsts in the process of identity development.
Upon analyzing each event, experience, and relationship discussed by the
respondents, a common theme emerged. When asked how each event, experience, and
relationship affected or shaped the respondents' identity, respondents usually replied by
sharing an emotion that was evoked due to those experiences. Each emotion either
nourished particular dimensions of identity or else silenced identity dimensions. By
using the term nourish, I mean that identity dimensions became more salient in a positive
way as perceived by that respondent. Just the opposite is true for those dimensions that
were silenced; when this occurred, those dimensions were made salient in a negative
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way, meaning that respondents developed a more negative view of those dimensions of
their own identity. This research is congruent with several models of racial identity
development (Cross, 1995; Helms, 1993) but contradicts that of Lazarus and Folkman
(1984) who state that individuals make cognitive appraisals, as opposed to emotional
responses, of the life events that they experience.
A total of 29 emotions were evoked by the respondents' events, experiences, and
relationships; of these, 20 resulted in the nourishing of identity dimensions, while 9
resulted in the silencing of dimensions of identity. Upon further investigation and
coding, the prevalent emotions were identified and placed into the appropriate category;
those that nourish identity and those that silence identity. Table 4.9, below, displays the
emotions that nourish identity, as shared by the respondents, as well as the frequency
with which they were evoked. Following that. Table 4.10 displays the emotions that
silence identity.

Table 4.9
Emotions that Nourish Identity

Females

Males

Females and Males

Pride (26)
Acceptance (19)
Capable (9)
Happy (8)
Challenged (3)

Pride (35)
Challenged (30)
Acceptance (17)
Capable (16)
Happy (5)

Pride (61)
Acceptance (36)
Challenged (33)
Capable (25)
Happy (13)
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Table 4.10
Emotions that Silence Identity
Females

Mates

Females and Males

Dififerent (21)
Insecure (16)
Ashamed (12)
Challenged (11)
Unhappy (6)

Unhappy (9)
Ashamed (8)
Dififerent (4)
Insecure (2)
Challenged (0)

Dififerent (25)
Ashamed (20)
Insecure (18)
Unhappy (15)
Challenged (11)

In total, there were 20 emotions that nourish identity and 9 emotions that silence
identity. It is interesting to note that for females, the feeling of beuig challenged is
negative in that it often leads to the silencing of dimensions of identity. For males, the
opposite is true; the feeling of being challenged is positive and often leads to the
nourishing of dimensions of identity.
When examining the transcripts for each respondent, it became clear that
dimensions of identity were often nourished and silenced over time as emotions were
evoked due to particular events, experiences, and/or relationships. For instance, Gina
often spoke of her racial identity. In doing so, she shared stores of how this dimension of
identity was shaped both before and during college. Before college, she was raised in a
Navajo clan (experience) which led to the feeling of being accepted. This emotion, then,
nourished her racial identity. Throughout her childhood, various people (relationships)
made comments about her race that resulted in her feeling insecure, thus silencing her
racial identity. American Indian Day (event) nourished her racial identity after she
experienced pride in dressing up in her traditional attire. Traveling in the Midwest
(experience) with her grandmother resulted in her feeling different. This silenced her
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racial identity. Upon entering college, Gina was named a Flirm scholar (experience).
Because she was the only Native American Fliim scholar on campus, she felt different,
insecure, and challenged. This served to silence her racial identity once again. A couple
of other experiences, her American Indian Studies class and her work with American
Indian alumni, resulted in Gina feeling accepted and capable. Therefore, her racial
identity was nourished as a result of those experiences.

Conceptualizations of Multidimensional Identity Development:
Student Development Inventories and Assessment Tools
Ten student development inventories and assessment tools were analyzed to
determine the conceptualizations of multidimensional identity found within them. The
same categories that were used to glean this information from the alumni respondents'
interviews were also used when analyzing the inventories and assessment tools. After
presenting information about the construct (definition and dimensions) of identity found
within the inventories, I will present the goals and then the processes (Parker, 1999) of
multidimensional identity development that were gleaned from those instruments.
The Construct of Identity
Interestingly, none of the student development inventories or assessment tools
gave any indication as to the definition of identity. Each inventory and assessment tool
listed instructions for completing it but did not define the concept itself. As will be
discussed later in this manuscript, the ways in which identity may be manifest were
inherent within the tools; this, then, may have been a way in which to describe identity as
opposed to defining the concept.
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While analyzing each instrument, both the identity dimensions represented within
them as well as the constructs representing those dimensions were noted. A total of
seven identity dimensions were represented both within and across instruments and
assessment tools. These dimensions included both personal layers of identity as well as
social layers (Deaux, 1993). The personal dimensions, the constructs that characterized
the various identity dimensions, and the name(s) of the respective inventories and
assessment tools from which they were gleaned are displayed in Table 4.11 below;

Table 4.11
Persooal Identity Dimensions & Constructs in Student Development Inventories
Inventory

Identity Dimension

Constructs within Dimertsion

Iowa Developing
Competency Inventory

Competency

Self-confidence
Competency in math
Competency in writing

Iowa Managing
Emotions Inventory

Emotional

Depression
Anger
Frustration
Happiness
Attraction

Iowa Developing
Autonomy Inventory
&
Student Developmental Task
and Lifestyle Inventory

Autonomy

Time management
Money management
Interdependence
Emotional independence
Academic Autonomy

Developing Purposes
Inventory

Purpose

Avocational-Recreational
Vocational
Style of life
Educational involvement
Career planning
Lifestyle planning
Life management
Cultural participation

&
Student Developmental Task
and Lifestyle Inventory
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Mines-Jensen Interpersonal
Relationship Inventory

Relationships

&
Student Developmental Task
and Lifestyle Inventory

Tolerance
Quality of relationships
Peer relationships
Emotional autonomy

A similar table was developed to display the same information about the social
dimensions of identity that were represented in the student development inventories and
assessment tools. This information is displayed in Table 4.12, below:

Table 4.12
Social Identity Dimensions & Constructs in Student Development Inventories
Inventory

Identity Dimension

Constructs within Dimension

Multigroup Ethnic
Identity Measiffe
&
Black Racial Identity
Attitude Scale
&
White Racial Identity
Attitude Scale

Racial/ethnic

Affirmation/belonging
Achievement
Behaviors
Pre-encounter
Encounter
Immersion-Emersion
Internalization
Contact
Disintegration
Reintegration
Pseudo-independence
Autonomy

Gay Identity Questionnaire

Sexual

Confusion
Comparison
Tolerance
Acceptance
Pride
Synthesis
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Interestingly, only two instruments contained references to more than one
dimension of identity: the Student Developmental Task and Lifestyle Inventory and the
Developing Purposes Inventory.
Another enlightening comparison is that between the identity dimensions
mentioned by the respondents and those represented within the student development
inventories and assessment tools. This is sununarized in Table 4.13:

Table 4.13
Comparison of Identity Dimensions
Deaux's (1993) Li^er

Respondents

Personal

Relationships
Purpose
Autonomy
Competency
Personality
Leadership

Social

Racizd/ethnic
Sexual
Religious
Gender
Social class
Role (i.e. student)

Student Development Inventories
Relationships
Purpose
Autonomy
Emotional
Competency

Racial/ethnic
Sexual

The goals and processes of multidimensional identity development, as gleaned
from the student development inventories and assessment tools, are discussed in the
following two sections of this chapter.
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Goals of Miiltidimensional Identitv Development
Suggested goals, or end states, of multidimensional identity development were
prevalent throughout the student development inventories and assessment tools. Like the
responses mentioned earlier, from the alunmi respondents, there were two goals of
identity development inherent in the assessment tools: resulting perceptions of identity
dimensions and manifestations of identity dimensions.
Perceptions of identitv dimensions.
Individuals hold certain self-perceptions based on their experienced dimensions of
identity. This theme is illustrated by the following items:
I have homosexual thoughts and feelings.
(Gay Identity Questionnaire, Item 15)
I feel excitement and joy in Black surroundings.
(Black Racial Identity Attitude Scale, Item 20)
I am not embarrassed to admit that I am White.
(White Racial Identity Attitude Scale, Item 45)
I have a lot of pride in my ethnic group and it's accomplishments.
(Multigroup Ethnic Identity Measure, Item 14)
I feel self-confident in mathematics.
(Iowa Developing Competency Inventory, Item 13)
I become unhappy when my friends don't like my ideas.
(Iowa Developing Autonomy Inventory, Item 59)
I worry about not dating enough.
(Mmes-Jensen Interpersonal Relationship Inventory, Item 40)
I feel confident that I know where I am going in my life.
(Developing Purposes Inventory, Item 9)
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I occasionally feel threatened by my partner's outside 6:iendships
(that is, with persons who are not in my circle of friends).
(Student Developmental Task and Lifestyle Inventory, Item 83)
Self-perceptions seem to play a more salient role in the development of social
dimensions of identity, such as racial/ethnic identity and sexual identity, rather than
personal dimensions. This can be exemplified by the constructs (see Table 4.14 below)
contained within the inventories and assessment tools.

Table 4.14
Comparison of Constructs in Inventories and Assessment Tools
Deaux's (1993) Layer
& Inventories

Constructs in Respective Inventories

Personal
IDCI
IMEI
IDAI
DPI
M-JIRI
SDTLI

Self-confidence, competency in math, competency in
writmg, depression, anger, frustration, happiness.
attraction, time management, money management.
interdependence, emotional independence, academic
autonomy, avocational-recreational purpose, vocational
purpose, style of life, educational involvement, career
planning, lifestyle planning, life management, cultural
participation, tolerance, quality of relationships, peer
relationships, emotional autonomy

Social
MEIM
RIAS-B
WRIAS
GIQ

Affirmation/belonging, achievement, behaviors, preencounter, encounter, immersion-emersion.
internalization, contact, disintegration, reintegration.
pseudo-independence, autonomy, confusion, comparison.
tolerance, acceptance, pride, synthesis

The constructs from which the items in the Multigroup Ethnic Identity Measure,
the Black Racial Identity Attitude Scale, the White Racial Identity Attitude Scale, and the
Gay Identity Questionnaire were developed are operationalizations of the self-perceptions
proposed to exist at various stages of identity development. For instance, in Cross'
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Model of Psychological Nigrescence, individuals in the first stage ("pre-encounter")
should perceive themselves as human beings, existing apart from race (Cross, 1995).
Similarly, in Cass' Model of Homosexual Identity Formation, upon which the Gay
Identity Questionnaire was developed, individuals perceive themselves as being different
during the identity "confusion" stage (Cass, 1979). Self-perceptions, then, are important
goals, or end states, of identity development, particularly in the social dimensions of
identity.
Unlike the themes concerning the goals of multidimensional identity development
that emerged from the alumni respondents' interviews and lifelines, the student
development inventories and assessment tools alluded to only self-perceptions of identity
dimensions as opposed to perceptions that others hold about an individual.
Manifestations of identity dimensions.
A common theme expressed within the student development inventories and
assessment tools was that there are certain behaviors, beliefs, and knowledge that should
become manifest as a result of identity development. This makes sense in that the
purpose of the tools is to determine at which stage of development on particular identity
dimensions an individual should be classified.
The following items from the inventories and assessment tools characterize the
theme that behaviors are end states, or goals, of the development of dimensions of
identity. These types of items were the most commonly used in these instruments:
I don't act like most homosexuals, so I doubt that Fm homosexual.
(Gay Identity Questionnaire, Item 17)
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I involve myself in social action and political groups even if there
are no other Blacks involved.
(Black Racial Identity Attitude Scale, Item 16)
I am active in organizations or social groups that include mostly
members of my own ethnic group.
(Multigroup Ethnic Identity Measure, Item 2)
I have investigated my anger by letting myself get angry and then
dealing with it.
(Iowa Managing Emotions Inventory, Item 46)
I plan to take courses in mathematics.
(Iowa Developing Competency Inventory, Item 6)
I find myself watching Blacks to see what they are like.
(White ^cial Identity Attitude Scale, Item 6)
I usually get into a relationship just for what I can get out of it.
(Iowa Developing Autonomy Inventory, Item 31)
I have gotten to know some instructors as people—not just as
faculty members.
(Mines-Jensen Interpersonal Relationship Inventory, Item 38)
I do not go to cultural events (art shows, concerts, speakers, etc.)
that seem of interest to me.
(Developing Purposes Inventory, Item 19)
I have formulated a clear plan for getting a job after college.
(Student Developmental Task and Lifestyle Inventory, Item 35)
Related to this, a second theme that was found throughout the inventories and
assessment tools is that identity dimensions are also made manifest through the beliefs
that one holds. This theme, concerning another goal of identity development, is
noticeable in the following items:
I believe that large numbers of Blacks are untrustworthy.
(Black Racial Identity Attitude Scale, Item 4)

I don't think mathematics should be required in college.
(Iowa Developing Competency Inventory, Item 44)
I sometimes feel it would be better if different ethnic groups
didn't try to mix together.
(Muhigroup Ethnic Identity Measure, Item 7)
There are some valuable things that White people can leam from Blacks
that they can't leam from other Whites,
(White Racial Identity Attitude Scale, Item 25)
Most heterosexuals are not credible sources of help for me.
(Gay Identity Questionnaire, Item 38)
Insights into my failures lessen my feelings of frustration.
(Iowa Managing Emotions Inventory, Item 50)
My mismanagement of time is causing me to get bad grades.
(Iowa Developing Autonomy Inventory, Item 15)
Most adults need to change their values and attitudes.
(Mines-Jensen Interpersonal Relationship Inventory, Item 13)
A final theme that was found throughout the inventories and assessment tools
that individuals possess a certain type or amount of knowledge on the basis of their
identity. The following items exemplify this goal of identity development:
I believe I know a lot about Black people's customs.
(White Racial Identity Attitude Scale, Item 39)
I understand the mathematical concepts behind formulas.
(Iowa Developing Competency Inventory, Item 30)
I have a clear sense of my ethnic background and what it means
for me. (Multigroup Ethnic Identity Measure, Item 3)
I haven't figured out what things would really make me happy.
(Iowa Managing Emotions Inventory, Item 23)
I realize that my behavior toward others will dictate how they will
treat me. (Iowa Developing Autonomy Inventory, Item 1)
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I am aware of the extent to which material things contribute to
my happiness (car, house, clothes, etc.).
(Developing Purposes Inventory, Item 18)
Within the past year there have been a number of occasions when
I was mistaken about the closeness of a relationship.
(Student Developmental Task and Lifestyle Inventory, Item 111)
Interestingly, it appears that these manifestations are more prevalent in regards to
personal dimensions of identity as opposed to social dimensions. This can be determined
by comparing the constructs found within personal identity dimensions with those found
within social identity dimensions (see Table 4.14 above). For instance, constructs found
in the Iowa instruments and in the Student Developmental Task and Lifestyle Inventory
such as tolerance, competency, and money management are indicative of manifestations
of identity development through behaviors, beliefs, and knowledge respectively.
Because the purpose of the student development and assessment tools is to assess
the level of development on identity dimension(s), it is understandable that the major
theme found therein concerns the manifestation of identity in various forms: actions,
knowledge, and beliefs. These manifestations are indicative of a particular goal, or end
state, of identity development.
EProcesses of Multidimensional Identitv Development
In terms of the processes inherent in identity development, very little information
was gleaned from the instruments. This may be due mostly to the feet that the purpose of
these instruments is to measure the degree to which identity development has occurred in
contrast to providing information about the underlying process of development. In fact,
the only information gained from the inventories, concerning the processes of
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multidimensional identity development, concerns the impact of contextual influences
upon identity development. The two main categories of contextual influences inherent in
the instruments were the following: experiences and relationships.
Experiences shape identity development.
Like in the respondents' interviews and lifelines, the student development
inventories and assessment tools contained items that alluded to the significance of life
experiences upon the process of multidimensional identity development. The impact of
life experiences upon identity development is exemplified in the following items:
I know through experience what being Black in America means.
(Black Racial Identity Attitude Scale, Item 2)
I seek new ways or experiences to be happy.
(Iowa Managing Emotions Inventory, Item 38)
I would like to participate in a speech shyness class in order to
overcome my own shyness.
(Iowa Developing Competency Inventory, Item 40)
Relationships shape identitv development.
The only relationships mentioned were those involving family members. The
following items exemplify the proposition that family background influences identity:
In my family, we never talked about racial issues.
(White Racial Identity Attitude Scale, Item 31)
I was raised to believe that people are people regardless of race.
(White Racial Identity Attitude Scale, Item 36)
Because my background training was insufficient, I'm easily able
to handle my school and other work assigmnents.
(Iowa Developing Autonomy Inventory, Item 57)
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Although the student development inventories and assessment tools expressed the
proposition that contextual influences shape identity, there were no other propositions
about the underlying processes of multidimensional identity development inherent in any
of the instruments. As mentioned earlier, this most likely is an artifact of the purpose of
the instruments: to measure the level to which individuals have achieved certain
dimensions of identity. This is in contrast to the purpose of tliis project: to attempt to
determine how those stages were reached by understanding the contextual influences and
underlying processes of identity development.
Summary
The results of this study were described in two sections in this chapter. Together,
these results provided a description of the respondents' conceptualization of
multidimensional identity as well as the conceptualizations of identity found within
student development inventories and assessment tools.
The first section described respondents' conceptualizations of multidimensional
identity development. The goals and processes of identity development were expressed
in the narratives of the respondents. It became clear that both perceptions and
manifestations (through behaviors and beliefs) are end states, or goals, of identity
development. Moreover, two propositions concerning the underlying process of identity
development were gleaned from the respondents' data: contextual influences shape
multidimensional identity development and emotions act as catalysts in the process of
identity development. Contextual influences upon identity included a variety of events,
experiences, and relationships that occtirred both before and during the respondents'
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undergraduate college careers. Many of these influences involved people such as family,
friends, and college staff. As respondents negotiated such events, experiences, and
relationships, certain types of emotions were evoked. These emotions fell into one of two
categories: those that nourish identity and those that silence identity. Nourishing
emotions included pride, acceptance, challenge, capability, and/or happiness; silencing
emotions included feeling different, ashamed, insecure, unhappy, and/or challenged.
The second section of this chapter discussed the results of the content analysis of
the student development inventories and assessment tools. Within the ten instruments
that were reviewed, seven identity dimensions were represented. Suggested goals and
processes of identity development were also gleaned from the items found therein. Like
the respondents' conceptualizations, the goals of identity development include certain
perceptions and manifestations and the process involves the shaping power of contextual
influences. These contextual influences and the resulting processes of identity
development were the focus of this exploratory study.
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CHAPTER FIVE
SUMMARY AND CONCLUSIONS
In the previous four chapters, I have discussed the rationale, the methodology, and
the findings of this descriptive and exploratory study about the contextual influences on
student multidimensional identity development. In this final chapter, I will return to the
research questions and conceptual framework outlined in Chapter One and to the
overview of the literature presented in Chapter Two in order to use them to frame the
study's significant findings.
From a selective review of the literature, three research questions evolved to
guide this descriptive and exploratory study. Together, these questions address issues
related to the processes by which contextual influences (events, experiences, and
relationships), both related to and unrelated to the college experience, impact the
multidimensional identity development of college undergraduates during their college
careers. The research questions that framed this study are as follows:
1. Do college graduates' conceptualizations of multidimensional identity development
differ from the conceptualizations found in commonly used student development
inventories and assessment tools?
2. What contextual influences impacted students' multidimensional identity
development during their undergraduate careers?
3. How do contextual influences nourish or silence multidimensional identity
development?
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This chapter is organized in such a way as to, first, review the findings that
answer each of the three research questions guiding this study. Upon doing so, other
relevant research will be discussed and compared and/or contrasted to the stated findings.
Next, the discussion section will assist in making meaning of this research in the broader
realm of student development theory and in regards to identity development in particular.
The chapter will conclude with a discussion of implications, for both practice and future
research, and with stated limitations of the study.

Findings
Conceptualiyations of Identity: A Summary
The first research question for this study concerned the conceptualizations of
multidimensional identity development held by the respondents in comparison to those
found within commonly used student development inventories and assessment tools.
When asked to define identity, almost all of the respondents stated that identity includes
the "perceptions that one has about him/herself' as well as the "perceptions that others
hold" about that individual.
This conceptualization is similar to that held by other scholars interested in
identity development. For instance, Freud (1922) spoke of identity as the integration of
an individual within the group and how he or she interacts with other groups. Erikson
(1959) conceptualized identity as the ability to experience one's self as something that
has continuity and sameness and to act accordingly. Furthermore, identity is thought to
be the "stable, consistent, and reliable sense of who one is and what one stands for in the
world" according to Josselson (1987, p. 10).
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Furthermore, when asked to list various dimensions of identity and/or when
discussing events, experiences, and relationships that had occurred in the past,
respondents most often discussed issues surrounding relationships, racial/ethnic identity,
purpose, competency, personality, and religious identity. Other dimensions mentioned
include the following: autonomy, leadership, gender identity, sexual identity, social class
identity, and role identity (i.e. role as a student). Both personal and social layers of
identity (Deaux, 1993) were mentioned by the respondents.
Personal layers of identity are "those traits and behaviors (e.g. kind or
responsible) that the person finds self-descriptive"; whereas, social layers of identity are
"roles (e.g. parent) or membership categories (e.g. Latino or Latina) that a person claims
as representative" (Deaux, 1993, p. 6). Dimensions of social identities include race,
gender, religion, class, sexual orientation, and culture (Jones & McEwen, 2000).
Respondents identified two main goals, or end states, of multidimensional identity
development. First, the acquisition of certain perceptions is often one goal of identity
development. In particular, self-perceptions and others' perceptions often change as
one's identity develops. In terms of self-perceptions, respondents spoke about how the
salience of particular identity dimensions may either change or stay constant as a result of
identity development. Perceptions by other people, includmg expectations that they hold
about the individual, may either be positive or negative depending on the development of
identity dimensions in that individual. This is particularly relevant when an individual
actively identifies with two or more identity dimensions. The second goal of
multidimensional identity development is that of manifesting certain behaviors and
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beliefs. For instance, an individual who develops a salient religious identity is more
likely to attend religious services and to possess religious paraphernalia.
Interestingly, none of the student development inventories or assessment tools
included a definition of identity anywhere on the instrument. Dimensions of identity that
were represented by the ten student development inventories and assessment tools
included the following, both personal and social layers: competency, emotional,
autonomy, purpose, relationships, racial/ethnic identity, and sexual identity. These are
very similar to those mentioned by the alumni respondents.
Two goals of multidimensional identity development were gleaned from the items
in the ten inventories and assessment tools. Similar to the beliefs of the respondents, the
acquisition of certain self-perceptions constitutes one goal of identity development. This
was especially true for social layers of identity, such as racial/ethnic identity and sexual
identity. Moreover, manifestations such as certain behaviors, beliefs, and iaiowledge are
thought to be present when the development of identity occurs. The underlying process
of multidimensional identity involves the shaping influence of life experiences and
relationships, especially those of the family. Interestingly, but not surprisingly, the items
in the inventories and assessment tools gave no indication as to how these influences
shape multidimensional identity.
When comparing and contrasting the conceptualization of identity presented by
the respondents with that presented in the commonly used student development
inventories and assessment tools, it is evident that the instruments are based on
incomplete conceptualizations. For instance, there are many dimensions of identity that
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are not being assessed in these instruments; these include social dimensions (i.e. religious
identity) as well as personal dimensions (i.e. leadership). Moreover, these instruments do
not represent the complexity of the "outcomes" of identity development. By only
assessing the manifestations of identity development, they are not addressing the
resulting perceptions of identity. Furthermore, the qualitatively different perceptions of
individuals who actively identify with two or more dimensions of identity.
simultaneously (i.e. female. Native American), is not being assessed, since most of these
instruments only target one dimension of identity.
Contextual Influences on Multidimensional Identity Development: A Summary
After discussing the definition and dimensions of identity, respondents were
asked to share about pivotal contextual influences (events, experiences, and relationships)
that shaped their identity during college. In sum, the respondents mentioned 276 total
events, experiences, and relationships that have shaped their identity to some degree. The
events mentioned by both males and females fell into seven distinct categories: family,
friends, college departure, death, co-curricular, religious, and health. In terms of the
identity-shaping experiences mentioned by the respondents, the following categories
emerged: paid job/work, travel, geographic location, educational, college entry, cocurricular, media, and volunteer work. Significant relationships mentioned by the
respondents included family, college feculty/staff, high school staff, friends, roommates,
and classmates. Peers, &mily, and college staff were mentioned most often as having
shaped identity to some degree. Overall, pre-college domains of contextual influences
that shape multidimensional identity development include cultxire, geographic location.
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K-I2 education, and family background. College domains of contextual influences that
shape the development of identity include college entry, curriculum, co-curriculum,
travel, life issues, and college departure.
These events and experiences are not unlike those mentioned in prior research
studies reported in the literature. For instance, Compas, Davis, and Forsythe (1985)
described the most commonly reported types of events as the following: death/illness,
family, living situation, personal health and appearance, recreation, romance, school,
social/friendship, and work. Unexpected experiences, described by Giddan and Whitner
(1992), were placed in the following categories: psychological, social, academic, career,
and environment. Finally, the seven content areas of life events reported by Newcomb,
Huba, and Bentler (1981) were femily/parents, accident/illness, autonomy, sexuality,
deviance, relocation, and distress.
Nourishing and Silencing Multidimensional Identitv Development: A Summarv
Upon analyzing every event, experience, and relationship shared by the
respondents, I became aware of the impact of emotion in the development of multiple
dimensions of identity. It appears that emotions act as catalysts in the process of
multidimensional identity development. Across identity dimensions, respondents shared
various emotions that they felt either during or after the events, experiences, and
relationships mentioned. These emotions either nourished identity, in that they resulted
in a more salient positive perception of a particular dimension, or they silenced identity,
in that they resulted m a more salient negative perception of an identity dimension.
Emotions that nourished identity included the following: pride, acceptance, challenge.
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capable, and happy. On the contrary, emotions that evoked silencing effects upon
identity development included feeling different, ashamed, insecure, unhappy, or
challenged.
Interestingly, there existed a couple of interesting gender differences inherent in
the effects of these emotions. First of all, females experienced many more silencing
emotions than did males, while males experienced more nourishing emotions. Moreover,
for females, dimensions of identity were usually silenced when they felt challenged. This
was in contrast to males, whose identity was usually nourished upon feeling challenged.
Gilligan (1977) posits that women conceptualize and experience the world "in a different
voice," a voice that is "more person-centered and empathic, more emotionally connected
and less abstract than the male voice" (p. 23). It may be that emotional reactions have
more impact, or are more salient, in the lives of women for this reason. Regardless of
gender differences, this research demonstrates that emotions act as catalysts in
multidimensional identity development in that they are evoked from various events,
experiences, and relationships and result in either the nourishing or the silencing of one
or more dimensions of identity.

Discussion
Interesting insights emerged based on the aforementioned findings of this study.
In this section, I will discuss these insights, using aspects of the conceptual framework to
shape my discussion. The study's conceptual framework drew on literature about student
identity development as well as literature about life events and experiences and included
the following areas of research: models of identity development, the impact of the
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environment upon student development, and the impact of significant life events and
experiences upon individuals.
Shifting Paradigms? Investigating and Conceptualizing Identitv Development
For many years, thinking and research about college students has been dominated
by psychological paradigms and positivistic assimiptions about the nature of evidence,
especially the view that quantitative data was necessary for knowledge (King, 1994;
Strange, 1994). The results of this study clearly demonstrated a continued need to re
evaluate the methods by which identity development, as well as other aspects of student
development, are investigated and conceptualized.
Constructivist framework.
According to Cuba and Lincoln (1994), constructivists view reality as relative.
Evans, Forney, and Guido-DiBrito (1998) similarly argue that reality is based on the
specific experiences and perceptions of individuals and groups and can change over time.
Moreover, social constructions are thought to be variable and personal. In using a
constructivist framework, researchers enter investigations without pre-conceived ideas
about what will be found. During the investigations, respondents present their
interpretations of the world around them in their own words. Constructivists believe that
dimensions of development are constructed by individuals making meaning of their
experiences. Investigators need to allow new possibilities to emerge from the context
while listening to respondents' construction of their experiences (Baxter Magolda, 1999).
There are multiple ways to gain understanding of students, institutions, and the
work of student affairs professionals themselves. Our definitions of what is important are
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constructed by our interaction with others. A variety of alternative pathways to
understanding student outcomes is leading to a richer account of how students are
influenced by the colleges they attend as well as by their experiences (Strange, 1996).
Qualitative techniques are useful in the contextualization, interpretation, and
understanding of respondents' perspectives (Glesne & Peshkin, 1995). Moreover, this
investigative framework proves beneficial when the variables under study are complex,
interwoven, and difficult to measure. It was through the use of qualitative techniques
grounded in a constructivist paradigm that new insights about multidimensional identity
development emerged.
For instance, as mentioned in Chapter Four, it became very clear upon analyzing
the contextual influences described by the respondents, that each evoked a particular
emotion. It was this emotional reaction, then, that resulted in the shaping of their identity
in that it led to the increased salience, either positively or negatively, of particular
dimensions of identity. Most of the models of student identity development that revolve
around the personal layers of identity (e.g. relationships, purpose) and several models that
focus on the social layers of identity (e.g. racial/ethnic, sexual) tend to focus mostly on
the cognitive component of the identity shaping process. For instance, both Erikson
(1968, 1980) and Chickering (1969, 1993) discuss the process of facing issues or
developmental tasks that, when resolved, lead to another, more complex stage of identity
development. Marcia (1980) and Josselson (1987) both suggest that students will face
crises during which certain commitments must be made. In regards to the social layers of
identity, both Phiimey (1992) and Cass (1979) stated that conflicts and inconsistencies in
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self-perceptions must be resolved in order to advance to higher levels of identity
complexity. The common theme and imderlying assumption in all of these models is the
role of cognition in identity development. Specifically, students are expected to
"resolve" certain issues and to "commit" to various perceptions and behaviors in order to
reach higher, more complex identities.
Many theorists who have developed models of student identity development that
are concerned with the social layers of identity have incorporated the role of emotion into
their conceptualization of the development process. In Cass' model of homosexual
identity formation (1979), for example, she discusses the role of emotion when describing
the "encounter" stage. In this stage of development, students experience disequilibrium
as a result of an event in their life. In essence, this event sparks an emotional reaction
(i.e. anger) that leads to a cognitive reaction (i.e. exploration). It is this cognitive reaction
that then leads to a new stage of identity. Helms' model of white racial identity
development incorporates a similar sequence of events (1993). In this model, the
"dynamic interplay" of cognition and emotion gives rise to a new stage of identity. Like
in Cass' model, emotional reactions to experiences lead to cognitive appraisals of those
experiences; this, then, influences the white racial identity development of the
experiencing individual.
Another beneficial outcome of utilizing qualitative methodologies to study
multidimensional identity development from within a constructivist paradigm was the
finding that students' self-perceptions of their identity are important goals of
multidimensional identity development. As discussed in Chapter Four, although the
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commonly used student development inventories and assessment tools focus on the
manifestations of identity, such as behaviors, beliefs, and knowledge, the respondents felt
that their own perceptions of their identity was the important aspect of identity
development. When asked to describe how each contextual influence (events,
experiences, and relationships) shaped their identity, respondents spoke of how their own
perceptions of their identity changed. Either they began to view a particular aspect of
their identity in a more positive light, or else the opposite occurred.
The models of sexual identity development are the only identity models that
substantially address this goal of identity development. In Cass' model (1979), six stages
of "perception" and "behavior" in regards to homosexual identity development exist,
each having both a cognitive component as well as an affective component. The
cognitive component is described as how individuals perceive themselves. The affective
component is described as how individuals feel about their own and others' perceptions
of their sexual identity. These components, then, can be conceptualized as goals of
sexual identity formation. D'Augelli's model of lesbian, gay, and bisexual identity
development (1994) also includes self-perceptions as a goal of identity. In D'Augelli's
terms, homosexual identity development results in personal subjectivities as well as in
actions. Personal subjectivities include the perceptions and feelings about one's own
sexual identity; whereas, actions include the actual sexual behaviors and the meanings
attached to them. The goal of personal subjectivities can be likened to the goal,
mentioned both explicitly and implicitly by the respondents in this study, of acquiring
certain self-perceptions of identity dimensions.
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In order to study the fectors and processes involved in multidimensional identity
development, investigators must be willing to relinquish their use of quantitative methods
to some degree and to increase their use of qualitative techniques. Only in doing this will
a fuller conceptuali2ation of multidimensional identity development emerge.
HoUstic conceptualization.
Many of the student development theories presented in Chapter Two of this
project are based on a psychosocial, developmental framework in that the underlying
assumption is that of a sequential nature of change and development. These models
propose stages of development thought to characterize different levels of complexity in
certain dimensions of interpersonal and intrapersonal growth. These stages can be
thought of as "levels of readiness and resiliency" in that individuals manifest certain
attitudes and/or behaviors that impact their readiness for continued development as well
as their resiliency in dealing with challenging issues and tasks associated with that
interpersonal or intrapersonal dimension.
Schlossberg and others (1995) have studied adult development using a transitional
framework. In this regard, Schlossberg focuses on the cultural components and life
events that result in growth and development. Fiske and Chiriboga (1990) concur with
Schlossberg that transitions, or life events, are more important than age in understanding
behavior. Transitions provide opportunities for growth and development and a transition
is defined as such only by the individual experiencing it (Schlossberg et al., 1995).
Contrary to psychosocial stage-like models of development, this conceptualization of
development focuses on the response to transitions. An underlying assumption is that
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dealing with a transition is a process that extends over time and that perceptions play a
crucial role in how the transition itself is viewed and how the individual goes about
coping.
Additionally, many cognitive-structviral models speak to the issue of identity in
terms of addressing the methods by which individuals make meaning of their experiences
(Evans, Forney, & Guido-DiBrito, 1998). These theories suggest that students interpret
their experiences differently, depending on their level of intellectual development. For
instance. Perry (1968) spoke of'ibrms" of intellectual development. "Forms" are the
structures that shape how people view their experiences. Additionally, Baxter Magolda
(1992) adopted Marilyn Frye's term "patterns" (1990) to describe a way to "make sense
of experience but stop short of characterizing it in static and generalizable ways" (p. 17).
Upon reviewing the findings of this study in light of the current research that
exists regarding identity development and the ways in which people make meaning of
their experiences, a more comprehensive picture of multidimensional identity emerges.
This "holistic conceptualization" is founded on the assumption that psychosocial,
transitional, and cognitive-structural components are all salient in the process of
multidimensional identity development. Many categories of contextual influences
(i.e. co-curricular, travel) were mentioned and described as respondents shared stories of
the development of multiple dimensions of their identity. It is possible that the
"developmental tasks" and "crises" mentioned by scholars such as Erikson (1968, 1980),
Chickering (1993, 1969), Marcia (1966, 1980), and Josselson (1987) are contextual
influences such as these, manifested through various events, experiences, and
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relationships in an individual's life. Additionally, the process of identity development
involves both affective (emotional) and cognitive components and results in at least two
outcomes; certain perceptions and manifestations.
Due to the results of this research, I posit that these three components of
development, psychosocial, transitional, and cognitive-structural, can be combined
("holistic conceptualization") to provide a more comprehensive picture of
multidimensional identity development during college. In this regard, the psychosocial
conceptualizations, in particular the stages of development suggested in these models,
can be thought of as the milestones of identity development. Each stage represents a
particular new milestone. The transitional and cognitive-structural conceptualizations
play a role in understanding the process of development. Individuals' affective and
cognitive responses to transitions, or life events, influence their movement between
milestones in that their own self-perceptions and others' perceptions of them as well as
behavioral and attitudinal manifestations change and develop. Taken together then, I
propose that this "holistic conceptualization" of multidimensional identity development
encompasses not only milestones of development but also insights into the processes by
which movement between the milestones occurs.
Gardener or God? Facilitating Multidimensional Identitv Development during College
The question of whether or not college feculty and staff can shape the
environment to fecilitate development continues to puzzle researchers and scholars in the
field of student affairs (Forney, 2001). In essence, how much influence over identity
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development do college feculty and stafiF really possess, and how might that influence
best be used to facilitate development?
Fertile soil.
In thinking about student affairs professionals in particular, it is helpful to use the
analogy of a garden to demonstrate the role that we may play in facilitating
multidimensional identity development. There is a certain degree of influence that we
possess over aspects of the environment; we can make the soil fertile and conducive to
growing students. The soil, in this regard, refers to the college or university environment
as a whole, the place of growth and development for students. We need to create campus
environments that are supportive and encouraging to students as well as full of possible
opportxmities for them to experience new situations and roles; we need to create fertile
soil within which our students may grow and develop.
Moos (1986) speaks of "constructed environments" as resting on the assumption
that perceptions of environments are reality; environmental perceptions influence
behavior. Constructed environments include several distinct concepts. Pace and Stem
(1958) speak of environmental press as being the characteristic demands or features of
the environment. The social climate of an institution includes three domains:
relationship, personal growth and development, and system maintenance and system
change (Moos, 1979). Moreover, Strange (1996) posits that campus culture is a
perceptual construct in that it reflects the assumptions, beliefs, and values environmental
inhabitants construct and use to interpret or understand the meaning of events and
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actions. In sum, the effects of campus environments are mediated through meanings
attached to them by participant members (Strange, 1996).
College faculty and staff have the responsibility of constructing "fertile soil" in
which students can grow and develop. The environments of college and university
campuses should be fertilized with at least three influential factors, listed by Evans and
others (1998), that are congruent with the findings of this study. First of all, students
should feel supported (Sanford, 1966) in all that they do. The environment can be
fertilized with various support groups for students in order for them to embrace this
affective state. Secondly, students need to feel like they matter (Schlossberg, 1989) as
opposed to feeling marginalized or feeling like they do not fit in. This may be
accomplished through personal attention provided within the college envirorunent.
Finally, Rendon (1994) believes that the envirorunent should be validating to students in
that students should have a high degree of self-esteem and confidence and a low degree
of self-doubt. Validation, in this regard, refers to an enabling, confirming, and supportive
process initiated by in- and out-of-class agents that foster academic and interpersonal
development (Rendon, 1994, p. 46). A venue through which validation may occur is
through words of encouragement to students. So, in essence, the college environment
needs to be "fertilized" with support, mattering, and validation for students in order to
assist in &cilitating their multidimensional identity development.
Another method by which we may prepare the soil is to provide opportunities for
student involvement. According to Astin (1984), being actively engaged in the
enviroimient is a key to student success. Program development is a primary vehicle
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through which we can "till" the soil to fecilitate the growth and development of students
by providing opportunities for their involvement on campus.
Barr and Keating (1985) describe a program as a "theoretically-based plan under
which action is taken toward a goal within the context of the institution of higher
education" (p. 3). Another definition of programs, posited by Barr and Cuyjet (1991),
suggests that programs include three dimensions: the delivery of specific activities or
services, a series of planned interventions developed for a target population or to meet a
specific goal, and a one-time activity with a planned target and purpose. The underlying
assiunption of program development is the ability of student affairs professionals to
understand and apply theories in program development in order to alter the environment
to fit the student.
The environment, then, must be continually "fertilized" with support, mattering,
and validation and "tilled" through the planning of programs in order to assist in
facilitating the multidimensional identity development of students during college, through
encouraging their involvement on campus. The question remains, then, of the
responsibility of the gardener, or college faculty and staff, while maintaining the garden.
Weathering the storms.
No matter how much effort college faculty and staff place into preparing,
fertilizing, and tilling the soil, storms will inevitably develop and cause change in the
garden. These storms are not under the influence of the gardener, nor is the way in which
the plants will respond to the storms. In relation to this study, the contextual influences
(events, experiences, and relationships) that impact multidimensional identity
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development can be conceptualized as "storms" that transcend the influence of college
faculty and staff and that arise both in and out of the "garden" of the college
environment. When these storms impact the garden, the gardener must work with each
plant in addressing the impact of the storm, since each plant, or small group of plants,
may have been affected differently.
Lewin (1936) proposed an interactionist perspective of student development that
states that behavior is a fianction of the interaction of the person with the environment. In
this view, not everyone will experience an environment in the same way. Additionally,
environments present the experiences that either retard or facilitate development
(Strange, 1996). This is congruent with Erikson's view of the psychosocial nature of
identity. Erikson "places the developing person in a social context, emphasizing the fact
that movement through life occurs in interaction with parents, family, social institutions,
and a particular culture, all of which are bounded by a particular historical period"
(quoted in Widick, Parker, & Knefelkamp, 1978, p. 1). Development involves an
interaction between what happens within a person and what takes place in his or her
environment (McEwen, 1996).
This relates to the finding, in this research, that certain conditions, or categories,
of contextual influences (events, experiences, and relationships) facilitate
multidimensional identity development in students but not always having the same
effects upon the students' identity; some contextual influences nourish identity, while
others silence identity. For example, although three respondents in this study spoke of
the death of one of their relatives, all stated that this life event impacted their identity
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differently. For Gina, the death of her grandparent resulted in the nourishing of
relationships, a personal layer of identity. On the contrary, the death of Krista's
grandfather resulted in the silencing of her student role identity (a social layer of identity)
as she began to view it as less important than family relationships. Marco's religious
identity was nourished upon the death of his aunt.
This is congruent with other literature in that other scholars have found that life
events influence individuals differently, based on not only their individual characteristics
but also based on how the individuals perceive those events. As mentioned in Chapter
Two, Tolan, Miller, and Thomas (1988) found that gender differences exist regarding
how events are perceived. Moreover, Frazier and Schauben (1994) found that some
events that may seem minor can actually be perceived as quite stressful by the individual
experiencing them. Hatcher (1989) speaks of a similar phenomenon when discussing the
personal rites of passage experienced by young adults. In this regard, she states that
"although a rite of passage may be classified as generally positive or negative, the
personal translation of a (presumably positive) rite such as going off to college may
indeed be experienced as a celebration, a punishment, or a learning experience" (p. 179).
The nourishing of identity, then, can be compared to experiencing a rite of passage as a
celebration, whereas the silencing of identity can be compared to experiencing a rite of
passage as a punishment. Hatcher goes on to explain that sometimes events may be
experienced as "false positives" (p. 189) in that a presumably positive experience actually
leads to a negative reaction. In this study of multidimensional identity development, such
a phenomenon was common. An example of this is Gina's experience of being a Flirm
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scholar; this identity label actually resulted in increased stress by placing a high academic
expectation upon her and led to the silencing of her academic competency (personal layer
of identity).
College faculty and staff must let go of the "greenhouse mindset" of student
development. Development, in all domains, does not occur in a sheltered higher
education environment that is untouched by contextual influences from outside of that
environment. Events, experiences, and relationships that are unrelated to the collegiate
environment do, in fact, facilitate the process of multidimensional identity development
among college students. Moreover, due to the individualistic nature of these contextual
influences, there are multiple paths of development even within the same domain
(i.e. identity development).
What, then, is our role in supporting, facilitating, and/or promoting identity
development after providing the "fertile soil" mentioned above? How can we "weed" the
garden by removing that which silences multiple dimensions of identity and "water" the
garden by increasing that which nourishes identity? Although we cannot determine the
occurrences of significant life events, experiences, and relationships in the lives of
students, nor can we determine students' emotional reactions to those events, we must
attempt to intervene in the cognitive appraisal that follows those trigger events.
Lazarus and FoQanan (1984) emphasized the importance of the cognitive
appraisal of significant life events in both assessing the impact of the events as well as
facilitating coping strategies. Truly, life events, experiences, and relationships provide
opportunities for growth and development, but a positive outcome for the individual
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cannot be assumed. According to Schlossberg and others (1995), this explains why
different people react to the same type of life event and why the same person reacts
differently at different times.
Our role in facilitating multidimensional identity development is to assist the
students in their cognitive appraisal of life events, experiences, and relationships so as to
squelch the silencing emotions that may result from such contextual influences and to
"fan the flames" of the resulting nourishing emotions. According to Kegan (1994), one
cannot separate the cognitive and affective realms of identity development. For that
reason, we must be sensitive to both emotions and thoughts that students have upon
experiencing contextual influences in their lives.
A counseling model, proposed for both programmatic and counseling purposes,
was developed by Cormier and Hackney in 1993 and later revised by Schlossberg and
others (1995) to guide effective actions to support individuals in transition. This model,
described in more detail later in this chapter, focuses on the constancy of change in the
lives of college students and emphasizes consideration of the individual's perspective and
the specifics of his/her own situation. This is one method by which college faculty and
staff may intervene to potentially turn silencing emotions, caused by contextual
influences, into positive identity outcomes.
The purpose of the "Gardener or God" analogy is to shed light on the amount of
influence that student affairs professionals have over the identity development of
students. It is clear that, as gardeners, student affairs practitioners can assist in
developing ideal environments for student growth. However, unlike gods, there is a limit
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to the degree that college stafif can influence the development of students. A limitation of
the use of this metaphor concerns the lack of insight that it presents regarding how to
understand the maladaptive behaviors displayed by students- In essence, although an
environment conducive to development may be produced, students, unlike plants in a
garden, have the ability to choose their actions and are not passive participants in the
process of development.

Implications for Practice
Several significant implications for practice emerged in light of the results of this
exploratory and descriptive study. First and, perhaps, most important is the need for
faculty and administrators in higher education to take the time and to make the effort to
know the whole student. Professionals in higher education need to be involved in not
only the academic life of the student but also in the personal life. The significant life
events, experiences, and relationships faced by students in their childhood as well as
during their collegiate careers need to be inquired about and discussed with the student.
To build an environment conducive to multidimensional identity development, higher
education professionals must spend quality time with students in order to provide support
for them (Sanford, 1966), to make them feel like they matter (Schlossberg et al., 1995),
and to validate them (Rendon, 1994). We must provide students with support groups,
personal attention, and words of encouragement throughout their college journey.
Secondly, higher education professionals should draw on insights from counseling
models to assist students in coping, through cognitive reflection and appraisal with these
contextual influences. Schlossberg and others (1995) revised a counseling model by
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Cormier and Hackney (1993) to assist professionals in this responsibility. There are five
actions included in this model that will help to support individuals impacted by life
events, experiences, and relationships. First of all, we must build relationships through
using active listening skills and showing genuine concern. Next, we need to assess the
students' environment, then: internal resources, their external resources, and their coping
skills in order to assist them in the coping process. The third aspect of this model is
setting goals with the students. These goals need to be related to the above mentioned
coping resources and skills. Next, we need to intervene through the use of "reframing" in
order to change the individual's interpretations of the meaning of the situation. In the
midst of this intervention, we may need to refer students to support groups or generate
problem-solving strategies. Finally, we need to continually follow-up with students to
review what has happened and to plan the next steps. By understanding the process of
multidimensional identity development, student affairs practitioners gain insight into the
complexities of working with a range of student behaviors. These student behaviors,
both adaptive and maladaptive, are those that may be addressed through interventions
such as the one described in this section.
Third, faculty and administrators should increase the emphasis placed on inspiring
growth and development in the personal layers of identity, such as relationships, purpose,
and competency, along with the social layers, such as racial/ethnic identity, religious
identity, and gender identity. These dimensions of identity need to be intentionally
addressed in the midst of classes, co-curricular activities, and one-on-one interactions. In
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order to facilitate multidimensional identity development, we must know the whole
student and not just separate dimensions of his/her identity.

Limitations of the Study
Looking back on the current study, there are a number of limitations that merit
mention. First, the study focused on alumni from one institution only. It is possible that
students attending various types of institutions—public and private, four-year and twoyear—could have experienced different life events, experiences, and relationships during
their collegiate careers. Therefore, the results of this study can be generalized only to
other four-year public institutions of higher education.
The second limitation is that only college alumni still residing in the geographic
location of that institution were respondents in the study. It is possible that other
potentially important identity-shaping variables may not have been identified due to the
fact that the sample of respondents was homogeneous in this respect. For instance, these
individuals may still be in the area of their alma mater due to having family members
living in that location. It is likely that the influence of their family upon their identity
development may have played a larger role for them than for other students who did not
live near their femilies during their collegiate careers.
Other limitations of the study include its reliance, in the interviews, on
retrospective accounts of the respondents' experiences as undergraduates and on its
reliance on a single researcher as the primary instrument for data gathering and analysis.
Nevertheless, a nimiber of significant implications for practice and future research
emerged from the findings of this study.
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Implications for Future Research
This exploratory study was designed to provide insight into the underlying
process of multidimensional identity development as well as the impact of contextual
influences (events, experiences, and relationships) in that process. The findings of this
study have led to several implications for future research.
The first implication is that new student development inventories and assessment
tools need to be developed that measure students' self-perceptions of their identity as
opposed to just measuring the behavioral manifestations of their identity. In doing so,
instruments should target multiple dimensions of identity, since it became clear, in this
study, that self-perceptions of multiple dimensions taken together are different than when
those dimensions are viewed separately.
Secondly, more research needs to be undertaken, especially utilizing qualitative
techniques and approaches, that investigates the underlying process of multidimensional
identity development. Specifically, the formation and empirical testing of models of
multidimensional identity development needs to take priority in this type of research.
While continuing investigations in this arena of student development research, there must
be disaggregation of respondents based on variables that could influence the events,
experiences, and relationships experienced by these respondents. These variables may
include, but are not limited to, the following: social class identity, geographic location of
the institution, and type of institution (public vs. private, four-year vs. two-year).
The third implication for future research that has emerged from the findings of
this study is that there needs to be longitudinal research undertaken in which students are
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interviewed each year to detennine if their self-perceptions of their identity changes with
time. In doing so, students need to be asked to discuss the significant contextual
influences (events, experiences, and relationships) faced as well as their emotional and
cognitive reactions to those experiences. This, then, could help determine the process
whereby prior contextual influences impact the outcome of future contextual influences
upon multidimensional identity development.
Many questions remain, however, as to how to put these pieces of the identity
development puzzle together. For instance, how do contextual influences of the past
influence affective and cognitive responses to present contextual influences? How do the
affective and cognitive components of the identity process collectively influence the
resulting perceptions and manifestations of multiple dimensions of identity? Do the
resulting perceptions influence the manifestations and/or vice versa? How, if at all. do
perceptions and manifestations of identity feed back into future contextual influences?
For instance, do certain manifestations result in certain type of events, experiences, and
relationships for individuals? These are just a few of the many questions left unanswered
even in light of the fact that pieces of the identity development puzzle (contextual
influences, affective and cognitive components, and resulting perceptions and
manifestations) have been made clearer through this study.

Summary
Over the past several decades, a great deal of research has looked at the identity
development of college students. The majority of this research has resulted in models of
development in which stages, often linked by a cognitive process on the part of the
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Student, are assumed to exist. Moreover, much of this research has focused on the impact
of collegiate-related experiences to the exclusion of life events, experiences, and
relationships that occur during college and that may have no relationship to the college
environment. I undertook this study in an effort to determine the types of contextual
influences, both related to the college experience and unrelated to the college experience,
that impact the multiple dimensions of students' identity. In doing so, I attempted to shed
light on the underlying process of identity development. It is my hope that the findings
of this study will open the door for future scholarship on student multidimensional
identity development and will serve as a foundation for studies focusing on the
underlying process of development and the myriad of contextual factors influencing this
development, in particular.
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APPENDIX A
SUBJECT'S CONSENT FORM
Weaving the Web of Identity: Contextual Influences on
Multidimensional Identity Development during College
I AM BEING ASKED TO READ THE FOLLOWING MATERIAL TO ENSURE
THAT I AM INFORMED OF THE NATURE OF THIS RESEARCH STUDY AND OF
HOW I WILL PARTICIPATE IN IT, IF I CONSENT TO DO SO. SIGNING THIS
FORM WILL INDICATE THAT I HAVE GIVEN MY CONSENT. FEDERAL
REGULATIONS REQUIRE WRITTEN INFORMED CONSENT PRIOR TO
PARTICIPATION IN THIS RESEARCH STUDY SO THAT I CAN KNOW THE
NATURE AND RISKS OF MY PARTICIPATION AND CAN DECIDE TO
PARTICIPATE OR NOT PARTICIPATE IN A FREE AND INFORMED MANNER.
Purpose: I am being invited to participate voluntarily in the above-titled researcii project.
The purpose of this project is to examine the contextual influences that impacted the
multidimensional identity development of students during college.
Selection Criteria: I am being invited to participate in the above-titled research project
because I am an alumnus of the University of Arizona. Approximately fifteen individuals
have been invited to participate in this study.
Procedure:
If I agree to participate, I will be asked to consent to the following:
completing a lifeline and participating in two interviews. The lifeline will take
approximately 15-30 minutes to complete, and the interviews will each last for 45
minutes to one hour. The interviews will be audio-recorded and transcribed verbatim
Through both of these venues, I will be asked questions about the events that I
experienced during college.
Participation and Subject Compensation: There is no cost to participate in this study.
The lifeline will take approximately 15-30 minutes to complete, and the interviews will
each last for approximately 45 minutes to one hour. I will not be compensated for my
participation.
Benefits: There is no benefit personally. Information derived from the lifelines and the
interview transcripts will provide insight into the contextual influences upon student
identity development.
My name will not be associated with my responses. The lifelines and
the interview transcripts will be kept for six years after completion of the study before
being destroyed. The principal investigator will be the only individual who has access to
this data.

Cnnfidentialitvr
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Contacts: I can obtain further information about the study by contacting the principal
investigator, Christy D. Moran, at (520) 621-4139 [or via e-mail at
moran@life.arizona.edul.
Authorization:
BEFORE GIVING MY CONSENT AND SIGNING TfflS FORM, THE METHODS,
INCONVENIENCES, RISKS, AND BENERTS HAVE BEEN EXPLAINED TO ME,
AND MY QUESTIONS HAVE BEEN ANSWERED. I MAY ASK QUESTIONS AT
ANY TIME AND I AM FREE TO WITHDRAW FROM THE PROJECT AT ANY
TIME WITHOUT CAUSING BAD FEELINGS. THIS CONSENT FORM WILL BE
FILED IN AN AREA DESIGNATED BY THE HUMAN SUBJECTS COMMITTEE
WITH ACCESS RESTRICTED TO PRINCIPAL INVESTIGATOR CHRISTY D.
MORAN OR AUTHORIZED REPRESENTATIVE OF THE HIGHER EDUCATION
DEPARTMENT. I DO NOT GIVE UP ANY OF MY LEGAL RIGHTS BY SIGNING
THIS FORM.

Subject's Signature

Date

Investigator's Affidavit:
I have carefully explained to the subject the nature of the above project. I hereby certify
that to the best of my knowledge the person who is signing this consent form clearly
understands the nature, demands, benefits, and risks involved in his/her participation and
his/her signature is legally valid. A medical problem or language or eduational barrier
has not precluded this understanding.

Signature of Investigator

Date
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APPENDIX B
LIFELINE
Developing an identity involves learning who you are and who you want to become.
Please use the graph attached to this instruction sheet to plot the salient
events/experiences that you encountered during your undergraduate college years that
you believe helped to shape your identity. These events/experiences can be related to
college or can be unrelated to college. Use the scale to designate the degree of impact
that each event/experience had on your identity development. Also, please label each
event/experience and designate the year in which it occurred by using the following key:
F = freshman, S = sophomore, J = junior, SI = first year as a senior, and S2 = second year
as a senior. A sample lifeline is included below. Please call me at 621-4139 if you have
further questions. Thanks for your time!
-Christy Moran

+4

Accepted intoi law school
(SI)

Met boyfriend
(F)
+3

+2

Women's Studies class (J)
+l

0

-1

Broke up with bojffriend (SI)

-2

-3

-4

Grandma died (S)
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APPENDIX C
GUIDE FOR THE HRST INTERVIEW
Explain purpose of the dissertation study
Conceptuali2ation of multidimensional identity:
A)
B)
C)
D)

Define "identity" (the concept in general)
Meaning of "multidimensional" identity (social, personal)
How is identity formed
Current identity
1) Age
2) Race/ethnicity
3) Religion
4) Parents' education
5) Parents' career/jobs
6) SES information
7) Undergraduate major/minor
8) Undergraduate G.P.A.
9) Age while in college
10) Current job/work/vocation
11) Future goals
E) Salient dimensions of identity
F) Others' perception of your identity
0) Describe your identity as an entering college freshman
H) Childhood events, experiences, and/or relationships that shaped identity
1) How often do you think about your identity
J) Is there some "goal" identity that you have in mind
K) Are you intentionally working towards a particular identity
Explain lifeline exercise and purpose of second interview
Determine time/location for second interview
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