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ABSTRACT

Title of Dissertation: The Relationships Among
Temperament, Attachment and

Initial Adjustment to College

Carol McAndrew-Miller, Doctor of Philosophy, 1989

Hedwig Teglasi, Ph.D.
Associate Professor
Counseling and Personnel
Services

Dissertation directed by:

Attachment theory suggests that the nature of the
infant's first relationship with its primary caretaker is
the foundation of normal development and influences
adjustment in various domains throughout the life-span.
Temperament research also indicates a relationship between

temperament attributes and adaptation to change. The

research in attachment and temperament has primarily

focused on young children and adolescents. This research

project sought to investigate the relationship of the

constructs of attachment and temperament with initial

adjustment to college. A total sample of 261 first

semester college freshmen from two college/universities
completed a series of questionnaires. The questionnaires

included indices of students' perception of past

attachment relationships (Parental Bonding Instrument;

Parker, Tupling, & Brown, 1979), temperament profile
’



(Revised Dimensions of Temperament Survey; (Windle &
Lerner, 1986) and adjustment to college (Student
Adaptation to College Questionnaire; Baker & Siryk, 1986);

Perceived Social Support Scale- Friends; Procidano &

Heller, 1983). Through multiple regression analyses,

results indicated that temperament (positive mood, low
distractibility, and rhythmicity/ positive mood

flexibility, rhythmicity-eating and persistence)

correlated with attachment (care/low overprotection).

Temperament was found to correlate with the five areas of

adjustment (academic: distractibility, flexibility,

activity level-general, rhythmicity-daily habits,

persistence; social: approach, mood, flexibility,

persistence:; personal/emotional: flexibility:

rhythmicity-eating, activity level-sleep, distractibility;

goal attainment: mood flexibility, persistence, approach;

perceived social support: mood, approach, rhythmicity-

eating). Post hoc analyses indicated school and gender
differences within specific domains of attachment and
adjustment. High school grade point average was best
predicted by the temperament dimensions of flexibility,

mood, and persistence whereas first semester college grade

point average was pest predicted by the low
distractibility, rhythmicity—sleep and activity level-

sleep. For the relationship of attachment to college
adjustment, care was the most significant predictor for
the five aspects of adjustment. The results of this



research are supportive of the earlier work with children

and adolescents and validates that attachment and

temperament are influential variables in adjustment during

the life-span.
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CHAPTER I

Introduction

The nature of human relationships has been a source

of intense investigative research that spans several

decades. Theories well documented in developmental

psychology suggest that the foundation for interpersonal

relationships begins in early childhood (Erikson, 1950,

1959; Freud, 1949). Attachment theory has served as the

springboard for empirical investigations in an attempt to

examine the infant's first relationship with its primary

caretaker (Bowlby, 1969). Attachment research maintains

that the nature of the infant's first relationship is the

foundation of normal development and influences other

aspects of child development. Social competency (Matas,

Arend, & Sroufe, 1978; waters, Wippman, & Sroufe, 1979),

persistence (Frodi, Bridges, & Grolnick, 1985) social

motives (Sroufe, 1983), problem-solving (Joffe & Vaughn,

1982; Matas, et al., 1978), time spent in exploratory play

(Arend, Grover, & sroufe, 1979; Henderson, 1978),

attractiveness to peers (Jacobson & Willie, 1986) and peer

leadership (LaFreniere, 1983) are but a few of the

developmental domains empirically researched as correlates

of attachment.

The construct of attachment varies in its

conceptualization. Models defining the initial

relationship include an ethological paradigm (Bowlby,



1969), a psychoanalytic model (Blatt, 1974; Freud, 1949;

Kernberg, 1972) and social learning theory (Gerwirtz,

1976) . Regardless of the conceptualization espoused, the

underlying assumption of all the models is that the

initial relationship of the infant with its primary
caretaker sets the stage for future social interactions

from infancy to adulthood. Investigations have revealed a

relationship between insecure attachment and

psychopathology (Bowlby, 1977; Kesterbaum, 1984). The
literature abounds with research investigating the

relationship between depression and parental loss (O'Neil,

Lancee & Freeman, 1986; Perris, Holmgren, Von Knorring, &

Perris, 1986); separation in early childhood (Roy, 1981,

1986) and the role of parent—child relations in the

etiology of depression (Blatt, D'Affitti, & Quinlan, 1976;

Blatt, Wein, Chevron, & Quinlan, 1979; Burbach & Borduin,

1986; Parker, 1979, 1981, 1983; Perris, Arrindell, Perris,

Eisemann, Van Der Ende & Von Knorring, 1986; Radke-Yarrow,

Cummings, Kucznski, & Chapman, 1985). With adequate

attachment behavior, Bowlby (1977) postulates that there

exists a significant correlation between the infant's

experiences with parents and the individual's later

capacity to develop affectional bonds. He adds that the

individual has developad & "reprasentational model"

(p.206) that elicits self-confidence in times of stress

and the ability to accept help from others in time of

need. Bowlby explains that whatever the representation



model of attachment figures and of self that are

established during the developmental stages of childhood
and adolescence, these representations are likely to
remain relatively unchanged throughout adulthood. In
terms of inadequate attachment, Bowlby emphasizes a causal
relationship between pathological development of

attachment behavior and the inability to maintain

affectional bonds with others.

More recently, developmental psychologists and

researchers have focused on temperament or behavioral

style as a variable influencing the quality of human

relationships. Temperament has been defined as the

characteristic style of an individual in regard to how an

individual approaches and responds to people, situations

and tasks (Thomas & Chess, 1977). Chess (1986) emphasizes

that temperament differs from ability, which underscores

the what and how well of behavior. Further, temperament

differs from motivation which, explains the why of

behavior. Nine dimensions of temperament cor behavioral

style outlined by Thomas & Chess (1977) include

rhythmicity, activity level, adaptability,

approach/withdrawal, mood, threshold of responsiveness,

intensity of reaction, distractibility, and

attention-span. Temperament helps to understand how

individuals approach and respond to new social situations,

tasks, and physical environments in regard to ease of

adaptation, the intensity and character of their mood



expression and persistence (Chess, 1986). Further,

Thomas, Chess and Birch (1963) reject the "dichotomy of

child versus environment" (p.184) hypothesis and focus on
an interactionist framework that recognizes that

psychosocial adaptation is the product of "goodness of

£it" petween intraindividual characteristics and the

demands present in the environment. Simplistically

speaking, if the physical and social demands and the

expectations of the environment are in line with the

individual's capabilities, abilities, motivations and

temperament, good adjustment and development will result

(Chess, 1986; Lerner, 1984). Likewise, if there is not a

good fit between intraindividual characteristics and

environmental demands and expectations, poor psychological

functioning and development will occur.

Research by Dunn and Kendricks (1980, 1982) supports

the supposition that temperamental differences in early

childhood are related to the development of

psychopathology and to differences in children's

vulnerability to stress as well as the quality of an

infant's relationship with mother. Analyses of the data

indicated that differences in temperament were associated

with differences in interaction between mother and child

over time. Temperament cannot be considered a

"characteristic of the child independent of his or her

particular family relationships" (p.495) but rather

closely tied to his or her relationship with the mother.



Systematic investigations along this line also indicate

that children with specific temperaments are more
vulnerable to the effects of change in the family
environment, such as the birth of a sibling.

Using the "goodness of fit" paradigm, Dunn and

Kendricks' (1980, 1982) work provides a different

perspective in which to view the etiology of attachment or

the quality of relationship between the infant and

mother. Dunn and Kendricks' (1980) data indicated that

mothers who rated their children as negative or '"not

fitting in the family system" were helped less, received

less attention and interacted less with their own mothers.

The presence or absence of these maternal/infant

interactions can be considered to have a key role in

determining the gquality of the mother/infant relationships

and how the developing infant will react to the demands

and expectations set forth in the family environment and

how the developing infant will establish patterns of

social interaction. In essence, temperament plays a key

role in determining maternal responses toward the

signaling infant and the development of the representation

model of the mother/attachment figure by the child. This

research shows the importance of considering the interplay

of the two concepts, temperament and attachment, on human
development.

The surge of interest in researching the role of

temperamental attributes in child development stems from



its predictive power as a variable in adjustment (Martin,

et al; 1983; Garrison, Earls & Kindlon, 1984), achievement

(Martin, Nagle, & Paget, 1983) and developmental

psychopathology (Barron & Earls, 1984; Korn, 1984; Thomas

& Chess, 1984). Dimensions of temperament identified as

factors related to pOSitive personal and social

functioning for early and late adolescents (11 and 20

years of age) include rhythmicity of biological

functioning, high attention span and persistence, low

distractibility, 1low intensity reactions, high approach

and positive mood. Arhythmicity, low attention and

persistence, high distractibility and intensity and

negative mood are the temperamental attributes associated

with negative social and personal adjustment

(cf., M. windle, K. Hooker, K. Lenerz, P. East, J. Lerner

& R. Lerner, 1986).

Theorists adopting a 1ife-span perspective question

the relationship between early parental bonding or infant

attachment and the role of temperamental attributes in

regard to the implication for adult development

(Antonnucci, 19767 Baltes, Reese & Lipsitt, 1980; Chess,

1986; Kalish & Knudtson, 1976; Lerner, 1982; Lerner & Ryff

1978; Pruchno, Blow & Smyer, 1984; Troll & Smith, 1976;

Weintraub, Brooks & Lewis, 1977). The life-span approach

to development, OF 1ife-span developmental psychology as

labeled by Baltes and his associates (Baltes, 1973; Baltes

& Schaie, 1973i coulet & Baltes, 1970; Huston-Stein &



Baltes, 1976), is defined as an orientation which is
concerned with the "description, explanation, and
modification of developmental processes in human life"
(Baltes, et al., 1980, p.67) spanning from birth to
death. The assumptions underlying this orientation
proposes that behavior-change processes can occur at any

point in life and that although behavior-change can be

influenced by biological growth, it is not the sole

impetus for behavior-change. The framework of the

life-span perspective centers around determining the form

and course of behavioral changes as they occur during the

life course and to "establish the pattern of their

temporal order and interrelationships" (p.70). Life-span
proponents do not accept the theoretical perspective that

developmental dynamics are unidirectional but rather that

there are both continuities as well as discontinuities in

the developmental process (Lerner & Ryff, 1978). Further,

it is the "continuation of processes whose directions and

quality were determined in earlier childhood periods" and

the discontinuity due to cultural/historical development

as well as environmental influences that account for

intra-individual differences and multidirectionality of

change processes.

Lerner (1987) uses the terms embeddedness and dynamic

interactionism to explain that development occurs in the

context of both developmental and nondevelopmental levels.

Further, development at one level is influenced by



development at other levels. The theoretical and

practical implications of such an orientation, Lerner

proposes, is that there is a potential for plasticity and

a potential for intervention and that the individual is

seen as a producer of his/her own growth (Lerner, 1987).

Adjustment to novel situations is the cornerstone to

both the theory of attachment and to the construct of

temperament. Attachment theory postulates that there

should be a positive relationship between the quality of

the initial infant-caregiver relationships and adjustment

to new interpersonal situations (Waters & Sroufe, 1979,

1983). Proponents of intra-individual styles suggest that

temperamental attributes which are consonant with

environmental demands and expectations predict

psychosocial adaptation and adjustment (Chess, 1986;

Graham, Rutter & George, 1973; Klein & Rennie, 1985;

Thomas & Chess, 1977; Thomas, Chess & Birch, 1963) and

these differences may modify the quantity and quality of

relationships with significant others (cf., M. Windle and

R. M. Lerner, 1986).

As stated earlier many researchers investigating the

constructs of attachment (Antonnucci, 1976; Knudston,

1076 Lerner & Ryff, 1978; Pruchno, Blow & Smyer, 19847

Troll & Smith, 1976) and temperament (Antonnucci, 1976;

Chess, 1986; Korn, 1984; Lerner, 1982; Thomas & Chess,

1984) have employed the life-span perspective in the

design and implementation of their research. Many



difficulties have obstructed scientific investigation into

the process of attachment and the role of temperament in

adulthood. Defining and unifying the components of the

attachment process from infancy to adulthood stands as a

major obstacle for developmental investigators and

theoreticians. Behavioral manifestations of attachment

and temperament change with maturation which makes it

difficult to establish a definitive course through

development (Chess, 1986; Waters & Sroufe, 1983).

Investigative efforts continue despite the problems.

Advocates of this line of research stress the importance

of understanding the developmental influence of attachment

and temperament and its implications for later adult

social interaction (Bowlby, 1977, 1982, 1984; Chess, 1986;

Lerner & Ryff, 1978; Thomas & Chess, 1977; Weiss, 1982).

The present study was an attempt to clarify the role of

attachment and temperament in adulthood. It is only

recently that serious empirical efforts have been made to

validate the existence of behavioral referents

theoretically described as components of adult

attachment. Likewise, research efforts to investigate the

implication of temperament on attachment are few and

generally focus on mother-infant dyads. Empirical

examinations of the role of temperament as it relates to

adaptation or adjustment in childhood are growing in

numbers but efforts to extend the developmental research

into adulthood are slow in coming.
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Purpose of the Study

The purpose of this research was to examine three

areas regarding the implications of early relationships

and temperament on young adult development. Specifically,

the relationships of interest were the relationship

between temperament and the perceived quality of the early

attachment relationship, the relationship between

temperament and initial adjustment to college and the

relationship between the perceived quality of early

attachment relationship and adjustment to college For the

purposes of this investigation, adjustment to college is

the ability to adjust to novel situations. As such, this

research was an attempt to investigate and extend two

important developmental constructs into adulthood based on

the framework of life-span psychology .

Research Questions

There were three proad areas of inquiry set forth in

this research design investigating the implications of

early relationships on adult development. The first area

addressed the relationship petween temperament and the

perceived quality of the early attachment relationship.

The second area addressed the relationship between

temperament and initial adjustment to college. The third

area explored the relationship between the perceived

quality of early attachment relationship and adjustment to
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college. Exploration of the three relationships were made

through specific hypotheses related to each area.

The research and development on a model for

attachment and the effects of temperament in adulthood is

in an exploratory phase. verification of the research

questions set forth in this project will add supportive

evidence to the theory that there exists a significant

relationship between parental bonding and temperament

which in turn predicts positive social functioning in

interpersonal relationships in adulthood.
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CHAPTER II

Review of the Literature

To extend the theoretical proposition that early

social relations are relevant to the quality of adult

interpersonal relationships warrants a thorough and

critical investigation of the major theories of human

attachment through infancy to early adulthood. It is

imperative that such an investigation include an intense

examination of the effects of individual behavioral style

on the process of attachment in early childhood

development. Further it is necessary to explore the

impact of temperamental attributes to

PSYChosocial/socioemotional functioning through infancy to

early adulthood. To understand the importance of

evaluating these constructs during the developmental stage

of early adulthood, it is essential to preview the

life-span view of human gevelopment. With this in mind,

the format of the literature review will begin with the

major theories of attachment through infancy to early
adulthood. Following attachment, the concept of
temperament will be addressed as it influences child,
The material is

adolescent and adult development.

organized as follows: (a) life-span development, (b)
attachment: theories and empirical research, and (c)

temperament: theories and empirical research
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Life-span Development

The life-span perspective of human development

postulates that there is potential for change in the

developmental process throughout the human life cycle. As

such, change is multidirectional and multidimensional

stemming from the piological and ecological features

inherent to humans (Baltes, 1979). The model recognizes

both continuities and discontinuities in the developmental

process. Lerner and Ryff (1978) propose that human

development is a continuous process "whose directions and

quality were determined in earlier childhood periods" and

the discontinuations of developmental patterns are related

to cultural, historical, and environmental influences

(p.4). The model is reciprocal and recognizes that

individuals act on the environment and produce novel

behavior outcomes (Baltes, 1979). Lerner (1982, 1987), a

strong advocate of the life-span perspective of

development, suggests that individuals, across the life

span, are both products and producers of the multi-level

contexts within which they exist. As producers of their
behavior, adaptive gevelopment is contingent upon
"goodness of fit" between person and context (Lerner,

1984; Thomas & Chess, 1977, 1980, 1981). Behavioral

characteristics which define individuality promote

differential reactions during the socialization process of
ons of others serve as

the developing child. Reacti

feedback to the child, refining individuality and



14

providing a basis for further development. Adaptive

psychosocial functioning is a result of the match between

a child's characteristics of individuality and the demands

of the setting. Lerner (1982) adds that evidence of

"goodness of fit" comes from support and positive feedback

from the socializing environment.

The life-span view of human development is useful to

investigate the concept of attachment (Antonnucci, 1976;

Knudston, 1976; Lerner & Ryff, 1978i Pruchno, Blow &

Smyer, 1984; Troll & smith, 1976) as it is influenced by

temperament (Antonnucci, 1976; Lerner, 1982; Lerner &

Ryff, 1978). Antonnucci (1976) postulates that "accepting

the concept that attachment develops over time does not

necessarily commit one to the view that behaviors

manifesting attachment will be unitary or only

quantitatively different over time" (p.14). Rather

Antonnucci (1976) asserts that "attachment must be traced
ontogenetically in order to assess qualitative as well as

quantitative changes....it is essential that any analysis

of the development of attachment includes the many factors

life-span development perspective to investigate
attachment and temperament has important implications in

terms of theory, research and intervention. The

assumptions that life-span development is both

multi-directional and multi—dimensional demand substantive

collaboration with scholars from several disciplines and
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necessitates methodologies and research designs that

account for the complex interrelations. Finally, the

l1ife-span perspective of human development espouses that

there exists a potential for change and change can occur

by individuals acting as producers of their development in

order to produce a match petween the individual and the

environment.

s and Empirical Research

Attachment: Theorie
g (1935) psychoanalytic theory of development

Freud'

provided the framework for research on attachment. His

early lectures underscore the importance of the

"mother-infant pbonding" process in the total development

of personality (Noam, Higgins & Goethals, 1982). It is in

Lecture XX that Freud (1935) directly addresses the

importance of the mother-infant relationship in

developmental terms when he stated "the desire to suck

includes within it the desire for the mother's breast,

which is therefore the first object of sexual desire; I

cannot convey to you any adequate idea of the importance

of this first object in determining every later stage

adopted, of the profound influence it exerts, through

transformation and substitution upon the most distant

fields of mental life" (P- 275). Freud's theoretical

format was defined as an intrapsychic model of

development ; nonetheless, his theory laid the foundation

for future developmental theorists to incorporate social
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dynamics into the gevelopment of personality and to

acknowledge the importance of early developmental patterns

as a template for the quality of interpersonal relations

in adulthood.

Erikson's (1950) 1ife-cycle conceptualization of

development put Freud's theory of internal psychological

forces into a social context. It was Erikson's

psychosocial theory of development that put the spotlight

on the meaning of the mother-infant contact because it is

the first interpersonal experience for the developing

infant which sets the stage for all relationships in life

(Noam et al., 1982). As a stage theorist, Erikson

maintained that successful resolution of issues pertinent

to each psychosocial stage charted the course of later

development. Likewise, unsuccessful resolution or

disturbances in later development could be expressions of

earlier difficulties with the initial social relationship

established between the infant and its primary caretaker.

While many of the early psychoanalytic theorists

hypothesized about the ramifications of early child

development on later adult functioning, noted researchers

in child psychiatry systematically investigated the nature

of the infant-caregiver relationship. In studying infants

in a foundling home, spitz (1945) noted that infants who

had been separated from their mothers at age three months

demonstrated progressive deterioration in cognitive and

social development. Further, a follow-up study (1946b) of
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these infants reflected an extraordinarily high mortality

rate. Approximately one-third of the original infants

involved in the study died by the end of their first

year. Spitz (1946D) reported the remaining sample

population to be severely arrested in both psychological

and cognitive development. He postulated this retardation

to be a byproduct of the carly separation and the absence

nurturing relationship. The term anaclitic

of the primary

depression was coined py Spitz (1946a) when he observed

that infants in a nursery within a penal institution,

separated from their mothers in the second six months of

m severe depression. Spitz concluded

life, suffered fro

that the syndrome of anaclitic depression was a result of

the withdrawal of the initial mother-infant relationship.

Spitz has been credited with advancing the field of infant

research, particularly infant attachment to the mothers
y of interactions with a

and the importance of continuit

single person (Brody, 1982) .
Like Spitz, Bowlby's conceptualization of attachment
developed from his research on the adverse effects of

hospital care on infa

1985). Bowlby's theory of

institutional and nts and young

Bretherton,
ped as an alternative to

children (cf.,

attachment was develo
c theories of object relations (Bowlby, 1982)

psychoanalyti
with theoretical roots from ethology, control systems
theory, and cognitive science (cf., Bretherton, 1985).
y theory of attachment

Bowlby's (1969) contemporar
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developed around the construct of evolutionary theory.

That is, the initial attachment relationship with the

primary caretaker serves the function of reducing the risk

of danger to the vulnerable human infant (Bowlby,

1984). It is the nattachment pehaviors" that result in an

infant acquiring or maintaining proximity to the primary

caretaker or the individual identified who is perceived to

buffer the infant from impending danger (Bowlby, 1982).

Attachment behaviors are most likely manifested when the

infant is sick, fatigued or frightened and is eased by

comforting and caregiving. visual tracking, crying,

smiling and noncrying vocalizations are the initial

signaling behaviors of the infant to induce proximity and

contact (Ainsworth, 1972, p.23). Bowlby argued that human

infants must be equipped with a stable behavioral system

that functions to elicit proximity from the primary

caregiver and that attachment pehaviors activate a

ehavioral system in €

1 behaviors of the infant and

complementary b he caregiver (maternal

behavior). The reciproca

caregiver are adaptive in an evolutionary sense that are

protective in nature (cE. Ainsworth, 1978).

Bowlby (1969) divides the development of attachment

behavior in human infants into four phases. Phase I,

Orientation and signal without piscrimination of Figure,

y 12 weeks of age. During

spans from birth to approximatel

this phase the infant is not aple to discriminate among
hment behaviors in an

people, yet will demonstrate attac
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attempt to secure proximity. Oorientation, tracking,

grasping and reaching, smiling and babbling are included

in the repertoire of pehaviors to increase the amount of

time the infant is in proximity. puring Phase II,

Orientation and Signals Directed towards One (or More)

Discriminated Figures(s), the infant "continues to behave

towards people" (p.266) as it did in Phase I but

demonstrates differential responsiveness toward the

mother-figure. Phase II continues until approximately 6

months of age. Between 6 and 7 months of age, the baby is

said to enter Phase III, Maintenance of Proximity to a

Discriminated Figure by means of Locomotion as well as

Signals. Bowlby (1969) postulates that it is during this

phase that attachment to the mother-figure is clearly

visible. The infant is more discriminative in its

responses to others and more active in the process of

securing and maintaining proximity. It is during this

stage that the primary attachment figure is used as a
nvironment. During

secure base from which to explore the e

ment, behavioral systems of the

this time frame of develop

infant are "goal corrected" . Bowlby (1969) uses

"goal-corrected" to jefine behavioral systems that are

based on set-goals (Ainsworth, Blehar, Waters, & wall,

1978). At this level the behavioral systems are

"purposive and flexible" (Ainsworth et al., p.10). What

this means is that the setting of the set-goal (degree of
proximity) to the mother-figure may vary depending on
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specific circumstances. However when the infant exceeds

the specified set-goal or proximity boundaries, attachment

behaviors come into play to re-establish specified degrees

of proximity. Phase IV marks a heightened sophistication
and increased flexibility in the infant's ability to

interpret the attachment figure's feelings and motives.

Bowlby (1969) labelled the last phase of attachment

Formation of a Goal-Corrected partnership. During this

phase there is a understanding by the young child of the

attachment figure's set-goals. Bowlby (1969) estimates

that this stage starts at around age two or three, marking

the beginning of the partnership petween the child and the

caregivers.

Bowlby (1969, 1984) maintains that the child builds a

representational model of self and attachment figure based

on the nature of their partnership. A child's confidence

in the mother-figure's accessibility and responsiveness

greatly affects the setting of the set goal

(cf., Ainsworth, Blehar, waters & Wall, 1978). That is,

if a child is secure in his/her expectations of mother's
accessibility and responsiveness to his/her signaling, the

"pold in his eXploration of the world,

.and sympathetic and helpful to

infant can be

cooperative with others. . -

(Bowlby, 1984, p. 13). He adds that

r is not responded to in a supportive

others in distress"

if attachment behavio

reluctantly o dela
naccessible or unresponsive, the

manner (i.e., yed) and the attachment

figure is perceived as 1
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child is 1likely to become anxiously attached and

apprehensive. The child will therefore set narrow

set-goals that interfere with progressive exploration of

the environment then in turn affect cognitive and social

development (cf., Ainsworth et al., 1978). 1In sum, the

central tenet of Bowlby's theory of attachment is that

individual differences in the quality of attachment are

the byproduct of early care (availability and

responsiveness of caregiver) and that infants who have

access to the primary caregiver whose responses wWere

prompt, reliable and geared to the infant's signals of

need or distress are more secure in their attachment

relationship. The implications of secure attachment then

are that the infant develops confident expectations

regarding the caregiver and the environment.
t theory was hailed for its

While Bowlby's attachmen

contemporary view of the development of primary
relationships in infancy, presenting an alternetive to
psychoanalytic theories of object relations and the

concept of dependency (Bowlby, 1982), it was also
criticized for its 1imitations. The major limitation of

Bowlby's model appears to pe in narrowness of its function
(Joffe & Vaughn, 1982). The pehavioral system espoused by
Bowlby (1969) does not account for other behaviors nor the
interactions and motivation infants have toward their
environment, which are not activated for the sole purpose
of seeking or maintaining proximity (Waters, 1980) . Engel
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(1971) states that primary stimuli for determination of

the set-goal in the pehavioral system are external events

pertinent to the mother-infant relationship. Ainsworth

(1973) postulates that the most important function of the

attachment behavioral system is to monitor the active

process of exploration of the environment and to find a

balance between the behaviors of exploration and proximity

seeking in response to various contingencies (cf., Joffe &

Vaughn, 1982). Further, Ainsworth (1975) adds that as

maturation occurs there are phases in which the infant

moves away from the primary attachment figure in order to

explore the world.

Bowlby's (1969) formulation of attachment behavior

was influential in Ainsworth's (1963, 1972, 1973)

development of a model of attachment that accounts for an

interplay of pehavioral systems. Ainsworth's
reformulation of the tenet of attachment makes clear that
there is a distinction petween attachment as a bond
between mother and child and attachment behaviors which
serve to mediate the relationship petween mother and child
(Ainsworth, Blehar, waters & wall, 1978). She also
observed that, despite the striking vicissitudes of
attachment behaviors, attachment pehavior appears
relatively stable over time and distance (cf. Joffe et
al., 1982): Ainsworth ) states "We must infer the
n attachment pond from a stable propensity

ity and contact with a specific

existence of a

over time to seek proxim
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figure, even though attachment behavior may appear only

intermittently or, in the case of major separations, be

absent for long periods. The term attachment refers to

the class of diverse pehaviors which promote proximity and

contact, at first without discrimination of the figure,

but later with increasing specificity in regard to the
figure to whom the child is pecoming attached" (p.123).

Further, she emphasizes that nattachment as a construct

must be viewed as an inner organization of behavioral

systems which interact with environmental conditions and

other "situational" intraorganismic conditions -

neurophysiological, hormonal, receptor process = to

activate, terminate, and direct attachment behavior in any

(Ainsworth, 1972, p. 123). The

specific situation"

construct of attachment from this perspective can be

tervening variable.
rical research efforts were

considered an in
's (1979) empi

tigating the organization of

Ainsworth

directed toward inves
attachment patterns, differential experiences associated

with the development of various attachment patterns,
maternal responsiveness during mother-infant interactions
and the implication of emerging attachment patterns on
later development. In an offort to systematically assess
these research tenets, Ainsworth and associates developed
and employed a laboratory procedure known as the Strange

1978, Ainsworth & Bell,

Situation (Ainsworth et al.,

cture of the Strange situation involves a

1969). The stru
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standard series of eight episodes in which infants are

observed in an unfamiliar playroom. In an effort to

assess the balance between attachment behaviors and

exploration, the infants are provided an opportunity to

explore toys and to interact with an unfamiliar adult in

the presence and in the absence of the mother under

increasingly stressful conditions. An outline of the

episodes utilized in the strange situation is presented in

Table 1. The Strange gituation as a research technique

measures behaviors reflective of the attachment

relationship under standardized conditions. That is, if

an adequate relationship exists between the infant and

caregiver, the infant should demonstrate feelings of

comfort during episodes of low stress (mother and

experimenter present), and heightened levels of discomfort

during episodes of high stress (infant and experimenter

alone, infant alone) . conversely, apathy during stressful

episodes or discomfort during episodes of low stress would

be indicative of non-optimal attachment between infant and

caregiver. Three patterns of behavior emerged during the
e Situation that allowed for

reunion episodes of the Strang

attachment behavior to pe organized on qualitative
dimensions (secure VS- anxiety) defining the attachment

relationship to the caregiver (see Table 2). Infants
securely attached to the parent demonstrated proximity
seeking and contact upon reunion with a gradual return to

exploratory play (Group B) . This group, secure in their



Table 1

Strange-Situation Procedure

Episode person(s) Present

d mother and child
2 mother and child
3 mother, child,

and stranger

4 child and stranger
5 mother and child

6 child

7 child and stranger
8 mother and child

Note: Table adapted from Ains

25

Description

mother and child are
introduced to the room by the
observer

mother and child left alone
stranger is introduced to

to room with mother and baby,
stranger initially is quiet
then converses with mother
and subsequently with baby
mother leaves and stranger
interacts with baby

mother is reunited with baby
and stranger leaves

mother leaves, child is left

alone

stranger is reunited with
child
mother and child are reunited

with stranger absent

worth et al., 1978.
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Table 2

Patterns of Attachment

Secure Attachment

A. Caregiver is a secure base for exploration

1. readily separates to explore toys

2. affective sharing of play

3. affiliative to stranger in mother's presence

4. readily comforted when distressed (promoting

a return to play)

B. Active in seeking contact or interaction upon

reunion

1o T distressed

immediately seek and maintain contact

(a)

(b) contact is effective in terminating
distress

If not distressed
eeting behavior (happy to see

2.

(a) active gr

caregiver)
(b) strong initiation of interaction

Anxious/Resistant attachment

A. Ppoverty of exploration

1. may mix contact seeking with contact

resistance (hitting, kicking, squirming,
rejecting toys)

2. may simply continue to cry and fuss

3. may show striking passivity
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Table 2 - (cont.)

Anxious/Avoidant Attachment

A. Independent exploration

1. readily separate to explore during

presentation

2.  liktle affective sharing

3. affiliative to stranger, even when caregiver

absent (little preference)

B. Active avoidance upon reunion

1. turning away, looking away, moving away,
ignoring

5. may mix avoidance with proximity

3. avoidance more extreme on second reunion

4. no avoidance of stranger

Note: Adapted from Ainsworth, Blehar, Waters & Wall, 1978

attachment to the caregiver, demonstrates a balance
between exploration of the environment and seeking

periodic proximity to the caregiver. Anxiety is not
characteristic of this group until there is prolonged
absence of the caregiver: croup B infants represent a
normative sample for one-year old children in terms of
teristics (Joffe et al., 1982). Group C

d as anxious and immature,

size and charac

infants are characterize
demonstrating heightened attachment pehaviors upon reunion
Infants are also

and distress during separation.
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classified under Group c if they demonstrate angry

resistance toward the caregiver upon reunion. It is the

insecure-ambivalent pehaviors of the infant toward the

Avoidant behaviors

caregiver that characterize Group e,

demonstrated by infants in Group A ignore caregiver or

actively avoid the caregiver guring the reunion episodes.

Group A are classified as anxious and insecure as

manifested through avoidant pehaviors (Main, Kaplan &

Cassidy, 1985).

The implications of infants classified as resistant

(Group C) or avoidant (Group a) toward the primary

caretaker are nicely summarized py Joffe and Vaughn

(1982). They state that resistance toward the mother in

that strange situation inhibits exploration of the

immediate environment and subsequent learning because of

the focal concern with the mother. This group of infants

continues to show interest in others in their environment

s their anger. On the other hand,

and are able to expres

avoidant infants may be at risk for losing the capacity

for clossnass O intimacy and for forming relationships.
Sroufe and Waters (1977) are more specific in their
predictions. They suggest that avoidant infants are

likely to be self-isolates while resistant babies may not
d by their peers in preschool because of

jal hesitancy and lack of object

be well-receive

their low self-esteem, soC
skills. Securely attached infants, on the other hand, are
onfident in their

expected to be competent and ¢
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interactions with others and well-liked and sought after

by their peers.

Main et al. (1985) agree that the internal working

model of the infant-parent relationship evolves out of the

"attempts and outcomes" (p-75) of the infant's efforts to

regain proximity of the parent. They define internal

working models as mental representations that involve

affective and cognitive components that are influential in

determining behavior. Internal working models of

attachment relationships are said to form at some level

around the first year of life with a particular parent.

More importantly, in terms of later development, Bretheron
and Waters (1985) hypothesize ninternal working models of

relationships define rules for the direction and

organization of attention and memory, rules that permit or

limit the individual's access to certain forms of

knowledge regarding the self, the attachment figure, and

the relationship between the self and the attachment

these rules will be "reflected

figure" (p. 77) - Further,

in the organization of thought and language as it relates

directly and indirectly to attachment” (p.77). This

conceptualization of an internal representation of the

parent-infant relationship emphasizes that the internal

representation is a working model that can be altered only
in response to changes in concrete experience and that

they serve to modulate the accessibility to information.
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Empirical research py Ainsworth and associates

(Ainsworth, 1972; ainsworth & Bell, 1970; Ainsworth,

Blehar, Waters & Wall, 1978; Ainsworth & Wittig, 1969,

Bell & Ainsworth, 19727 Bell, 1970) to investigate the

construct and predictive validity of attachment is

expansive and beyond the scope of this literature review.

Therefore, a selective review of studies will be presented

that relate to the hypothesis that the quality of

attachment relations forms the foundation for an

understanding of self and of ways in which attachment

relations influence the development and quality of

relationships with others. The research efforts by

Ainsworth and associates (e.g-, Ainsworth et al., 1978)

established a framework for empirical investigation of the

theory of attachment. Findings demonstrating similar

Categorical groups of attachment behaviors in both the

naturalistic setting of the home as well as in a

laboratory environment validated the perspective that

attachment behavior was related to the enduring bond which

developed through the caregiver-infant relationship

(Ainsworth, 1979)- Further, significant relationships

between feeding patterns, mother's availability and
responsiveness to infants' signals and security of
infant's attachment strengthens the belief that attachment

is a complex interactional process between the

mother-infant dyad. While Ainsworth (Ainsworth, 1982;
Ainsworth et al., 1978) asserts that there is stability in
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the quality of attachment patterns and that early

experiences are influential in both cognitive and

emotional development, the question remains as to how

patterns of attachment are manifested through later stages

of development.

Research by Belsky, Garduque and Hrncir (1984)

assessed the associations between security of attachment

and the quality and quantity of exploration by measuring

six levels of play. Using the strange-Situation, 60

infant-parent dyads were tested when the infants were

between 12 and 13 months of age. As predicted, distinct

differences were found petween all three classifications

of infants in regard to individual differences in

attachment. Secure infants (Group B) demonstrated greater

levels of competency and flexibility in play than Group C

infants (anxious, ambivalent). Group Cc infants evidenced

the largest discrepancy petween levels of play as their
interest in exploration wWas 1imited by their preoccupation
with their caregiver-. Infants classified as Group A

(anxious, avoidant) demonstrated competence and
flexibility but to a jesser degree then secure infants.

rch indicate a positive relationship

The results of resea
between performance and competency as a function of secure

attachment. Belsky and his associates state that these

s "support the contention that infants whose

ents provide a secure base from

result

attachments to their par

which to explore experienced more freedom to attend to the
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environment" and therefore were able to engage in

cognitively sophisticated exploration and to spontaneously

deploy their cognitive competence in free play in low and

high stress situations (P- 415) .

Sroufe (1983), in his research on infant-caregiver

attachment and patterns of adaptation in preschool,

underscores the importance of understanding that all

infants attach, all toddlers individuate, all preschoolers

relate at some level to others and develop concepts of

themselves. However, what is of particular interest is

the quality of adaptation with respect to these

developmental issues. He adds in regard to a

developmental phase of attachment that no stage is passed

or fajiled. Rather wpehavior organization evolved with

respect to an early developmental issue lays the ground

work for subsequent pehavioral organizations. The nature
with attachment

of earlier behavioral organization,

promoting exploration, makes the smooth movement to more
autonomous functioning virtually inevitable" (p-46). 1In

sroufe maintains that "a prototype

addressing maturation,

behavioral organization will be manifest in different,

though coherent forms, in different circumstances at

different points in jevelopment" (1983, p.45).

Waters, Wippman and Sroufe (1979) agree that in
relation to attachment and adaptation, continuity in
development is best measured in patterns of individual

adaptation in regard to age appropriate issues. Their
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efforts at construct validity of attachment consisted of a

two part research design. This design focused on the

evaluation of positive affective correlates of secure

attachment in infancy and the relationship between secure

at age three and one

attachment in infancy and competence

half years. videotapes of 36 subjects at age 18 months in

an expanded version of Ainsworth and Wittig's (1969)

Strange Situation procedure were analyzed as a part of the

research. Thirty of the original subjects were videotaped

in a free-play situation at age 24 months. The results at

both the 18 and 24 month interval indicated that there was

more positive affective sharing between securely attached

toddlers and their mothers than between anxiously attached

toddlers and their caregivers. The authors' maintain

that, based on their research data, affective sharing was

a salient characteristic that distinguished securely

attached infants from anxiously attached children.
The second part of the research by Waters and his

associates (1979) was designed to measure continuity in

individual adaptation across development (15 months to 3

1/2 years) by relating individual differences in the
quality of attachment to two dimensions of competency in
preschool. Data indicated that those infants rated

securely attached at age 15 months demonstrated greater
social adaptation oI competency in a preschool setting at
age three and one half than their peers coded within the
mension. The results of

anxiously/avoidantly attached di
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this study are supportive of the hypothesis that

individual differencesS in quality of attachment are

predictive of individual differences in peer competency

and ego strength in peer groups at three and one half

years. Further a secure attachment relationship in early

infancy equips the child for later development, with the

"ability to generate and coordinate flexible adaptive

responses to demands" (Waters et al., 1979, p.828) of the

envirenment and to ackt on opportunities for social

interaction and learning.

As research on attachment as a construct gained

empirical momentum, the importance of identifying accurate
attachment behaviors in yound children commensurate with

their development level was a primary goal. Jacobson and

Wille (1986) measured the influence of attachment patterns

on developmental changes in peer interactions from the

toddler to the preschool period. Knowing that the

development of peer interactions increases in degree of

social complexity as children mature cognitively and

physically, and that securely attached preschoolers are
e and effectiveness in

said to have greater confidenc

dealing with people (Sroufe § Waters, 1977), their
research examined age—related changes in the child's
response to an unfamiliar peer in an unfamiliar setting.

jzed that, given the influence of

It was hypothes
attachment patterns on the infant's capacity to explore a
1978), preschoolers

novel environment (Ainsworth et al.,
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differing in attachment may be expected to differ in their

response to an unfamiliar peer-. Jacobson and Willie

(1986) studied 24 focal children who at 18 months had been

selected to represent the three attachment patterns under

the Strange Situation paradigm (Ainsworth et al., 1978).

At age two years, each focal child engaged in a free play

session together with a same-sex, securely attached yet
unfamiliar playmate. The children returned for a second
The results reflected that by

play session at age three.

age three, secure children received the greatest number of

positive responses by their peers while avoidantly

attached children elicited fewer positive responses in

their interactions. Ambivalent children, on the other

hand, received more disruptive responses, antagonistic

initiations and resistance from the unfamiliar peer.

Further, secure preschoolers spent more time in

y of novel stimuli and demonstrated lower

exploratory pla
levels of interaction with their mothers. Informally, it

was noted that secure preschoolers were more creative and
The results of this study

innovative in their free play.

have important implications for understanding the
influence of early attachment patterns on quality of peer
interactions and relationships in later development.

Arend, Gove and sroufe (1979) , like other
developmental researchers, Were concerned about the
continuity of jndividual adaptation beyond the infancy

stage. 1In their work, they postulated that secure
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attachment, effectiveness in problem-solving and

ego-resiliency were indicative of competency. With this

in mind, Arend and his colleagues hypothesized that

development was a coherent process and that the quality of

adaptation was consistent across developmental stages

within a stable environment. The sample population

included 26 children who had previously participated in a

study on quality of adaptation at ages 18 months and

effectiveness at problem—solving at 24 months (Matas,

Arend, & Sroufe, 1978)- In the original study, the

subject's quality of attachment had been identified using

Ainsworth's Strange gituation paradigm. These children

were assessed again between four and five years of age, in

a nursery school setting, to determine the relationship

between ego-control (containment of impulses), and

ego-resiliency (flexibility, persistence and

resourcefulness in problem-solving) and quality of

attachment. Children classified at 18 months as securely

e significantly higher on ego-resiliency and

y attached children at five-years.

attached wer

curiosity than anxiousl
Likewise, toddlers identified at 24 months as securely
attached, competent problem—solvers scored higher on

measures of ego-resiliency: The outcome of this study
suggests that competent preschoolers are enthusiastic

participants socially and academically and that they are

"organized, persistent and flexible" (p.958) in

problem-solving and in dealing with stress. As a result
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of the positive primary relationship (infant-caretaker),

the developing child explores and masters a complex

environment independently while securing resources when

needed.

Extension of the construct of attachment beyond the

preschool years into adulthood has been limited to

conjecture and has 1acked consistent and conclusive

agreement among researchers/theoreticians. Research in

adult attachment has been hampered because of the lack of

clearly defined components Or pehaviors indicative of

attachment in the adult stages of development. Research

by caro (1985) attempted to define the constructs of

attachment in adulthood bY jnvestigating the influence of

attachment on adjustment in early adulthood. She

maintained that an adequate definition of attachment in

adulthood must include the experience of a satisfactory

initial relationship, the persistence of adequate and

available adult affectional attachment relationships, and

the ability to respond competently within novel

interpersonal settings. It was hypothesized that there

should be a positive relationship between the quality of

initial infant-caregiver relationships and adjustment to
new interpersonal situations. Caro (1985) conceptualized
adjustment to college as a developmental phase within
early adulthood which was analogous to the demands the
infant faced in Ainsworth's Strange Situation and the
young child must experience in adjusting to the new school
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situation. College freshmen completed questionnaires

assessing students' perceptions of current attachment

relationships, past attachment relationships and

adjustment to college. The results of Caro's (1985)

research are complex; however, she found that loneliness

(conceptualized as the absence of continued attachment

relationships) was predicted by high social anxiety, unmet

interdependency needs, and lack of availability of

attachment figures. Adjustment to college was mediated by

low levels of social anxiety and perceived social support

from friends. Despite these findings, Caro reported weak

support for a direct 1inear relationship between early
attachment experiences and adult behavior and suggested

that further studies should consider the possibility of

other intervening variables.
In an attempt to clarify the behavioral and
affective dimensions of attachment in young adulthood,
Armsden and Greenberg (1986) investigated the relationship
of attachment to parents and peers to well-being. Using a
college sample of students (n=86) ranging in age from 17
to 20, they hypothesized that adolecents with
qualitatively different attachment to parents and peers
would differ in proximity seeking and well- being. These
authors also addressed the association between negative
life change and psychological symptomatologies. They
predicted that the association for the secure group would
be weaker. To assesS attachment of young adults, Armsden
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and Greenberg (1986) developed the Inventory of Parent and

Peer Attachments. The data suggested that the quality of

attachment to parents and peers was strongly related to

well-being, particularly to self-esteem and life

satisfaction. The quality of these attachment

relationships also predicted for reports of

depression/anxiety and resentment/alientation. Students

classified as highly securely attached reported greater

satisfaction with themselves, 2 higher likelihood of

seeking social support and less symptomatic response to

stressful life events.

To understand the strength of family ties in late

adolescents, Kenny (1986) developed a parental
relationship questionnaire, designed in accordance with

Ainsworth et al.'s (1978) conceptualization of attachment.

Kenny's questionnaire surveyed the following content
understanding,

areas: perceived parent availability,

acceptance, respect for individuality, facilitation of
independence, interest in interaction with parents and

affect towards parent during visits or reunion, student

help-seeking behavior in situations of stress,
satisfaction with help obtained from parents, and

adjustment to separation. one hundren seventy-three first
year college students from a large university completed
the parental Relationship Qestionnaire and self-reports of
assertion and dating competency. The resulte: @F Lhe

research indicated that securely attached young men and
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women described positive affect and an interest in

interacting with parents at reunion. Students also

reported low levels of stress at separation. Overall

parents were described as available for support and

encouraged independence. A difference in gender was noted

in that first-year women reported greater help-seeking

behavior from parents and friends than males. Males were
reported as more likely to work out problems on their own.

The association between parental attachment and assertion

was found to be signficiant for females only.

Kobak and Sceery's (1988) investigation of the

attachment was an effort to examine the coherence of

attachment organization in later stages of development.

Using the construct of representational or working models

(Bowlby, 1973; Bretherton, 19857 Main, et al., 1985),

Kobak and Sceery investigated affective and

representational correlates of attachment organization.
Attachment organization was defined by three working

models which paralled the Strange Situation

classifications, secure, avoidant (dismissing) and
ambivalent (preoccupied)-. In a sample of 53 first-year
college students these authors reported the secure group
of students as more ego-resilent, less anxious and

perceived higher level of social support than the
dismissing group oOr pr80ccupied group. The findings
Kobak and Sceery (1988) parallel the adjustment correlates

reported earlier for infants and young children using the
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Strange Situation classfication. The results of this

research validate the importance and necessity of

investigating the impact of attachment throughout the

life-span.

Theories and Empirical Research

Temperament:

The results of years of comprehensive, empirical

research conclude that the organizational construct of

attachment holds predictive power as a determinant of

later development, both normal and pathological (Goldsmith

& Alansky, 1987; Rutter, 1987). However, it cannot be

ignored that attachment is not defined as a static trait

but rather as an intervening variable that interacts with

and is mediated by other pehavioral systems in determining

the quality of the affectional bond (Ainsworth, 1982;

Sroufe & Waters, 1977). AsS such, both classical and

contemporary developmental theorists (Chess & Thomas,

1977; Goldsmith & Alansky, 1987i Goldsmith, Bradshaw &

Rieser-Danner, 1986; Goldsmith & Campos, 1982; Windle,

Hooker, Lenerz, East, Lerner & Lerner, 1986) agree that

temperament is both a powerful mediator in the development

of early social relationships and a valid predictor of
later psychosocial/socioemotional functioning. Further,

Crockenberg (1986) postulates that one can see the
relationship of temperament to attachment theory, without

altering the original constructs set forth by Bowlby and

Ainsworth. He suggests that the relationship can be
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understood by interpreting temperament as a mediator in

the social interactional process that underlies the

development and maintenance of the attachment bond between

the infant and primary caretaker. Differences in

temperament can serve to elicit, inhibit or modify the

responsiveness of the primary caretaker to the infant's

signaling, thereby influencing the quality of the initdial
social relationship (Goldsmith & Campos, 1982).

A review of the current definitions of temperament

and relevant research efforts will follow in an attempt to

understand the role of temperament in child development

and its predictive value 1in psychosocial functioning. The

thesis of this research project is based on the

theoretical underpinnings of life-span development,

therefore, the format of the literature review on

temperament will spring from a developmental orientation.

Adult personality theorists have long been interested

in the influence of temperament on the structure of

personality. Allport (1937) hypothesized that
"temperament refers to the characteristic phenomena of an

individual's emotional nature, including susceptibility to

emotional stimulation, customary strength and speed of

response, the quality of prevailing mood, and all
peculiarities of fluctuation and intensity in mood; these
phenomena being regarded as dependent upon constitutional
make-up, and therefore largely hereditary in

nature." (p. 54). Cattell (1946) also took the position
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that temperament could be perceived as hereditary

characteristics including excitability, sensitivity,

perseveration and impulsiveness and that such temperament

traits were resistant to changes within the environment.

Buss and Plomin's (1975) approach in defining

temperament parallels Allport's (1937) In regard fo the

issue of heritability. From a biological or developmental

perspective, Buss and Plomin make four assumptions in

outlining a model for temperament. First, is that

children begin life with some inherited personality

dispositions. Second, inpborn dispositions define many

individual differences in personality. Third, these

inherited dispositions are modified by the environment,

and last, temperament traits influence or modify the

environment. Their interaction temperament model suggests
that the environment is influenced on a social level in
three ways. First, temperament sets the tone for initial
interpersonal interaction and in turn structures the

environment in the general way the individual presents

themselves to others. gecond, the initiating behavior

determines the social configuration of the environment.

Buss and Plomin (1975) provide the example that a social

person will select group activities whereas an individual

low in sociability will gravitate toward more solitary

tasks. The example of sociability is extended to

illustrate the third assumption which states that if the

response to feedback an jndividual offers to others within
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a social context is reinforced, the reinforcement

increases the probability that those responses will occur

with greater frequency- In other words, if upon meeting

an individual for the first time, the feedback is

rewarding (e.g. smiling, easy conversation), one is likely

to seek out that individual again. Although this model

indicates that there is reciprocity between temperament

and environment in regard to modifications, there is a

limit to the impact the environment can have on changing

temperament.

Buss and Plomin used five criteria to establish what

they consider to be valid dimensions of temperament. The

criteria demand that temperament be 1) inherited, 2)

stable across childhood, 3) predictive of adult

personality, 4) adaptive in value, and 5) present in our

animal forebears. Emotionality, activity, sociability,
and impulsivity (EASI) are the four elemental temperaments
prescribed by them. A parental—report qguestionnaire, the
EASI, was developed by these theorists to operationalize

the four behavioral styles. Goldsmith and Campos (1982),

and Plomin's conceptualization of the

in a review of Buss

oint out that there are practical problems

s felt that these criteria are in

construct, p

with the criteria. It 1
actuality only hypotheses rather than defining elements of
temperament and present problems in measurement.

Rothbart and perryberry (1981) on the other hand
al differences in

interpret temperament as individu
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reactivity and self-regulation. Assumed to have a

constitutional basis, reactivity refers to the

excitability, responsiveness OF arousability of the

physiological system of the organism, while

self-reqgulation (social approach/avoidance and channeling

of attention) implies that the neural and behavioral

processes function to modulate incoming environmental

stimuli. These theorists further elaborate that

reactivity and self-regulation are expressions of the

somatic, endocrine and autonomic response systems

including motor activity, facial expressions, vocal

activity, and emotional reactions. Intensity (level of

excitement), threshold (Sensitivity to stimulation),

latency of response, and rise time of response (interval

from onset to peak intensity), are the contributing

charactepistics to indiwidual difterences within the

construct of temperament. Unlike Buss and Plomin (1975),

Rothbart and Derryberry do not stand firm on the issue of

stability since each dimension can vary across each
response system. They do, however, agree on the

importance of temperament in understanding social
development. criticisms of this psychobiological approach
are based on the confounding effects created when systems
interact. Goldsmith and campos (1986) in articulating the
complexity of this approach note that the "explication of
is so wide-ranging (i.e., the theory refers to

motivation, and emotional

the theory

cognition, social interaction,
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development at neural, physiological, and behavioral

levels) that it is difficult to determine just which

individual differences in the infant's behavioral

repertoire are not temperament—related" (p.170) .

The most recognized research on temperament is by

Thomas and Chess (1968, 1977, 1984) and their associates

(Thomas, Chess & Birch, 1968; Thomas, Chess, Birch,

Hertzig, & Korn, 1968) out of New York University Medical

Center. Data collected from the New York Longitudinal

Survey (NYLS) served as the framework for many of the

current predictive studies on child development. In the

early stages of their work, Thomas and Chess (1968)

recognized that both normal and abnormal development

resulted from interactions between the child and

environment. Further they surmised that from their

clinical practice, environmental factors alone could not

explain the variability exhibited in individual children
during development. rTemperament, as the main variable in
the behavioral scheme, Was perceived as the behavioral
style of the individual child. Conceptually distinct from
the content/abilities and motivation of behavior,

temperament, according to these researchers, emphasizes
the "how" rather than the "what" of behavior. Thomas and

Chess (1968) state that as a phenomenologic term,

temperament described the CharaCteriStiC tempo,

rhythmicity, adaptability, energy expenditure, mood, and
of a child, independent of the content

focus of attention
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of any specific behavior. The impetus for their 1956

study was the need to investigate the relationship of a

child's individual characteristics in the development of

behavioral disturbances. Thomas and Chess (1986) are

clear in their proposition that temperament is "only one

attribute of the person and must at all times be

considered in its internal relations with abilities and

motives and its external relations with environmental

opportunities, demands and stresses" (p.135). Within this

theoretical framework, normal development requires a

"goodness of fit" between the expectations and demands of

the environment and the child's own temperament

capacities and motivations. Disturbed

characteristics,
behavioral functioning is likely to result, along any
level of development, when the demands of the environment

are not consonant with the child's own characteristics and

style of behavior. This conceptualization does not imply
that the environment is void of stress or stress-related

factors but rather that when stress or demands are

introduced it is a matter of internal reorganization and
adaptation. Chess and Thomas (1968) postulate that, like
other characteristics, temperament is subject to
developmental change as a result of environmental
interaction. An infant reared in a dysfunctional
environment with poorness—Of'fit between infant and

caregiver is at risk for psychopathological development

into adulthood. Yet unpredictable life

that may continue
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experiences may change the impact on the course of

development such that psychopathology is reversed in a

positive direction. AS such, the issue of

continuity/discontinuity of temperamental traits is

reflected back to the intervening variables suggested in

their "goodness of fit model" (Goldsmith & Campos, 1982).

The New York Longitudinal study (NYLS) originally

included 85 families contributing 141 children to its

sample population (Chess & Thomas, 1968). The behavioral

development of the subjects was followed from infancy to

early adult life in an effort to identify and categorize

temperamental characteristics as they influence normal and

pathological developnment. pata were gathered through in-

depth parent interviews, surveying individual

characteristics of each subject including routine

functions of daily 1iving, responses to changes in routine
and reaction, as well as special events or life
e used to measure

situations. Teacher evaluations wer

adjustment to school and overall functioning each year of
school. Direct observations of each child in the school
environment were made yearly while play and

problem-solving activities were observed during
psychological testing at ages three and six.

Through inductive content analysis using parent

interview protocols, chess and Thomas (1968) established
nine categories of reactivity. The nine dimensions of

temperament are outlined in detail below:
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1. Activity level: motor component present in

child's functioning

2. Rhythmicity (regularity): predictability or

unpredictability in time of a biological function

3. Approach or withdrawal: nature of the initial

response to a new stimulus (e.g., food, toy or

person)

4. Adaptability: ease€ with which responses are

modified

5. Threshold of responsiveness: intensity level of

stimulation necessary to evoke a response

6. Intensity of reaction: energy level of response

7. Quality of mood: amount of behavior, either

positive or negative

8. Distractibility: effectiveness of external

environmental stimuli interfering with or altering

direction of behavior

Attention refers

9. Attention span and persistence:

to time spent in activity; persistence refers to
time involved in activity in face of obstacles.
Three temperament constellations or patterns of child
characteristics evolved from the factor analysis of data
gathered from NYLS (Thomas & Chess, 1968, 1984). The
"easy child" was‘characterized by regularity,

adaptability, positive mood, moderate intensity and

approach responses to new situations/stimuli rather than

withdrawal. The easy child is the child who is regular in
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his/her eating and sleeping routine as an infant and

adjusts easily to school. AS school-aged children, they

are flexible to changes and have a moderate threshold for

frustration. Thomas and Chess (1984) indicate that 40% of

the NYLS represented this constellation. At the lower end

of the temperamental continuum are those who are

identified as the "difficult child". The characteristics

associated with this group include irregularity in

biological functions, difficulty in adapting to change and

intense mood often in a negative direction. This child

can be described at home and in school as needing

Prolonged periods of time to adjust to new situations,

routines and periods. Their frustration level is low and

often manifested in a negative manner (e.g., tantrums).
Ten-percent of the NYLS were classified as difficult. The

third constellation defined as the "slow-to-warm-up child"

represented 15% of the sample. As expected, this group

falls in the middle of the temperamental spectrum. The

slow-to-warm-up child's initial response to novelty is

withdrawal with slow adaptability after repeated
exposure. Their reactions are mild in intensity (negative
or positive) and they are relatively regular in biological
functioning. Chess and Thomas (1984) point out that not

all children fit into oné oflthese three temperament
constellations (35%). They credit this to the fact that

individual children can manifest different combinations of

temperamental traits.
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The importance of the data presented by the NYLS

research group has had a profound effect on the study of

child development both from a theoretical and

methodological perspective. The study was not without
problems. The primary criticism is the lack of guidelines
for replication of the temperamental categories. However,
the ramifications of this problem leads to questions

regarding the validity of the dimensions at different

developmental stages, overlap within constructs and the

validity of the assessment measures based on the nine

dimensions (Goldsmith & campos, 1982). A secondary

concern is the practical merits of the temperament

constellation "difficult child" as it has negative

connotations for both the parent (childrearing) and the
child (Rothbart, 1982). IR spite of these difficulties,
Thomas and Chess's formulation of temperament has clinical

relevance to pediatrics, education, psychology, and

psychiatry (Keogh, 1986) spanning from infancy to

adulthood.
Empirical research findings show strong support that
particular clusters of temperament attributes are
predictive of psychopathology into adulthood (Thomas &
Chess, 1977). Further, data exist which support the
thesis that temperament traits influence adjustment in
elementary school (Keogh, 1982), at home (Dunn & Kendrick,

1980a, 1980b) and in college (Klein & Rennie, 1985).
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Chess and Thomas' (1977) NYLS is most recognized in

the literature for investigating the genesis and evolution

of psychopathology throughout childhood, adolescence and

into early adult life. As participants of the research

study, parents of subjects were informed that they could

refer their children if the parent perceived the child to

be experiencing emotional difficulties. At the time the

subjects were five years of age, 45 had been identified as

clinical cases. Statistical analyses of the temperament

attributes revealed a strong correlation between
behavioral maladjustment and the "difficult" temperament

constellation particularly attributes of low rhythmicity,

poor adaptability, low approach, negative mood and high
intensity. Of the original sample population evaluated at
infancy, 133 were interviewed at 16 and again in depth at
18 and 22 years (Thomas & Chess, 1984). Thomas and Chess
(1984) reported that the greatest number of clinical cases
appears between ages three and five years and six and
eight years with the diagnosis of adjustment disorder. By
adolescence, 25 recovered with increased improvement by

early adult life (29)- However, approximately 30% of the
clinically identified continued to experience emotional
disturbance into early adulthood. Those clinical cases
ears old) presented more

emerging in adolescence (13-16 Y
severe symptoms than those manifested in childhood.
Thomas and Chess (1984) do not iden
ment of behavioral disturbances but

tify anxiety as the

etiology in the develop
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rather the poorness of fit or dissonance between the

individual and the environment that results in maladaptive

functioning.

Barron and Earls' (1984) research investigated the

relationships between social correlates and temperament

attributes in the development of behavior problems in

three year old children. With a sample size of 90, parent

and child interviews were conducted in which an measures

of stress, parent-child interaction and child temperament

survey were completed. Nine temperament characteristics
of the child, the quality of the parent-child interaction,
total family stress and gemographic characteristics served
as independent variables for predicting behavior problems

in three year old children. correlational and

multivariate analyses indicated the direct effect of
temperamental inflexibility and negative parent-child
interaction on young children's behavior problems, with
total family stress having an indirect effect. Barron and
Earls' (1984) suggest that the negative effects of family

stress can be reduced by the flexible temperament of the

child and improvement in parent—child relationship.
Temperament as a moderator of stress for young
childven wag examined by Wertlieb, Weigel, Spring, and

Feldstein (1987)- Tt was hypothesized that temperament
may serve as a buffer Or mediate the impact of stress as
observed in behavioral symptoms. School-aged children
(six and nine years old) and their mothers were visited in
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the home over a 12 month period. The Life Events Scale,

the Hassles Scale, Middle Childhood Temperament

Questionnaire, and Child Behavior Checklist were completed

by mothers to assess stress, temperament, and behavioral

symptoms, respectively. The findings indicated that

higher levels of stress (either undesirable life events or

daily hassles) were associated with higher levels of

behavioral symptoms. Multiple regression analyses

reflected a significant relationship between behavioral

Symptoms and temperament attributes of high activity, low

adaptability, withdrawal from new stimuli,

distractibility, high intensity, negative mood, low

persistence, and unpredictable behavioral style.

Interestingly, the temperament data differentiated

internal and external pehavioral symptomatology.

Attributes of high activity, high distractibility, and low

threshold of stimulation were related to externalizing

problems while withdrawal was more relevant to

internalizing.
Findings relating the relationship between
temperament and mental health in early and late

adolescents were reported by Windle, Hooker, Lenerz, East

Lerner, and Lerner (1986) - The primary question of

concern in their research centered on the functional
significance of temperament during adolescence. Both the

early-adolescent sample (11 years) and the late-adolescent

sample (19 years) were administered the Dimensions of
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Yenparament Survey-Revised (DOTS~R), Center for

Epidemiologic Studies-Depression Scale (CES-D) and the

Perceived Competence Scale (pcs) within their classroom at

their home school. A positive correlation between

perceived competency and temperament (approach,

flexibility, positive mood, high persistence, high task

orientation and low distractibility) was hypothesized as

well as a negative correlation petween those temperament
attributes and the depression subscale of the CES. The

results were as expected for both the early-adolescent and

late adolescent group suggesting that the relation between

temperament and psychosocial functioning identified in

infancy and early childhood literature also hold for early

and late adolescence.

Studies investigating the correlation between

academic achievement and temperament have found the

behavioral attribute of adaptability to be signif
ool.. Chess and Thomas (1977,

icant in

Predicting achievement in sch
1984) reported that the NYLS research group examined
correlations between temperament ratings at five years of

age and achievement test scores in reading and arithmetic
during elementary school. Low adaptability and low
approach/withdrawal levels were predictive of low academic
achievement whereas rhythmicity, distractibility, and
quality of mood were unrelated to achievement. Lerner,
Chess, and Lenerz (1985) in a follow-up of the NYLS sample
summarized that it was the difficult temperament (low
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rhythmicity, withdrawal, poor adaptability, negative mood

and intensity of reactions) in the preschool years that
correlated with low academic achievement in adolescence.

Pullis and Cadwell (1982) investigated task

orientation, reactivity, and adaptability in a

correlational study between temperament and academic

achievement. Using first, second, and third graders,

these researchers also found adaptability to be

significantly related to academic achievement. Martin,

Nagle and Paget (1983) conducted a threefold research

design to identify processes affecting student-teacher

interaction and student performance in the classroom.

With reading and mathematics achievement as criteria,

adaptability and persistence were found to be significant

contributors to academicC success.

In a longitudinal study by Hegvik (1984), the
academic progress of 58 children was monitored in grades

two through five. Math concepts, math computation,
vocabulary and reading achievement were measured using

standardized achievement tests. The dimension

adaptability significantly correlated to all four content
areas for the younger students while adaptability

correlated only with the cluster score for the middle

school students. Interestingly, but not surprising, was
lated to the math

that distractibility was significantly re

Scores. Keogh (1986) points out that differences in
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patterns of relationships in temperament research may be a

factor of the domain under study and the age of the child.

Recently researchers Martin, Drew, Gaddis, and

Moseley (1988) investigated the utility of using

temperament ratings to predict academic achievement over

time. In an effort to assess the reliability, three

Separate studies were conducted with variance in time
intervals between collection of the predictor variables

and the criterion variables. In study one, 117

kindergarteners were rated on temperament using a teacher

rated temperament measure and academic achievement was

predicted by a standardized achievement screening

criterion measures were

instrument. The three achievement

teacher grades, a standardized achievement test and a

Criterion referenced test. There was approximately a one-

year interval between the predictor and criterion

variables. Multiple regression analysis found the

temperament dimensions of distractibility and persistence

were most predictive of standardized measures of

achievement. Persistence, distractibility and activity

were strongly correlated to teacher assigned grades. The

second study involved 22 preschoolers who wer
rating temperament measure.

e rated for

temperament using a teacher

The preschoolers were also administered two measures of

After aapproximately two year interval,

for acadenic achievement. The

intelligence.

students were evaluated
results of the second study found a positive relationship
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between approach/withdrawal and the achievement subtests

of reading recognition, reading comprehension and spelling

as wll as teacher assigned grades in number concept and

written performance. The temperament dimensions of

persistence and distractibility were found to

significantly correlate with teacher assigned grades in

reading, number concepts and written performance. The

third study surveyed teacher rated temperament profiles

for 104 first graders. Mid-semester of the first grade, a

mental abilites measure was administered. Four years

later achievement scores were obtained. The results of

the third study found that the temperament dimensions of
distractibility, activity and persistence were found to be

the strongest predictors of standardized achievement test

performance. Clearly the findings of Martin, et al.

(1983), have tremendous implications for the utility of
temperament ratings in predicting achievement over time.

Social adjustment in school also appears to be

sensitive to the influences of temperament as perceived by
teachers and peers. cumulative data exist suggesting that
teachers' Perceptions of student's behavioral style

influence the teacher-student relationship as well as

evaluations of performance, grades and perceptions of
ability level (Keogh, 1986). Using first graders, Martin
et al. (1983) asked teachers to rank students in terms of
social adjustment with consideration of peer relations,

relationships with adults and emotional stability.
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Temperament was assessed by the teacher using the

Temperament Assessment Battery-Teacher Form. A strong

correlation was found between reading and math grades and

social adjustment and temperamental attributes of

persistence, distractibility, approach/withdrawal, and

adaptability.
A longitudinal study py Garrison, Earls and Kindlon

(1984) investigated the relationship between temperament

characterjistics measured at three years of age and social

adjustment at school entry (6 years). Using the Parent

Temperament Questionnaire, mothers of subjects rated

temperament on the nine dimensions outlined by Chess and

Thomas (1977). After approximately three years in a

school setting, subjects and teachers and mothers were

asked to complete the child Behavior Checklist (Achenbach

& Edelbrock, 1980). Although these researchers found a

low association between preschool temperament

characteristics and adjustment at school entry in the

group as a whole, high persistence, low rhythmicity and
high intensity were found to pe significant in predicting

increased risk for maladjustment at school entry.

Dunn and Kendricks (19803, 1980b, 1982) investigated

the relationship between temperament and adjustment in the
home environment. specifically, they were interested in
how individual differences in children influenced the
quality of the mother—child relationship. To answer this
research question, 40 first-born children were followed
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one to two months prior to the pirth of a second child and

until the second child was 14 months of age. Individual

differences were measured through parent interviews and

direct observations at four points: (1) during the

mother's pregnancy with the second child, (2) 2-3 weeks

after the birth of the sibling, then (3) at eight months,

and (4) 14 months after the pirth of the second child.

The longitudinal results indicate that mothers do behave
differently with children of different temperaments and

that the temperamental characteristics tend to be

associated with differences in the quality of the family

relationship. specifically, the data showed that

first-born children reported to have "difficult"

temperaments show more stress-related behaviors (fearful,
ritualistic behavior) 14 months after the birth of the
sibling. Additionally, it was documented that the

"difficult" first-born children received less attention
from their mothers. The clinical implications of these
results are that temperamental attributes may be variables

in determining levels of vulnerability to stressful events

(Dunn & Kendricks, 1982)-

In a structured laboratory setting, Webster-Stratton

and Eyberg (1982) investigated the interrelationship

between child temperament variables and the mother-child

relationship. Thirty-five mothers of three to five year

0ld children were asked to complete pencil and paper

inventories measuring their child's temperament and
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behavior problems, and each mother-child pair was observed

in a free play situation. Analysis of the data reflected

correlations between high activity and low attention and

behavioral problems at home. Further, these children were

independently described by observers as more

nonaccepting/noncompliant in their interactions with their

mothers. Mothers of low attention, high activity

children, in turn were more negative in affect, more
nonaccepting and more submissive with their children.
These researchers suggest that perhaps children with

difficult temperaments are more demanding on mothers yet
provide little reinforcement relative to the effort. The

results of this study underscore the importance of the

concept of goodness of fit for the mother-child

relationship. That is, when mothers of difficult

temperament (high active, low attention) children respond

in a negative and submissive manner, it increases the

likelihood for stressful interactions and the development

of behavioral problems. Lastly, it is interesting to

note, that when examining the relationship between child

temperament attributes and mother-child interaction

child temperament attributes were more

jors than to child behaviors.

behaviors,

correlated to mother behav

Few studies have investigated the construct of
temperament and its implications for adulthood. Klein
(1987) and Rennie (1985) have focused their research on

adaptation to change in young adulthood as it relates to
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temperament. Temperament as a mediating factor in

adjustment to college residence living was explored by

Klein and Rennie. The central tenet of their research was

based on the notion that young adults who leave home to

attend college are faced with transitional stress.

Separation from friends and family, academic pressures and

new personal responsibilities are a few of the stressors

young adults encounter as they begin their college

career. Specifically, Klein and Rennie were interested in
the relationship between temperament and affective

adjustment, temperament and campus involvement patterns,

and temperament and satisfaction with college and

residence hall l1ife. The pimensions of Temperament

Survey, The Multiple Affect Adjective Checklist, the

College Activity Scale, and the College satisfaction Scale

were completed by 100 entering freshmen at a state
university after completion of the first eight weeks of

the fall semester to assesSs the questions posed by these

researchers. The results were significant and supportive
of the findings stated in child-temperament literature.
Adaptability was negatively correlated with affective
measures, with the more adaptive students being less

anxious, less depressed and less hostile. Adaptability
was related to campus involvement patterns with more
adaptive students participating in more activities, with
greater frequency, and spending more time with others.

The dimension of attention correlated positively with
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involvement in activity whereas reactivity correlated

negatively with involvement. Multiple regression analysis

for the relationship between temperament and satisfaction

with college and residence hall selected adaptability as

the only predictor variable. The results of research

investigating the influence of temperament attributes on

school adjustment show consistency for both

young children in elementary school and young adults in

college.

Klein (1987) continued to research the role of

temperament and adaptation among young adults during the

transition from high school to college. The core of

Klein's research is based on the assumption that

"temperament is an active mechanism by which the

individual achieves adaptation after change.....the

pattern of adaptation to change from interpersonal to

intrapersonal is, in part a correlate of individual
temperament" (p. 121). The three relationships were
temperament and

investigated: the relationship between

loneliness; the relationship petween temperament and

satisfaction and activity; and the relationship between

temperament and affect. The Revised Dimensions of

Temperament Scale, The pifferential Loneliness Scale, The
College Activity Scale, The College satisfaction Scale and

The Multiple Affect adjective Checklist were completed by

167 college freshmen from two different insitutions

(state-supported university and a private college). The
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sample included both residential and non-residential

students. During the first week of orientation, students

completed the temperament survey along with several other

measures. At the eighth week of the quarter, students

completed the loneliness scale, scales of satisfaction and

activity and the affect checklist. Multiple regression

analysis for the relationship petween temperament and

loneliness found loneliness with friends was predicted by

flexibility-rigidity. Loneliness in group relationships
was predicted by approach—withdrawal and mood while

loneliness in relation to family was predicted by

rhythmicity, attention—distractibility, mood, and activity

level-general. The relationship between activity and

temperament found that the very active student is more

likely to aproach new sitUationS, show fleXibility, high

attention span and positive mood. Satisfaction correlated
with approach, positive mood and flexibility. In regard
to the relationship between temperament and affect, affect
was defined by the dimensions of depression, anxiety, and
hostility. The temperament attributes of approach,
flexibility, attention span and positve mood all
correlated significantly with the three affective
components. Clearly the results of Klein's (1987) study

se that temperament is related to the

Support the premi
interactional style and success of transition and
adaptation. The findings also fit with the work on
temperament and adapation in infancy and early childhood
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and supports that temperament does have a role in

development across the 1ife-span.

g the 1iterature on both attachment and

In studyin

temperament, several possible relationships between

attachment and temperament emerge. The construct
attachment refers to the affective bond between the infant

and mother dyad; this bond is the first of many social

relationships that will develop over a lifetime.

Temperament, on the other hand, is not interactional in

that it exists independent of the interactional process

(Goldsmith & Campos, 1982)- However, the individual

differences or temperamental attributes brought into the

relationship by the infant influence the quality of the

attachment relationship. AS reported in Bowlby's theory

(1969, 1973, 1980), maternal responsiveness to the
infant's signaling is paramount in determining the
directions and expression of the affective bond. If

maternal perceptions are that the infant is easy,
difficult or slow-to-warm-up, the type of relationship
established within the dyad is a consequence of mother's

responsiveness to the individual differences of the
infant. The parameters of expression of temperament may

also be influenced by the individual differences in

maternal social responsiveness (Goldsmith et al., 1982).

Campos and Stenberg (1980) jllustrate this parallel when
they suggest that an infant may learn from observing

his/her mother that there are features of the environment
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of which to be fearful and if the learning is internalized

sufficiently, the child will demonstrate

cross-situationally stable thresholds for fearfulness. A

third relationship between temperament and attachment

exists when infants' individual differences are factored

into the classification of security of attachment. Kagan

(1971) adds that differences in the quality of the
attachment relationship described as either avoidant,
ambivalent or secure according to the Strange Situation

(Ainsworth & Wittig, 1969) are not clearly reflective of

the history of the dyad relationship but perhaps

individual differences in sensitivity to stress

(i.e., separation). In other words, it may be the

infant's threshold for stress that is inadvertently
measured as security of attachment. For example an

"avoidantly attached" infant may be more flexible and
amenable to change hence not easily distressed by repeated

appearing unattached. Likewise, the

maternal separations,
"ambivalently attached" infant may be more sensitive to
change and easily upset, thereby appearing clingy and
resistant within the same context (Goldsmith & Campos,

1982). Therefore, it is possible that temperament

influences the classification of attachment under the

context of the Strange situation without measuring the

quality of the infant/mother relationship. Rothbart and
Derryberry (1981) succinctly state the complexity and the

influence of attachment and temperament when they cite
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that "as important as the mother's sensitivity and

flexibility may be, the role of the child's constitutional
capacities and limitations in shaping her behavior should
not be underestimated. Nor should the sensitivity and
flexibility of the infant pe neglected, for infants vary

greatly in their capacity to augment or reduce their own

reactivity, and to bring distress or pleasure to their

It seems essential that the mother-infant

sulting attachment process be viewed

care-givers.

interaction and the re
as a function of two intricate and flexible interactional

systems, which can achieve a wpalance" in a number of

ways." (p.68). Lastly, as we have seen through this
literature review, empirical evidence exists,
demonstrating that both temperament and attachment are

predictive of adjustment from infancy to adulthood.

summary

This study represents an attempt to empirically

investigate the constructs of attachment and temperament
in adulthood. Temperament and its influence on attachment
were investigated as it related to adjustment to college
among freshmen students. The first line of questioning
was to address the relationship petween temperament and
the perceived quality of the early attachment
relationships. It was hypothesized, according to the
literature, that rhythmicity, approach, mood, low
distractibility and persistence would be related to
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reports of attachment with parental figures. Secondly,

this research project investigated the relationship

between adjustment to college, temperament and attachment.

According to attachment theory, there should be a

positive relationship between the quality of the initial

infant-caregiver relationships and adjustment to new

interpersonal situations. Temperament dimensions of

rhythmicity, approach, mood, low distractibility, and
persistence are expected to reflect a positive adjustment
to college. The inclusion of college freshmen as a sample
pPopulation to study the aforementioned constructs in early
adulthood is essential as it affords an analogous paradigm
used to study attachment in infancy. It can be said that
the freshman's initial relationships with the college
environment are parallel to the situation that young
children encounter when they move from their relationships
with the primary caregiver to explore the world (Caro,

1985). For both developmental phases, satisfactory

adjustment would be predicted py the adequacy of past and
Present attachment relationships and adequate fit between
the individual and the environment.
Empirical support for the two predictions outlined by
this research design aids in clarifying the components or
behavioral referents of adult attachment and underscores
the importance of identifying temperamental patterns
indicative of adaptive psychosocial functioning in early
adult life. clarification and identification of the role



of attachment and temperament on adjustment in adulthood

also has significance for prevention and intervention in

early childhood.

69
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CHAPTER ITII

Methodology

The purpose of this study was to investigate the

relationship between perceptions of early attachment
relationships and temperament in adulthood. Further, the

relationship between adjustment to college, temperament

and attachment were examined.

This chapter outlines the methodology used in the
present study. It is organized as follows: (a) sample
and sampling procedures and data collection procedures,
(b) operational definitions of the variables used in this

study, (c) instrumentation, and (d) research design.

Sample and Sampling Procedures

The participants in this study were freshmen students
enrolled at a large state university (University of

Maryland, College Park campus) and a small private college
(Mount Saint Mary's college, Emmitsburg, Maryland) during
A summary of demographic data on

the Fall 1988 semester.
the sample is presented in Appendix A. The criteria for

selection into the subject pool were as follows:

(a) students were first semester freshmen enrolled for the

first time at the University of Maryland or Mount Saint
and (b) they were living in

Mary's as of September 1988,

the residence halls on campusS.
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out of the 1,950 freshmen (1600 - University of

Maryland; 350 Mount Saint Mary's College) initially

contacted, a total of 263 freshmen (119 from the

University of Maryland, and 144 from Mount Saint Mary's

College) participated in the study. Two students were

eliminated from the study because of incomplete

questionnaires.

Permission to recruit students was requested through
the Residence Life Program at both the University of
Maryland and Mount Saint Mary's College. Students were

contacted during the third week of the Fall semester. A

letter requesting their participation was sent through

Campus mail (See Appendix B). The letter briefly

described the research project and provided the dates,

times and locations of data collection and described the

incentives offered for participation. Light refreshments
(cookies, chips, nuts and sodas), discount coupons for
Pizza (at University of Maryland campus only) and drawings

for free movie tickets, and dinner at local establishments
were the incentives offered to volunteers. Attached to

the letter was a postcard requesting the final results of

the study. Students were asked to complete the card (name

and mailing address) and to return it to the researcher.
Two follow-up letters were sent two weeks apart reminding
date and location of data collection

(see Appendix C). Several days

students of the time,

for the research project

g the research, posters outlining

Prior to initiatin
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research specifics (time, date, and location) were posted

in each participating residence hall lobby. Resident

directors and resident assistants also reminded students

on the day of data collection of the time and location of

the research.

Data Collection Methods

Data collection took place in the freshmen residence

halls (University of Maryland: Ellicot, Denton and

Cumberland Halls; Mount Saint Mary's: Sheridan and

Pangborn Halls). Students from each residence hall were

gathered as a group in their respective community
recreation rooms and/or residence hall lobby. At the time

of data collection, a brief verbal presentation was given
addressing the nature of the research; assurance of

confidentiality: instructions for completing data packets;

general questions; and procedures for receiving results of
the research. The students were given a packet consisting

Informed consent Form, Information

of the following:
g Instrument (PBI),

Sheet, Release Form, parental Bondin

Dimensions of Temperament survey - Revised (DOTS-R) ,

Student Adaptation to College Questionnaire (SACQ) and

Perceived Social Support Scales (Friends) (see Appendix
B). The students were asked to complete the data packets
on site, leaving the data packets with the researcher.
Piloting procedures indicated it would take approximately

30 minutes to complete the data packets. The range of
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time for completion of the data packet was approximately

30 to 60 minutes.

les used in this Study

Operational Definitions of variab

Chapters I and II discussed the theoretical basis for

the selection of the specific variables for the present

study. This section presents the operational definitions

of the variables and various measures, as well as

available information with respect to the psychometric

pProperties of the measures used.

Variables of Interest

Predjctor Variables. The predictor variables for
this study were temperament and attachment. Temperament

was defined as the characteristic pehavioral style that
individuals manifest. Temperament was operationally

defined by ten dimensions on the Revised Dimensions of

Temperament Survey (Windle & Lerner, 1986). The ten
dimensions of temperament included: activity level -
general; activity level -~ sleep; approach/withdrawal;
flexibility/rigidity; mood; rhythmicity - sleeping;
rhythmicity - eating; rhythmicity - daily habits;

distractibility and persistence.
Attachment was operationally defined as perceptions
of parental bonding as measured by two dimensions on the

Parental Bonding Instrument (Parker, Tupling, & Brown,
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1979). The two dimensions of parental bonding are care
and overprotection.

Criterion Variables. Criterion variables for this

research were adjustment and perceived social support.

For the purposes of this study, adjustment to college was

perceived as adjustment to the initial transition from

home to college. The jnitial transition period was
defined as the first eight weeks of the first semester.
Adjustment was operationally defined as adaptation to the

academic, personal and social demands of the college

environment as well as the attachment to the institution
as measured by the student Adaptation to College
Questionnaire (Baker & Siryk, 1984) . The four principle
categories defining college adjustment included: academic

adjustment to the educational demands specific to the

college experience; social adjustment to
interpersonal-societal demands within a residential

community; personal—emotional adjustment to the college

experience and goal commitment/institutional attachment.

Perceived social support, as measured by the Perceived
Social Support Scale (Procidano & Heller, 1983), was

operationally defined as the extent to which individuals
perceive that their need for support was met by
information and feedback provided by family and friends

and as such is a measure of adjustment.
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Descriptive Variables. Descriptive variables were

age, sex, race, friendships, relatives in area, and visits

home as measured by demographic information sheet.

Instruments

Information sheet. This form was used to collect

relevant demographic data (Appendix B).
Release form. This form (Appendix B) consisted of a

statement giving permission to the University of Maryland

and Mount Saint Mary's College Records Offices to release

the student's high school grade point average (GPA), first

semester grade point average, and Scholastic Aptitude Test
(SAT) scores to the investigator. Students were asked to

sign and date the form, and to provide their Social

The form consisted of two duplicate

Security Number.

halves since the Records Office is required to retain a

copy for their files. SAT SCOIes were computerized and

accessible through the Record's Office at both the

University of Maryland and Mount Saint Mary's College.

High school GPA's were available only for University of

Maryland students.

Parental Bondind Instrument.

f report measure consisting of 25

The Parental Bonding

Instrument (PBI) is a sel
& Brown,

to investigate "the parental

items (parker, Tupling, 1979), (see Appendix B).

The instrument was designed

contribution to a parent—child pond" (p.l) as perceived by
xtensive research of

the child. Based on the findings of e
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parental behaviors and attitudes, two dimensions, "care

versus indifference/rejection” and "control/overprotection

versus allowance of autonomy and independence", were

identified by the authors as being influential in the

parental contribution to the ponding process. The "care"

subscale is comprised of 12 items, with 13 items

representing the uoverprotection" subscale. A four point

Likert rating scale is used where 3 = "Very like", 2 =

"Moderately like", 1 = wModerately unlike" and 0 = "Very

unlike". A maximum score of 3 is possible on both scales.
After reversal of negatively worded questions, items were
summed and averaged across items so that scores on each

scale ranged from zero to three. Missing data on the PBI

Subscales was recoded to the mean of the scale for that

particular student.

The affective parental pond as measured by the PBI

provides two subscales, care and overprotection. Care was

defined as affection, emotional warmth, empathy and

closeness while overprotection was defined as control,

overprotection, intrusion, excessive contact,
infantilization and prevention of independent behavior.

Parker, Tupling, and prown (1979) determined the
characteristics of the parental bonding relationship by

taking the mean of possible scores on the care (Mean=18)

and overprotection (Mean=19) subscales. They categorized

the bonding relationships as follows: Optimal bonding is

representative of a high care score (>18) and low
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overprotection score (<19) while absent or weak bonding is

reflected by a low score on care (<18) and a low score on

the overprotection subscale (<19) . For the purposes of

this study, however, the two subscales of care and

overprotection were used as continuous data rather than

categorizing subjects as did parker, Tupling, and Brown.
This approach was taken as predictor variables in the

multiple regression analysis treated as continuous was

more appropriate and made petter used of the variance

among subjects then categorical data.
Test-retest reliability was established by Parker and
his associates (1979) by administering the inventory on

two occasjons within a three week interval. A Pearson
correlation coefficient of .76 resulted for the care scale
and .62 for the overprotection scale. Split-half

reliability was measured at .87 for the care scale and .73

for the overprotection scale-

Concurrent validity was determined by a correlation

between independent raters' scores of "care" and

"overprotection" obtained guring an interview with the

subjects and scores obtained on the parental Bonding

Instrument. The Pearson correlation between self-report
care scale and interviewed care dimension were .77 for
ations between the

each of the two raters. The correl

Self-report overprotection scale and the interviewed care

dimensions were .47 and .50 for the two respective raters.
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Revised Dimensions of Temperament Survey. The

t Survey - Adult (DOTS-R

Revised Dimensions of Temperamen
Adult) is a 54 item self-report measure (Windle & Lerner,
1986) which is a revision of the Dimensions of Temperament
Survey (DOTS) developed by Lerner, Palermo, Spiro and
Nesselroade, (1982) (see Appendix B). The development of
this measure is based on the definition of temperament as
the Yeharssteristic heliaviopal style Ehat individuals

manifest" (p.214) and that these characteristics were

influential in psychosocial development and behavioral

adjustment. Windle and Lerner (1986) assert that the

adult scale of the DOTS-R assesses ten attributes:

Activity Level - General; Activity Level - Sleep;

Approach/Withdrawal; Flexibility/Rigidity; Mood;
Rhythmicity - Sleeping; Rhythmicity - Eating; Rhythmicity
= Daily Habits; pDistractibility; and Persistence.

Temperament scores are obtained within each category by

responses after the reversal of

Summation of the students'
Negatively worded questions was completed. Missing data
on the DOTS-R were recoded to the mean for that item for
all subjects. A four point Likert scale was used with
each item where 1 = "usually false", 2 = "more false than
true", 3 = n more true than false", and 4 = "usually true"
(Windle, Hooker, Lenerz, East, Lerner & Lerner, 1986).

For each category, with the exception of distractibility,

higher scores reflect a positive direction for each
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attribute. However, on the distractibility subscale a

high score indicates more attention, less distractibility.

The range of possible scores for each temperament

dimension were as follows: 7-28 for activity

level-general (7 items), 4-16 for activity level-sleep (4

items), 7-28 for approach/withdrawal (7 items), 5-20 for

flexibility/rigidity (5 items), 7-28 for quality of mood
(7 items), 6-24 for rhythmicity—sleep (6 items), 5-20 for

rhythmicity-eating (5 items), 5-20 for rhythmicity-daily

habits (5 items), 5-20 for distractibility (5 items), and

3-12 for persistence (3 items).

Internal consistency coefficients (Cronbach's Alpha)

for the DOTS-R Adult are reported by Windle and Lerner

(1986) ranging from .62 to .89. Because limited studies
have been conducted using the DOT-R, & Ccronbach's Alpha

was computed to determine internal consistency within each
scale. Reliability coefficients for each scale follows:

activity level - general .79, activity level - sleep .82,
approach/withdrawal LTy flexibility/rigidity .61, mood

-88, rhythmicity - eating .69, rhythmicity - daily habits
.54, distractibility -75; and persistence .65. Windle and
Lerner (1986) obtained test-retest reliabilities ranging
from .59 to .75 with a time interval of six-weeks (Windle
& Lerner, 1986). Wwindle, Hooker, Lenerz, East, Lerner,

and Lerner (1986) state that construct validity was

established by Windle in an unpublished manuscript in an

inter-inventory study among college students. Convergent
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and discriminant relations were also reported to have been

assessed by the DOTS-R and Emotionality, Activity,

Sociability, and Impulsivity-II, and Eysenck's Personality

Inventory; however statistical coefficients were not

Provided.
naire. The

Student Adaptation to college Question

Student Adaptation to College Questionnaire (SACQ) (Baker
& Siryk, 1986) (see Appendix B) is a 67-item self-report
Likert-type scale designed to measure student adjustment

to college. Four principle categories delineate college

adjustment including: (1) academic adjustment to

educational demands specific to college experience,

(2) social adjustment to interpersonal—societal demands

associated within a residential community, (3) personal-

emotional adjustment to the college experience, and

(4) goal commitment/institutional attachment. A 9 point

Scoring scale, ranging from 9 = nyery closely applies to
me" to 1 = wpoesn't apply to me at all", provides an index
of adjustment for each category- Half of the items are
Positively keyed, half are negatively keyed. Missing data

on the SACQ were recoded to the mean of the subscale for
that particular item across subjects. Baker and Siryk

(1986) determine the overall adjustment as the summation

with higher scores indicating

©f all subscale scores,
better adjustment. For the purposes of this study, in
order to make the scores more meaningful, a mean rather

than a sum was computed thus returning the scale values to
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the nine point scale. The first three subscales mentioned

contain items that are specific to that subscale.

However, the fourth subscale (goal commitment-attachment)

included eight items from the social subscale and one item

from the academic subscale. Baker and Siryk (1986) note

that the goal commitment/ institutional attachment

subscale was developed based on attrition figures for

Clark University (freshman samples), and therefore may not

be appropriate at other institutions. Noting the caution

reported on the attachment subscale by its authors, it was

used in this study as has been widely used in adjustment

research (Baker & siryk, 1986; caro, 1985).
Cronbach's coefficient alpha values range from .77 to

.91 for the four subscales and from .92. to .95 for the

full scale. Criteria used to establish discriminant and

convergent validity were selected by Baker and Siryk

(1986) based on relevancy to the individual subscale.

External criteria used for measures of validity for each

Subscale are as follows: the Academic subscale used

freshman year grade point average and election to an
academic honorary societyi social Adjustment subscale used

social activities checklist and outcome of application for

dormitory assistant positions; pPersonal-Emotional
Adjustment subscale correlated requests for campus

psychological services: and Goal Attachment/Institution
Attachment subscale used attrition as a validity

criterion. Significant correlations in the expected
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direction were found between the academic subscale and

freshman GPA and election to an honorary society (Phi Beta

Kappa), between social adjustment and social activities

checklist and determination of dormitory applications
(i.e., accepted for position). significant relations in
the expected direction were found between
Personal-Emotional Adjustment subscale and requests during

the freshman year to a campus psychological services

Center.
ale (PSS). The Perceived

Perceived Social support Sc

Social Support Scale was designed by Procidano and Heller
wthe extent to which an individual

(1983) to measure
perceives that his/her needs for support, information, and
feedback are fulfilled bY friends and by family" (p.3).

The 40 item self report measure consists of two

Subscales: Perceived social Support from friends (PSS-Fr)

and Perceived Social Support from family (PSS-Fa) (see

Appendix B). Each subscale contains 20 items, some of
which are identical except the identification of "friends"
or "family". The two subscales are independent and do not °
provide an overall perceived social support score. For

the purposes of this study only the subscale Friends was
used as a criterion measure of adjustment to college as

the students were living at college, away from home. It

was hypothesized that the perceived support provided by
the family at home would transfer to perceived support

from peers at college as a measure of adjustment. Items
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were keyed such that 1 = nyes", 0 = "no", and 0 = "don't

know". Missing data was not recoded but given a zero

value. The subscale score was obtained by summing the

students' responses after negatively worded questions were

reversed. Possible subscale scores range from 20 (maximum

perceived social support) to 0 (no perceived social

Support) .

Validation studies by procidano and Heller (1983)
report alpha coefficients of .88 for the PSS-Fr and .90
t each scale is

for PSs-Fa. Factor analyses indicated tha

composed of a single factor. construct validity was
established by correlating the PSS-Fr and PSS-Fa with the

Life Experience survey (LES) (sarason, Johnson, & Siegel,

1978); Social Network Questionnaire (SNQ) (Liem & Liem,

1977); and Langner screening instrument (1972).

Statistical analyses found the PSS-Fr and PSS-Fa to be

Positively related to assessments of social assets and

hegatively related to measures of psychopathology.

Procidano and Heller (1983) report the pss-Fa an
asure separate and valid

d PSS-Fr

to be related (r = .24) but me

Cconstructs of social support.

Analysis and Design

The research design of this investi
procedures used to analyze the

gation was

correlational. Statistical

data included stepwise multiple regression in order to

determine the relationship between the predictor variables
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of Temperament (Revised Dimension of Temperament Survey)

and Attachment (Parental Bonding Instrument) and the

criterion variables of Adjustment (Student College

Adjustment Questionnaire and perceived Social Support -

Friends). Means, standard deviations, and frequencies

were used to describe characteristics of demographic

variables. Pearson correlations petween measures were

calculated. Finally, t-tests and chi square analyses were

conducted to determine the differences between the two

schools.

Hypotheses

The literature suggests tha
—-child relationship and later

t infant temperament may

influence the early parent

developmental adjustment. care and low overprotection,

the two components of attachment, are hypothesized to

predict childhood adjustment. The hypotheses were formed

on the basis of the literature and the seemingly logical

nature of these relationships. The following specific

hypotheses were formulated:
tween Temperament and Attachment.

The Relationship Be

1. The temperament clusters of rhythmicity, approach,

positive mood, 1low distractibility and persistence

will predict care.

2. The temperament clusters of rhythmicity, approach,

positive mood, 1low distractibility and persistence

will predict low overprotection.
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The Relationship Between Temperament and Adjustment.

The temperament dimensions of approach, flexibility,

positive mood, persistence, and low distractibility

will predict academic adjustment.

The temperament dimensions of high activity

level-general, low distractibility, flexibility, and

positive mood will have a positive relationship to

social adjustment.
Temperament clusters of approach, low distractibility,

positive mood, flexibility and persistence will have a

positive relationship to personal-emotional

adjustment.
Temperament clusters of flexibility, high activity
level-general, approach, low distractibility and

persistence will have a positive relationship to goal

COmmitment/institutional attachment.
Temperament clusters of high activity level-general,
flexibility, positive mood, low distractibility,

approach, and persistence will relate positively to

perceived social support from friends.

ween Care and Low Overprotection as

Relationship Bet
ustment.

Components of Attachment and Adi

Attachment dimensions of care and low overprotection
will relate positively to academic adjustment.
Attachment dimensions of care and low overprotection

will relate positively to social adjustment.



86

10. Attachment dimension of care and low overprotection

will relate positively to personal—emotional

adjustment.
11. Attachment dimensions of care and low overprotection

will relate positively to goal commitment/

institutional attachment.
12. Attachment dimension of care and low overprotection

will relate positively to perceived social support

from friends.

Additional post hoc analyses were conducted on an
exploratory basis to further investigate influence of
temperament on academic achievement in early adulthood.

The relationship of temperament on high school GPA, first

Semester college GPA, and SAT scores was of particular

interest. The relationship between temperament and

achievement (SAT's and Ggpa) is difficult to predict since
the focus of past literature has been on young children

and not on young adults. simple correlations between
demographic variables (e-9-v distance from home, prior
friendships, relatives in area, and frequency of trips
home) and independent (temperament and attachment) and

dependent variables (adjustment and perceived social

support) were conducted.
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CHAPTER IV

Results

The purpose of this research was to investigate three

general areas regarding the implications of early

relationships and temperament on young adult development.

Specifically, the three areas Were: (1) what is the

relationship between temperament and the perceived quality

of the early attachment relationship, (2) what is the
relationship between temperament and initial adjustment to
college, and (3) what is the relationship between the
perceived quality of early attachment relationship and

adjustment to college. Based on the three areas of

investigation, specific hypotheses were formulated to

address each relationship-
This chapter reports the results of this research.
The results of the analyses are organized as follows: (a)

Characteristics of the sample (b) the relationship of

temperament to attachment (hypotheses 1 and 2), (c) the

relationship of temperament to adjustment (hypotheses 3,
4, 5, 6, and 7), (d) the relationship of attachment to
adjustment (hypotheses 7, 8: 9 10, and 11), (e)
oc analyses, and (f) a short summary.

supplementary post h
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characteristics of Sample

Characteristics of Total Sample
ires from 261 college freshmen

Responses to questionna

were used in the data analyses. All participating

students were first semester freshman students living on

campus (See Appendix A, Table A-1 for Summary of

Characteristics of Total Sample). one hundred sixteen

frechnan studenks were from a large state university
(University of Maryland) and 145 freshman students were
from a small private college (Mount Saint Mary's College).

Sixty-two percent of the freshman students were females

and 38% were male. The age range of freshmen was 16 years

to 20 years of age with the mean age being 18 years. Race

was classified as white (81%), plack (12%) or other (7%).
The classification of nother" included Hispanics, Native
shman students were

Americans, and Asians. since all fre

living away from home for the first time, in a residence
hall on campus, the distance petween school and home was

measured. Miles from home was divided into four
intervals: o0 to 50, 50 to 100, 100 to 250 and over 250
miles. Twenty-nine percent of the students lived within
50 miles of home, 20% lived between 50 to 100, 25% were

100 to 250 miles from home, and 26% lived over 250 miles

away from home. Visits home were classified as every

Weekend, every other weekend, only on holidays, and other.

Seven percent of the students reported going home every
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weekend and 12% responded every other weekend. Fifty-nine

percent of the freshmen reported going home only on the

holidays while 21% recorded at other times or when

hNecessary. Students were asked to report whether they had

high school friends who were also attending the same

ndicated they had friends

College. Seventy-seven percent i

attending the same collegé while 23% reported not knowing
other high school classmates at college. Those freshmen

who reported having prior friendships were asked to

estimate the number of friends from high school they knew

on campus. The range of pre-college friends ranged from
one to 70 with the mean of siX. Ninety-nine percent of
the students reported that since being at college, they

students were asked if they

had made new friends. LastlY,
one percent reported

had relatives in the area. seventy-

having no relatives in the area-

Characteristics of Sample b School

termine sample bias by school in

In order to de
relation to the college attended, comparisons by school
were made for demographic variables (See Appendix A, Table
the sample

A-2). Additionally, for each school,

Population was compared to the total population of
freshmen students on sex, ade: and race to determine

Sample representation, It was found that the sample
Population was representative of the total population for

ree variables. The student

each instituation on those th
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sample at the University of Maryland include 71% females

(n=82) and 29% males (n=34) . Mount Saint Mary's College

had 55% females (n=79) and 45% males (n=65). The mean age

for University of Maryland students was 17.89 (SD=.52) and
the mean age for Mount saint Mary's College students was

18.00 (SD=.46). Race classification for Maryland student

was as follows: 72% white, 17% black and 11% other.

At Mount Saint Mary's College, 88% of the freshmen sample

were white, 9% black and 2% other. Miles from home was

divided into four intervals of distance (0-50, 50-100,

100-250 and over 250). The modal distance interval for
Maryland students was 50-100 while the modal interval
distance for Mount Saint Mary's Ccollege students was 100-
250. At the University of Maryland, 50% reported living 0
to 50 miles from home, 12% reported 50 to 100 miles, 16%

reported 100 to 250 miles, and 23% reported living over
percent of Mount Saint Mary's

250 miles from home. Twelve

College students reported 1iving 0 to 50 miles from home,
28% reported 50 to 100 miles, 32% reported 100 to 250
miles, and 28% reported 1iving over 250 miles from home.
The differences between school on the variable of distance
from home was statistically significant with Mount Saint
Mary's college students peing further away from home (t=-
4.45, df= 1,259, p<-001)- visits home for University of

s were as follows:

[

Maryland student 15% every weekend, 22%
every other weekend, 33% on holidays, and 31% other. For
2% visited every

Mount Saint Mary's College students,
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weekend, 4% visited every other weekend, 80% went home on

holidays, and 13% visited at unspecified times. Eighty-

four percent of the University of Maryland sample reported

having prior friends at Maryland while 16% did not know

anyone attending Maryland. For Mount Saint Mary's

College, 71% reported knowing other students also

attending while 28% of the students did not know anyone.
The difference between schools was statistically

significant. University of Maryland students reported
having more friends from high school attending the same
college (t=2.99, df=1,179.82, p<.01) than Mount Saint
Mary's College students. There was little variation

betwesn schacls in regard TO making new friends.

Ninety-nine percent of the students from each school
reported making new friends since arriving at college. In
46% of the University of

regard to relatives in the area,

Maryland students reported having relatives in the area
while only fifteen percent of the Mount Saint Mary's
ported having relatives in the area.

College students re

Academic Characteristics of Sam le

SAT scores, and first semester

High school GPA'S,

GPA's were also collected. Range of scores, means and
standard deviations are presented poth for the total
population and by school (S5ee Appendix A, Table A-3).
High school GPA's were only available for the freshmen at

the University of Maryland, Mount Saint Mary's COllege
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does not use high school cPA as criteria for freshmen

admissions.

The range of high school GPA's for Maryland students

was 1.93 to 4.0 with a mean of 3.05 (SD=.51, n=108).
Eight GPA scores were not included in the analysis because
students did not sign the consent form to release these

Scores. The mean high school achievement level for the

University of Maryland freshmen sample was above average.

For the total sample, SAT scores Were available for only

206 of the students in the sample population. Fifty-five

cases were missing for this analyses. The breakdown for

missing cases from both schools follows: University of

release forms for scores and five

Maryland, eight no-

unrecorded scores; Mount saint Mary's College, 36 no-

release forms for scores and six unrecorded scores.

The range of SAT scores for the total sample was 630

to 1500 with a mean of 1008 (SD=160) . University of

Maryland freshmen had a mean SAT score of 1081 (SD=161)

with Mount Saint Mary's College mean SAT score being 936

s difference petween schools on the variable

(SD=122). Thi

of scholastic achievement proved to be statistically

.37, df=1,194, p<.001) .
higher on SATS than their

Significant (t=7 Students at the

University of Maryland scored

Peers from Mount Saint Mary's College. The range of first

semester GPA's for the total freshmen sample in the study

was .33 to 4.00 with a mean 2.56 (SD=.79) . For the
first semester GPA mean

University of Maryland students,
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wa .
s 2.72 (SD=.87). Mount Saint Mary's College had a first

Se
mester GPA mean of 2.41 (SD=.67). The difference

be .
tween schools on first semester GPA was statistically

s Ls . .
ignificant (t=2.91, df=1,191, p<.01) . University of

Ma s
ryland students demonstrated higher first semester GPA's

£
han the freshmen sample at Mount St. Mary's College.

U 3 .
niversity of Maryland freshmen were significantly higher

on : .
measures of academic achievement than students at Mount

Saint Mary's College.

Predictor Variables

The predictor variables attachment and temperament

w
€re assessed by the parental Bonding Instrument (Parker,

T i ‘ " :
upling & Brown, 1979) and The Revised Dimensions of

T
emperament Survey - Adult (Lerner, Palermo, Spiro &

N . ;
ésselroade, 1982) respectlvely. Using the total sample

o
f freshmen students, means and standard deviations for

t .
he predictor variables are presented for each subscale.

(See Table 3 for a Summary of Scores for Total Sample).

N v .
ormative data on the PBI were not available for

Comparison.

attachment was measured by the

The predictor variable

t .
Wo subscales of the Parental Bond1ng Instrument, care and

o . . .
verprotection. Attachment was defined by high scores on
t .
he subscale care and low scores on the overprotection

Subscale. The possible range of scores for both



Table 3

Means and Standard Deviations for Predictor and Criterion Variables

for Total Sample (N=261

Normative#* Normative* Sample Sample
Variable (Range of Possible Scores) Mean SD Mean SD
Revised Dimensions of Temperament Scale

Activity Level - General (7-28) 19.1 4.1 19.10 4,24
Activity Level - Sleep (4-16) 10.8 3.7 11,33 3.42
Approach/Withdrawal (7-28) ps I E 3.5 19.01 3.80
Flexibility/Rigidity (5-20) 15.5 2.7 14.62 2.67
Mood (5-20) 24.9 3.8 24.17 4.04
Rhythmicity - Sleep (6-24) 13.6 3.9 1.3.4 15 3.58
Rhythmicity - Eating (5-20) 127 3.7 1220 3.59
Rhythmicity - Daily Habits (5-20) 12.2 3.7 11.51 2.85
Distractibility (5-20) 12.0 3.0 10.98 2.85
Persistence (3-12) 8.7 1.7 8.09 1.84

76



Table 3 (cont.)

Normative* Normative#* Sample Sample
Variable (Range of Possible Scores) Mean SD Mean SD
Parental Bonding Instrument (1-4)

Overprotection Scale - - 1.02 .62

Care - = 2.24 .67
Student Adjustment College Questionnaire (1-9)

Goal Attainment 6.01-7.10 - 6.01 1:10

Personal Emotional Adjustment 6.01-7.01 - 6.31 1.23

Social Adjustment 6.10-6.33 = 6.04 1:32

Academic Adjustment 7.01-7.01 - 7.01 1.30
Perceived Social Support (1-20)

Friends 15.57 4.09
Note:

Normative means and standard deviation present where

available

g6
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subscales, care and overprotection, is 0 ("Very Unlike")

to 3 ("Very Like").

The range of obtained scores for the total sample on
the subscale care was .18 to 3.00 with a mean 2.24 and SD
(.67). The mean score for the total sample indicated that

students' perceptions of the relationship with parents was

seen as warm, affectionate, and caring. On the

overprotection subscale, the range of scores was 0 to 2.9

(SD=.62). These scores reflect that the sample population

did not perceive the early relationship with parents to be

one that was overbearing Or overprotective but one that

was predominantly caring (See Table 3).

Temperament, as a predictor variable, was

conceptualized by 10 dimensions of behavioral style as

Mmeasured by the DOTS-R by Windle and Lerner (1986). For

each temperament dimension except distractibility, higher

Scores reflect higher levels for each attribute. However,

a higher score on the distractibility subscale indicates

low distractibility. The scores obtained for the total

sample on the temperament subscales were similar to the

normative sample (See Table 3 for Summary of Subscale

Scores). For activity level-general, the motor component

in one's functioning, the mean score for the sample

indicated that motor functioning in daily activities was

at a moderate level. Activity level-sleep OTY movement

during sleep, was also at a moderate level for the sample.

The scores for the freshman students in the sample
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population, on the subscale approach/withdrawal, reflected

a behavioral style that was more approach oriented when

encountering a new situation. That is, their behavioral

response was to move toward the experience rather than to

withdraw or reflect before getting involved. The mean

score for the sample on the subscale flexibility/rigidity

indicated that these freshmen did adapt to or accommodate

their daily life style to the schedule set forth by the

demands of college. The subscale mood measured the

emotional response to a stimulus, with a higher score

lndicating a more positive mood or response. The high

Scores suggest that this sample responded positively to

Situations or experiences. The temperament, rhythmicity-

sleep measured regularity of sleeping behavior. The mean

obtained by the sample population was not significantly

different from the normative sample. These scores suggest

that these freshmen were fairly regular in their sleeping

patterns while at college. The temperament rhythmicity-

eating indicated regularity in eating behavior. The

Scores obtained by the freshmen sample indicated that the

eating patterns tended to pe consistent on a daily basis.

The subscale rhythmicity of daily habits assessed
regularity in one's daily habits. The scores obtained by

the freshmen suggested regularity in the daily habits

(eating, sleeping, energy level) in regard to college

distractibility, a high score is

living. For the subscale

indicative of greater attention or less distractibility.



98

The scores for this sample of college freshmen showed a
high level of concentration or less distractibility.
Lastly, the temperament subscale persistence measured
involvement in an activity. The scores obtained suggested
a moderate level of persistence or sustained involvement

in college activities by the freshmen sample.

Predictor Variables by School

In comparing schools on the predictor variables of
attachment and temperament, significant differences were
found (See Table 4 and Appendix A, Table A-5). For
attachment, a statistically significant difference between
schools was calculated for the subscale care (t=-2.06,
df=1,231, p<.05). Mount Saint Mary's College students
obtained a mean score of 2.32 (SD=.62) while University of
Maryland students obtained a mean score of 2.14 (SD=.71),
indicating that freshmen students from Mount Saint Mary's
College perceived their parents to have been more caring
during the early child-parent relationship. There was no
statistical significance between schools on the subscale
overprotection. Statistically significant differences
were found between schools on several of the attributes of
temperament. For the attribute approach/withdrawal,
University of Maryland students appeared to be more
approach oriented in addressing situations faced in a
college environment (t=2.12, df=1,236, p<.05). The

students at the University of Maryland obtained a mean
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Table 4

Differences Between Schools on Predictor variables

University of Maryland Mount Saint Mary's

Variables Mean SD Mean SD
Attachment care 3:38 71 2.32 62
Temperament

Approach/Withdrawal 20.45  4.00 19.44 3.63
Rhythmicity-

Daily Habits 11.310 3.00 12.00 3.00
Distractability 12.00 3.00 11.00 3.00

4.0) while Mount st. Mary's College

3.62). The

Score of 20.45 (SD=

students had a mean score of 19.44 (SD=

temperament dimension of rhythmicity of daily habits was
significantly higher for Mount St. Mary's College students

(t=-2.19, df=1,238, p<.05) with a mean score of 12
(SD=3.0). University of Maryland freshmen obtained a mean

score of 11.1 (SD=3.0). Lastly, a statistical difference
was detected between schools for the temperament dimension
of distractibility (t=2.91, dAf=1,247, p<.0l). Scores for
the students at the University of Maryland suggested a

greater ability to stay on task (Mean=12.0, SD=3.0) than
11.0, SD=3.0).

Mount Saint Mary's College students (Mean=



100

Criterion variable

The criterion variable adjustment was measured by the

S ;
tudent Adaptation to College Questionnaire (SACQ) (Baker

& : ’ ;
Siryk, 1986) and the Perceived Social Support-Friends

S .
cale (PSS-FR) (Procidano & Heller, 1983). The construct

o 3 . . .
f adjustment as the criterion variable was conceptualized

as the academic adjustment to the educational demands

specific to the college experience; social adjustment to

i . . :
nterpersonal-societal demands within a residential

Community; personal—emotional adjustment to the college

eXperience; goal commitment/institutional attachment; and

t ; ; ;
he perception of social support provided by friends at

College.
The SACQ is composed of four subscales measuring

various aspects of adjustment to the demands of college

1i . ; "
ife. The subscales are academic adjustment, social

adjustment, personal-emotional adjustment and goal

commi . . : -
ommitment/institutional attachment. A minimum score of 1

wi ’ s
ith a maximum score of 9 was possible on all subscales

With a higher score reflecting better adjustment. The

mean scores of the sample in this study were compared to

the normative sample reported by Baker and Siryk (1986) .

Table 5 outlines the summary of normative means and sample

d deviations obtained for the research

means, and standar

sample on the SACQ. Because normative data were

calculated on the sum of item responses rather than on

a ; . :
verage scores used in thils study, the normative means
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Table 5

Normative and Sample Means for the Student Adaptation to

College Questionnaire Subscales

Scale Range of Sample SD

Normative Means Means

(Possible Range of Scores is 1 to 9)

Academic Adjustment 6.01 - 7.10 6.01 1.10
Social Adjustment 6.01 - 7.01 6.31 123
Personal-Emotions
Adjustment 6.10 - 6.33 6.04 1.32
Goal Commitment\
7.01 = 7.11 7.01 1.30

Institutional Attachment

were divided by the number of items of each scale in order

to make the data from this sample and the normative sample

comparable. Baker and Siryk (1986) provided normative

data from ten samples of first semester freshmen from
sed

Private colleges. Therefore a normative range was u

with the lowest and highest sample means to compare the

data in this study with the normative sample.

The academic adjustment subscale assessed attitude,
motivation, satisfaction and success of efforts towards
academic requirements. A SCOT€ range from 2.0 to 8.60 was

obtained with mean of 6.01 (SD=1.1). The mean score

indicated that students were within an average range of
h the

academic adjustment and compared favorably wit
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normative sample of freshman students. The social

adjustment subscale tapped the involvement, satisfaction
and the success of social relationships on campus as well
as the adaptation with social relocation from home.

Thetotal sample had a range of scores from 2.6 to 8.8 with

@ mean of 6.31 (SD=1.23). These scores indicated that on

the average, the sample population adapted socially to the
College experience and compared favorably to the normative

sample. Personal-emotional adjustment reflected both the

psychological and physical adjustment to the demands of

college living. The range of scores for this subscale was

a minimum score of 1.9 and a maximum of 9.0 with a mean of

6.04 (SD=1.32). The mean score for the personal-emotional

adjustment subscale indicated above average affective and

physical adjustment to college living. Goal commitment/

institutional attachment measured attitude and
satisfaction in college in general and in the specific
institution of enrollment. For this subscale, the total

Sample had a range of scores from 2.2 to 9.0 with a mean

of 7.01 (SD=1.3). The scores measuring college commitment
and attachment reflected a positive level of satisfaction
with being in college in general and in the specific
choice of college, the research sample compared favorably
to the normative sample.

Perceived social support from friends assessed the

extent to which an individual perceived that his/her needs

were being met by friends. As a measure of adjustment,
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the range of scores obtained on the PSS-FR was 3 to 20
with a mean score of 15.57 and a standard deviation of
4.10. The results of these scores indicated that the
freshmen students in this sample perceived that their need
for support, information and feedback was provided by
friends at college thereby reflecting adjustment.

Normative data were not available for comparison.

Criterion Variables by School

In comparing schools on criterion variables, no

statistical significance was found. The data for first

Semester freshmen at both the University of Maryland and

Mount saint Mary's College indicated comparable levels of

adjustment on all five components of adjustment.

Relationship of Temperament to Attachment

The purpose of the following analyses was to
determine the relationship between temperament and the
perceived quality of the early attachment relationship.
Temperament was defined as the behavioral style of an
individual measured by ten attributes: activity level-
general, activity level-sleep, approach/withdrawal,
flexibility/rigidity, mood, rhythmicity-sleeping,
rhythmicity-eating, rhythmicity-daily habits,
distractibility, and persistence. The construct
attachment was defined by two dimensions, care and

overprotection which are influential factors contributing
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to
the early attachment relationship. Care was defined as

af g ;
fection, emotional warmth, empathy and closeness while

over . .
protection was defined as control, overprotection,

int . . . P .
rusion, excessive contact, infantilization and

r g . .
Prevention of independent behavior. Hypotheses were

) of
ormulated separately for each of the two dimensions of

ate multiple regressions

f attachment with the ten

at
tachment. Separ were conducted

b
or each of the two dimensions ©O

vari . . "
riables of temperament entered in a step-wise fashion

(See Table 6 for Summary of Step-Wise Multiple

Regressions).

Hypothesis 1: The temperament clusters of
rhythmicity, approach, positive mood, low

1ity and persistence will predict care.

distractibi

The first regression for attachment was conducted for
the dimension care. A positive direction for the

jcative of high care. AS

criterion variable was ind
hypothesized rhythmicity-eating, positive mood, and low
distractibility were statistically significant in
af=3,257, p=<.001) (

ccounted for 20% of

Predicting care (F=21.48, See Table

6). These three variables together a

the variance in care. A positive mood accounted for 13%
of the variance in care (F=39.50, df=3,257, p<.001). Low
additional four percent

distractibility accounted for an

of the variance (F=12.93, af=3,257, p<-001)-



Table 6

Summary of Step-Wise Multiple Regression Analyses Predicting

Attachment by Temperament Dimensions

Attachment Step Temperament Mult. R. RSqg. F(Egn) RSq. F (Change) Corr.
Dimension Change

Care . Mood .36 <13 39.49 13 39.49%%% .36%%*
2 Distractibility .42 s 17 2712 .04 12.30%*%%* «19% %%

3 Rhythmicity- .45 .20  21.48 .03 8.59%% .25%%

Eating

Over- 1 Mood «25 .06 16.55 .06 16.55%%% - 25%%%

protection 2 Flexibility .31 .10 13.93 .04 10.69%* -.24%
3 Rhythmicity- .36 .13 13.02 .03 10.23*%% =-.19%%

Eating
Persistence .38 «15 11.02 .01 4.47%% —.15%%
* p < .05 * % p < .01 %% p < .001

SOT
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Table 6 (cont.)

Note. 1! The temperament dimensions of Activity Level-
General; Activity Level-Sleep; Approval;
Rhythmicity-Sleepi and Rhythmicity-Daily Habits
did not significantly predict with any of the
subscales on the PBI.

2 Correlation between high Care and low

Ooverprotection was .56.

Rhythmicity-eating accounted for an additional three per

cent of the variance (F=8.59, df=3, 257, p<.01).

Rhythmicity-sleeping, rhythmicity daily-habits, approach

and persistence did not predict at a statistically

significant level (See aAppendix D, Table D-1 for

correlations of predictor and criterion Variables).

Hypothesis 2: The temperament clusters of

rhythmicity, approach, positive mood, low

distractibility and persistence will predict low

overprotection.

imension of attachment was

a separate hypothesis

The second d

overprotection. As stated earlier,
was formulated for overprotection. A negative direction

for the criterion variable was indicative of low
Overprotection. Positive mood and rhythmicity-eating were
statistically significant in predicting low overprotection



107

as expected. Although not predicted, flexibility and

persistence were statistically significant in predicting

low overprotection (F=11.01, df=4,256, p<.001) (See Table

6). These four variables together accounted for 15% of

t . . . . .
he variance in low overprotection. A positive mood

accounted for six percent of the variance (F=16.55,

df=4,256, p<.001) with flexibility accounting for an

additional four percent of the variance (F=10.69,

df=4,256, p<.001). Rhythmicity—eating added an additional

three percent variance (F=10.23, df=4,256, p<.01) and

persistence added one percent variance in low

overprotection. Rhythmicity-sleeping and daily-habits,

approach and low distractibility did not predict

statistically for low overprotection as hypothesized.

Relationship of Temperament to Adjustment

As outlined in Chapter Three, temperament was

hypothesized to be influential in predicting adjustment in
College. The purpose of these analyses was to determine
the strength of the relationship between temperament and

College adjustment. Temperament, as the characteristic
style of an individual, was assessed by the behavioral

attributes: activity level-general, activity level-sleep,

flexibility/ rigidity,
rhythmicity—daily

approach/withdrawal, .

rhythmicity-sleep, rhythmicity-eating,

habits, distractibility, and persistence. The construct

adjustment was defined as academic adjustment, social
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adjustment, emotional-personal adjustment, goal

commitment/ institutional attachment and perceived social

Hypotheses were formulated separately

support by friends.

for each of the five components defining the construct of

adjustment. Separate multiple regressions were conducted

for each of the five components of adjustment with the ten

dimensions of temperament entered in a step-wise manner

(See Table 7 for a Summary of Multiple Regressions) .

Hypothesis 3: The temperament dimensions of

approach, flexibility, positive mood,

11 predict academic

persistence,

and low distractibility wi

adjustment.

Academic adjustment, as a component of college

adjustment was conceptualized as one's attitude,

motivation, success and satisfaction towards academics in
college. The temperament dimensions of flexibility,

ere statistically

persistence, and low distractibility w

significant in predicting academic adjustment. Activity
level-general and rhythmicity-daily habits, although not

anticipated, were also significant in predicting acadenmic

f=5,255, p<.001) (See Table 7) -

adjustment (F13.92, d
nted for 21% of the

Together, these five variables accou

variance in academicC adjustment. Tt was not surprising
4% of the variance in

that distractibility accounted for 1

academic adjustment (F=42.91, 4f=5,255, p<.001).



Table 7

Summary of Step-Wise Regression Predicting

Adjustment by Temperament Dimensions

Adjustment Step Temperament Mult. R RSq. F(Egqn) RSqg. F(Change) COrr.
Dimension Change
Academic Distract. .38 «14 42.91 .14 42,91 %%*% «38%%x
Flexibility .41 .17 25.58 .02 T.22%% «19%%
Activity .43 .18 19.40 .02 6.04% -.25%
Level-General
Rhyth. Daily .45 .20 16.22 .02 5.66% .16%*
Habits
Persistence .46 .21 13.92 .01 3.94 .29%%
Social Approach .45 .20 65.83 .20 65.83%%% cA4B5%%%
Mood 53 .28 50.41 .08 28.10%%%* cAlhkxk
Flexibility «57 «33 41.59 <05 17.49%%% .36%%%
Persistence .59 35 33:.92 .02 7.69%% .19%%

60T



Table 7 (cont.)

Adjustment Step Temperament Mult. R RSq. F(Eqn) RSq. F(Change) Corr.
Dimension Change
Personal/ 1 Flexibility +35 .12 36.38 o 12 36.38%%% «35%%%
Emotional 2 Rhyth.-Eating .45 .20 32.07 .08 24 47 % %% «28% %%
3 Activity .47 222 24,66 .02 8.07%*% —.24%%
Level-Sleep
4 Distract. .49 .24 19.81 « 01 4.31%* <22%
Goal 1 Mood .41 sd7 52.32 «17 52.32%%% cAlFxE%
Attainment 2 Flexibility .49 ol 41.63 .08 25.90%%% .35%%%
3 Persistence .52 w27 31.09 .02 7.82%% c16%%*
- Approach 2953 .27 24.60 01 4.02% .34%*
Perceived 3 1 Mood .44 .20 63.73 «20 63.73*%%% cA4xkk
Social 2 Approach .48 .23 38.22 .03 10.39%%* c34%%
Support 3 Rhyth.-Eating .49 .24 27.32 .01 4.49% .20%
* p < .05 *% p < .01 **% p < .001

QTT
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Table 7 (cont.)

Note. 1 The temperament dimension of Rhythmicity - Sleep

did not significantly predict with any of the

attachment subscales on the SACQ. See Appendix E

for correlations among adjustment factors.

Flexibility added an additional two percent of the

variance (F=7.22, df=5,255, p<.01) with persistence

accounting for only one percent of the additional variance

(F=3.94, df=5,255, p<.05) for academic adjustment.

Surprisingly, activity jevel-general and rhythmicity-daily
habits each added an additional two percent of the

variance to academic adjustment (F=6.03, df=5,255, p<.05;

F=5.66, df=5,255, p<.05, respectively) . The relationship

between activity level-general and academic adjustment is

such that the higher th

justment to academic demands.

a negative one, e level of

activity, the lower the ad
The temperament dimensions of approach and positive mood

did not statistically contribute to academic adjustment as

low distractibility, a more

hypothesized. Therefore,
flexible behavioral style, a moderate activity 1enel,

ity of daily habits were associated

persistence and regular
with adjustment to the academic demands experienced in

College.



112

The temperament dimensions of

Hypothesis 4:

activity level-general, low distractibility,
flexibility, and positive mood will have a

positive relationship to social adjustment.

Social adjustment was conceptualized as the extent,

involvement, success and satisfaction with social
activities and social relationships in college. It also
includes the adjustment to social relocation from home and

family. As expected, flexibility and positive mood were

statistically significant in predicting social adjustment.

Although not hypothesized, the temperament dimensions of

approach and persistence were also statistically
sSignificant in predicting social adjustment for college
freshmen. Collectively, approach, mood, flexibility, and

pPersistence accounted for 35% of the variance in social

adjustment (F=33.92, df=4,256, p<.001) (See Table 7).

Approach accounted for 20% of the variance (F=65.83,

df=4,256, p<.001) while mood added an additional eight

Percent of the variance (F=28.10, df=4,256, p<.001).

Flexibility accounted for an additional five percent

(F=17.49, df=4,256, p<.001) and persistence a
High activity level-

dded two

Percent (F=7.69, df=4,256, p<.01).

general and low distractibility did not contribute in
Predicting social adjustment in college as anticipated.

Therefore, the data indicated that freshmen who were
ble in behavior

approach oriented, positive in mood, flexi
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st -
vle, and persistent scored higher on the subscale

as i : .
sessing adjustment to the interpersonal-societal demands

of college life.

Hypothesis 5: Temperament clusters of approach,

low distractibility, positive mood, flexibility

and persistence will have a positive relation to

personal-emotional adjustment.

Personal-emotional adjustment as a component of

adj :

djustment in college measured both the psychological and

Physiological reactions to the college experience. As
ght

s .
uch, it tapped the degree to which the student mi

ex i . .
perience stress along with somatic complaints. The

t ’ ; "
emperament dimensions of 1low distractibility and

flewihsls Y q §
lexibility were significant 1n predicting personal-

emot i .
motional adjustment as expected. Unexpectedly,

rhythmicity-eating and activity level-sleep were also
significant in predicting the physiological and
PSychological adjustment to college life. These

dimensions together accounted for 22% of the variance in
pPersonal-emotional adjustment (F=19.81, df=4,256, p<.001)
(See Table 7). Flexibility (F=36.38, df=4,256, p<.001)
was responsible for 12% of the variance reported in

le rhythmicity—eating
ght

personal-emotional adjustment whi
p<.001) added an additional ei

(F=24.27, df=4,256,
df=4,256, p<.01)

Percent. Activity-level-sleep (F=8.07,
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add i
ed two percent of the variance to personal-emotional

adj ; i
Justment while low distractibility (F=4.31, df=4,256
14

<.
pP<.05) added only one percent. Although both mood and

persistence were expected to be predictive of

personal-emotional adjustment for college freshmen, those

varij ;
riables did not prove to be statistically significant.

lexibility, rhythmicity 1n eating habits, low level of

m . . .
otor activity during sleep and low distractibility

a : . .
pPpeared to be more influential 1n determining

personal-emotional adjustment to the physiological and

pPsychological demands of 1iving at college during the

freshman year.

Hypothesis 6: The temperament clusters of

flexibility,

activity level-general, approach, low

distractibility and persistence will have a

positive relationship to goal

commitment/institutional attachment.

tment and institutional attachment were

nship or bond petween the

Goal commi

conceptualized as the relatio
student and the college of attendance. AS hypothesized,
ctibility and persistence

flexibility, approach, low distra

Twenty-eight percent of th
hment was accounted for

W 2 . . . .
ere significant. e variance in

goal commitment/institutional attac

by mood, flexibility, persistence and approach (F=24.60,

4,256, p<.001) (See Table 7). & positive mood accounted
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for [ :
17% of the variance (F=52.32, df=4,256, p<.001) with

flexibili : 4 &
exibility adding an additional eight percent (F=25.90,

df= ;
4,256, p<.001). Persistence (F=7.82, df=4,256, p<.0l)
ad ;

ded two percent while approach (F=4.02, df=4,256, p<.05)

acco 50l B
unted for an additional one percent of the variance in

o .
goal commitment. The expectation that a high activity

le :
vel in general would be predictive in determining goal

commi

mmitment was not supported. This may pbe partially
e : . i

Xplained by the high correlation of activity level -

ity and persistence. In fact

general with low distractibil

T .
he unique contribution of activity level - general is

r g
educed with the addition of low distractibility and

quation (See Appendix D, Table D-1 for

Persistence to the e

erion variables) . In

C .
orrelations of predictor and erit

Predicting a sense of pelonging, commitment or attachment

t ;
© college as a whole, a pehavioral style that included a
Positive mood, flexibility in adaptation, persistence and

a ; .
tendency to approach new situations was more

significant.

Hypothesis 7: Temperament clusters of activity

level-general,

flexibility, positive mood, 1low

distractibility, approach, and persistence will

ively to perceived social support from

relate posit

friends.
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For the purposes of this study, perceived social

su .
pport was conceptualized as a component of adjustment to

co . 3
llege. Perceived social support was defined as the

ex . NPT
tent to which an individual perceives that his or her

ne -
eds for support are being met py friends. As predicted,

mo I .
od and approach were significant 1n predicting perceived

soci .
ocial support from friends. The temperament dimension

r f o~ :
hythmicity-eating, although not hypothesized, was

s 1 . .
ignificant. Mood, approach and rhythmicity-eating

together accounted for 24% of the variance in perceived
social support from friends (F=27.32, df=3,257, p<.001)
(See Table 7). Mood alone accounted for 20% of the
Variance (F=63.73, df=3,257, p<.001). Approach accounted
for an additional three percent (F=10.39, df=3,257, p<.01)

of the variance and rhythmicity-eating accounted for an
additional one percent (F=4.49, df=3,257, p<.05).

Activity level-general, flexibility, low distractibility
and persistence were not statistically significant
temperament variables as anticipated in predicting
However, a

perceived social support from friends.

0 . . . .
pPositive mood and an approach orientation were

ial in predicting perceived social

significantly influent

Support from friends.

Relationship of Attachment to Adjustment

achment theory suggest

s that the

The literature on att
attached infant is more comfortable in the process of
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ex 1 . y
ploring a novel situation and as such more likely to

make the adjustment to that particular environment. The
purpose of the following analyses was to determine the
strength of the relationship between attachment and
adjustment. Attachment measured an individual's
perception of the early parent-child relationship.
Attachment was defined by two dimensions, care and
ceptualized

Adjustment to college was con

overprotection.
ponents of adjustment to

by five components. The five com

college were academic adjustment, social adjustment,

personal-emotional adjustment, goal
commitment/institutional attachment, and perceived social
Support from friends. Hypotheses were formulated

Separately for attachment predicting adjustment and

erceived social support. Separate

attachment predicting p
multiple regressions were also conducted for adjustment

and perceived social support with the two components of

4 overprotection) entered i

y of Multiple

attachment (care an n a step-

Wwise manner (See Table 8 for 2 summar

Regressions) .

e and low overprotection

Hypothesis 8: High car

will relate positively to academic adjustment.

asured the students attitude,

Academic adjustment me

motivation, and succesS toward academic goals and
as the satisfaction with

performance in college as well
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the
effort put forth. Care predicted academic adjustment

as ;
predicted (F=25.80, df=1, 258, p<.001) (See Table 8),
ac : :

counting for nine percent of the variance in perceived

ac : .
ademic adjustment. Low overprotection did not reach a

stati : . P
atistically significant ljevel. The perception of a

c 1 . 3 . 2
aring relationship in early childhood between parent and

chi i
1ld was related to adjustment to the academic demands of

College.

Hypothesis 9: High care and low overprotection

1 relate positively to social adjustment.

wil
action and

ment assessed the satisf

Social adjust
d social relationships at

S .
uccess of social activities an
e adaptation to the relocC
nt, was statistically

college as well as th ation from

ho . "
me. care, a dimension of attachme

ocial adjustment (F=29.21,

significant in predicting S

Overprotection, however

df=
f=1258. p<.001) (See Table 8)-
ted for 10% of the

wa e
S not significant. Care accoun

vari , R . .
ariance in predicting social adjustment.

Hypothesis 10: High care and low overprotection

ositively to personal—emotional

will relate p

adjustment.

otional adjustment measured both the

Personal-em
stment to the stressors

Physical and psychological adju



Table 8

Summary of Step-Wise Multiple Regression Analyses Predicting
Adjustment by Attachment

Adjustment Step Attachment Mult. R RSqg. F (Egn) RSq. F (Change) Corr.
Change

Academic 1 Care .30 .09 25.80 .09 25.80%%% .30% %%

Social i & Care 32 .10 29.22 .10 29.22%%% c32%%%

Personal/ 1 Care .38 .14 42 .55 .14 42 . 55%%% 37 k%%
Emotional 2 Over-protection .41 sl sf 26.06 .03 8.36%%% =.35%%%

Goal 1 Care .30 - 09 25.12 .09 25.12%%% «30%%%
Attainment

Perceived 1 Care .34 <12 34.08 " b 34.08%% .34%%
Social Support
* p < .05 ** p < .01 *%¥% p < .001

Note.

Overprotection did not significantly predict with academic, social, goal

attainment or perceived social support.

6T



120

somet i . .
times experienced in college. Both dimensions of care

a .
nd overprotection together accounted for 17% of the

vari ; . I
riance in personal-emotional adjustment. Care (F=42.54
» I

df=
f=1,259 p<.001) accounted for 14% of the variance while
ov ;

erprotection (F=8.36, df=2,258, p<.01 accounted for only
a . .
n additional three percent of the variance in personal-

emotional adjustment to college (See Table 8). The

pPerception of being cared for put not overprotected in

e .
arly childhood, was related to adjustment. Of the two,

c
are accounted for a far greater proportion of the

variation.

Hypothesis 11: High care and low overprotection

will relate positively to goal

commitment/institutional attachment.

Satisfaction with college and attachment to the
college community defined goal commitment/institutional

tistically significant in

attachment. care was sta
25,12, df=1, 259,

Predicting this aspect of adjustment ((F=
b<.001) (See Table 8), accounting for nine percent of the
variance. Low overprotection, however, did not reach
significance in predicting goal commitment/institutional
attachment as hypothesized (See Appendix D, Table p-1 for
correlations of predictor and criterion variables) .

e relationship between attachment and

In analyzing th
evels of care were

adjustment, it appeared that high 1
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str i s
ongly associated with reporting a sense of satisfaction

wit i
h and adjustment to the demands of college. Adjustment

to ]
the social atmosphere of college, and adjustment to the

academi i
emic requirement of a college curriculum were

attri
tributed to the level of care a student perceived in the

e . . .
arly parent-child relationship. This trend was also

evi . . .
dent in reporting a sense of commitment to the decision

&
O pursue a college career and an attachment to the

one's perceptions of a

College community. Interestingly,

—
aring parent who was not overprotective during childhood

d ; g
evelopment was associated with reporting personal and

emot i :
motional adjustment to the novel experiences of college

life.

Hypothesis 12: High care and low overprotection

late positively to perceived social

will re

support.

Perceived social support from friends as a measure of

gnificantly predicted by care

adjustment to college was si
p<.001) (See Table 8) .

ived social support from

(F=34.07, df=1,259, care accounted
for 12% of the variance in perce
rception of a caring par

lated to the perceived

friends. Thus, the pe ent who was

supportive in early childhood was re

hmen students perceived they

Support first semester fres

r : : . .
eceived from friends in a time of need.
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Post Hoc Analyses

While not the main focus of the study, it was

in i i i
teresting to investigate the influence of temperament on

a : . .
cademic achievement in early adulthood. Specifically
’

t : .
he relationship of temperament with high school GPA, SAT

S .
cores and first semester college GPA were statistically

analyzed. As presented in Chapter II and III, it is

difficult to predict the influence of temperament on

academic achievement of college students since the focus

of the literature on this variable has been on young

children and not young adults.

In examining the characteristics of the total sample,
it was noted that differences existed between gender and
sSchool on several demographic and predictor variables.

Because of these differences, additional statistical
analyses were conducted to determine their impact on

Predicting adjustment for yound adults in college.

post hoc analyses will be

Within this section,

(a) the relationship of temperament

Oorganized as follows:
ment (high school GPA, SAT

s by school and gender,

and academic achieve scores,

first semester GPA), (b) difference

and (c) summary.

Relationship of Temperament and Academic Achievement

se of the following analys

The purpo es was to
etween temperament and

determine the relationship b
g adults. AS

academic achievement in this sample of youn
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state i ]
d earlier, the investigation of the influence of
tempe i v
perament on academic achievement was strictly
expl i i
ploratory since past literature has focused on the

relati i v

lonship of temperament and academic achievement of

Young i v
children. Temperament was defined as the behavioral

st s ndivi
vle of an individual as measured by ten attributes:

activi
tivity level-general, activity level-sleep,

a .
pproach/withdrawal, flexibility/rigidity, mood,

rh $ 3 . —
ythmicity-sleeping, rhythmicity-eating, rhythmicity-
da' . . . . .

ily habits, distractibility, and persistence. The
di ; : ;

mensions of academlcC achievement for the present study

wer i
e high school GPA, SAT scores, and first semester GPA

in .
college. High school GPAs were only available for the
fr :

eshman students at the University of Maryland. Mount

Sad
aint Mary's College did not use high school GPA as

cri ; : s
lterion for freshman admission. Separate multiple

regr 1
gdressions were conducted for the three measures of

ith the ten variables of temperament

academic achievement Ww
ble 9 for Summary of

en . : :
tered in a step-wise fashion (See Ta

S —ti . .
tep-wise Multiple Regressions).

High School GPA

The first regression for achievement wa
of Maryland freshmen.

s conducted for

hi
igh school GPA for University

and persistence were

F B 3 . " . .

lexibility/rigidity, mood,
S isti '
tatistically significant in predicting high school GPA

(See Table 9). These three

(F=5.40, df=1,114 p<.01)



Table 9

Summary of Step-Wise Multiple Regression Analyses Predicting

High School GPA and First Semester GPA by Temperament Dimensions

Measure Step Temperament Mult. R RSg. F(Egn) RSq. F (Change) Corr.
Dimension Change
HSGPA 1 Flexibility <19 .04 4.29 .04 4.29% .19%
2 Mood <29 .09 5.43 .05 6.37% -.18%
3 Persistence «35 «13 5.40 .04 4.94% .18%*
First 1 Distractibility .18 « 03 8.85 .03 8.85%% .18%*
Semester 2 Rhythmicity- +23 .05 7.00 <02 5.00% L13%%
GPA Sleep
3 Activity Level- « 26 .07 6.01 .01 3.89% .06*
Sleep
* p < .05

**%* p < .01

**%* p < .001

vZT
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Table 9 (cont.)

Note. 1 The temperament dimensions of Approach and

Distractbility did not

significantly predict HSGPA.

2 Ccorrelation between HSGPA and SAT was .58%%%

3  correlation between first semester GPA and SAT

was .46%*%

variables together accounted for 12% of the variance in
high school grade point averages. Flexibility/rigidity
accounted for 4% of the variance (F=4.30, df=1,114,
P<.05). A positive mood accounted for 5% of the variance

df=2,113, p<.05). Persistence

in high school GPA (F=5.43,
accounted for an additional 4% (F=5.04, df=3,122, P 05 «
A behavioral style that is receptive and accommodating to
change as well as persistent in completion of tasks

appeared to be most predictive of academic achievement in

high school.

SAT Scores
The second dimension of achievement was scholastic
Aptitude Test scores. Data from the multiple regression
analysis indicated that temperament did not predict

performance on SAT'S.
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First Semester College GPA

The third characteristic of achievement was first

sem .
ester grade point average in college. A separate

multi ;
ltiple regression was conducted for college GPA,

ent i
ering the ten temperament attributes in a step-wise

ma ; g o T 2
nner. Low distractibility, rhythmicity-sleep, and

activi
tivity level-sleep were statistically significant in

semester GPA (F=6.01, df=3,257,

Predicting first
P<.05) (See Table 9). These three variables together

accounted for 7% of the variance in academic performance
during the first semester of the freshmen year. Low
distractibility was responsible for 3% of the variance in
GPA. Rhythmicity-sleep accounted for an additional 2% and
activity level-sleep added 2% variance. It is not
Surprising the one's ability to remain focused on academic
tasks would be reflected in academic achievement level.

N e w
or is it surprising that the rhythmicity of sleep

nfluential in academic achievement.

Patterns would be i
. o . -
owever, it is unclear as to why a high activity level

positive in predicting academic

during sleep would be
pPerformance during the first semester of college

pifferences by Gender and school

there was a significant

As noted earlier,
dlsprOportion petween the number of males and females
represented in the student population in this study.

nces between schools on sample

Significant differe
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char : . . .
acteristics and predictor variables were also noted.

T
herefore, t-tests were conducted for both gender and

s i .
chool on demographilcC and predictor variables to determine

t : .
he significance of these variables.

For gender, statistically significant differences

w . .
ere found on demographic variables (age and first

sem . ; .
ester grade point average) and criterion variables

(personal-emotional adjustment, goal

commitment/institutional attachment and perceived social
support) (See Appendix A, Table A-4 for gender
differences). For the variable age, males tended to be
slightly older (18.06 years) than females (17.88).

Females achieved higher first semester GPA'S (2.65) while
male were lower (2.40) on first semester grade point
average. On the criterion variable adjustment, females
reported a greater sense of commitment to pursuing a
tached to college than

college education and felt more at

ported a greater perception of

males. Females also re
when needed than

perceived social support of friends

nal-emotional adjustment in

ma
les. However, for perso

reported a greater level of adjustment to

College, males
cal demands of college

the physical and psychologi than

females.
ion of characteristic

As presented in the sect

statistical significance was

differences between schools,
found between schools on the following demographic

high school friends: relatives

v .
ariables: number of
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livi i 3
ing in the area; distance from home and frequency of

visi : : st i
its home. Likewlse, statistically significant

di

fferences were found between schools on several
redi ; ;

predictor variables (See AppendiXx A, Table A-5 for school

college students were

ai
ifferences). Mount Saint Mary's

signifi .

gnificantly higher on the care dimension of attachment,
e ivi :

perceiving their parents to pe more affectionate, empathic

an :
d caring than that reported by University of Maryland

students. Mount Saint Mary's College students reported
more rhythmicity in their daily routines or habits than
Maryland students. On the other hand, University of
Maryland students were significantly more approach

ori . . .
iented in their college environment and less

nt Saint Mary's college students.

distractible then Mou
- ) .
here was no statistlcal difference between schools on the

cri : . :
riterion variable adjustment, such that both schools

in relation to the reported norms and

compared favorably
easures of adjustment to the

in :
relation to each other on m

demands of college life-

ultiple Regression AnalysilS with Gender and School

ficant differences emerged between

Because signi
demographic characteri

- .
gender and schools on several stics

the data were reanalyzed to

and predictor variables,
include gender and school as predictor variables to

pact on the hypothese
ported multiple

determine their possible im s set

forth earlier. All of the previously re
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regressi i
gressions analyses were redone 1n a step-wise manner

wi
ith gender and school included in the predictor

vari
iables. Tables 10, 11, and 12 present a summary of the

multi ]
ltiple regression analyses with gender and school added

as predictor variables.
rament and

In examining the relationship between tempe

+ " .
he perceived quality of the early attachment

relationship, school emerged as a predictor for the
attachment component care. Although the addition of
school increased the amount of variance in the multiple
regression, school hdid not override the effect on the
original temperament predictor variables of mood,

The emergence of

di o b s e . .
istractibility and rhythm1c1ty—eat1ng.

eflected that students from Mount

school in the equation r
Saint Mary's College perceived the quality of the early
parent-child relationship to be significantly more caring
yland. Sending

t ; A
han the students at the University of Mar

a : .

child/student to a small private school is a selection
£

actor. Gender and school had no effect for the
attachment component overprotection.

pact of gender and school on the

In exploring the im
X 3 . . .
elationship between temperament and adjustment 1n

nder emerged as predictor variables

college, school and ge

on two of the five components of adjustment to college.

ctability of social adjustment in

School added to the predi
College. The temperament dimensions of approach, mood,

e maintained their original

flexibility, and persistenc



Table 10

Summary of Step-Wise Multiple Regression Analyses Predicting

Attachment by Temperament Dimensions Gender and School

Attachment Step Temperament Mult. R. RSq. F(Egn) RSq. F (Change) Corr.
Dimension Change
Care Mood «36 » 153 39.49 + 13 39.49%%* «36%%*
Distractibility .42 il 27:22 .04 12.30%%% «19% %%
School .45 .20 22:79 <03 9.37%**% =-.13%%
Rhythmicity- .48 <23 18.79 .02 8.01*% .25%*%
Eating
Over- Mood <25 .06 16.55 .06 16.55%%% —.20%%%
protection Flexibility .31 .10 13.93 .04 10.69% -.24%
Rhythmicity- .36 18 13.62 .03 10.23%% —.22%%
Eating
Persistence .38 .15 11.02 .01 4,47 %% —.15%%
* p < .05 *xx p < .01 kkx*x p < .001

0€T
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Table 10 (cont.)

Niti 1 7
The temperament dimensions of Activity Level-

General; Activity Level-Sleep;

Approval;Rhythmicity-Sleep; and Rhythmicity-Daily

Habits did not significantly predict with any of
the subscales on the PBI.

2 ’
Correlation between care and overprotection was

.56.

regression equation with school

1 two percent of the variance

position in the

accounting for an additiona
in social adjustment. It is not surprising that the

environment inherent in a small private college like Mount
Saint Mary's College would be conducive to social
adjustment particularly if one's temperament is approach
oriented, flexible in nature and positive in mood.

s a predictor variable for personal-

Gender emerged a
e : . ; ;
motional adjustment to college life and perceived social

Wwhile only adding three

ersonal/emotional

s .
upport from friends. percent of

t . . =y
he variance to the predictability of p
adjustment, the inclusion of gender introduced an

dimension to the regression

additional temperament
equation. Mood surfaced as a significant predictive

1 one percent variance. The

variable adding an additiona
ted that a pehaviora
one with a low

data analyses sugges 1 style that was

flexible, rhythmic in eating patterns,
leep, focused and a positive

level of activity during s



Table 11

Summary of Step-Wise Reqression Predicting

Adjustment by Temperament Dimensions, School and Gender

Adjustment Step Temperament Mult. R RSqg. F (Egn) RSqg. F (Change) Corr.
Dimension Change
Academic 1 Distract. .38 .14 42 .91 .14 42 .91 *%%* .38%%%
2 Flexibility .41 «17 25.58 .02 7.22%% «19%%
3 Activity .43 .18 19.40 .02 6.04% =g 20 %
Level-General
4 Rhyth. Daily .45 .20 16.22 .02 5.66% .16%
Habits
5 Persistence .46 «21 13.92 s 01 3.94 .29%%
Social i ? Approach .45 «20 65.83 .20 65.83%*% <A5% %%
2 Mood «b3 .28 50.41 .08 28.10%%% SAdk%%
3 Flexibility <57 33 41.59 + 05 17.49%%% .36%%%
4 Persistence =59 .35 .33.92 .02 7.69%% .19%%

CET



Table 11 (cont.)

Adjustment Step Temperament Mult. R RSq. F(Egn) RSq. F (Change) Corr.
Dimension Change
5 School .60 «36 28.79 .02 5:75% -.06%
Personal/ ; Flexibility +3b .12 36.38 12 36.38%%% .35%%*%
Emotional 2 Rhyth.-Eating .45 «20 32.07 .08 24 47 %%% < 28%%k%
3 Gender .47 «22 24.79 +03 8.38%% —«13%*
4 Activity .50 «25 21.81 =03 10.22%% —-.24%%
Level-Sleep
5 Distract. «52 .27 18.56 « 0% 4.39% L22%
6 Mood <53 .28 16.54 «01 4.98% .20%
Goal 1 Mood .41 I Ui 5232 «17 52.32%%*% cAlkk%
Attainment 2 Flexibility .49 .24 41.63 .08 25.90%%% .35%%%
3 Persistence .52 .27 31.09 .02 7.82%% .16%%
4 Approach <53 =27 24.60 .01 4.02% .34%

EET



Table 11 (cont.)

Adjustment Step Temperament Mult. R RSq. F(Egn) RSq. F(Change) Corr.
Dimension Change

Perceived 1 Mood .44 .20 63.73 .20 63.73%%% JAdKKK
Social 2 Gender .49 .24 40.38 03 13.86%%* L25% %%
Support 3 Approach .52 .27 3135 .03 10.37%*%% «34*%

4 Rhyth.-Eating .53 .28 25.32 .02 5.57% .20%*

*p <.05
**p <.01

***p <.001

veT



Table 12

Summary of Step-Wise Multiple Regression Analyses Predicting

Adjustment by Attachment, Gender and School

Adjustment Step Attachment Mult. R RSq. F(Egn) RSq. F (Change) Corr.
Change
Acadenic 1 Care «30 .09 25.80 .09 25.80%%* «30%%*
Social 1 Care «32 .10 29.22 .10 29.22%%% «32%%%
Personal/ 1 Care .38 .14 42.55 .14 42 .55%%% 37 k%k%
Emotional 2 Overprotection .41 «17 26.06 .03 8.36%%% -.35%%%
3 Gender .43 .18 19.30 .02 4.97% .13%
Goal Attainment 1 Care .30 .09 25.12 .09 25.12%%*% .30% %%
2 Gender .33 s Ui | 16.30 <02 6.90%* .15%%
Perceived 1 Care .34 12 34.08 212 34.08%%% «34%%
Social Support 2 Gender .42 .18 28.18 .06 19.80%%x% c25% %%
* p < .05 ** p < .01 %% p < .001

geT
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m N
ood was predictive of personal emotional adjustment.

B : ;
nterestingly, males with that behavioral profile

perceived themselves as more adaptable to the
psychological and physiological demands of college life.

t component, perceived social support and

For the adjustmen

gender accounted for an additional three percent of the

vari . .
iance. Even with gender as a predictor variable,
tem g ; i 58

perament dimensions of positive mood, approach, and

r : s . . R
hythmicity-eating remained significant in predicting
perceived social support by friends, a component of

adj :
djustment to college 1ife. What the data analyses
indi . .

ndicates is that females with the temperament attributes

roach orientation, and

of a positive mood, an app
r i . ) . .
egularity in eating habits perceive greater social

Support from peers.

the impact of school and gender on

In examining
t . y
he relationship between the attachment (care and low

justment, merged as an

overprotection) and ad only gender e
additional predictor variable for adjustment to college.

Gender added slightly to the predictability of

pPersonal-emotional adjustment, goal

a : . A . i . ;
ttalnmel‘lt/lnstltutlonal commitment and perceived social

achment component care continued to be

Support. The att
emands of

the most predictive factor of adjustment to the d

college life. Gender accounted for an additional 2% of
the variance in personal—emotional adjustment. FoT males,

arm and caring yet not overprotective

the perception of a W
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ar - . . .
parent-child relationship was significant in facilitating

hysi ; .
physical and psychological adjustment during the

tr ' 4 d . ’
ansition period of leaving home and living away at

nt to pursuing a

c g ;
ollege. Satisfaction and commitme
ommitment/institutional attachment)

college career (goal ¢
wa i

s higher for females. Gender, however, while accounting
E .
or an additional one percent of the variance, did not

ov : : ot 6
erride the predictability of attachment (care) Females

parent—child relationship to be

who perceived the early
warm and caring were more committed and attached to
college life. Female gender was more significant in
tapping the degree of social support students perceived to

b ;
e provided by friends. Gender accounted for an

e variance in predicting perceived

additional 6% of th
soci . .
Oocial support but again did not override the power of

Predictability for adjustment by attachment.

ifferences were found

Overall, few significant d

der and those differences found did

between school and gen
s set forth in chapter

not modify the original hypothese

es significantly affect the

III nor did the differenc
findings of the original data analyses (See Appendix D,

)4 correlations of gender and

Table D-2 and Table D-3 fo

Predictor variables) -

summary

this study wa

s conducted to investigate

To summarize,
the implications of early childhood relationships and
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t
emperament on adult development. specifically, the three
r .

esearch questions were: (1) what is the relationship
ality of the early

b
etween temperament and the perceived qu

a " . .
ttachment relationship, (2) what is the relationship
b .
etween temperament and adjustment to college, and (3)
w x g ; .
hat is the relationshilp petween the perceived quality of

jonships and adjustment to college.

early attachment relat
I
n general the results of the analyses indicate that

tributes are associated with

specific temperament at

ment, amd five dimensions

perceived quality of early attach

The data also indicated that

of adjustment to college-
the attachment dimension care was highly predictive of

tment to college life. When

s

everal aspects of adjus
s . .
chool and gender were entered as predictor variables,
school was not found to be & significant factor in

1 adjustment to college life. with

Predicting overal
yses showed that fema

¥
espect to gender, the anal les were

r in their commitment to pursue a

significantly highe
college career (goal attainment/institutional attachment)

jficantly higher in perceived

whi ;
hile males were sign

to college. The analyses of

personal emotional adjustment
pothesis that bot

e in the adjustment of

the data support the hy h temperament and

attachment play an important rol

nitial transition period of

young adults during the i

leaving home and entering college.
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CHAPTER V

Discussion

The major focus of this research project involved
empirically investigating attachment and temperament
theory and its implication for adult adjustment. While
vast research exists on theory and jmplications for
attachment and temperament on adjustment, the research

oung children.

he infant's first

r .
predominantly focuses on Y Attachment

th
eory postulates that the nature of t
y caretaker is the foundation

r . .
elationship with the primar

ent and impacts other aspects of child

of normal developm
e relationship of

de
velopment. Research on th
achment suggests

chopathology and att

maladjustment or psY
een the young chil

v 3
N important correlation betw d's
p and the capacity t

es of development.

o develop

parental relationshi
The

a "
ffectional bonds in later stag

pehavioral style in child

r
ole of temperament O
ce that suggesting that

d
evelopment also provides eviden

elate to adjustment and on

t
emperament attributes T
Further, temperament has

d
evelopmental psychopatholody:

arent—child interaction thus

b
een found to influence P
1ity of the paren

gations on the re

t-child relationship-

lmpacting the qua
l1ationship of

While empirical investi

erament indicate that these two

attachment and temp
t role in adjustment

c .
onstructs play a significan

jdttle research exists that

throughout the life span.
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actu i : :
ally examines the impact on adult development. The

pur .
pose of this research was to investigate the
relati . .
tionship between recollections or perceptions of early
att
achment and temperament in adulthood and the

ment and temperament to adjustment

relationship of attach
to
college. The first few weeks of living in a college

ransition phase for young adults

dormi .
ormitory is a natural t
and ‘

one that can be conceptualized as analogous to the

st face in adjusting to a new

d
emands the young child mu

It is for this reason that adjustment

School situation.

to ol 2 .
the initial transition of first semester college

n this study. The efforts of this

freshmen was used i
and extend the two impo

rese § .
arch were to investigate rtant

cts of attachment and temperament

d
evelopmental constru
fr :

om childhood into adulthood. Further, this study

theory that the perceptions of the

attempted to test the
quality of the early-parent child relationship and

justment in later development,

e
emperament do impact ad

s . .
pecifically young adults-

Review of Findings

ning the constructs of

In statistically exami
ment and adjustme

nships were found.

nt of yound adults, a

attachment, tempera
The

nu . g
mber of signficant relatio
y show that the da

g the relationshi

ta support the

results of this stud
p of

h
ypotheses formulated regardin
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tem
perament to attachment, temperament to adjustment and

attachment to adjustment.

Th . .
e Relationship of Temperament to Attachment

ficant findings were obtai

A number of signi ned

su : .
pporting the literature that temperament serves as a

ermining the quality of t

pothesized that one's

medi . 5
diating factor in det he early

parent-child relationship. It was hy

be :
havioral style or temperament would predict the quality
of , . e

the attachment relationship, spec1f1cally care and

ov : . :
erprotection. That 1s, @ child whose temperament

rofi - sy s : :
profile elicits positive interactions from a parent would

be .
more likely to perceive the early parent-child
re s 8

lationship as one that was warm, nurturing and caring
tective or overbearing.

a
nd not cold, distant, ovVerpro

who adapts easily and experiences

Furthermore, a child

positive emotions will be more likely to perceive

able light.
d, low distractibility and

re : . §
lationships in a form Results of the

a .
nalysis found that positive mo°
1s eating schedule was sign

quality of the parent-

f : . .
hythmicity in one ificant 1n
perception of the

Predicting one's
s a logical assumptio

chi ;
hild relationship. It 1 n that an

ts a positive mood and is attentive

infant who projec
dur i . _ .

uring parent-child interaction will elicit and experilence
rom a parent. This positive and

rent and child beco

positive feedback f
mes the

caring interaction petween pa
foundation for the internalized model of the parent-child
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ent-child relationship in turn is

relationship. The par
percei i
ceived by the child as warm, caring, nurturing and

ythmicity of eating has not been

supportive. Although rh

add _ . .

ressed specifically 1n the literature as a predictive
tem ; " .

perament dimension, it does make sense that rhythmicity

of - B
eating would be a significant factor in attachment.

in their feeding schedule provide

I
nfants who are rhythmic
th i

e primary caretaker the opportunity to organize their

dai R e
ily 1iving activities around the child's feeding

schedule allows the parent to be

schedule. A predictable
available and responsive to the child's needs thereby
facilitating attachment. predictability is less stressful
than constant change and this most definitely applies to

e research findings of this study

e
arly parenting. Th

sSu : . ;
pport the literature on the relationshilp between

y of parent—child int
bster-stratton & Eyberg,

te .
mperament and qualit eraction (Dunn

& .
Kendricks, 1980a, 1980b, 1982 We

that mothers pehaved differently

i
982) where it was found
ifferent temperame

e low in attention a

ntal characteristics.

With children of d
nd non-

M
others of children who wer

negative in affect toward the child

accepting were more
L~ ; ;
hus affecting the quality of the parent—chlld

ren who are positive in mood,

relationship. Child
a i ' .
ttentive and provides some rhythmicity 1n their schedule

nteraction from the parent and

wi - . s ;
11 elicit positive 1
r their responsiveness to

t ’
hereby reinforce the parent fo
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this response pattern would

t .
he child. It is logical that
hildhood development.

or variable for the

continue throughout C

School emerged as a predict

att ;
achment component, care. In this study, students from
a s . .

mall private college (Mount Saint Mary's) perceived

ance and caring in the early

greater levels of nurtur

In this instance, it may be

parent-child relationship-
rivate college perce

the parent as tangible

th .
at the student from a P ives the

great financial effort extended bY

_
vidence of the high quality of their relationship.

ponent of attachment that impacts the

The second com
quality of the parent-child relationship is low

ov " ;
erprotection. Low overprotection py the parent
courages experiential learning

i .

ndicates that the parent en
14 and allows for
infantilization or

- . .
or the infant or chi independent

behavi .
avior without excessive contact,

the parent allows the infant or

ov . )
erprotection. That 15/
nvironment in order to

young child to explore his/her €

social development. As

s

trengthen cognitive and
rament was predi
flexibility, rh

ctive of low

hypothesized, tempe
ythmicitY

overprotection. Positive mood,
eating and persistence were most significant in predicting
low overprotection. Again, this pehavioral profile
nt who responds

given that an infa
is flexible toward C
heir his/her

ce by

a :
Ppears quite logical
hanges

(o) : . )
Positively to new situations,

i . . : 3
n the environment and 18 persistent 1n t
onstant surveillan

e i .
fforts is not likely to require €
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is a level of trust and a sense of

the parent. There

safety by the parent that allows the child to experience

new challenges. The inverse is also true in that the
child feels secure to explore new situations knowing the

parent will be available if necessary. An early childhood

e allowing the child to r
the parent knows the child may

example would b ide a bicycle for

the first time. Given that

possibly getting hurt, the parent is

fall several times,
not intrusive in allowing the child to have the new

experience. Likewise for young adults, the college

experience away from home encourages the older child to
experience a new environment and challenging situations.
The results of this analysis clearly indicate that

n important role in how young

temperament does play 2
d the quality of early
n support of the theory that

adults perceive parent-child

relationship and stands i

s the social interaction process that

temperament mediate
underlies the development and maintenance of the

en the infant and caretaker

attachment bond betwe

19867 Rothbart & Derryberry, 1981) .

(Crockenberg,

The Relationship of Tem erament to Adijustment
f an

as the characteristic style o

Temperament,
individual, was hypothesized to predict initial adjustment
s of this study, adjustment to

to college. For the purpose
tation in the follow
ies and relationships,

college required adap ing areas:

academic demands, social activit
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personal-emotional demands of college life and goal

commi .
mitment to college. Perceived social support from

fri s
ends was judged as a component of social and emotional

adj
justment to college. The findings of this study do in

fa .
ct support the literature that sees temperament as a

[o) .
powerful predictor of self-perceived psychosocial and

soci : . .
cioemotional functioning. The following section will

di .
Scuss each of the five components of adjustment and its

5 i :
elationship to temperament.

Social Adjustment
With social adjustment to college defined
s and satisfaction with social

as the

ext .

ent, involvement, succes

activits . . . .
vities and social relationships 1n college, it was

h :
Ypothesized that temperament would be a significant

—
Predictor. The results of the data analyses did indeed
fi . .

nd that the temperament dimensions of positive mood and

a : ; : :
PProach orientation were correlated to social adjustment
Fl R

exibility and persistence were also found to be

redicti

Predictive of social adjustment. Looking at this cluster

of ; ; : :
temperament dimensions it appears logical that a young

ad
ult who responds to the demands and frequent changes in
th ;

€ social environment with flexibility and a posit
to the environment as

ive

mo :
od, is one who would easily adjust

we
11 as one who would be sought after and accepted by

A behavioral profile that includes approach

One's peers.
so more likely to make

orie . n .
ntation and persistence is al
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the 1 :
adjustment to the social relocation from home. This

o)
Young adult would be one who moves towards new social

activiti i i i
ivities with persistent involvement. The results of

thi

is study support the theory set forth by Buss and Plomin
il

(1985) that temperament sets the tone for initial

inte : 3 .
rpersonal interactions and in turn structures the

socj : ‘
ial environment in the way the individual presents

on
eself to others and that behavioral style can determine

th ; . :
e social configuration of the environment.

Earlier research on social adjustment of young

chij "
lldren by Martin et al. (1983) found that teachers

ran . .
ked first grade students higher in terms of social

ads §
justment with peers and adults when they were perceived

b
Y the teachers to be persistent and approach oriented.

Self- .
lf-ratings of temperament by adolescents (Hooker,

Len
erz, East, Lerner, & Lerner, 1986) also reported

a
Pproach, flexibility, positive mood and persistence to
cor . ’

relate with self-perceived competency in the social

ar ;
€na. Klein's (1988) exploration of the quality of

int . .
erpersonal relationships of college freshmen also found

a
Pbroach, flexibility, and positive mood to be

de :
terminants of social adaptation to the college
1 adjustment as

envi . . . $
ironment. It is interesting that socila

nea . : :
sured by the perceptions of teachers in the rating of
chij

ild temperament parallel the perceptions of adolescents

ir own temperament. In

an
d young adults as they rate the

e evidence from the literature and

eg
Sence, the availabl
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thi
his study suggests that temperament impacts adaptation

from infancy through college and that a behavioral

Profile of positive mood, flexibility, approach and

persistence is conducive to the adaptation to the social

de : : ; .
mands in a school environment. These findings have

Significant implications for educators and mental health

r : g : ; .
Professionals in planning curriculum and 1n treatment

Programs. Obviously not all individuals will inherit a

Socially accommodating pehavioral profile such as the one

discussed. Therefore, professionals need to help

Structure and modify the environment to enhance social
adjustment for the college student who encounters

dlfficulty adjusting to the social demands of college.

Although school did emerge in the post hoc analyses

as a predictor of social adjustment, it was slight and did
not alter the correlations of temperament dimensions to

Social adjustment. The results of this study support the

Premise that there exists a relationship between

temperament and psychosocial functioning that spans from

early childhood to young adulthood.

P
ersonal /Emotional Adjustment
ges during the first semeste

r of

Faced with major chan
the freshman year, the adjustment to the physical and
Psychological demands of college living are an essential

Component to college adaptation. It was hypothesized that
Personal-emotional adjustment would be optimal for the
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stud
ent whose temperament or pehavioral style was to

approa o .
ch new situations and to respond to changes in a
positi .

ve manner. Further persistence, attentiveness and

flexibili
ibility were predicted to influence both physical and

Psychological adjustment.

The results of the study show that flexibility,

attenti : S
ntiveness (low dlstractlblllty), rhythmicity of eating

and
low level of activity during sleep were significant

tem
perament attributes predicting emotional and physical

ads
justment to college living for freshmen away from home

for the first time. Emergence of these temperaments

appears logical given that first semester students take on
the responsibility of organizing their academic and social
Schedules as well as the responsibility of scheduling time

cal needs (e.g- rest, exercise

to provide for their physi
and diet). A student who iS flexible to changes in
Schedules and can maintain attention during change is less
likely to experience stress during the early transition

peri i .
lod of first semester. Additionally, the ability to

Se]lf-
f-regulate physiological necessities (eating and

Sle .
eping) also enhances adjustment and decreases

dysfunction or maladjustment.
The research on temperament and psychopathology in

child and adolescent development support the findings of

ch on temperament as a moderator of

t .
his study. Resear
sStr

ess found that high distractibility and unpredictable
h behavioral

behav i
avioral style were strongly correlated wit
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diffic i i
ulties in young children (Wertlieb, Weigel, Spring
7

& Fel i
dstein, 1987). For adolescents, temperament

dimensi ve §oy 3
nsions of flexibility and low distractibility were

fOund .
to be negatively correlated with depression (Windle

HOOke
r, Lenerz, East, Lerner, & Lerner, 1986). Klein

(1988) i
) in her work on temperament and adaptation to change

foun : . N
d rigidity, negative mood and high distractibility

associ .
ciated with expressed feelings of depression, anxiety,

and 5o
hostility by college freshmen in their new

envi
ronment. The results of the analyses on the

relati ;
tionship between temperament and personal—emotional

adju
justment are supported by the literature on young

chil
dren, adolescents and yound adults. Further, these

findj
ings add to the literature supporting temperament as

Signifj .
gnificant in buffering individuals from stress and

Maladjustment.
Post hoc analyses on the relationship of temperament

to adjustment found that gender was predictive of

Personal-emotional adjustment. With the addition of
9ender in the regression equation, mood also emerged as a
Significant temperament variable. The addition of mood as
A dimension adds support to the findings outlined above.

greater physical and

For
gender, males reported
s of college living.

Ps ;
Ychological adjustment to the demand

jvely small proportion to the

How
ever, gender added a relat

-emotional adjustment. The

vari
iance accounted for personal
lit

€rature reviewed on temperament and adjustment did not
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refle )
ct a sex differentiation. Examination of the

Specific i
ic i i
items on the dimension of personal—emotional

adjust
ment suggests the possibilty of a gender bias. For

exampl R
ple, the items address weight gain/loss, anxiety and

Females are more likely to disclose

emot j
tional expression.

their .
true feelings in these areas thus reflecting

negat 1 .
lve adjustment according to the items presented in
the

personal-emotional subscale. civen this, theresults

of th "
ese findings make it difficult to interpret the

Mmeani
ng of the statistical difference petween gender.

With the knowledge that self-regulation plays a

Signifij ;
ficant role in adjustment, post-secondary

Profe : s
ssionals in student personnel can offer new students

Juida ;
nce in how to schedule and manage time to reduce the

impa
ct of the physical and psychological demands of

Coll P ;
ege living given their temperament profile.

Go
Commitment/Institutional Attachment

Goal Commitment—institutional attachme
factor in regard to the

r and the

nt was

Conc :
eptualized as an adjustment
stug
ent's commitment to pursue a college caree
Sense :
of belonging to a community comprised of their

d that a student who was

Peer
S. It was hypothesize
ent would display

appr :
oach oriented, flexible yet persist

ment to college. It was also

gre .
ater commitment and attach
antijic;

Cipated that low distractipility and a high activity
ta analyses did in fact

leve
1 would be predictive. The da
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£ : .
nd that a behavioral profile of approach, flexibility

and : - S
persistence were 51gn1f1cantly correlated to college

commi
mitment and attachment, however activity level-general

an . o2 i
d low distractibility did not prove to be significant.

In -
looking at the temperament profile from a statistical

per ; e @ ot
spective, it is clear why activity level and low
dis R .

tractibility did not emerge as significant predictors.

Bot T
h activity level-general and low distractibility

Signifi
gnificantly correlate with persistence. Activity level-

ge ;
neral also correlated with approach and mood.

The
refore, the variance that was anticipated to be

ac
Counted by activity-level general and low

distractibility may have been absorbed by approach, mood
and persistence. No 1iterature was reviewed that
addressed the influence of temperament on goal commitment
In point of fact, little research

T
Or young children.
mmitment/institutional

exists for temperament and goal co
attachment for young adults. Klein (1988) did examine the
relatiOnShip of college involvement and temperament on
adaptation. Klein (1988) found that involvement and
Satisfaction with college activities were predicted by
Together,

approach, flexibility and positive mood .
Klein's research and the results of this study support the
theory that temperament plays a role in adjustment for
Young adults in college. AR understanding of the
Felationship of temperament and adjustment to college is
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ar . "
paramount for college counselors who provide academic

guidance and therapeutic support to students.

Academic Adjustment

Academic adjustment, as a component of adjustment to

college, was conceptualized as one's attitude and

mot i . ¢ "
tivation towards academlcC requirements and goals as well

as satisfaction with the effort expended toward meeting
those requirements and goals. Because academic adjustment
wWas rated by the student and was therefore a subjective

evement or actual performance was

e ‘ . .
Perception, academic achl

also investigated. This analysis examined the

Felationship of temperament to actual performance.

esized that the tempera
and persistence would

It was hypoth ment dimensions
of low distractibility, flexibility,

be predictive of self-ratings of academic adjustment.

Positive mood and approach were also thought to be

Predictive of academic adjustment. The results of the

@nalyses found low distractibility, flexibility and
Persistence to be significant temperament dimensions in
how students rated their academic adjustment. Rhythmicity
©f daily habits and low activity level were also found to
be important factors of academic adjustment. This

behavioral profile is quite logical considering that

ce are basic requirements for

a .
ttention and persisten

academic task completion. In addition to attention and
Persistence, if one is flexible to changes and demands,
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the :
y are more likely to accommodate and adapt to multiple

subj . ;
ject requirements with varying deadlines. Although not

hYO ¢ . e
pothesized, rhythmicity of daily habits and activity

lev i
el did appear to play an important role in self-

perceij . . :
eived attitude, motivation and satisfaction with

acad : P
emic efforts. One's pehavioral style that is rhythmic

and n ' .
ot overly active in terms of motor functioning is

mor :
e likely to schedule time appropriately and be

Physj "
ysically attentive to academic assignments. originally,

it )
was hypothesized that approach and positive mood would

be <3 5 g §
significant factors in predicting self-rating of

aca : 5
demic adjustment. It appeared intuitive that a

Positj
itive mood and approach orientation would be
inst . & .

rumental in seeking academic help when needed. These
vari

iables were not found to be significant, however, it

us
t be noted that both approach and positive mood

Cor g . e i oap <
related highly with flexibility. Further approach was

fou
nd to correlate with rhythmicity of daily habits and
Persj

sistence. Therefore, flexibility, rhythmicity of daily

habj
its and persistence may have absorbed the variance

Sha
red by approach and mood.
Literature on the relationship of temperament and

n and adolescents focuses oOn

academics for young childre
academic achjevement or actual academic performance rather
than perceived adjustment to academics. In the literature
the terms academic achievement and academic adjustment
Therefore, it was the

havy
e been used interchangeably-
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Purpose of this study to take a separate look at

temperament and actual academic performance. The intent

of this analysis was simply exploratory and no hypotheses

were formulated. High school grade point averages and

first semester grade point averages were used as criterion

i ’ ;
Oor academic achievement.

As mentioned in Chapter III, high school grade point

averages were only available for the freshman sample from

the University of Maryland. Analysis of the data

indicated that flexibility, mood and persistence were the

three temperament dimensions moderately correlated with

high school achievement. For academic achievement for

first semester college grade point average for the total

sample, low distractibility, rhythmicity of sleep and

activity level of sleep were most predictive. Although

difference among temperament dimensions differ between

Secondary and post-secondary levels, the existing

literature on children and adolescents is supportive of

both findings.
Flexibility or adaptability as a predictor for high

School achievement makes sSenseé in that high school

Students must adapt to the content, scheduling and
transitioning between approximately seven content areas

Per day. Further, they must accommodate to several
different teaching styles and personalities. From this
Perspective, it appears clear that flexibility or
adaptability would influence high school achievement. AS
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with academic adjustment, persistence is related to task

completion. Positive mood may relate in some way to

interest in one's environment including academic subjects.

One may speculate that a positive mood as opposed to

Negativity may enhance accessibility to internal cognitive

resources. The literature on children and adolescents

Support the findings of a consistent relationship between

adaptability or flexibility and academic achievement.

Studies by Chess and Thomas (1977, 1984) found

adaptability (flexibility) and approach to be most

Predictive of achievement levels in reading and arithmetic

during elementary school. Adaptability (flexibility) was

also found to be the best predictor of academic

achievement for first, second and third graders (Pullis &
Cadwell, 1982), adaptability was again found to predict

Yeading, vocabulary and math for second through fifth

Jraders.

As noted earlier, the temperament dimensions that

€merged for high school achievement differed from the

Predictor variables for first semester college

achievement. Low distractibility, rhythmicity of sleep
and actjivity level during sleep Were most predictive for

freshman students. The research on the correlation

between temperament and college achievement is

Nonexistent. However, the literature on elementary-aged

Students does support the correlation of 1low

distI’actibility with academic performance. studies
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indi . .
icate that low distractibility is predictive for

per
formance for math scores (Hegvik, 1984), criterion

ref :
erenced tests, teacher assigned grades and standardized

achj
ievement tests (Lerner, Lerner & zabski, 19857 Martin,

Dre .
w, Gaddis, & Moseley, 1988) for elementary-aged

stu .
dents. Despite the lack of research on the relation

bet
ween temperament and college achievement, the findings

of : .
this study are important. The temperament dimension of
rh P

Ythmicity of sleep appears to be an essential

Physj .
Ysiological factor for performance. The relationship

bet -
ween activity during sleep and academic performance is

nhot : :
clear. The correlation between these two variables

indi ) . .
cates that academic performance increases with

activi ;
ivity level during sleep- Without further research

wit . ; . ; ; ;
h this age group, the meaning of this relationship 1S

Oone possibility is th

ich tap activity level during

pur . __
ely speculative. e limited amount

of ;

items on the DOTS-R (4) Wwh

sl i
€ep. Nonetheless, temperament was significant 1n

redict ;
Predicting actual academic performance during the first

Semester of college.
The relationship of temperament to perceived academic
adjustment and actual academic performance were examined.
A behavioral profile of flexibility, attention, and
Persistence along with rhythmicity (daily habits) and
Moderate levels of motor activity were found to be the
Most significant temperament attributes assessing one's

t to the academic demands of

e .
Perception of adjustmen
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College. Actual performance in high school was strongly

related to a behavioral style that was flexible,

pPersistent and positive in mood. Academic achievement in

college was best predicted by low distractibility,

Thythmicity of sleep and activity level during sleep. It

is interesting that the temperament dimension of

flexibility and persistence emerged as significant for

actual academic performance in high school and for self-
ratings of academic adjustment in college. However actual
academic performance in college was more related to
attention and regulation of sleep both of which are

important physiological factors for optimum performance in

any endeavor.

Perceived Social Support

The last analysis of the relationship of temperament

to adjustment involved the subcomponent of adjustment,
Perceived social support from friends. As with academic

achievement, no research exists investigating the
relationship of temperament to perceived social support
from friends in college. It was hypothesized that the
temperament dimensions of activity level-general, positive
mood, low distractibility, approach, flexibility and
Persistence would relate to one's perception of support
from friends during this transition period in college. A
approaching,

freshman who is active, flexible to change,

and positive in mood is more likely to attract peers into
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a ositi .
positive social relationship and that relationship is

likel :
Yy to be reciprocal. In addition, attentiveness and

persi
istence as they apply to social interactions would

also ;
enhance perceived social support from friends. The

resu . .
lts of the analyses indicated that temperament

vari -
ables of positive mood and approach were predictive of

Percei ‘
eived social support from friends in college during

he first semester. Although

th o x
e transition period in t
flex' . .

ibility, persistence, and activity level in general
diqg

not emerge as predictive variables, it is important to

note
that these three variables were highly correlated to

oach. Interestingly,

the '
temperament dimension of apPPr
rhyt —

Ythmicity of eating surfaced as a significant factor for

Percei ;
eived social support from friends in college. When
rhyt o

Ythmicity of eating is perceived as internal self-
reu .

Julation, a mechanism for meeting one's own needs, the

ed social support from friends

rel : ;
ationship between perceiv
iSu

nderstandable. An individual that can provide for

Support for their individual needs 1is more likely to
Perceive support from others in time of need.

Female gender emerged as a predictor variable‘for
Perceived social support from friends. Although there is
Mo research to support this finding in relation to

jal support from friends, the

tem
perament and perceived soC

res
ults are not surprising.
It goes without saying that understanding the

nt to perceived social support

re]l s i
ationship of temperame
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has im :
portant implications for college counselors and

resid ,
ence hall directors. The first semester freshman is

away from h . . .
ome for the first time without close proximity

of fami
mily. It can be stressful during that transition

s whether actual or perceived

peri
iod and support from peer

1s crucial.

The ; .
Relationship of Attachment to Adjustment
n the relationship of

The findings of the analyses ©
atta
chment to adjustment were both significant and
su "
pPportive of attachment theory. It was hypothesized

of the quality of the early

that the student's perception
Parent-child relationship would influence all areas of
adjustment to college. Attachment was defined by two
"]ow overprotection" and

of the early parent

dinm
ensi
sions "care" and

Conce i
ptualized as one's perception

relatj q
tionship as warm, empathic and caring and allowing for

inde .
pendence in regard to exploration of the environment

and
problem-solving. The results of these analyses found

that
the attachment dimension of care was most predictive

of a .

cademic adjustment, social adjustment, goal
attai .

ainment/institutional attachment and perceived social

su
pport from friends. The data suggest that the

-child relationship as secure

per :
ception of an early parent

ion of new situations

enh
ances self-confidence and explorat

ut also into adulthood. It

hot :
only in early childhood P

jon variable personal/emotional

Was
only on the criter
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adjustment that both dimensions of attachment (care and
low overprotection) emerged as significant predictors.
Remembering that personal/emotional adjustment involved
physical and psychological adjustment to the demands of
college living, it appears logical that care and low
overprotection would be significant. An individual who
had the confidence in the accessibility and responsiveness
of a parent/primary caretaker from early childhood is more
likely to be emotionally well-adjusted in adolescence and
adulthood during situations of stress and conflict (Bowlby
1969, 1982). The literature on attachment and
psychological well-being supports the hypothesis
formulated that the quality of parent attachment
contributes to personal/emotional adjustment in college.
The studies focusing on late adolescence found securely
attached individuals to be more ego-resilient (Kobark &
Sceery, 1988) and satisfied (Armsden & Greenberg, 1987)
with themselves in college. The results of the
relationship of attachment to personal/emotional
adjustment suggest that care alone, as a component of
attachment, does not account for physiological and
emotional adaptation to change. But that low
overprotection during early childhood development which
strengthens and facilitates self-confidence, self-
reliance and independence, is an essential component of
attachment to enhance personal/emotional adjustment.

Individuals who are confident and self-reliant are more



161

lik i
ely to attend to thelr physical needs when stressed

d 1 .
(diet, sleep and exercise). These individuals are also

mo i
re likely to explore the environment for resources to

h : :
elp with the psychological adjustment to new demands.

In the post hoc analysis on attachment and adjustment

e . . .
gender emerged as a significant predictor. Females

e 3 s
perceived social support and goal attainment while males

re
ported greater personal—emotional adjustment. These

re o g
sults were not surprising given that preliminary data
an . . .

alyses indicated a gender difference for females on the

a
ttachment subscale care and on the subscales perceived

S 1 .
Ocial support from friends and for males with personal-

e : .
motional adjustment. Research (Kenny, 1987) on

a 2
ttachment among first-year college students found similar

Females indicated they were more likely to

differences.

n did males. Males, on the

seek out help from friends tha

o
ther hand, reported that they were more likely to

Problem-solve on their own.

Overall, the implications for the relationship of

a : .
ttachment to adjustment are important for parents,

t
eachers and college student personnel workers.

Limitations of this Study

limitations exist in any domain worth

Problems and

researching. The l1imitations are inherent in research and
1nfluenced by the variables under study, population
and instrumentation. The

sampled, sampling procedure,
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mo . . . . "
st salient limitations will be discussed in this

section.

Variables
Temperament presents difficulties in research in that

th 5
e number and definitions of dimensions of temperament

diff
er across research studies. The inconsistency of

o) : "
Perational definitions for temperament attributes limits

the . .
generalization of temperament as a construct. One can

Onl {} . .
Y generalize the findings to the specific temperament
at i i . i gt

tributes examined with a specific instrument. External

conf : . .
ounding variables such as environment, parenting

st T « i 18 .
Yle, cognitive capability and physiological
ch . P 7 .

aracterjstics are often difficult to control and can

cl .
oud the interpretation of the data. Behavioral

man i ; .
nifestation of temperament attributes vary across

de
vVelopmental stages and therefore make it difficult to

ca .
tegorize temperament according to the development stage.

Although the definition of attachment is more unified
ntrolled external variables

acr : . ;
Oss disciplines, many unco
It is not clear

limj
mit the generalization of the findings.
parental attitudes

wh :
at influence child-rearing styles,
a & A '

Nd/or socioeconomic conditions might have on the early
Parent-child relationship. In the present study, it is

no i
t clear what the relationship is between perceived care
a . n

hqd overprotection and actual parent—child interaction.
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Tem
perament may have influenced these perceptions to a

great extent.

Population Sample

The sample population used in this study could limit

the . .
generalization of the results in relation to race.

The .
sample population was predominantly caucasian with few

minorj
ority group represented. The pronounced difficulty

wit . .
h the current sample is that it limits generalization

to
other young adults who are not attending college yet

fac b gl : i
e a transition period of adjustment away from home,

Perh : .
aps into the work force, armed services OI into a

marij . i
ital partnership. Many of the adjustment components

defj . .
fined in this study are equally important in

Understanding the non-college young adult.

An advantage of the sample was its composition of
freshman student from two distinct setting. One portion
°f the sample was from a large state university in a major
Metropolitan area while the other portion was from a small
Private college in a rural setting. Although differences
Were noted among demographic variables between schools,

the :
re was no difference in adjustment between schools.

s .
Lfampling Procedure

procedure was not completely randomized.

The sampling
e externally reinforced

Sty
dents were volunteers who wer

fo .
r their participation. The sampling procedure
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com . . .
promises the interpretation and generalization of the
res

ults to other freshman students who did not volunteer.

On- - ) .
campus living in residence halls was a major criterion
for : . " . .
participation in the study. This results in a
sel i . ; :
ection factor that limits generalization of the

r freshman students who live off

findi .
ndings to first semeste
Cam 2

pus and first semester freshman who commute to college.

Instrumentation
All measures used for this study were self-
y on the ability

re
port, paper and pencil measures that rel

and willingness of the respondents to provide accurate
reports on past and present pehaviors. The major

difficulty in assessing temperament, attachment and
adjustment in this study is the issue of self—perception

Ver . . .
Sus reality. Time of assessment is also critical
fac

tor. Students were assessed petween six and nine weeks

Because of the size of

of .
the first semester of college.

th
e sample and the logistics of compiling data,
d between the

a ;
Pproximately a four week interval existe

a collection. It is

inits .
itiation and completion of dat

he impact that time may have had

di :
i1fficult to determine t

in j ;
influencing student responses:

Direction for Future Research
In terms of theory development, it is clear that
te

mperament and attachment are not simple phenomena, and
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that t "
here is a need for continuing research based on the

assum :
ption that both constructs are related and

influ ;
ential to development across the life-span.

F
uture research should address itself to establishing

Operat . .
ionalized definitions of temperament dimensions

acros
s development stages. Unification of temperament
dimen : N

sions increases the validity and the reliability of

the j
mpact of temperament. Research should also focus on

identi fyi .
1fying which antecedent variables influence the

manj :
festation of temperament and attachment (i.e.
Parent j
nting style, culture, cognitive functioning, etc.).
Additj
ional research also needs to identify other unknown

vVarij
ables that might account for adjustment in yound

adults,
While this study looked at first semester freshman
Stud
ents away from home for the first time, future
arch would be useful to examine the influence of
tem
Perament and attachment on college adjustment across

time (freshmen - seniors). AS it is important with all
research endeavors, continued efforts to provide for a
Tandomized sampling of young adults would best ensure
9eneraljzation of the findings. Last, research might look
at temperament in regard to selection of college
urban and size - small

(ge .
Ographic location - rural vs.

ol selection impacts adjustment.

Vs,
large) and how scho
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Implications for Theory

This study sought to better understand the

h .
Ypothesized relationship between temperament and

att y
achment and the influence of both variables on

adij "
justment in adulthood. The results of the analyses

dem : .
onstrated that in this sample that there is a

si e : .
gnificant relationship between temperamental style and

se]l f- . .
f-perceived quality of the early parent-child

relati .
ationship as reported by the adult child. It was also

fou
nd that temperament influences the adjustment of first

sem
ester freshmen students away from home for the first

e & Gl
me. In addition, the self-perceived quality of the

jonship correlates significantly

e
arly parent-child relat

wi .
th adjustment to college.

Te
<&Mperament and Attachment

The findings of this inve
nd Webster—Stratton and Ey

tachment and temperament

stigation support Dunn and

Ke !
ndrick's, (1982) a perg (1982)

cons
Njecture that the theories of at
ca 5 . :
nnot be isolated but must be viewed in how one theory
in
fluences the other during infancy and early childhood.

ncorporate the construct of

At
tachment theory needs to i

L]
goodness of fit" in relation to parent-infant

in :
teractions and its impact on child development.
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T
Temperament and Adjustment

Adjustment theory as it relates to temperamental

st

vYle needs to be more clearly defined and broadened as . >
& :

Pplies across the life-span. Adjustment to school for

chi
ildren and adolescents based on pehavioral style is

diffj ;
fficult to interpret. For elementary and secondary

educ : i
ational level, achievement scores and teacher ratings

are the primary determinants of the dependent variable
adjustment. The definitions of adjustment for children
and adolescents should parallel the definition of
adjustment for young adults. That is social adjustment,
and emotional adjustment in school are as important for
Young children and adolescents as they are for young

adults.

A
ttachment and Adjustment

The theory of attachment was constructed on the basis
Adolescents

o
f research with infants and young children.

a
S a population of study have now been added. In order to

u
nderstand the implication of attachment across the
t theory needs to expand

d
evelopmental life span, attachmen

nt theory needs to consider

i

nto adulthood. Attachme

at i i i
tachment patterns in adult social relationshlps,

Parenting and the implication of those patterns on

adjustment.
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nal Practice

Implications for professio

Parent Training

The implications of the relationship of temperament
to

attachment are critical when addressing parenting style
We know from the extensive research by

n children with difficult

and childrearing.

Ch
ess and Thomas (1984) ©

tem
perament, the impact of counseling parents to help

reduce psychopathology among this temperament
constellation. For optimal bonding or secure attachment
to take place, it is essential that parents understand
their infant's temperament style, the way the infant
responds to the demands of the environment. consultation
practices

wit 5 .
h parents on parenting style and childrearing
ca :

N only be accomplished by helping parents understand the

im .
portance of a "goodness of fit" between child

te
mperament and parental expectations and demand. Parent

nvironment given the child's

guij
idance on structuring the €
poth attachment

tem
perament style is essential to maximize

a .
Nd adjustment.

Teacher Training

The 1literature document

s the impact of temperament

an .
d attachment on school adjustment and psychosocial

g children can better teach

fu : :

nctioning. Educators of youn

th 4 : i
€ child if they have an understanding of how the child

he environment. Teaching

in :
teracts with and responds to t
te .

chniques used for a child who is highly distractable,
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appr . .
proach oriented with low persistence will be quite

dife
erent from the techniques used to teach a child who is

rigi .
gid, persistent and withdrawn. It is essential for

teac
hers to understand the importance of structuring the

educat i :
ional environment, demands and expectations to meet

the g
child's temperament style. A good match between
tenm

perament and environment will enhance success and poor

matc 0 . .
h will promote 1n frustration and failure for the

child.
For college students, it is difficult to implement

indivi . :
vidualized teaching technigues and classroom

modi f i .
ifications to meet the college students temperamental

st : .
Yle, nor is it advocated here. At the college level,

the
e ] . . . . .
nvironment can be more 1nd1v1duallzed in the

Provisj
vision of resources, student services and living
t level could help

acco .
modation. Individualization at tha
r own environment to maximize

the
student to structure thei

ads
justment to the demands of college.

S
Cchool Psychologist

The school psychologist is in a u
n school and program

nique position to

he Co .
lp facilitate adjustment i
to temperament.

a :
Ppropriate interventions as they relate

ary and secondary levels.

Thi .
is is true at both the element

problems of young children in

M
any of the behavioral

Sch . .
ool (calling out, out-of-seat pehavior, off-task
tation of their temperamental

behav
a "
viors) are a manifes
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attri
ributes. The school psychologist is in a unique

positi
ition not only to assess the child's temperament style

but .
consult with the teacher to help understand the

edu : ; ‘ .
cational implication of that particular behavioral

st
yle. School psychologists can be instrumental in

fos : ;
tering school adjustment across developmental stages.

In i
high school, school psychologists along with guidance

cou
nselors can help the college pound student to select

the ;
college environment that would optimize adjustment

giv T
en the individual behavioral style.

summary

This research sought to clarify the relationship
nd its

bet
ween attachment and temperament theory a

inf " .
luence on adult adjustment. While the majority of

and implications for attachment and

research on theory
tem
Perament on adjustment have focused on young children
and i |
adolescents, this study attempted to examine the

relatj ;
ationship of these two constructs on adjustment of

Young adults in college.

man students, this research

Using first semester fresh
inv ; . s
estigated the relationshilp petween recollections of the

qual j ) . .
ality of the early parent child relationship and
te

mperament in adulthood, and the relationship of
at

tachment and temperament to initial adjustment to

s showed that in this sample of young

Co

llege. The result

ad .
ults the temperament dimensions of positive mood, low
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di e ;
stractibility and rhythmicity of eating were most

redicti
Predictive of one's perception of a caring parent.

Positi
sitive mood, flexibility, rhythmicity of eating and

e : .
persistence were most predictive of a young adults's

e .
Perception of a parent that encouraged independence during

chi
1ldhood development. Post hoc analysis indicated that
th :

e variable school was significant in influencing self-

e .
Perceptions of more care and nurturance in the parent-
chi :

ild relationship. While school appears to be an
envi

Vironmental variable, independent of temperament

attrij : ;
tributes, the fact is that several dimensions were

co i : .
rrelated with school. students with particular

te
mperament attributes are drawn to the school thereby

mak
king school a selection factor.

Analysis of the relationship of temperament to
adj ;
justment in college found that temperament was a

ial, emotional, and academic

Significant predictor for SO€
adjustment as well as for goal attainment and perceived
Social support from friends. positive mood, approach,
flexibility and persistence were found to be predictive of

ed as a predictive

Socj .
Clal adjustment. School also emerg

vari ‘ :
riable for social adjustment 1n the post hoc analysis
al variance

bu .
t contributed a small amount to the tot

ac :
Counted for by temperament. For personal/emot10na1

ady
justment, the temperament clusters of low
dj Fe g & :
1stractibility, rhythmicity of eating and low level of

re significantly related to

activi
Ctivity during sleep we
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Physi
ysical and psychological adaptation to college demands.

The
temperament profile of approach, flexibility and

persi vt
istence were significantly correlated to goal

Commitment in college. For adjustment to the academic
demands of college, low distractibility, flexibility,

Persistence, activity jevel in general, and rhythmicity of
daily habits were found to be significant. However, the
temperament dimensions of flexibility, mood and

elated with high school achievement

Persistence were corr
rhythmicity of sleep and

wh i .
ile low distractibility,
academic

activi
ivity level of sleep were most predictive of
achiji

fevenent for the First semester of freshman year. The

y jevel-general, positive mood,

results found that activit
low distractibility, approachy flexibility and persistence
Were predictive of perceived social support from friends.

he research identifie

attachment to adjustment.

The results of t d care as the

mo " :
st predictive subcomponent of
cantly with academic an

ceived social support

Car
e correlated signifi d social

ad;
justment, goal attainment and per

nd low overprotection emerged as

fr :
om friends. Both care a
si .
gnificant predictors for Personal/emOtional AU Emans
Gen
der was correlated with adjustment to college.

£ this study are consistent with earlier

The results o
ts and adds support =

wo : ¢
rk with children and adolescen o the
th

eory that temperament and attachment are significant

va i . . . . :
riables which influence the adaptation of a major life

ch
ange for young adults.
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Appendix A
Characteristics of Sample

Characteristics of Total Sample

Characteristics of Sample by School

Academic characteristics of Sample

Gender Differences on Demographic and Criterion

Variables
School Differences on Demographic, Predictor

and Criterion variables
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Table aA-1

C . .
haracteristics of Total Sample

N %
(1)  sex Female 161 62
Male 99 38

(2) Age 18 il
i I 32 12
18 210 81
19 15 6
20 3 il
(3) Race white 210 81
Black 32 12
Other 19 7
(4) Miles From Home 0-50 76 29
50-100 53 20
100-250 64 25
over 250 68 26
(5) Prior Friends On Campus NO 59 23
Yes 201 77
(6) New Friends On Campus No 3 £
Yes 257 99
(7) Relatives Living In Area NO 186 71
75 29

Yes
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Table A-1 (cont.)

N %

(8) Home On Weekends Every Weekend 20 8
Every Other Weekend 31 12

155 59

Holidays

Oother 55 21
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Table A=

Cha i .
racteristics of Sample by School

University of Maryland Mount Saint Mary's

N 3 & .
Sex Female 82 L " ”
Male 34 = " -
Age Mean 17.89 1800
- .52 a
Race White % b o ;
Black 19 = - 9
Other 13 H ' 2
Miles From Home
0-50 58 >0 b N
50-100 13 e * -
100-250 18 48 * -
over 250 217 23 ” .
Prior Friends on Campus
Yes 97 s - -
. . - 41 28
New Friends on Campus
e i 59 142 99
i 1 ’ '

No
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Table A-2 (cont.)

Mount Saint Mary's

University of Maryland

Q

N % N %
Relatives in Area
Yes 53 46 22 15
No 63 54 123 85
Home on wWeekends
Every 17 15 3 2
Every Other 25 22 6 4
Holidays 38 33 117 81
Other 36 31 1.9 13



Table A-3

Academic Characteristics of Sample

Measure

Total sample SAT

1st Sem. GPA

University of HSGPA
Maryland SAT

1st Sem. GPA

Mount saint Mary's SAT

1st Sem. GPA

178

Range of Scores Mean SD
630-1500 1008 160
.33-4.00 2.56 24
1.93-4.0 3.05 5
730-1500 1081 161

2.72 .87
630-1100 936 122
.500-3.75 2.41 .67
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c and Criterion Variables

G . :
ender Differences on Demographi

Males

__Males
N = 99

Variables Mean SD

Demographic Variables

Age 18.06 .55

First Semester GPA 2.40 .75

Criterion Variables

Adjustment Components

Perceived Ssocial

Support 14.25 4.70

Personal-Emotional

Adjustment 5.78 1.24

Goal Committment/Institutional
Attachment 6.52 1.32
* P <.05

%* %

o]
**% p <.001

Females

N = 161
Mean SD £
1788 .44 =2.74%%
2.65 .80 2.22%
16.38 4.46 3.88%%%
5.41 1.34 -2.19%
6.95 1.31 2.53%
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Table A-5
Predictor Variables

School Differences on Demographic,

University of Maryland Mount Saint Mary's

N = 116 N = 145

SD Mean SD t

Variables Mean

Demographic variables

Friends from
High School 8.22 4.74 7.55 2.99%%

SAT Scores 1080.67 160.09 935.58 122.24 T.37k%*

+ 87 2.41 .67 2.91%%*

First Semester GPA 2.72

Predictor variables

Temperament Dimension

Approach/
Withdrawal 20.45 19.44 3.62 % 1

Rhythmicity -
Daily Habits 11.08 2.94 11.86 2.74 -2.19%

2.80 10.53 2.81 2.91%%*

Distractibility  11.54

Attachment Component
Care 2.15

-2.06%

*
Ird
A
o
v

% %

p
**% p <.001
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APPENDIX B

correspondence to Freshman Students

tter to Freshman students at the

Participation Le

University of Maryland

Participation Letter to Freshman students at

Mount Saint Mary's College

First Follow-up Letter to Freshman Students at the

University of Maryland

First Follow-up Letter to Freshman Students at

Mount Saint Mary's College
Second Follow-up Letter to Freshman Students at the

University of Maryland
Second Follow-up Letter to Freshman Students at

Mount Saint Mary's college
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I

111ELR%R4}EJFY()FhAP&hqjvﬂt)

COLLEGE OF EDUCATION
College Park. Maryland 20742

Coul
(3013‘52”0%612%(1 Personnel Services
September 23, 1988

Dear Freshman:
As a new student to the University

o5 M Welcome to the University of Marylgnd.
actiiﬁ%}?nd you will have many opportunities to be involved in new and exciting
BoAn ities. One such opportunity is to participate in research projects.
ege freshmen have an honored and valuable role in research.
te at the University of Maryland, I would like to
to participate in a research project investigating

ig?;al relationships and college adjustment of young adults. Participation in
fon research would require approximately thirty minutes of your time to complete
- ;: surveys. All of the information collected in the study will be kept
nfidential. Results will be reported as group data, so that no individual may

be identified.

i As a doctoral candida
end to you an invitation

N I will be accepting volunteers from Cumberland, Ellicott and Denton
be nities on six different dates. please select a date or location that will
¥ most convenient for You. e dates and locations are 1iste below. Remember,

u need only choose one session.

BLACE DATE TIME
Ei?Ferville Recreation Room October 25th or 26th 7:00 p.m. - 8:30 p.m.
b icott Recreation Room November 1st or 2nd 6:00 p.m. - 8:00 p.m.
enton Recreation Room November Tth or 9th 7:00 p.m. — 8:00 p.m.

n for your time and effort, I will have

Additionally,

refregs a token of appreciatio )
e hments available and discount coupons for Armands Pizzeria. '
for" you turn in the completed surveys, your name will be entefed into a drawing
Har Vo firee govie tickets and dinner for two at ‘Armands Pizzeria in College Park

r Washington, D.C.
stud You will receive two reminders of the locations, dates and times of the
. y in the mail over the next few weeks. Also enclosed with the letter will be
" post card to be returned to me, through campus mail, requesting that the final
esults of the study be sent to you. A few days prior to the meeting, signs will
h the dates and times of the study.

?ikPOStEd in your residence hall wit!
e to thank you in advance for your cooperation. T look forward to meeting you
personally in the very near future.

Thank you,

Carol M. Miller
Doctoral Candidate

CAPS Department
CIPATION IS IMPORTANT!

P.S. MARK YOUR CALENDARS! YOUR PARTI
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THE UNIVERSITY OF MARYLAND

COLLEGE OF EDUCATION
College Pork. Marytand 20742

Counseli nd .
(301) 45292326 Personnel Services

September 24, 1988

Dear Freshman:

As a new student at the
ties to be involved in new and
tunity is to participate in
honored and valuable

MOUntwelcomg to Mount Saint Mary's!
excit'YOU W1}l have many opportuni
s ing activities. One such oppor

earch projects. College freshmen have an

role in research.
As a doctoral candidate at the University of Maryland, I
ipvitation to participate in a

:guld like to extend to you an
serach project investigating social relationships and college
participation in this research would

:gJu§tment of young adults.

sUgulre approxiately thirty minutes of your time to complete four

ey 19Y5- A1l of the information colelcted in the study will be

thgt Coqfldential. Results will be reported as group data, so
no individual may be identified.

nteers on October 31st from 7:00
pangborn Lounge and Sheridan

n for your time and effort, I

Additionally, when you turn in

11 be entered into a drawing

se Restaurant.

5 I will be accepting volu
L&E' to 8:30 p.m. at Mack Lounge,
wilggeo As a token of appreciatio
th have refreshments available.

e completed surveys, your nameé wi

for lunch for two at the Carriage Hou
date and

Also
d to

of the locations,
the next few weeks.
rd to be returne

You will receive two reminders
mail over

zigf of the study in the

me osed with the letter will be a post ca

i through campus mail, requesting that !

udy be sent to you. A fev days prior to the meeting, signs

:ill be posted in your residence hall with the date and time of
he study. I would like tO thank you in advance for your

cooperation. I look forward to meeting You personally in the

very near future.
Thank you,
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final results of the

CZLA;@(Zﬂ“774 .7KMb£2§—\,

carol M. Miller
Doctoral candidate

CAPS pepartment

P.S. MARK YOUR CALENDARS: OCTOBER 31ST!
YOUR PARTICIPATION IS IMPORTANT!
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Table B-3

% % %
*******************************************************

MARK YOUR CALENDARS
FRESHMEN ADJUSTMENT STUDY

COMING TO YOUR RESIDENCE HALL SOON!

* %
LISTED BELOW ARE SIX DIFFERENT TIMES - CHOOSE ONLY ONE

DATE %%

CUMBERLAND COMMUNITY * CENTERVILLE RECREATION ROOM

25TH OR OCTOBER 26TH * 7:00PM - 8:30PM

OCTOBER
ELLICOTT COMMUNITY * ELLICOTT RECREATION ROOM

NOVEMBER 1ST OR NOVEMBER 2ND * 6:00PM — 8:00PM

Y * DENTON RECREATION ROOM
PM - 8:30PM

DENTON COMMUNIT
NOVEMBER 7TH OR NOVEMBER 9TH * 7:00

IMPORTANT
--IT TAKES ONLY 30 MINUTES TO COMPLETE THE SURVEYS!ZI:2:::
~=SNACKS AVAILABLE
~-OPPORTUNITY TO MAKE VALUABLE CONTRIBUTION TO RE

NS FOR ARMAND'S PIZZA AND BE
AND MOVIE TICKETS FOR TWO

SEARCH

~-YOU WILL GET DISCOUNT COUPO
ELIGIBLE TO WIN FREE DINNER

**CHOOSE ONE DATE THAT IS MOST CONVENIENT TO YOUR

SCHEDULE**

**********************************************************
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Table B-4

* %k
********************************************************

MARK YOUR CALENDARS
FRESHMEN ADJUSTMENT STUDY

COMING TO YOUR RESIDENCE HALL SOON!

OCTOBER 31ST

7:00PM - 8:30PM

SHERIDEN LOUNGE
PANGBORN LOUNGE

MACK LOUNGE

IMPORTANT

--IT TAKES ONLY 30 MINUTES TO COMPLETE THE SURVEYS!!!titlt!
==SNACKS AVAILABLE

==-OPPORTUNITY TO MAKE VALUABLE CONTRIBUTION TO RESEA
R TWO AT

RCH

=-YOU WILL BE ELIGIBLE TO WIN FREE LUNCH FO
CARRIAGE HOUSE

**********************************************************
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Table B-5
:*********************************************************
* *
. PLAN TO BE THERE .
** FRESHMEN ADJUSTMENT STUDY **
**

**********************************************

CENTERVILLE RECREATION ROOM
OCTOBER 25TH OR OCTOBER 26TH
* 7:00PM — 8:30PM *

*

ELLICOTT RECREATION ROOM
NOVEMBER 1ST OR NOVEMBER 2ND
* 6:00PM — 8:00PM *

*

DENTON RECREATION ROOM
NOVEMBER 7TH OR NOVEMBER 9TH

* 7:00PM — 8:30PM *

%*
*********************************************************

IMPORTANT

~—CHOOSE ONLY ONE DATE THAT IS MOST CONVENIENT TO YOUR

SCHEDULE
--YOU WILL GET DISCOUNT COUPONS FOR ARMAND'S PIZZA AND BE
MOVIE TICKETS FOR TWO

ELIGIBLE TO WIN FREE DINNER AND

~~OPPORTUNITY TO MAKE VALUABLE CONTRIBUTION TO RESEARCH

--SNACKS AVAILABLE

S OF YOUR TIME

IT TAKES ONLY 30 MINUTE
Kkkhkkkkhkkhk

*************************
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Table B-6
% % % %
N ******************************************************
* %
*
** PLAN TO BE THERE *
*%*
* FRESHMEN ADJUSTMENT STUDY *
i *
e %*

**********************************************

OCTOBER 31ST

* 7:00PM - 8:30PM *

*

SHERIDAN LOUNGE

%

PANGBORN LOUNGE

%

MAC LOUNGE

*

%*
********************************************************

IMPORTANT

--YOU WILL BE ELIGIBLE TO WIN FREE LUNCH FOR TWO AT THE

CARRIAGE HOUSE

=-OPPORTUNITY TO MAKE VALUABLE CONTRIBUTION TO RESEARCH

--SNACKS AVAILABLE

y 30 MINUTES OF YOUR TIME

IT TAKES ONL
R T 2 £ 2 1 2k kel

*****************
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APPENDIX C
student Data Packet

Instructions for Completing Sstudent Data Packet

Informed Consent Form

Release Form

Information Sheet

Dimensions of Temperament Scale - Revised (DOTS-R)

Perceived Social Support from Friends (PSS-Fr)

Parental Bonding Instrument (PBI)

n to College Questionnaire (SACQ)

Student Adaptatio



INSTRUCTIONS
THANK YOU FOR YOUR COOPERATION

Your packet includes an INFORMED CONSENT FORM, a RELEASE
FORM, and a BOOKLET containing four brief measures.

RMED CONSENT FORM and RELEASE FORM
Also read the BOOKLET carefully

tand the instructions for each

measure, If you have any questions during the completion of
ask the researcher or research

this research packet, PLEASE
assistant and they will be glad to answer any of your
questions. = . .

PLEASE read the INFO
cargfully before signing.
making sure that you unders

ceiving a copy of the results of

If you are interested in re
te the bottom portion of the

this study please comple
lnstruction sheet.

PLEASE put the signed INFORMED CONSENT
ASE FORM along with your request for

dy in the envelope. Hand in the
her or research

When you are finished,
FORM and the signed RELE
the results of the stu
BOOKLET and the envelope to the researc

assistant.
REMEMBER ALL INFORMATION IS HELD IN STRICT CONFIDE
E REPORTED AS GROUP DATA

NCE

RESULTS OF THE STUDY AR
NO INDIVIDUAL IS IDENTIFIED

I am interested in receiving a copy of the results of this
Study. Please mail them to me. '

Name

Street

City State

Zip Code

189
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Informed Consent Form

:I‘hc study in which you are about to participate asks you to complete several scales which measure your
ad_lusfmcnt to college, current friend and family relationships and personal characteristics. There are two
short information forms and four scales to complete. Itis estimated that approximately thirty minutes will

be required to complete these measures.
All of the information collected in this study will be kept confidential. All results will be reported as
group data, so that no individual may be identified. You have the right to withdraw from this study at any

time.
Thank you for your participation.
Carol Miller, M. A.

CONSENT AGREEMENT

1. I have freely volunteered to participate in this experiment.
2. I have been informed in advance of my tasks as a volunteer in in this study and the procedure to be

followed.

3. I have been given the opportunity to ask questions,
satisfaction.

4. T am aware that I have the right t
without prejudice.

S. I understand that any information I provide will be held in s

but that my responses will undergo statistical analyses.
rstand the conditions of this research study, prior to participa-

and have had my questions answered to my

o withdraw consent and discontinue participation at any time,

trict confidence reported as group data

6. My signature indicates that I unde
tion.

Date

Signature

Print Name
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Release Form

, give permission to the Mount St. Mary’s Records

I

PRINT NAME
Office to release my Scholastic Aptitude Test (SAT) scores, my high school grade point
average and my first semester grade point average to Carol Miller. I understand that this

information will be used only for this study and will be kept confidential.
Signature
Social Security Number Date
Release Form
I , give permission to the Mount St. Mary’s Records
PRINT NAME ;
Office to release my Scholastic Aptitude Test (SAT) scores, my high school grade point

ge to Carol Miller. I understand that this

average and my first semester grade point avera
information will be used only for this study and will be kept confidential.

Signature

—

Date

Social Security Number




10.

11,

. Sex: (circle one)

. Dorm: .

. Have you begun to make n

. Do you have relatives li

. Where do you live? State

192

Information Sheet

Age:

_—

. Date of Birth: F—
day year

month

F M

Social Security Number: = —————

. Race:

Year:

0 0-50

. About how many miles are you from home?
O 50-100

J 100-250
O over 250

Do you have friends on campus that you knew before you came 10 school (e.g., childhood friends,
friends from high school?

Oyes Ono If yes, how many?

ew friends since arriving at college?

O yes O no

ving in the immediate area?

Oyes Ono If yes, how many?
What is the redlationship of each to you?
e —— ———
Do you go home on weekends?
1 every weekend [ every other (J holidays O other
How long does it take you to get home by car? Hours Minutes
City_ =S
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ents about how people like you may behave. Some of the
ly to you. For each statement we would like you to indicate
is more false than true of you, or is usually false of you.
nt ways. All you have to do is answer what is true

HOW TO ANSWER: On the following pages arc some stalcm
statements may be true of your own behavior and others may not app
if the statement is usually truc of you, is morc true than false of you,
There are no “right™ or “wrong” answers because all people behave in differe

for you.
" On the line 1o the left of each statement writc a 1 if the statement is usually false for you, write a 2 if the statement is more
alse than true for you, write a 3 if the statcment is more truc than false for you, or write a4 if the statement is usually true for

you
THANK YOU FOR YOUR COOPERATION

3 = more TRUE than false

1 = usually FALSE
4 = usually TRUE

2 = more FALSE than true

2 It takes me a long time (o get used (o a new thing in the home.
I can’t stay still for long.
. I laugh and smile at a lot of things.

I wake up at different times.
____Once I am involved in a task, nothing can distract m¢ from iL.

1

2.

3

4

5.

6.____ Ipersist at a task until it’s finished.

7.____Imove around a lot.

8. Ican make myself at home anywhere.
9.____Ican always be distracted by something elsc,

10.____Istay with an activity for a long ime.

11.____IfI have to stay in one placc for a long Ui

12.____ I usually move towards new objects shown 10 me.

13.___ It takes me a long time to adjust to new schedules.

14.___ Ido not laugh or smile at many things.

15.____If I am doing one thing, something else occurring won't get me

16.___ I eat about the same amount for dinner whether T am home, visiting someone, or traveling.

17.____ My first reaction is to rcject something new or unfamiliar to me.

18.____ Changes in plans make me restless.

19.___ Yofien stay still for long periods of ime.

20.____ Things going on around me can not take me away from what I am doing.

21.____Itake a nap, rest, or break at the same times every day.

22.____ Once I take something up, I stay with it

23.____ Even when I am supposed to be still, I get very fi

24.___Tam hard 1o distract

25.___ I usually get the same amount of sleep each night.

26.____ On meeting a new person I tend to move towards him or her.

no matter what I may be doing.

me, I get very restless.

dgety after a few minutes.

27.____ I get hungry about the same timc cach day.
28.____ Ismile often.

29.____ Inever seem to stop moving.
30.____ It takes me no time at all to get used to new people.

31.___ 1 usually eat the same amount cach day.
PLEASE GO ON TO NEXT PAGE



1 = usually FALSE 3 = more TRUE than falsc
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2 = more FALSE than true 4 = usually true

32.___ I'movc a great deal in my slecp.
33.____I'scem to get slecpy just about the
34.___ Idonot find that I laugh often.
35.____ I move towards ncw situalions.
36.____ When I am away from home still wake u

same time every night.

p at the same time each moming.

37.____Icat about the same amount at breakfast from day to day.

38.____Imove a lot in bed.

39._ 1feel full of pep and encrgy at the same time cach day.

40.____ I have bowel movements at about the same time each day.

41.____ No matter when I go to slecp, I wake up at the same time the next moming.
42 Inthe moming, | am still in the same place as I was when I fell aslecp.

r from day o day.
1o get used o it.
as on other days of the week.

43.____ 1 eat about the same amount at Suppe
44, When things arc out of place, it takes me a long time
45.___ 1 wake up at the same time on weckends and holidays
46.____ 1don't move around much at all in my slecp.
47.____ My appetite scems to stay the same day after day.
48.____ My mood is generally cheerful.

49.___ TIresist changes in routine.

50.____Tlaugh scveral times a day.

51.____ My first response 10 anything ncw is to move my
52.___ Generally I am happy.

53.____ The number of times I have a bowel
same place for long.

head toward it.

movement on any day varies from day to day.

54.____ Incver scem o be in the

PLEASE TURN TO NEXT PAGE



This questionnaire lists various atit
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nts. As you remember your Mother/Father in your first 16

udes and behaviors of pare
the line 10 the lcft of the statcment.

years would you pleasc writc the letter that best applics to you on

C = Modcratcly unlike
D = Very unlike

A = Very like
B = Modcratcly like

.____ Spoke to me with a warm and fricndly voicc.
.____Did not help mc as much as | nceded.
.___ Let me do thosc things 1 liked doing.
._____ Scemed emotionally cold to me.
.___ Appeared to understand my problems and worrics.
.____ Liked me to make my own dccisions.
-—_ Did not want mc to grow up.
. Tricd 10 control everything.
10.____ Invaded my privacy.
11.____ Enjoyed talking things over with me
12.____ Frequently smiled at mc.
13. Tended to baby me.
14.____ Did not sccm to understand w
15.____ Let me decide things for mysclf.
16.____ Made me fecl I wasn't wanted.
17.____ Could make me feel better when [ was upsct
18._____ Did not talk with me very much.
19.___ Tried 1o make me dependent on hee/him.
20.____ FeltI could not look after my sclf unless she/h
21. Gave me as much frecdom as [ wanicd-

22.____ Letme gooutasoften as | wanted.

1
2
3
4
5
6.____ Was affcctionalc 0 mc.
7
8
9

hat I needed or wanted.

¢ was around.

23._____ Was overprotcctive of me.
24.____ Did not praise mc.
25 Letme dress in any way I pleascd.

PLEASE TURNTO NEX

T PAGE
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ts which follow refer to feclings and cxpericnces which occurto most peoplc atone time or another
No, Don't Know. Plcase write

cach statement therc are three possiblc answers: Ycs,
the line 1o the left of the stalcment.

. Directions: The statemen
in their relationships with FRIENDS. For
the answser which best applics 1o you on

DK = Don't Know

Remember Y = Yes, N = No, and

1.____ My friends give me the moral support I need.
2.____ Most other people are closer o their fricnds than Tam.

.____ My friends enjoy hearing about what I think.

10 me when they have problems or need advice.

. Cenain friends come
.____Ircly on my fricnds for emotional support.

3

4

5

6. If1 felt that one or more of my friends werc U I'd just keep it 1o mysclf.
7

8

9

psct with me,
. Tfecl that I'm on the fringe in my circle of friends.

- Therc is a friend I could go to if I were just fecling down, wil
ry open about what we think about things.

thout fecling funny about it later.

.____ My friends and I are ve
10. ____ My fricnds are sensitive to my personal needs.
11.____ My fricnds come to me for emotional support.
12.___ My fricnds are good at helping me solve problems.
13.____ Ihave a dcep sharing relationship with a number of people.
14.____ My friends get good ideas about how to do things or make things from me.
15.____ When I confide in friends, it makes me feel uncomfortable.
16.____ My friends seck me out for companionship.
17.____ I think that my friends feel that I'm good at helping them solve problems.
18.____ Idon't have arelationship with a friend that is as intimatc as people’s rela
19.____ I'verecently gotten a good idca about how to do somcthing from a friend.

20.____ 1 wish my friends were much different.

tionships with friends.

PLEASE GO TO THE NEXT PAGE
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wcr or lesser degree. Al the top of cach page is a scalc ranging
me" while 9 indicates that it “Docsn’t apply to me
le which best represents your judgment conceming
ITHINTHELASTFEW DAYS. Since your judge-
{ the numbers in the scalc.

he *9” on the line to the left of the
u can usc any number at

Below are several statements which will apply 10 you in grca
from 110 9, with 1 indicating that the statcment “Applics very closcly to
atall”. On the line to the left of cach statement write the number in the sca
how closcly the statement applics 10 you AT THE PRESENT TIME, ic, W

ment may vary considcrably from item 10 item, you should fecl frec 1o usc any o
As an cxample, if you fclt thata statement applied very closcly to you, you could wnitc t

statement; if less closcly, “77 if not very closcly, “37; if not at all. «“1™ cic. Plcasc remember that yo

any point in cach scale, but NO MORE "FHAN ONE numbcr in cach scal.

9 8 7 6 5 4 3 2 1

Applics very closcly to me Docsn't apply to mc at all

frank and honcst as possiblc; your answers will be accorded

Please be surc to complete the entire qucstionnaire Bc just as

strict profcssional confidentiality.

I fecl that 1 fit in well as part of my college environment.

1 have been fecling tensc of nervous lately.

1 have been kecping up to datc on my academic work.

I am meeting as many people, and making as many fricnds, as I would likc at college.
____Iknow why I'm in collcge and what I want out of it

____1lam finding academic work at college difficult

I have been fecling blue and moody a lot.

__Lately
ties in collcge.

I am very involved with social activi
I am adjusting well 1o college.
10.____ I have not been functioning well du
I1.___ I have felt tired much of the time lately-
12.____ Being on my own, taking responsibility for myself, has not been  €asy
13 1am satsfied with the level at which Tam performing academically.
14.___ I have had informal, personal contacts with my college profcssors.

15.___ Iam pleased now about my decision o go 1o college-
16.____1am pleascd now about my decision to attend the this collcge in particular.

1.
2.
3.
4.
5.
6.
¥
8'—
9_

ring examinations.

17.___ I'm not working as hard as I should atmy coursework.
18.___ I have several close social ties at college.
19.___ My academic goals and purposes are well-defincd.
20.____1haven’t been able to control my emotions very well lately.
21.___ I'm not really smart cnough for the academic work Tam expected 10 be doing now-
22 Loncsomeness for home is a source of difficulty for m¢ now.
23.____ Getting a college degree is very important (o mc.
24.___ My appetite has been good lately.
25. I haven't been very cfficient in the use of study time latcly.
26. ____1enjoy living in a college dormitory.
27.____ I enjoy writing papers for courscs.
28. I have been having a lot of headaches latcly.
29. I rcally haven't had much motivation for studying latcly.
30. I am satisfied with the extracuricular activitics available at college.
he counscling center, OF from a psycho-

31.____ I've given a lot of thought Jately to whether 1 should ask for help from t

therapist outside of collcge.

PLEASE TURN TO NEXT PAGE
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9 8 7 6 5
Doesn't apply 0 me at all

Applies very closely to me
the valoe of a college education.
w(s)nubccollegc (Pleasc omit
rather than this onc.

;L—uwlylhvcbowhavingdoub(smgxrdins
3i‘~—h‘f‘8<=tﬁngal<:-ngverym:llwithmynoonm
355 l'wnsh I were at another college o university
36‘— I've put on (or lost) too much weight lately.

I am satisfied with the number and varicty of courses available here at college.
;’;\_ I foel that I have cnough social skills 1o get along
3. I have been getting angry too casily lately-
40*-— Recently I have had troublc concentrating W
41-_. I haven’t been sleeping very well.
4z: I'm not doing well enough academically for the amount of work I put in.

5 Tam having difficulty fecling at €25 with other people at _college-

“\_ I am satisfiod with the quality or the caliber of courses available at this college.
4 Tt ationting lasce regularly.

4:" Sometimes my thinking gets muddied up too casily.
47~— I am satisfied with the extent to which Tam participating
48*—1 cxpect.ao stay at this college for a bachelor's degroc-
49-_ I haven't been mixing too well with the opposite sex Lately-

50% I worry a lot about my college expenses- -

Sl.h I am enjoying my academic work at college. -

57:: I'have bom feeling loncly a lot at college-

. I am having a lot of trouble getting started on homework assignments.
54% I feel I have good control over my life situation at college.

SSSI am satisfied with my program of courses for this semestet.

I have been feeling in good health latcly.
s;h”“fl lmwdiﬂamxﬁommsmdmsucolksc.hwwldon"ﬁk&
Sskotlbalancc.lwudmmabchomcmanm
Sg'MMWOItthhingslaminwracwdinamnotmlawdloaﬂyo"m
60% Lately I have been giving a lot of thought 0 wransferring to another college.

. Lately I have been giving a lot of thought to dropping out of college altogether and for good.

6
L___ Ifind myself giving considerable thought 0 taking time off from college and finishing later.

:;"'—I““Vﬂysatisﬁcd with the professors I have now in my courses.

"IMWW@MMmdsaacquainmnccsuuwooﬂcgcwilhwhom I can talk about any problems

I am expericncing a lot of difficulty coping with the Stresses imposed upon me in college.

I am quite satisfied with my social life at college-

. I'm quite satisfied with my academic situati

«__Ifeel confident that I will be able to deal in
THANK YOU FOR YOUR TIME

well in the college setting.

hen 1 try to study.

in social activitics at college.

y coursework at college.

satisfactory satisfactory manner

2&ag

ifyoudonolhavcamommaw).

I may have.

on at college-
with future challenges here at college.

198
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Appendix D

Pearson Correlation Coefficient of Scales on the

Parental Bonding Instrument

Revised Dimensions of Temperament Survey

Perceived Social Support

Student Adaptation to College Questionnaire

Table D-1 - Abbreviation Key to Predictor and Criterion

Subscales
Table D-2 - All Subjects
Table D-3 - Females
Table D-4 - Males



Table D-1

Abbreviation Key for Predictor and Criterion

Variables

Revised Dimensions of Temperament Survey

ALG

ALS

AW

FR

MD

RS

RE

RDH

DIS

PER

Activity Level-General
Activity Level-Sleep
Approach/Withdrawal
Flexibility/Rigidity
Mood

Rhythmicity-Sleep
Rhythmicity-Eating
Rhythmicity-Daily Habits
Distractibility

Persistence

200
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Table D-1 (cont.)

Student Adaptation to College Questionnaire

nt/Institutional Attachment

ATT - Goal Commitme

PE - Personal/Emotional Adjustment
soc - Social Adjustment

AC - Academic Adjustment

Parental Bonding Instrument
CARE - Care
OoP - Overprotection
Perceived Social Support Scale

PSS -Perceived Social Support from Friends
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Table D-2

Pearson Correlation Coefficien

Parental Bonding Instrumen {mension: ramen rvey-Revi
Perceived {al P nt { 1 {onnair
A1l Subjects
AL ALS AV FR w RS RE RoH  DIS  PER ATT  PE SOC AC CARE  OP PSS
ALG -
ALS  apex -
AN 29* 08 .
R -8 -.11* .28 -
HD 14** 06 AT 200 -
RS -.29%* - 18*~ -.09 -.11* ~-.08  °
RE  -.08 -.17*+ .19 .02  .15*" .40%TC
ROH .00  -.11%* .12¢ -2+ .05 .42t 48T C
OIS -.28** -.23** .09 09 -.03 .24 187 4 -
PR gge ot aar o0 L4 e A 04 ST
ATT  -00 -.09 4w 35%t AlY -.04 T TS § S Ui
PE  -.14%* - pav 09  .35%+ .20 .04 287 RYLIY Y Lo PARN Ll
SOC 09 -.05 45 .3eer  aaer o062t .O7 A% 19% 83t 43 -
R g g e e g8 8 . AT .38** P I

T hid A7 30" .38 32 30 -

36**+ .06 250t .10°

CARE -.00 .16 .11t .11°
0P 0% Q7% -.11*  -.24%** -.25*% -.05 - gge+t -.10% -.15 15" -.25  -.38%%t -2 S22 -.5E* -
PSS .08 -.08  .34**t .1g a4 21 20" .0 o7 .15 4ovee 150t 81T .07 3aeen - 25 -
*p <.05
**p <.01

'-cn <.001
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Table D-3
Pearson Correlation Coefficient of 1
Parental Bonding Instrumen imensions of Temperament Survey-Revi
Perceived Social Support an udent Adaptation oll uestionnair
Females
ALG  ALS AW FR MD RS RE ROH  DIS PER  ATT PE S0C AC  CARE 0P PSS
ALG -
ALS  ,33%* -
AV 29%r 1) a
FRO .00 -.03 .34*** -
MO 14 -.02 .38t L7 -
RS L28***- 19** - 11 .16* .07 -
RE  -.17% -.25%** .11 .01 RELIY
ROH -.05 -.15* .07 .08 03 LA4re 52t -
OIS -.20** -.28** .12 .04 02 .16% L4ttt 4t -
PER -.17 -.10  .18% -.04 .07  .24*tt .15t 11 57T c
ATT .00 -.05 35w~ .37+* 37**-.06 .22 .12 .09 13 -
PE  —17% 27 .11t .35ee% 25*tt 06 .32t 187 ,29%**  23%**.49 -
SOC .07 .00 .seee 3gmee A3teo08 17t 05 16T 4 85T A3 -
AC -.27***-.13 160 .12 08 .10 .26*** .13*  .40%" 3BEA A3V 59T 37T -
CARE -.03 -.13 .09 .07 areer 06 .27t .16* .20mt 18T gg**t 3geEr 28ttt 33T -
0P .15*  .18** -.05 1g** -.30%* -.04 -.20"* -.12 CI5% - 247N 27N A3 21T -, 28%*"- 61" -
PSS .03 -.05  .28*** .17*  .4z**t .01 .12 .06 .11 14% a1t 22t a9ttt 10 L36%A% - 197 -
*p <.05
**p <.01

**%p <.001
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Table D-4

Pearson Correlation Coefficient of Scal

= Al
Parental Bonding [nstrumen tmensions of Temperament SUry Revis

Perceived Social Support an nt Adaptation t 1lege tionnat
Males
ALG ALS AV FR MD RS RE  RDH DIS PER ATT  PE SOC AC  CARE oP PSS
A6 -
ALS  29%* -
AV 28** 05 )
FR - -.22** -.21*  .19* _
M 16 .10 45Tt 2% -
RS -.29%* -.13 -.07  -.06 -.13 -
RE .09 -.04 .33+ .03 200 38T C
ROH .06 -.08  .18% .15 .08 ..o
DIS  -.44%**- 28** .03 16 -az A7t .8 6 -
PER  -.21* -.12 .06 .04 .00 5wt 10 -.02 .53 -
AT 02 08 g 26v A5t -.05 09 2 oot -
PE -.08 -.22* .11 gpewe gy 02 Lt 05 S07 39T -
SO0 14 -.08 4Gttt .32%er A4*vv -05 287 45 .10 .24%*  .BO**Y 46T -
O
AC -22* -7 .05 ogee 06 .2t 08 BT gy .33t 39ttt 28
s gptt -
ORE 05 22 a5 200 29 o5 200 008 TR it A Y Ul
0P -.02 .14 -.24%* -.34%** -6 -.08 .26 o9 -5 .00 -2 -15  -.30%° .08 .43 -
wex 03 .37*** -.26 -
PSS .18* -.06 A1 15 agere 02 .36* .07 .00 8% .34**% .16 .54
*p <.05
**p <.01 \

***p <.001
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Appendix E

Items and Item Means on Subscales

parental Bonding Instrument
Revised Dimensions of Temperament Scale
Activity Level - General
Activity Level - Sleep
Approach/Withdrawal
Flexibility/Rigidity

Mood

Rhythmicity - Sleep
Rhythmicity - Eating
Rhythmicity - Daily Habits
Distractability
Persistence

Student Adaptation to College Questionnaire

Academic Adjustment

Social Adjustment

Personal/Emotional Adjustment
Attachment/Goal Ccommittment
Perceived Social Support

Friends



Table E-1

Care Scale

Item Number

11
12
14
16
17
18

24

Overprotection

10
13
15

19

Items on the Parental Bonding Subscales

Item Content

Spoke to me with a warm and friendly voice

Did not help me as much as I needed

Seemed emotionally cold to me

Appeared to understand my problems and worries

Was affectionate to me

Enjoyed talking things over with me

Frequently smiled at me

Did not seem to understand what 1 needed

Made me feel I wasn't wanted
pset

Could make me feel better when ] was u

Did not talk with me very much

Did not praise me

Let me do those things I liked doing

Liked me to make my OwWn decisions

Did not want me to grow up

Tried to control everything I did

Invaded my privacy
Tended to baby me
Let me decide things for myself

Tried to make me dependent on her/him

Item

Mean

.44

.15

.60

.03

.44

.20

.35

.90

.53

.03

22

.30

.81

.78

.23

.10

.90

.22

.84

.83

206
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Table E-1 (cont.)

Item Number Item Content Item Mean
20 Felt I could not look after myself
unless she/he was around 74
21 Gave me as much freedom as I wanted 1.41
22 Let me go out as often as I wanted 1.39
23 Was overprotective of me 1.30
25 Let me dress in any way I pleased .73

Note: Items on the PBI were rated on a four point scale such that 4=Very Like,

3=Moderately like, 2=Moderately unlike, and 1=Very unlike.
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Table E-2

Items on the Subscales of the Revised Dimensions of Temperament Survey

Activity Level - General

Item Number Item Content Item Mean
2 I can't stay still for long 2.72
7 I move around a bit 2.75
10 If 1 have to stay in one place for a long time, I get restless 2.73
19 I often stay still for long periods of time 3.00
23 Even when I am supposed to be still, I get very fidgety after
1 few minutes 2.37
29 [ never seem to stop moving 2.62
54 [ never seem to be in the same place for long 2.69
Activity Level - Seep
32 ] move a great deal in my sleep 2.72
38 1 move a lot in bed 2.72
4?2 In the morning, I am still in the same place as I was when I
fell asleep 2.89
46 I don't move around much at all in my sleep 3.00
Approach Withdrawal
8 I can make myself at home anywhere 2.91
12 I usually move towards new objects shown to me 2.80
17 My first reaction is to reject something new or unfamiliar 3.15
to me
26 Orn meeting a new person [ tend to move towards him or her 2.66
30 It takes me no time at all to get used to new people 2.72
35 I move towards new situations 2.84

5] My first response to anything new is to move my head toward it 2.81



Table E-2 (cont.)

Items on the Subscales of the Revise

d Dimensions of Temperament Survey

Flexibility/Rigidity

Item Number

13

18

44

49

=
o
o
Q.

14

28

34

48

50

52

Item Content

kes me a long time to get used to a new thing in the

It ta
home

It takes me a long time to adjust to new schedules

Changes in plans make me restless

when things are out of place, it takes me a long time

to get used to it

1 resist changes in routine

I laugh and smile at a 1ot of things

I do not laugh or smile at many things

1 smile often

I do not find that I Jaugh often

My mood is genera11y cheerful

I laugh several times @ day

Generally I am happy

Rhythmicity - Sleep

25

33

36

41

I wake up at different times

I usually get the same amount of sleep each night
t about the same time every night

I seem to get sleepy Jjus
11 wake up at the sam

when 1 am away from home I st

time

No matter when I go to sleep, 1 wake U

next morning

e time each

p at the samé time the

Item Mean

3.21

2.82

2.28

209



Table E-2 (cont.)

Item Number Item Content Item Mean

45 I wake up at the same time on weekends and holidays as on 1.78
other days of the week

Items on the Subscales of the Revised Dimensions of Temperament Survey

Rhythmicity - Eating

Item Number Item Content Item Mean
16 I eat about the same amount for dinner whether I am home, 2.22

visiting someone, or traveling

31 I usually eat the same amount each day 2.50
37 1 eat about the same amount at breakfast from day to day 2.37
43 I eat about the same amount at supper from day to day 2.63
47 My appetite seems to stay the same day after day 2.48

Rhythmicity - Daily Habits
21 I take a nap, rest, or break at the same times every day 2.06
27 I often get hungry about the same time each day 2.82
39 I feel full of pep and energy at the same time each day 2.36
40 I have bowel movements at about the same time each day 2.10
53 The number of times I have a bowel movement on any day varies 2.18

from day to day

Distractability
5 Once I am involved in a task, nothing can distract me from it 2.18
9 I can always be distracted by something else, no matter what I 2.46

may be doing

15 If I am doing one thing, something else occurring won't get me 2.16
20 Things going on around me can take me away from what I am doing 2.17
24 I am hard to distract 2.01

210
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Table E-2 (cont.)

Items on the Subscales of the Revised Dimensions of Temperament Survey

Persistence

Item Number Item Content Item Mean
6 I persist at a task until it's finished 2.60
10 I stay with an activity for a Tong time 275
22 Once I take something up, I stay with it 2.74

Note: Items on the DOTS-R were rated on a four point scale such that l=usually false,

2=more false than true, 3=more true than false, and 4=usually true.




Table E-3

Items on the Sub

scales of the student Adaptation t

o College Questionnaire

Academic Adjustment

Item Number

10

13

17

19

21

23

25

27

29

32

36

39

41

43

Item Content

1 have been keeping up to date on my academic work
I know why I'm in college and what 1 want out of it

I am finding academic work at college difficult

I have not been functioning well during examinations

th the level at which I am performing

I am satisfied wi

academically

uld at my coursework

I'm not working as hard as 1 sho

My academic goals and purposes are well-defined

I'm not really smart enough for the academic work I am

expected to be doing now

Getting a college degree is very important to me
I haven't been very efficient in the use of study time lately

I enjoy writing papers for courses

I really haven't had much motivation for studying lately

Lately I have peen having doubts regarding the value of

a college education

er and variety of courses

I am satisfied with the numb

available here at college
Recently I have had trouble concentrating when I try to study
I'm not doing well enough academica11y for the amount of

work I put in
1iber of courses

I am satisfied with the quality or the ca

available at this college

Item Mean

5.85

6.41

4.21

4.87

6.93
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Table E-3 (cont.)

Item Number Item Content

44

50

52

54

58

62

66

I am attending classes regularly

1 am enjoying my academic work at college

t of trouble getting started on homework

I am having a 1o

assignments

rses for this semester

I am satisfied with my program of cou

Most of the things I am interested in are not related to

any of my coursework at college

I am very satisfied with the professors 1 have now

in my courses

th my academic situation at college

I'm quite satisfied wi

Items on the Subscales of the Student Adaptation

to College Questionnaire

Social Adjustment

Item Number

14

16

18

Item Content
I feel that I fit in well as part of my college environment
I am meeting as many people, and making as many friends,

as 1 would like at college

1 am very involved with social activities in college

1 am adjusting well to college

1 am satisfied with the level at which I am

performing academically
I am pleased now about my decision to attend this college

in particular

I have several close social ties at college

Item Mean

7.10

5.24

4.75

6.51

5.53

6.07

6.82

Item Mean

6.80

5.81

5.2

6.68

6.90

6.42
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Table E-3 (cont.)

Item Number

22

26

30

33

37

42

46

48

51

56

57

63

65

Item Content

Lonesomeness for home is a source of difficulty for me now

I enjoy living in a college dormitory

I am satisfied with the extracurricular activities available

at college

omate(s) at the college

I am getting along very well with my ro

1 feel that I have enough social skills to get along well

in the college setting

1 am having difficulty feeling at ease with other people

at college

I am satisfied with the extent to which 1 am participating

in social activities at college

I haven't been mixing too well with the opposite sex lately

1 have been feeling lonely a Jot at college

1 feel 1 am very different from other students at college,

in ways I don't like

on balance, I would rather pe home that here

1 have some good friends or acquaintances at the college

with whom I can talk about any problems 1 may have
1 am quite satisfied with my social life at college

Item Mean

6.54

7.1

6.48

214
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Table E-3 (cont.)

Items on the Subscales of the Student Adaptation

to College Questionnaire

Personal-Emotional Adjustment

Item Number Item Content Item Mean
2 I have been feeling tense or nervous lately 4.75
7 Lately I have been feeling blue and moody a lot 5.10

11 I have felt tired much of the time lately 3.98
12 Being on my own, taking responsibility for myself, has not been 6.49

easy
20 I haven't been able to control my emotions very well lately 5.49
24 My appetite has been good lately 6.63
28 I have been having a lot of headaches lately 6.36
31 I've given a Tot of thought lately to whether I should ask for

help from the counseling center, or from a psychotherapist

outside of college 6.76
35 I've put on (or lost) too much weight lately 5.43
38 I have been getting angry too easily lately 5.49
40 I haven't been sleeping very well 5.43
45 Sometimes my thinking gets muddled up too easily 4.83
49 I worry a lot about my college expenses 5.02
55 I have been feeling in good health lately 5.94
64 I am experiencing a lot of difficulty coping with the stresses

5.35

imposed upon me in college



Table E-3 (cont.)

Items on the Subscales of the Student Adaptation

to College Questionnaire

Attachment/Goal Committment

Item Number

15

16

26

34

36

42

47

56

57

59

60

Item Content

I feel that I fit in well as part of my college environment

1 am meeting as many people, and making as many friends

as I would like at college
I am pleased now about my decision to go to college

I am pleased now about my decision to attend this college in

particular
I enjoy living in a college dormitory

I wish I were at another college or university rather than

this one

1 am satisfied with the number and variety of courses available

here at college

I am having difficulty feeling at ease with other people

at college

[ expect to stay at this college for a bachelor' degree

I feel 1 am very different from other students at college,

in ways I don't like
On balance, I would rather be home than here

Lately I have been giving a lot of thought to transferring to

another college

Lately I have been giving a lot of thought to dropping out of

college altogether and for good

Item Mean

6.

6

80

.81

.70

.90

=il

.41

.68

.48

.49

.48

«D3

.44

.99

216
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Table E-3 (cont.)

Item Number Item Content Item Mean
61 I find myself giving considerable thought to taking time 7.72
off from college and finishing later
6.01

65 I am quite satisfied with my social 1ife at college

Note: Items on the SACQ were rated on a nine point scale such that 1=Doesn’t apply to me

at all and 9=Applies very closedly to me.



Table E-4

Item Number

10

11

12

13

14

15

16

17

18

Items on the Subscales of the Perceived Social Support Scale

Item Mean

Item Content

My friends give me the moral support I need .92

Most other people are closer to their friends than I am .82

My friends enjoy hearing about what I think 91

Certain friends come to me when they have problems or

need advice .95

I rely on my friends for emotional support 72

If 1 felt that one or more of my friends were upset with me,

1'd just keep it to myself .80

1 feel that 1'm on the fringe in my circle of friend .83
.92

There is a friend I could go to if I were just feeling down,

without feeling funny about it later

My friends and 1 are very open about what we think about things

My friends are sensitive to my personal needs

My friends come to me for emotional support

My friends are good at helping me solve problems

I have a deep sharing relationship with a number of people

My friends get good ideas about how to do things or make thing

from me

when I confide in friends, it makes me feel uncomfortable

My friends seek me out for companionship

I think that my friends feel that I'm good at helping them
solve problems

d that is as intimate

[ don't have a relationship with a frien

as people's relationships with friends

.90

.86

-89

.85

.74

.83

.81

.92

.92

.85

218
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Table E-4 (cont.)

Item Number Item Content

Item Mean
19 I've recently gotten a good idea about how to do something .81
from a friend
20 I wish my friends were much different .92

Note: Items on the PSS-Fr were rate on a two point scale such that l=yes, 0=no,

and Don 't Know=0.
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Appendix F

Item-Total Statistics
Revised Dimensions of Temperment Survey
Table F-1 Activity Level - General
Activity Level - Sleep
Approach/Withdrawal
Table F-2 Flexibility/Rigidity
Mood
Rhythmicity - Sleep
Table F-3 Rhythmicity -Eating
Rhythmicity - Daily Habits
Distractibility

Table F-4 Persistence



Table F-1

Item-Total Statistics for the Dimensions of Temperament Survey - Revised

Activity Level - General

Scale Scale Corrected
Mean Variance Item- Squared Alpha
Item If Item If Item Total Multiple If Item
Number Item Content peleted Deleted Correlation Correlation Deleted
2 I can't stay still 16.16  13.00 .58 .36 .75
for long
7 I move around a lot 16.13  13.34 .54 .33 .75
11 If I have to stay in one 16.15  13.69 .51 .28 .76
place for a long time,
I get restless
19 1 often stay still for 15.88  13.64 .55 .32 .75
long periods of time
23 Even when I am supposed ~ 16.51 ~ 14.15 .41 21 Ji
to be still, I get very
fidgety after a few minutes
23 I never seem to stop 16.26  13.84 .50 .26 .76
moving
5 I never seem to be in 16.19  13.86 .50 27 76
Activity Level - Sleep
32 1 move a great deal in 8.61  6.32 B2 .69 .70
my sleep
38 I move a lot in bed 8.61 6.42 13 .66 13
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Table F-1 (cont.)

Scale Scale Corrected

Mean Variance Item- Squared Alpha
Item If Item If Item Total Multiple If Item
Number Item Content Deleted Deleted Correlation Correlation Deleted
42 In the morning, 1 am still 8.44 7.92 .44 .19 .86
in the same place as 1 was
when 1 fell asleep
46 I don't move around much 8.33 7.18 .64 .42 7
at all in my sleep
Approach Withdrawal
8 I can make myself at 16.98  11.58 .33 13 .73
home anywhere
12 1 usually move towards 17.01  11.58 .40 .19 71
new objects shown to me
17 My first reaction is to  16.74  11.78 .36 .15 .72
reject something new
or unfamiliar to me
26 On meeting a new person  17.22  11.01 42 21 71
I tend to move towards
him or her
B T hakes e pe Mg st AnER W SR .33 .68
all to get used to new people
35 I move towards new 17.05 10.85 .55 31 .68
situations
51 My first response to 17.08 10.68 .53 .31 .68
ward it

anything new is to move my head to



Table F-2

Items on the Subscales of the Revised Dimensions of Temperament Survey

Flexibility/Rigidity

Item

Number Item Content

1 It takes me a long time

to get used to a new thing
in the home

13 It takes me a long time
to adjust to new schedules

18 Changes in plans make me
restless

44 When things are out of
place, it takes me a long

time to get used to it

49 I resist changes in
routine
Mood
3 I laugh and smile at

a lot of things
14 I do not laugh or smile
at many things

28 I smile often

Scal

Mean

If Item

Deleted

11

11.

11

20.

e

.41

.66

96

.66

.80

.64

72

Scale

Corrected

Variance Item-

If Item Total

Deleted Correlation

5.01

5.01

5.18

4.69

5.2

12.67

12.73

11.68

.33

.41

.30

.46

.32

.68

.59

.76

Squared
Multiple

Correlation

.16

19

A1

w2l

.14

.46

.48

.08

Alpha

If Item

Deleted

.57

.53

.59

.50

.58

.86

.87

.84
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Table F-2 (cont.)

Item

Number

34

48

50

52

Item Content

I do not find that I

laugh often

My mood is generally

cheerful

1 laugh several times
a day

Generally I am happy

Rhythmicity - Sleep

25

33

36

1 wake up at different
times

1 usually get the same
amount of sleep each night
I seem to get sleepy just
about the same time

every night

when 1 am away from home

I still wake up at the

same time each time

Scal

Mean

If Item

Deleted

20.

20.

20.

20.

e

67

93

66

81

.92

.87

.60

.98

Scale

Corrected

Variance Item-

If Item

Deleted

1252

11.77

12.35

11.85

10.96

Total

Correlation

.58

71

.64

.69

«33

.39

.31

.48

Squared

Multiple

Correlation

37

.62

.43

.61

£12

17

.12

25

Alpha

If Item

Deleted

.87

.85

.86

.85

.64

.62

.65

.59
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Table F-2 (cont.)

Item

Number

41

45

Scale Scale Corrected
Mean Variarce Item-
If Item If Item Total

Item Content Deleted Deleted

No matter when I go to 11.09 10.01]
sleep, I wake up at the

same time the next morning

I wake up at the same time 11.37 9.9¢
on weekends and holidays

as on week days

Correlation

.50

.35

Squared

Multiple

Correlation

el

<18

Alpha

If Item

Deleted

.58

.63

225



Table F-3

Items on_the Su

bscales of the Revised Dimensions of Temperament Survey

ITtem

Number Item Content

Rhythmicity - Eating

16 I eat about the same
amount for dinner whether
I am home, visiting
someone, or traveling

31 I usually eat the same
amount each day

37 1 eat about the same
amount at breakfast from
day to day

43 I eat about the same
amount at supper from
day to day

47 My appetite seems to stay
the same day after day

Rhythmicity - Daily Habits

21 1 take a nap, rest, or

break at the same times

every day

Scale

Mean

If Item

Deleted Deleted Correlation

9.98

9.70

9.83

Scale

Corrected

Variance Item-

If Item Total

9.47

8.73

9.23

8.55

8.29

6.30

33

.54

.29

.56

.58

.16

Squared

Multiple

Correlation

13

.34

.10

.38

.39

.04

Alpha

If Item

Deleted

.69

.61

W2

.60

.58

.58
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Table F-3 (cont.)

Scale

Mean Variance Item-

Item If Item If Item Total

Number Item Content

27 I often get hungry about 8.69 6.10
the same time each day

39 I feel full of pep and 9.15 5.53
energy at the same time each day

40 I have bowel movements at 9.4l 5.16
about the same time each day

58 The number of times I have 9.33 5.94
a bowel movement on any day
varies from day to day

Distractability

5 Once I am involved in a 8.80 5.24

task, nothing can distract
me from it

9 I can always be distracted 8.52 5.66
by something else, no
matter what I may be doing

15 If I am doing one thing, 8.82 5.94
something else occurring
won't get me

20 Things going on around me 8.81 5.27
can take me away from what I am doing

24 I am hard to distract 8.97 5.42

Deleted Deleted Correlation

.23

.41

.49

.28

.58

.42

.44

<03

.54

Scale

Squared

Multiple

Correlation

.09

-19

«2B

.15

.35

19

«23

=35

.30

227

Corrected

Alpha

If Item

Deleted

.54

.43

.37

«150

.68

.74

513

.68

.70
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Table F-4

Items on the Subscales of the evised Dimensions of Temperament Survey

Scale Scale Corrected
Mean Variance Item- Squared Alpha
Item If Item If Item Total Multiple If Item
Number Item Content Deleted Deleted Correlation Correlation Deleted
Persistence
6 I persist at a task until  5.49 1.77 .42 .18 .61
it's finished
10 I stay with an activity 5.34 1.79 .45 .22 .57
for a long time
22 Once 1 take something up, 5.24 1.42 +52 .27 .48

I stay with it

Note: Items on the DOTS-R were rated on a four point scale such that l=usually false,

2=more false than true, 3=more true than false, and 4=usually true.
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