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Foreword

LUCIA BERTA

The Higher Education System needs to keep in pace with the eco-
nomic, political and cultural changes in our society. In order to do
this considerable resources are required. One important resource nec-
essary to be developed in order to assist students in the modern era
are the Student Counselling Services within Universities, guiding stu-
dents in their personal development whilst they are at university is a
difficult task and one which psychological counselling can help enor-
mously.

I very much appreciate the work of the FEDORA-PSYCHE group.
In particular, I compliment them on their symposium held at the 4th
European Congress of Psychology in Athens. This publication is tes-
tament to the success of their symposium. The congress has played
an important role in the constructive exchange of ideas and in the de-
velopment of theory and practice in psychology. It is perhaps not by
chance that FEDORA was founded in Athens and that the 4th Con-
gress of Psychology took place there. It is the city where Europe’s
basic cultural traditions were established and from which we all draw
on in our daily work with students.

PSYCHOLOGICAL COUNSELLING IN HIGHER EDUCATION
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Foreword

A. KALANTZI-AZIZI, G. ROTT, D. AHERNE

The book in hand is the outcome of the collaboration between col-
leagues from many different European countries. All contributors
share one characteristic: namely that they are all involved in Student
Counselling.

Many students, despite their youth and excitement, as well as their
high mental abilities, for certain reasons, cannot deal adequately with
the problems they encounter. Sometimes, these students present
themselves to us, the “so-called” specialists in mental health. Thus, it
becomes our duty to help them to organise and develop the abilities
they already in order to overcome the obstacles they confront.

Our work in most cases is effective we hope. We all share the
same joy and good feelings on the completion of a successful collabo-
ration with a student in overcoming coming his/her difficulties.

We practice our profession in many countries across Europe. Na-
tional frontiers have been no obstacle to us, thanks to FEDORA and es-
pecially its PSYCHE Sub-Group. FEDORA PSYCHE Group became our
common house and gave us the opportunity of becoming acquainted,
of working together and of sharing our knowledge and thoughts.

FEDORA-PSYCHE Group was established six years ago (3rd Con-
gress of FEDORA, Berlin, September 1991). In this short time we have
managed to create some powerful collaboration networks, as well as
establishing close personal relationships.

PSYCHOLOGICAL COUNSELLING IN HIGHER EDUCATION



Our collaboration as members of the PHYCHE Group resulted in
the publication of a book, under the title “Psychological Counselling
in Higher Education: A European Overview”. It was edited by Elsa
Bell, Craig McDevitt, Gerhart Rott, and Paolo Valerio in 1994. In that
book, a “mapping” of the facilities for psychological counselling in
Higher Education was presented.

To begin with, it was obvious that there are some noticeable dif-
ferences among the European countries with respect to the ways that
student counselling is being practised. Secondly there is much room
for further improvement of the effectiveness as well as further exten-
sion of the target groups of our counselling endeavours. In that book,
an array of interesting questions was raised concerning the ways that
research is being conducted, and the kind of intervention that take
place across Europe.

In July 1995 three Symposia were organised by the FEDORA-PSY-
CHE Group at the IV European Congress of Psychology, in Athens.
This initiative gave us the opportunity to address some important is-
sues with respect to our interests. Sixteen speakers from eight coun-
tries gave us the framework for the implementation of counselling in
Higher Education in their countries.

Soon after the successful Symposia, Gerhart Rott persuaded the
Board of FEDORA to finance the publication of selected papers of
these Symposia. Also, the Greek Publishing Firm ELLINIKA GRAM-
MATA, well known to the Greek scientific public, helped us financial-
ly and have finally published the proceedings. Only the FAX-ma-
chines and the E-mail could help the three editors to organise their
work and expedite the task of editing the proceedings of the PSYCHE
Symposia: Gerhart Rott from Wuppertal, Germany, worked as the
central axon of the editorial Group; Anastasia Kalantzi-Azizi, from
Athens, Greece, provided ideas concerning the structuring of the ma-
terial; whilst Declan Aherne from Limerick, Ireland, carried out the
burdensome task of adapting the papers into proper English.

Our collaboration proved to be a productive one. The final result
of this collaboration is the book that you hold now in your hands. It
presents some important aspects of the ways that Counselling is tak-
ing place in Higher Education across Europe.

PSYCHOLOGICAL COUNSELLING IN HIGHER EDUCATION
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We hope that this book is only the beginning. We have a lot to
learn from each other.
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pachristophilou, and C. Xenaki, for her assistance to the publication.
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Counselling in Higher Education

ANASTASIA KALANTZI-AZIZI

Introduction

I am very glad that FEDORA honoured me with the task of organis-
ing and chairing these three symposia, the main subject of which is
the psychological counselling of students. I am also very glad that
us, who work on the psychological problems of students, have the
chance to present and promote (or show) our work in such an im-
portant Congress as the IV European Congress of Psychology.

The importance of post-adolescence, as a special developmental
stage, has already been mentioned. However, when the questionings
of post-adolescence meet with the learning demands of the academ-
ic education, we are in front of an interesting challenge.

Before our colleagues, who participate in the Ist session of our
symposium, present their papers, I would like to say a few words
about FEDORA-PSYCHE (Table 1). FEDORA (Forum Europeén de
1I’Orientation Académique) is an association for those involved in
all aspects of student guidance in institutions of higher education in
Europe.

FEDORA was founded in 1988 at the Third Conference on Uni-
versity Guidance in Higher Education, in response to the growing
needs of student advisors, teaching staff and students themselves for
information and advice on study and work opportunities throughout
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the European Union. But it was also felt to be important to include
in the professional exchange the contributions of psychological
counselling. Indeed, it was at that conference that the first encoun-
ters took place between people who identified their role as being a
discrete activity within guidance, i.e. psychological counselling
which focuses on the emotional and psychological difficulties of
students rather than on the study advise, career choice and the gen-
eral dissemination of information.

In 1990, an unofficial meeting of 11 student counsellors with
psychotherapeutic training took place in Amsterdam. They tried to
find a basis on which they could discuss about possible ways to ex-
change their knowledge, and develop some perspectives on partici-
pating in a European dialogue about academic orientation. This
group decided to give itself the name PSYCHE (Psychological
Counselling in Higher Education).

During the Fourth European Conference on University Guidance
in Berlin; 1991, PSYCHE was officially accepted by FEDORA as one
of its working groups. In 1992, 21 PSYCHE members met in Naples.
Before the conference, they had prepared preliminary national re-
ports, about psychological counselling with students. The final re-
port, entitled “Psychological Counselling in Higher Education: A
European Overview”, was distributed in 1994, during the Fifth Con-
gress of FEDORA. This is an important publication which gives us a
solid common foundation of mutual understanding about the frame-
work of counselling in each of our countries. The next steps (Table
2) were to pay attention at the counselling. In my opinion the main
aim of the psychological counselling with students is to provide
them direct support in order to: (i) help them overcome, easily and
timely, difficulties of adjustment with regard to the new education
setting; (ii) help them find out new effective ways of solving post-
pubertal developmental queries and problems (Table 3).

Our symposium is divided into three sessions. Tables 4, 5 and 6
give us a full overview of the papers that will be presented today.
Some of our colleagues did not make to be here with us today, so
there will be some changes regarding the programme. P. Dias’ and
N. Rajnai’s papers will be presented by J.A. Afonso and Z. Vajda,
respectively.

PSYCHOLOGICAL COUNSELLING IN HIGHER EDUCATION
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For the organisation of these symposia, two persons have mainly
contributed: the director of the Counselling Center for Students at
the University of Wuppertal and our postgraduate student Evange-
los Karadimas, who kept everybody informed and solved all practi-
cal problems. I would like to thank them for their valuable assis-
tance.

Evangelos Karadimas got the idea of turning us back to our an-
cient Greek origins in order to define Counselling with regard to the
Greek language (Table 7).

Table 1. *Milestones of the PSYCHE Group History.

B FEDORA: Forum Europeén de I’ Orientation Académique
® PSYCHE: Psychological Counselling in Higher Education
= Working group of FEDORA =

1988, 3rd FEDORA Congress, Athens and Delphi:
— Third European Conference on University Guidance
- “Birth” of FEDORA
— Impetus for the establishment of the PSYCHE
1990, Amsterdam: Meeting of 11 Student Counsellors with psychotherapeutic training

name of the working group: PSYCHE
1991, 4th FEDORA Congress, Berlin: Fourth European Conference on University Guidance
—PSYCHE is accepted by FEDORA as one of the 15 working groups
1992, Meeting of 21 PSYCHE members, Naples.

— Presentation of a publication based on a detailed report for the services offering

psychological/psychotherapeutic help in the EU Universities.
1994, 5th FEDORA Congress, Barcelona: “New Challenges for Guidance in Europe”
— Publication of the “Psychological Counselling in Higher Education. A European Overview”

1995, 1V European Congress of Psychology Athens
—Dr. G. Rott’ s, PSYCHE coordination: Keynote speech
— 3 Sumposia organised by the PSYCHE Group (16 participants, 8 European States)
— Meeting of the Greek PSYCHE members

18 PSYCHOLOGICAL COUNSELLING IN HIGHER EDUCATION



Table 2. PSYCHE Future Development
(in “Psychological Counselling in Higher Education™, 1994, pp. 25-26).

1. To look at the Counselling Services in a more systematic way - exchange ideas about special
methodological problems.

2. To define standards and qualifications for psychological and psychotherapeutic counselling in
Higher Education.

3. To promote the idea that successful academic learning is not only a process of acquiring knowl-
edge, but also implies personal growth and development. Therefore, is extremely necessary to
magnify the counselling experts.

" Table 3. Aim of Psychological Counselling in Higher Education.

DIRECT PSYCHOLOGICAL SUPPORT ADDRESSED TO STUDENTS
in order to:
i) help them overcome, easily and timely, difficulties of adjustment with regard to the new educa-

tion setting;

ii) help them find out new effective ways of solving post-pubertal developmental queries and prob-

lems.

PSYCHOLOGICAL COUNSELLING IN HIGHER EDUCATION 19



Table 4. PSYCHE Symposium: First Session.

Title: GAINING EXPERIENCE
Chair: A. Kalantzi-Azizi
Co-Chair: Declan Aherne

Participants:
1) J. Elton-Wilson: “Counselling students in the sort term, training counsellors to focus: one way of
achieving quality within resource restrains”.

2) P. Valerio: “Psychological counselling with medical students”.

3) M. Leventidou: “Counselling Center for Students at the University of Athens: Two years of expe-
rience”.

4) V. Téth: “Peer counselling in the Philosophy Faculty of the Etétvos Lorant University™.

5) M. Serfozo: “Peer counselling with teenagers - helping decision and preparation for future career
of secondary school students”.

Table 5. PSYCHE Symposium: Second Session.

Title: INTERVENTIONS IN THE CONTEXT OF UNIVERSITY COUNSELLING CENTERS
Chair: A. Kalantzi-Azizi
Co-Chair: J.P. Broonen

Participants:
1) B. Mette: *Dealing with emotional problems of the modern students”.

2) D. Aherne: “Understanding student stress - a qualitative approach”.

3) D. Charila: “Case study of a student with test anxiety and agoraphobia”.

4) Zsuzsa Vajda: *Cope with the parents”.

20 PSYCHOLOGICAL COUNSELLING IN HIGHER EDUCATION



Treating and Preventing
Psychological Problems in Ancient
Greece: A Brief Overview

E. C. KARADIMAS

All Sciences, including Psychology, represent uninterrupted evolu-
tion from simpler forms to more elaborated systems. It is not quite
possible to pinpoint the date for the establishment of any science.
However, Kantor (1983) believes that we could estimate the time
that a first attempt was made to systematise propositions about a
particular class of events or thoughts.

According to Kantor (1983, p.57), “Greeks were the first, so far
as we can tell, to establish an authentic psychological science”. This
took place earlier than the 5th century B.C.

The Hellenic origin of psychology, is an enormous issue and yet
one of great interest. Greek scientists, like Aristoteles or Plato, sys-
tematised their psychological science in a holistic fashion (a princi-
ple that was forgotten for several centuries until recently). They de-
veloped their thoughts about psyche in conjunction with their view-
ing of the entire human being and its social life in the “polis™ (that
is, the city). Psychosomatic perfection was defined by them as
“civilian perfection”.

It is beyond my present remit to examine the whole history of
Greek psychological thought. For those interested, we refer to Kan-
tor (1963, p. 51-154). Throughout this document we will try to
highlight some aspects of this thought, emphasizing on beliefs
about abnormal behaviour, its treatment and prevention.

PSYCHOLOGICAL COUNSELLING IN HIGHER EDUCATION
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Pre-Hippocratic period

Psychological disturbances have been reported by almost all ancient
literature, but especially by the Greeks. Homer and the tragedians
report a lot of “cases”. Aiadas’ and Hercules’ manic-depressive
episodes, Orestis’ shizophreniform crisis and so on (Chartokolis,
1989).

It is well known that our ancestors regarded deviant behaviour,
like other events that they could not explain, as the product of su-
pernatural forces, such as Spirits and Gods. Usually, any kind of
disturbance was attributed to Gods or demons and according to
Homer and Isiodus, it was regarded as a punishment (in Greek:
“temorea”) for a forbidden act (in Greek: “hyvris”). Sometimes the
“pathogenic” god referred to as Mania and Lyssa. Ancient Greeks
believed that Death and Hypnos (that is, sleep) were brothers. This
probably reflects the impression that, during sleep, the human spirit
could leave the body and travel to the world of spirits (dream).
Thus, archaic Greeks believed that certain psychological problems
are some kind of contact with the Spirits and the Gods.

In many ancient societies, there was a particular type of therapist
who dealt with mental problems. He was called “shaman”. These
“therapists” were trying to cure via a state of ecstasy during which
they were coming in contact with the invisible and especially with
the pathogenic Gods. Their mission was to persuade the god to let
go of the ill person’s body or mind. We are not sure whether such a
“therapy” was developed in Greece or not. However, we could de-
tect a shamanism expression in the ceremonies of the Orphic Mys-
teries.

Post-Hippocratic period

Hippocrates, the great physician, known as the father of Medicine,
was the first to declare in the 5th century B.C. that all illness, in-
cluding mental problems, had an explainable, even hidden, natural
cause. He was the first in Western Scientific History to describe
mental disorders, such as phobias, hysteria, and postpartum psy-
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chosis, and also to attribute epilepsy to some specific brain damage.
Hippocrates classified abnormal mental states into three categories:
mania, melancholia and phrenitis (that is, brain fever, from the
Greek word “phrena” that means psychological - especially cogni-
tive activities).

Hippocrates successors, namely Asclepiades and Galen contin-
ued his work. However, their contributions were more in the fields
of theory and descriptions, than in the field of systematic therapy.
Asclepiades, for example, described and differentiated between hal-
lucinations, delusions and illusions.

Besides Hippocrates and his students, the famous philosopher
Plato, in the 4th century B.C., supported a gentle treatment of the
mentally ill (Alloy, Acocella, & Bootzin, 1996). Plato believed that
the care of the mentally ill should be a family duty. Those who had
psychological problems should not be punished in any way for their
acts or sayings. The influence that Plato exerted over Greeks led to
the establishment of retreats in favour of those with problems. For
example, in Alexandria during the Hellenistic era (334-30 B.C.),
special temples dedicated to Saturn were used as asylums for the
mentally disturbed. They could recover there with the help of rest,
physical exercise, special music, diet and abstinence from alcohol
(Zilboorg & Henry, 1941). This tradition was continued during the
following centuries in the Eastern Greek-Roman (Byzantine) Em-
pire, with the assistance of the Church, with the so called “pious
houses” (Christophilopoulou, 1991).

In mainland Greece, there were three important “therapeutic
centres”, in Triki (in Thessalis, Central Greece), in Epidaurous (in
Peloponnisos) and in the island of Kho (Chartokolis, 1989). These
centres were called “Asclepisis” and they were temples dedicated to
Asclepius who was the God of health. The “cure” in these temples
was based on dream interpretation and personal counselling.

We must, however, notice that all the physicians of that time did
not hold the same beliefs about psychological functioning and emo-
tions. The great majority of the “philosophers-psychologists” had
the same concept as Homer regarding the psyche, i.e. the centre of
all emotions and psychological functioning, was located on the di-
aphragm and/or in the heart. Hippocrates, Plato and Democritus put

PSYCHOLOGICAL COUNSELLING IN HIGHER EDUCATION
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forth that the brain (in Greek “encephalos™) is responsible for all of
the emotional life.

The Greek ideas were spread to the Romans. Markus Tulius Ci-
cero used to be one of the Asclepiades’ students. In his notorious
“Tuscularum disputationem”, he points out that “abearum rerum est
absentium metus, quarum est aegritudo” (quoted in Eysenck, 1990,
p. 5): In neurotic disorders anxiety (or fear) is felt of things that are
not present; their presence causes distress. This concept is of Greek
origin and it suggests a process of conditioned learning (Eysenck,
1990).

Some of the ideas that we regard as fundamental for psychology
today, have their origin in ancient Greece. For example, Embedo-
cles (4th century B.C.) believed that everything in this world has its
origin in an endless combat between love (in Greek “Filotis™) and
hate (in Greek “neikos”). Those concepts are equivalent to the two
Freudian primary impulses: love and death.

Ancient Greek writers also founded a psychological theory that
could resemble current cognitive psychology. Epictetus stated that
“it is not the things that disturb humans, but the belief humans hold
about the things”. Aristoteles had the same opinion to Epictetus. It
is worthwhile noticing that Mahoney (1991) when reviewed 24 im-
portant handbooks in psychology, found that writers were referring
to Aristoteles twice as many times as to any other philosopher or
other scientist.

Prevention via education

According to Plato, a good mental condition was the result of a
proper education as well as of diet, physical exercises and motiva-
tion control (Bozonis, 1995).

Greeks considered education to be a condition sine qua non in
order to achieve the greatest physical, psychological and social de-
velopment Socrates declared that education was the supreme good
for humans. The main aim of the Hellenic educational system was
the development of both mind and body.

In Athens, in particular, the most important citizens supervised
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the education of the youth. Through the education system, Atheni-

ans tried to create persons capable of solving real life problems in

an effective and fair manner, as well as capable of initiating and
maintaining good interpersonal relationships (Danassis-Afentakis,

1985). Today, it is well known that both problem solving and social

support are two of the most important factors with respect to psy-

chological as well as physiological health (Sarafino, 1990).
Isocrates, in his “panathinaikos” speech, put forth that good edu-

cation results in a good (rational) way of thinking. Rational thinking

is, according to him, the best way to overcome passions and disas-
ters.

In Athens all children had to attend the “scholeion”, a kind of
primary school. Children during the first years of their lives had to
learn basic skills, such as writing and calculating. Later on they
used to attend the “afebeion”, a type of secondary school, where
they became familiarised with political, ethical and military issues
as well as with religion (Patsis, 1981).

However, two aspects of this education system were unique:

(a) All adolescents exercised their bodies in specific places referred
to as “gymnasia”. Greeks, like Romans, used to say “mens senus
in corpore sano”. They believed that a healthy body contributed
to a healthy mind, and vice versa. Current science has document-
ed the importance of physical exercise as a method of stress
management (Fillingim & Blumenthal, 1993). It is also notewor-
thy that Greeks used another stress management technique, that
is music (Maranto, 1993). Adolescents of that time used to play
at least one musical instrument (usually a “lyra”).

(b) The image of a bearded teacher holding a long stick, preserved
on pottery paintings, is a famous one. According to Patsis
(1981), this pedagogue was in fact a slave who fulfiled the duties
of a male nurse. His duties were: first, to accompany his young
master to the school, to the gymnasium and to the public cere-
monies; second, to supervise his master’s personality develop-
ment through the age of seven to the age of 15; third, to inter-
vene in any difficult situation and correct his master’s attitude.
Every young boy in Athens had his own pedagogue, whose only
work was to supervise his master’s behaviour. Therefore, we
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could describe this special relationship as the first systematic,
other than parental (or even scholastic) effort for psychological
guidance/counselling addressed to young people.

In the preceding paragraphs, we have tried to give a brief de-
scription of the ancient Greek beliefs about psychological health, as
well as about treatment and prevention through education.

Our work, as psychologists or counsellors, shares a lot with the
work of the ancient Athenian pedagogue: our work also includes an
educational perspective (social skills teaching, coping strategies en-
richment, strengthening of the client’s personality). The ancient
holistic ideal is now being translated into the cognitive - behaviour-
al - emotional support of the young person (Rott, 1996).

Nowadays, the knowledge we have regarding psychology in
general, and psychological problems and counselling in particular,
is far more complete and solid. Our ancestors used only their mind
and their personal experience as a means for understanding the sur-
rounding world. Today, we use more “scientific” techniques, such
as experiments and surveys. However, we do have something in
common with our ancestors: Our way of thinking and processing in-
formation is the one that our Greek forefathers conceived more than
2.500 years ago.
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Practice and Research in
Psychological and Psychotherapeutic
Student Counselling in

the European Context

GERHART ROTT

Psychology, in comparison to philosophy, theology, medicine, law
and natural sciences, is a young enterprise in the modern academic
world. This is true for psychology as a special science and even
more as a profession. With its beginnings in the second half of the
last century, psychology has only in this century established itself as
an academic discipline in its own right (Schmidt, 1978; Reinert &
Wittlig, 1980).

The development both of psychology and of psychotherapy must
be viewed against the background of the scientific, technological
and social progress of our time. Psychology and psychotherapy have
established themselves as academic disciplines and special profes-
sions within this framework. Though the basic issues of psychology
and psychotherapy are not new (according to Karadimas (in this
book) they already existed in ancient Greece), the disciplines have
themselves created new frameworks and a new kind of knowledge.
These two disciplines strive to understand the basic elements of hu-
man existence and their interconnection with social relations in
ways that correspond to the times in which we live. Within the vast
changes that took place in society through the processes of industri-
alization -changes that revolutionised man’s relation to the outer
world- new ways emerged to understand the inner world of human
beings and the interaction between both inner and outer worlds.
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Wundt (1950, p. 89), one of the founders of modern empirical
psychology, underlines the psychophysical unity of the individual.
At the same time he emphasises the necessity of the two different
views of the individual in a programmatic way. The view taken by
the natural sciences has to be complemented by psychological re-
search, not only because psychology examines how emotions and
affects are related to consciousness but since “all our cultural values
develop out of immediate conscious experience and can only be un-
derstood in relation to this” (ibid., p. 96).

Classifying sociology as an applied psychology, Freud, the
founder of modern psychotherapy, stated that strictly speaking only
two sciences exist: psychology (both pure and applied) and natural
science (Freud, 1967, p. 194).

Grawe, Donati and Bernauer (1994) use the model of the interac-
tion between dominant consciousness and historic-social living con-
ditions described by Zwilgmeier (1981). Against this background
Grawe, Donati and Bernauer analyse the emergence of psychology
and psychotherapy as a result of the general development of con-
sciousness, “which many individuals in our society have already
carried out”. The reflective distance which was originally focused
on nature, began to be relevant for the individual. Now he could
face himself in this reflective, distant way and objectively analyse
himself in his psychological existence (Grawe, Donati, & Bernauer,
1994, p. 6).

If one considers, for example, the rapid development of psychol-
ogy as a health profession in the United States (Fowler, 1996; Eifert
& Lauterbach, 1995), one gets a deeper understanding of the possi-
ble dynamic social implication of this reflective distance, with
which the growth of psychology and psychotherapy as academic
disciplines and professions are intimately connected.

* %k ¥

Within this context of social change, psychology and psychotherapy
developed as comparatively young academic disciplines with a vast
body of scientific and professional knowledge behind them. Only
recently has their potential been considered as a way of contributing

PSYCHOLOGICAL COUNSELLING IN HIGHER EDUCATION

33



34

to higher education itself and to supporting students and their edu-
cational processes.

With some few exceptions, student counselling services have
emerged in the European context only in the last 25-30 years. In
some southern European countries this process only started at the
end of the eighties (Bell, McDevitt, Rott, & Valerio, 1994; Rott,
1996). The various expansions of the systems of higher education in
the European countries played an important role in this foundation
process (Bell, 1996, p. 17).

Psychology, as well as psychotherapy, have made scientific
knowledge available and have in this way shaped practical solutions
for the problems that arise in higher education. They have influ-
enced both the political and academic institutions, which have de-
cided to set up student counselling services, as well as the student
counsellors, who have organised these services and tried to put stu-
dent counselling into practice (Bell et al., 1994; Figge, 1995; Bell,
1996).

In the field of psychotherapy, counselling methods had already
been elaborated and developed (Sahakian, 1976), and these have
spread through society and to the universities during the seventies.
Some of the characteristics of these counselling methods helped to
develop specific interventions for students in their specific working
and living environments. Not only humanistic approaches, like per-
son-centered therapy and gestalt-therapy, but also psychodynamic
and behavioural therapy yielded intervention methods which could
be more easily integrated into the academic context. These features
included: the emphasis on personal growth and development in per-
sonal disorders (Rogers, 1976); the relation of behavioural modifi-
cation and training to educational settings (Belschner, Hoffmann,
Schott, & Schulze, 1975; Meichenbaum, 1979, p. 96); and the focus
on “counter-transference and empathy”, “holding and containment”,
“dialogue” and developmental psychology in psychoanalysis
(Pines, 1996, p. 385). They also helped to bring about a “change in
thinking from seeing students in emotional or psychological diffi-
culties as people who are ill, to seeing them as those who may well
be undergoing normal developmental difficulties” (Bell, 1996, p. 5).

Inasmuch as it uses these developing clinical methods, student
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counselling can be perceived as a practical activity within the disci-
pline of applied psychology: one that uses psychotherapeutic and
counselling methods in the specific context of tertiary education.
But if one takes a closer look, one cannot avoid asking the question:
“what is the link between the unique body of scientific knowledge
and its application in the field” (Lunt, 1996, p. 44). The success of
student counselling has relied upon the ability of student counsel-
lors to integrate complex demands within the institutions of higher
education. It has also called for a more complex understanding than
the body of psychological science can provide. Creative intuition,
flexibility and an open-minded perspective on the effectiveness of
procedures and applications has produced new ad hoc insights, ex-
planations and new knowledge. A British colleague once told me
how she convinced the high-ranking board of academics who inter-
viewed her not by emphasising scientific legitimisation and expla-
nation, but by saying that student counselling was useful since it
worked and she saw it working. This secure, pragmatic basis in
everyday experience has become an important element in the evolu-
tion of professional knowledge. For the field of student counselling
probably a large number of colleagues in the various European
countries will use Louw’s description of applied psychology’ as
“knowledge that is developed in practice” (Louw 1992, p. 55). In
his contribution to the controversial debate on the dualism of theory
and practice in applied psychology (Landy, 1992; Levy-Leboyer,
1992; Louw, 1992; von Mayerhauser, 1992; Sahikian, 1992; Sugi-
man, 1992; Semmer, 1992; Schonpflug, 1992 a & b; de Wolff,
1992), Louw uses the term “practical psychology” to underline the
genuine importance of “on-the-job experience” (Louw, 1992, p. 55).
At the same time, the “combination of practical experience and the-
oretical insight” (Bell, 1996, p. 7) was another feature in the matu-
ration process of student counselling.

To some extent this process of theoretical thinking was accom-
panied by specialised research. In Germany “working models” were
set up within various universities with a view to establishing Stu-
dent Counselling Services, and these also contributed research in
the field of student needs and the evaluation of applied methods of
counselling (Figge, Kaiphas, Knigge-Illner, & Rott, 1995; Rott &
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Wickel, 1996). In special fields, like procrastination or learning in-
hibitions, special research was carried out by student counsellors.
The combination of these different approaches, attitudes, theories,
applications and activities created a professional field as a “social
reality” with its “specific meaning and relevant structure” (Schutz,
1954), in which everyday life and work interacted with institutional
contexts and with the creation of concepts and standards (Rott,
1986, p. 239).

Three stimuli encourage us to take new steps to examine the results
of these developments in student counselling during the seventies
and eighties:

1. European integration requires closer communication in all fields
of higher education. This demands that we make much more ex-
plicit the background of practical work, as well as its theoretical
assumptions and implications in the field of student counselling.
Communication beyond national borders and cultures also de-
mands a better understanding of one’s own culture. The common
European standards require a better understanding of these coun-
selling concepts and methods and the development of profes-
sionalism in guidance and counselling at the European universi-
ties (Bell, 1991; Klaus, 1991; Rott, 1991).

2. The mechanisms of finance and control in higher education have
changed dramatically in recent years in countries like the UK
and the Netherlands. In other countries far reaching structural
changes secem to be possible although their scope is not yet quite
clear (e.g. Germany). The question of etficiency and effective-
ness, the question of goals and means in higher education are
generally discussed inside the European Union. Student Coun-
sellors have to define their positions in this dialogue.

3. There are now a larger number of more experienced colleagues
working as student counsellors in the various European coun-
tries, who want to examine more closely the work they do. Some
produce more coherent descriptions of the practical procedures
they are working with. Some initiate research projects and some
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carry out research projects by themselves. In addition to that,
clinical psychologists, who as scientists undertake relevant re-
search projects, are having an important influence on the estab-
lishment of Student Counselling Services in southern European
countries. These services have been established only in the
course of the last five to seven years - for instance in Greece and
Portugal.

* ¥k

It seems to me to be helpful in this context to link the issue of com-
munication in student counselling with the more general debates on
practice and research in psychology.

In his leading lecture at the IV European Congress of Psycholo-
gy -drawing on the above mentioned debate with Schonpflug-
Drenth tried to specify the status of psychology as a science and to
identify the questions of its relevance in the practical world.

He was concerned with “the integrity of science on the one hand
and the prevalence of pragmatic, utilitarian, non-scientific criteria
on the other” (Drenth, 1996, p. 26). He wanted to reflect systemati-
cally the tension between these two claims of truthfulness (veracity)
and usefulness (relevance) in order to reconcile them. He construct-
ed a relevant space of science in which he distinguished three major
dimensions: intrinsic relevance, instrumental relevance and con-
tributive relevance.

Intrinsic relevance is concerned with “the seeking of answers to
existential questions” (ibid., p. 39), which Drenth sees as “a unique
characteristic of the human species and a motor for its develop-
ment” (ibid., p. 28) [e.g. the origin of the earth, the nature of matter,
the sense of meaning and life, the essence of communication be-
tween creatures, the shaping of values and norms (ibid.)].

Instrumental relevance is concerned with the “immediate or indi-
rect application of research” into practical tools and instruments,
which Drenth sees as including less technological but still functional
contributions. These can “lead to important breakthroughs in preven-
tative or therapeutic approaches or in developmental or intervention
practices” (ibid., p. 29) (e.g.“the stimulating work of Freud or Rogers
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for clinical applications” or “Bandura’s social learning” or “Lewin’s

field theory for individual and organisational development™).

Contributive relevance assesses how research can “contribute to
better judgement, to more appropriate decision-making and to more
suitable interventions in a variety of contexts” (ibid.).

This space or sphere of relevance encloses the knowledge cube
which clarifies the dimension of veracity. In Drenth’s model three
dimensions with polar attributes generate eight cubes which repre-
sent “types of scientific knowledge” within the larger cube. The di-
mensions which constitute these subcategories are described in the
following way:

— pure versus applied research, where the origin of the research is
the important criterion. If the origin has “scientific curiosity”
(ibid. p. 32) then it is pure or if it has “a practical question, diffi-
culty or dilemma” (ibid.) it is applied research;

— monodisciplinary versus complex-systems (multidisciplinary) re-
search, refers to the differentiation “between: (a) a well-defined
experimentally controllable research design, where concessions
are made to reality-value or ecological validity in order to main-
tain a controllable and standardised research procedure” (ibid.,
p- 33) and (b) the acknowledgement of “real life”” problems with-
out allowing their “unrealistic and artificial procrastination in
order to meet the requirements of disciplinary experimentation™
(ibid.);

— general and individual research both have to fulfil the same task
to “aim at and lead to generalisable laws and insights in human
behaviour”. This task may also be fulfiled with the help of “in-
depth analyses of individual persons or phenomena” (ibid., p.
34) but that is not identical with the “aim to gain insight into a
particular situation (in order to improve it) or a single individual
(in order to help him/her)” (ibid.).

In a certain sense Drenth draws a strict line between psychology
as a science and practical applications where “the utilisation of
knowledge in decisions, actions and interventions” (ibid.) takes
place. He underlines the fact that the criterion in these latter in-
stances is no “longer truthfulness and scientific veracity” and that
psychotherapists, organisational developers and personnel selection
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psychologists are (in this sense) not scientists but “social workers”
(ibid.).

% * ¥

At this point Drenth’s differentiation seems to me too rigid. For the
development of student counselling it is important to reflect interac-
tively the relation between scientific knowledge, research and pro-
fessional knowledge. A “scientist-practitioner” model, which “con-
sists of training in both scientific and practitioner activities” is, in
contrast to the USA, not widespread in Europe (Eifert & Lauter-
bach, 1995; Heppner et al., 1992). However there is a “practitioner-
scientist”-role which is often implicit within the thinking of the in-
dividual student counsellor. When student counsellors try to find
out, for example how their clients are coping with their learning ex-
periences, how they are handling separation from their families, and
how they are developing as young adults, they try to make success-
ful interventions. At the same time they might question their own
judgements and look for theoretical models to provide them with
wider meaning. This might be transformed into more formalised
thinking, and in some cases into formalised research. Here too,
then, to use Drenth’s terms, fruthfulness goes along with usefulness.

There are four basic areas in which this kind of “search for truth”
may occur:
® the personal development of late adolescent and young adults;
® the conditions of academic achievement and failure;
® the effects of applied psychotherapeutic, psychological and

couselling methods;
¢ the context of higher education.

Research questions can arise in one of these fields or more often
in a combination of them.

Investigating these questions, student counsellors can contribute
to a more specific diagnosis and to more effective counselling inter-
ventions and treatments.

For example, in the International diagnostic guidelines for the
mental and behavioural and developmental disorders, ICD 10,
(Dilling, Mombour, & Schmidt, 1991) exam anxiety is just listed as
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one of the specific (isolated) phobias besides animal phobia, claus-
trophobia, acrophobia and simple phobia. This group belongs to-
gether with agoraphobia, other anxiety disorders and not further de-
fined anxiety mental disorders to the section 4.0 phobic mental dis-
orders as a part of the neurotic, stress and somatoform mental disor-
ders (F4). Though exam anxiety is listed in the ICD 10, it is not dif-
ferentiated enough as far as the cognitive, emotional, physiological
and behavioural elements are concerned. The concept needs more
diagnostic explication to be adequate for the differentiated problems
which students have and to develop more specific treatments and
trainings. The rich experience student counsellors have of exam
anxiety contribute to an improved diagnostic differentiation of the
condition, and can relate it to other psychological concepts. Within
the Association for Student Counselling (ASC) project “Categorisa-
tion of Client Issues” interesting beginnings have been made in this
direction (Green, Parker, & Patten, 1995/1996).

Other possible research questions include: With what kind of in-
struments can personality changes be measured? How and to what
extent do different student counselling methods contribute to these
changes? In what way do personality traits evoke certain behavioural
patterns in higher education? How far can these behavioural patterns
be influenced by counselling? Another task would be to analyse the
improvement in study methods and study skills as a behavioural
modification connected with cognitive attributions of failure and
success. Finally, the needs and expectations of students in relation to
the student counselling centres must be examined (Figge, 1991).

* ¥ ¥

Student Counselling reflects the more general background of recent

research in psychotherapy. The aspects of this research that are most

relevant to the counsellor are:

® ooal setting in counselling and therapy (Greve, 1993);

® measuring the effects and the success of psychotherapy (Schulte,
1993);

® the control of the quality of psychotherapy (Grawe & Braun,
1994, p. 234);
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e what are the decisive elements in psychotherapy and how do par-
ticular treatments fit specific problems (Grawe, Donati, & Ber-
Bernauer, 1994).

When analysing emerging topics in student counselling more ac-
curately, one should not forget that the success of student coun-
selling quite often depends on the rich differences in approach and
method between one practitioner and another. This richness seems
particularly appropriate to the highly complex structures of a Uni-
versity. The diversity is even more visible when one looks at prac-
tice on a European scale (Bell, 1991, p. 7).

This complexity might be reflected in multidisciplinary complex
system research approaches (Drenth, 1996), which would provide a
better chance to master the richness of the field. Heppner et al. de-
mand “multiple research designs” and “paradigmatic diversity”
(Heppner et al., 1992, p. 75) and ask for a balance of research, since
this will help to avoid the possibility that “all the research will con-
tain the same flaws and blind spots”. In his outline of the system-
oriented approach to clinical psychology, Shiepek -calls for
‘methodological plurality’ to be added to “conceptual plurality”
(1994, p. 90) in order to avoid one-sidedness. Interest in the inter-
connectedness of the world should be joined with a will to interdis-
ciplinary co-operation, and both of which depend on: intellectual
honesty and a broad education.

* % %

All four basic areas mentioned above -the areas with which student
counsellors come into contact- played a role in the symposium
whose findings are published here.

Valerio and Wilson provide presentations of practical working
experience. One can perceive these as descriptions of complex in-
teractive social systems applying scientific and professional knowl-
edge. The conceptualisation of the objectives of the counselling ser-
vices and their work with students, as well as the relation between
these concepts and theoretical constructs concerning the socialisa-
tion of students, the university context and the organisational frame-
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work of counselling, open these experiences to a larger public. The
presentations contain both implicit hypotheses which invite further
complex system research and show the degree of professional com-
petence already achieved.

Bauer, on the other hand, relates this complexity in the social
context to the basic psychoanalytic concept of the self, which mir-
rors the social environment in a different way. In this way she takes
a step towards providing a deeper psychological understanding and
a more truthful analysis of modern higher education.

Generalisation and general concepts are a necessary instrument
to interpret complex interventions. But it is also necessary to go the
opposite way - to break down concepts into parts, to make them
more accurate and to improve their clarity and accuracy. Formalised
research is an important instrument here.

Aherne’s analysis of the developmental tasks of young adults
and late adolescents in their relation to stress and threats to the self
makes the concept of self-adequacy more accessible. His analyses
of the interdependence of academic concerns, of the significance of
the family and of social relationships help to produce a model of
student stress which has a functional relevance for student coun-
selling interventions, but which also enhances the psychological un-
derstanding of students in higher education.

The use of psychological theories in student counselling must al-
ways be open to correction and improvement with a view to a more
subtle understanding of their practical implications. Empirical re-
search, like that of Broonen on “individualism as a function of cul-
tural variation”, makes clear how important cultural influences can
be. The differentials yielded by his additional research help to un-
derstand how over-generalisation in psychological concepts needs
to be avoided. Here too, as far as they influence our models of inter-
vention, questions of truth have functional relevance. These differ-
ences suggest the need to understand scientific knowledge not as a
product, but as a continuous process of clarification.

In practice there are natural limits to scientifically backed expli-
cation. However, this does not mean that scientifically backed con-
cepts should not be used to build up practical models of interven-
tion. Kalantzi-Azizi and Karadimas show how recent pure research
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on the concept of temperament might be extremely relevant for stu-
dent counselling and for a better and deeper psychological under-
standing of the student. At the same time they make clear that we
need additional applied research to help improve differentiation in
counselling interventions, especially in the field of study ability.

On the other hand, applied research on basic aspects of socialisa-
tion in the student population raises further question for pure re-
search, as Christopoulos shows in her study on mental health issues.
Her report helps at the same time to clarify the background of work
with students, and to contribute to cross-cultural psychology and
personality theory.

The evaluation of the outcomes of counselling and training inter-
ventions is an important step in judging the effects -and effective-
ness- of work with students. As has been pointed out above, the im-
portance of this kind of research will probably rise in the context of
evaluative approaches in psychotherapy. Malikiosi-Loizos’s analy-
sis, which is primarily concerned with counselling skills in future
teachers, touches on the more general question of training commu-
nicative competence among students, and at the same time provides
a framework for evaluative studies.

Both the practical experience and the research reports demon-
strate that there is an intrinsic relevance to understanding the psy-
chology of students in higher education. The reports also demon-
strate their contributive relevance for all those who are concerned
with decision making in the politics of higher education.

This symposium has contributed to the fulfilment of these tasks
at an adequate theoretical and practical level. It has helped to define
constructively the relation between professional knowledge, scien-
tific knowledge and professional competence (Lunt, 1996) in the
field of student counselling on a European scale. We are aware of
the fact that our work is a first step which others have to follow.
Sometimes first steps are the most important.
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SECTION 2

RESEARCH
APPROACHES
TO STUDENT NEEDS



The Students and the Academic
Institutions: An Italian Experience

PAOLO VALERIO

Introduction

The difficulties facing adolescents are well-known. The problems of
youth, “the new generation”, “troubled youth”, “student dissent” are
currently topics of the utmost concern to most European countries
where adolescents are struggling to define new modes of conduct
relevant to their lives. A new socially regulated age group has grad-
ually been created all over Europe; this includes the young men and
women at universities and graduate schools who can’t seem to “set-
tle down” the way their parents did, who refuse to consider them-
selves adult, and who often vehemently challenge the existing so-
cial order. This group is mainly made up of individuals who don’t
have an economic base themselves but are, however, independent in
social, moral, intellectual, political and erotic-sexual ways.

I refer to those young people between 18 and 25 years of age
who are still in a situation of dependence within the familial con-
text. These students have not got over adolescence, since they
haven’t completed the developing tasks that commonly confront
adolescents in Western society, namely: (a) coming to terms with
physical and sexual maturity; (b) redefining social roles, including
achieving autonomy from parents; and (c) deciding upon occupa-
tional goals.
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The factors that have brought this new group into existence are
varied: rising prosperity, the further continuation of their education,
the enormously high educational demands of a post industrial soci-
ety. For these young people, who can be referred to as “late adoles-
cents and young adults”, the problem seems to be related to the tran-
sition to adulthood and to the moment at which such a change takes
place.

Postponing the period of adolescence is not a solution. However
one can suggest that overcoming it and entering into adulthood is
the result of a complex and prolonged process of transition that oc-
curs mainly by means of a gradual move towards this goal, charac-
terized by phases of advancement and retreat. Rapid steps forward
or signs of slowing down and stalling stem from this and are often
witnessed during the growth of adolescents. For many young peo-
ple, the period coinciding with their university studies constitutes
the period during which this transition happens (Blos, 1962, 1979;
Canestrari, 1989; Danon-Boileau, 1984; Henry, 1985). Therefore
the academic institution seems to make up the natural container
used to cope with the transition from adolescence to adulthood or, at
least, a not insignificant part of this process.

Young people and educational institutions

Within contemporary society, scholarly institutions punctuate and
organize growing up, define the stages and abilities and structure
something akin to stages of development. This enables them, on
analogy with primitive initiation rites (Van Geppen, 1909), to pro-
vide a kind of social regularization of the phases of growing up, and
also ensures that the process of an individual’s maturity presents a
strict relationship within the context in which it takes place. Due to
this, even the academic institution, with its members and the goals it
aims to achieve, makes up an important element to which the
processes of maturation must refer. It serves as an external regulator
and, as such, it can nurture, facilitate or, on the contrary, slow down
and permanently halt the evolutionary development of the young
person. Indeed, the status of the university student adds some spe-
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cific elements to the general difficulties of the younger population.

The beginning of university studies represents the first entrance
into adult life for many young people, but also corresponds to a long
period of suspension as far as social duties and definitive choices
are concerned. This can encourage an indeterminacy in personal and
social identity which can provide fertile ground for potential crises.
The expectations related to study, the questions and doubts about
the future, the efforts and eventual frustrations linked to awaited but
unfulfilled results, constitute factors of stress that can produce a de-
cline in motivation and the fear of facing new trials (Melucci,
1992).

On the other hand, educational institutions are not facilitating
environments for growth and development. In Europe, education is
increasingly conducted as an ego activity; it is about performance
and quantifiable achievement; about the acquisition and assessment
of a narrow range of knowledge; about preparing for work, rather
than having an experience in living. In this pressure to achieve,
there is very little respect for the idea of emotional growth. Whatev-
er personal interests students may have, they have to forget them, as
in the more competitive universities they are sitting 4 or 5 exams,
along with other assorted intermediate and advanced exams; no op-
portunities are offered to them, nor are they encouraged to dedicate
themselves to other interests.

Problems related to study can become a means by which stu-
dents tend to express an emotional unease which, though having its
origin in deep, unresolved conflicts deriving from the past, can be
set off by the confrontation with the institutional context in which
they find themselves (Canestrari, 1989; Erikson, 1959; Halton,
1988). These unresolved psychological problems often undermine
the possibility of success. Such problems may include hatred of au-
thority, envy of the teacher’s superior knowledge and position, in-
tolerance over the exposure to ignorance, destructive competitive-
ness, excessive perfectionism and the unconscious perverse desire
to.fail in order to punish parents and teachers. Consequently, acade-
mic institutions are not only faced with the traditional task of edu-
cating young people, but also with supplying them with help in the
process of adaptating to the role which they face (university stu-
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dent) and the inherent tasks attached to it: (1) joining the institution;
(2) doing the work of the course; (3) being examined; (4) leaving
the institution. This progressive sequences of tasks must be success-
fully completed if the student, who is not always well prepared to
handle these tasks, is to succeed. Two of them are clearly academic
(i.e. “doing the work of the course” and “being examined”), where-
as “joining” and “leaving” are part of the student-role tasks but not
academic as such. A concern for these two tasks takes the academic
staff beyond the academic boundary but not beyond the bounds of
what is required from the student in order to succeed as a member of
the academic institution.

University students and counselling services

Each of those tasks makes a demand on both intellectual and emo-
tional capacities and in order to realize developmental aspirations
students have to struggle with normal anxieties, unrealistic expecta-
tions and unresolved psychological problems (Halton, 1988). It be-
comes, then, necessary to organize a space within the University en-
vironment where students may be helped to explore the internal dif-
ficulties which impede the realization of potential. In such a setting
the counsellor may act as a container for anxiety and as a mediator—
between different internal parts of the personality, between destruc-
tive tendencies, between adult and infantile emotional needs.

The greater awareness among the scientific community of the re-
lationship between lack of academic success and unresolved emo-
tional problems, has led in recent years to the creation of Psycho-
logical Counselling Services, even in countries such as Italy,
Greece, Spain where traditionally there were no such initiatives de-
signed to help university students.

We have, until now, examined together several of the internal
factors that may be responsible for the emotional unease felt by stu-
dents. Added to these are other external ones related to the transfor-
mations that have been applied to Western society and to the system
of higher education in Europe.

As far as the first point is concerned, behind the many changes
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with which young people have had to cope in recent years, there are
a few trends which are not easily measurable but are very important
such as: the rapid rate of social change that threatens to make all in-
stitutions, values, methodologies and technologies obsolete within
the life time of each generation; a technology that has created not
only prosperity and longevity, but also the power to destroy the
planet, whether through warfare or the violation of natures’ balance;
a world of extraordinarily complex social organization, instant com-
munication and constant revolution,

With respect to the educational system, we have had: an enor-
mous increase in the number of students entitled to go to university
in the last few years (in Italy there are some universities with more
than 100.000 students enrolled). There has been structural change
and differentiation of subjects of study within our colleges. Prob-
lems of selection of subjects; high number of dropouts; and difficul-
ties in finding suitable links between the educational and the em-
ployment system (Rott, 1986) are all in evidence at modern third
level institutions.

There are, therefore, many factors, both external and internal,
which are responsible for the emotional unease and for the conse-
quent lack of academic success of university students. The interest
of researchers and institutions has focused upon these factors.

Following the opening of the frontiers and the comparison be-
tween various universities within the European Union, initiatives
have been put forward designed to promote the establishment of an
international communication network between the various scholars
working in this area of research.

Indeed, since 1989, “Forum Européen de 1’Orientation Acadé-
mique” (FEDORA) has existed, which offers its members the chance
to compare and discuss a vast range of problems related to universi-
ty guidance, understood in its widest sense.The diversity of univer-
sity contexts and institutions of European countries has shown the
multidimensionality of this area of research.

A work group named Psychological Counselling in Higher Edu-
cation (PSYCHE) has been established within FEDORA in 1992 with
the aim of looking specifically at the role psychological consulta-
tion plays in dealing with student unease (Rott, 1993). The term
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“counselling” has been chosen, not without some hesitation, given
that it is not easy within the different European languages to find a
term with which the various activities making up this kind of activi-

ty can be identified. Indeed, such a term is often mistakenly associ-
ated with a process of giving information and advice, which is an
understandable confusion given that linguistically the term *“coun-
selling” means “giving advice” and the translation of the word from

its American sense into European languages has been literal and di-
rect, e.g. coinseiller d’orientation, studien beraten, ra dgivning, con-
sulente and/or consigliere d’orientamento, which continues to give
the sense of it being a process of advice-giving in each of those lan-
guages (French, German, Danish, Italian respectively), and thus cre-
ating a misunderstanding (Bell, Mc Devitt, Rott, & Valerio 1994).
With regard to Italian, the corresponding term could be “consulen-
za”. Such a term, however, implies an action and/or decision by a
consultant (consulente). He or she is viewed as a professional who____
offers explicit “advice” or at least technical opinions which are pro-
fessionally qualified, but that reflect the strictly personal points of
view of the person who gives such “counselling”.

Most of the confusion in this field is also due to the fact that
such work is carried out in centres that, at the beginning, exclusive-
ly provided “advice”. Gradually, in order to respond to students’
new requests and needs, they have begun to offer not just “advice”,
but also psychological help is provided for the students in order to
identify the nature of their own unease and suggest a remedy (Wein-
man & Goveston, 1991).

The need to take account of university students’ emotional prob-
lems and to identify possible remedies has led, even in Italy, to the
setting up of Services of Psychological Counselling in various uni-
versities. B

I will go on now to describe the situation of these services,
stressing in particular: (1) the Italian educational context; (2) the
history of counselling services for university students in Italy; (3)
Organizational Models.

1. The Italian educational context —
Once a student has passed the secondary school-leaving exami-
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nation, (called “esame di maturita”, i.e. “maturity examination™)
which occurs at about 18 years of age, he or she has access without
any entrance examination to any University Department, regardless
of the kind of studies carried out, with the exception of the Faculties
of Architecture, Psychology and Medicine which, require such an
entrance exam.

The openness of the Italian University system is enhanced by
other factors, such as the very low cost of enrolment fees, the lack
of residence requirements and the possibility of any student to con-
tinue being a university student for up to 8 years without passing
any exam, the only requirement being to continue to pay enrolment
fees. Thus, access to university in Italy has been very easy in the
last 20 years, particularly for lower-class students and for those liv-
ing in cities which seat of a university. In Italy it is normal for stu-
dents to attend the nearest available university, usually that of their
own town.

While the number of students has increased enormously (Rome,
Milan and Naples have each more than 100.000 enrolled students)
the number of university teachers has increased only slightly. This
means that very often Italian students are enrolled in overcrowded
universities where they are lectured in very large groups and rela-
tionships between teachers and learners are impersonal (Table 1). In
this situation students are left to cope with all the problems of acad-
emic life without any help. Tutorial activity, introduced by a recent
law, is actually available only in a few universities and on an experi-
mental basis.

So we can consider that the “state of health” of the Italian uni-
versity system is not a sound one. In fact, while the number of stu-
dents who annually enroll in a university is high, relative to that of
secondary school graduates (it corresponds to approximately 73%),
the number of students who actually obtain a final degree, is rather
discouraging. For every student who manages to graduate, there are,
on an average, 14.2 students who never complete their studies.
These figures are even more disheartening when confronted with
those of other European countries, such as Great Britain or Norway,
whose ratio is 1 to 4 (Valerio et al., 1993). Moreover, the average
university student’s academic career is very long. The data reveal
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that only 13% of students actually manage to complete their courses
within the officially established number of years. There is, of
course, a great degree of variation from one department to anothep

in this respect.

In most of our universities there is no “campus” structure. A
young person’s problems and difficulties are therefore deflected
most frequently on to his/or her family rather than to the academic
university (Adamo, & Valerio, 1990). By far the largest number of
the Italian universities are Government institutions and are mainly
supported by public funding. A great number of students who are
enrolled in these universities have fallen far behind in their course
of studies and no longer attend classes nor take any exam. Paradoxi-
cally, this may not affect the academic institution at all. These stu-
dents in fact, are a sort of invisible, undemanding multitude which
“swells the crowd” when requests are advanced for new space or for
more teaching staff.

2. History of psychological counselling services

for university students in Italy

In recent years the high rate of University students in Italy either
falling behind or dropping out of their programs, has aroused great
interest, especially among academic psychologists. Thanks mainly
to their initiatives, some Services have been set up for the specific
purpose of giving psychological help to students with emotional
problems and/or difficulties in pursuing their studies. These Ser-
vices are rather different from the Psychotherapy or Counselling
Services that exist within American or British universities, as they
have no formal organization and professional staff members.

At present, in Italy, there are only ten or so Universities in which
students can find Psychological Counselling Services, and only a
few of them have been operating for several years and are formally
recognized (Table 2). Only two of these services have been promot-
ed by the academic authorities, which by and large are not interest-
ed in this kind of service (Table 3). There is a lack of motivations
which in other European countries forced the Academic Authorities
to establish counselling services for students. There are not the eco-
nomic and competitive incentives available in Italy which, at least
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ymitially, led many universities in Great Britain to set up Counselling
Services for students so as to limit the eventual loss of prestige and
funds caused by student failures and drop-outs (Noonan, 1988).

The existing Services have been established on the initiative of
individuals or groups of academic clinical psychologists, mainly
working within Faculties of Medicine or Psychology who, con-
scious of the deep emotional dynamics that often may be at the root
of the academic failure, have tried to create Counselling Services
in their Faculties for students in spite of these adverse factors
(Adamo et al., 1992; Canestrari, 1989; Valerio & Giusti, 1994). In
some cases, these Services originate from a widening, change or
expansion of the previously existing Careers Advisory Centres.
These centres, do not in any way resemble their counterparts in
Anglo-Saxon countries or in E.U. northern countries (Danemark,
Germany) because they do not fall into any organized frame. In
Italy guidance activities are usually carried out by university teach-
ers since, according to a national law, these responsibilities fall
within the realm of their official duties (as stipulated by a national
law D.P.R. 382, 11 July 1980). University Guidance Counselling
Services, run by the local Offices for University Affairs
(E.D.I.S.U.) and staffed with psychologists, social workers and
guidance counsellors, are very rare indeed and exist only in Parma,
Pavia, and Milan.

In most cases, however, the existing services started to operate
as Psychological Counselling Services and also supported guidance
activity by themselves (Table 4). In other very few cases (Milano
ISU, Palermo, Pavia) they have grown out of pre-existing Guidance
Counselling Services.

3. Organizational models

* The existing Psychological Counselling Services are generally
located in premises made available by the Department of Psy-
chology which, in some instances, have continued to be used for
other purposes as well.

* In Italy, the figure of the “counsellor” is not clearly identified
and is not actually recognised as such. This is reflected in the
staffing of the existing Counselling Services. In most cases the
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staff is made up of academic and non-academic personnel quali-

fied in either Clinical Psychology or Psychotherapy.

The types of psychological help offered by the various “Ser-

vices”, have some important elements in common, even if they

vary in a few aspects:

a) access to the Centre is on a self-referral basis; other sources
of referral are not encouraged and third parties (Academic
authorities, teachers, families) hardly receive any communi-
cation about interventions (Table 5);

b) there is a trend to emphasize typically “Psychological™ inter-
vention and therefore to avoid any possibility of interpreting
the Service in medical, especially psychiatric terms;

¢) due to the lack of professional resources and the needs and
defences of the target-persons (i.e. late-adolescents and
young adults), brief or even very brief intervention are pro-
vided (Tables 6-7);

d) the psychodynamic approach prevails over any other theoret-
ical orientations (Valerio & Adamo 1993) but these (sys-
temic, cognitive, behavioural) may be used as well as far as
the theoretical orientation is concerned. Some centres are ho-
mogeneous, while others have various backgrounds and have
to deal with the problems caused by such a variety of theoret-
ical approaches;

¢) almost all the Services described are funded by city or re-
gional boards for the promotion of university studies (ISU,
EDISU). This permits a certain autonomy from the academic
institution on the one hand, but on the other, these arrange-
ments must generally be renewed every year (Table 3);

Unlike most US and UK programmes the Italian Counselling

Service plays a very marginal role within the academic institu-

tion, as it is often ignored or invested with negative projections

(Noonan, 1988). Its staff never participate on any Faculty Com-

mittee nor are they consulted when it comes to making decisions

regarding faculty life.
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Conclusions

Psychological counselling for university students has been the main
subject of several scientific congresses and meetings held in Italy in
the past few years. This testifies to the growing interest in our coun-
try for this area of work and research but there is much left to do. At
this moment, it is becoming more and more necessary to compare
various national experiences within the context of a European frame
work, chiefly among the professionals working in these activities.
Such a comparison has been inaugurated in a series of initiatives
such as the International Forum held in Naples in September 1992
entitled “Psychological counselling in higher education in the Euro-
pean Community: establishing the common ground and exploring
the differences with a view towards future developments™ (Bell et
al., 1994).

The aim of the Forum was to establish the situation in Europe re-
garding services offering psychological/psychotherapeutic Coun-
selling in university settings, in order to begin to evaluate standards
and methods of practice on a European scale. I hope the experiences
we have shared during the course of this conference will also be of
help to all of us in offering better opportunities to our students and
serve as mutual encouragement in developing this issue further in
our respective countries.
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Table 1.

University Number of Number of Number of
Faculty University Academic
Students Staff
Bologna 14 82.000 2.600
L’ Aquila 5 10.700 667
Milano “L. Bocconi” 1 10.900 489
Milano (ISU) 8 91.913 2.352
Napoli “Federico 1T 11 103.500 3.449
Padova 12 6.342% 2.192
Palermo 11 54.987 -
Pavia (ISU) 16 24.000 1.500
Roma “La Sapienza” 1 15.000% 100
Salerno 10 45.000 1.300
Siena 8 18.145 1.716
* Faculty of Psychology only.
Table 2.
University Years of Number of Full-time Part-time | Voluntary
Activity Students Counsellors | Counsellors
per year
Bologna 100 - 8 3
L’Aquila 100 - 1 8
Milano “L. Bocconi” 5 1.100 2 7 -
Milano (ISU)* 18 170 3 2 -
Napoli “Federico II" 4 150 - 12 -
Padova 1 30 - - 20
Palermo* 26 2.000 - 10 6
Pavia (ISU)* 22 4.000 6 - -
Roma “La Sapienza” 1 20 - 10 8
Salerno 7 100 B - 8
Siena 3 50 7 - 1

* Estabilished as Guidance Counselling Services.
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Table 3.

PSYCHOLOGICAL COUNSELLING IN HIGHER EDUCATION

- ‘ University Students No Formal
University Funding Affairs Office Funding
Funding
Bologna *
L’Aquila g
Milano “L. Bocconi” *
Milano (ISU) *
Napoli “Federico IT” *
Padova *
Palermo *
Pavia (ISU) *
Roma “La Sapienza” *
Salerno *
Siena *
Table 4.
University Guidance
Activity

Bologna

L’ Aquila YES

Milano “ L. Bocconi” YES

Milano (ISU) YES

Napoli “Federico 11"

Padova YES

Palermo YES

Pavia (ISU) YES

Roma “La Sapienza”

Salerno

Siena YES
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Table 5.

Sources of Referral
University Self % Academic Others
Staff %
Bologna 80 5 15
L’Aquila 90 5 5
Milano “L. Bocconi” 100 - -
Milano (ISU) 90 10 -
Napoli “Federico II” 100 - -
Padova 50 50 -
Palermo 30 70 -
Pavia (ISU) - - -
Roma “La Sapienza” 100 - -
Salerno 100 - -
Siena 80 20 -
Table 6.
o Individual Family Brief Long-term
University Sessions Therapy Consultations Psychotherapy

Bologna yes yes yes

L’ Aquila yes yes

Milano * L. Bocconi™ yes yes

Milano (ISU) yes

Napoli (EDISU) yes

Padova yes yes

Palermo yes yes yes

Pavia (ISU) yes

Roma “La Sapienza” yes yes yes

Salerno yes yes

Siena yes yes yes
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Table 7.

Brief Number of
University Consultations Sessions
%
Bologna 30 16-20
L’ Aquila 20 4
Milano “* L. Bocconi™ 100 3 + 1 follow-up
Milano (ISU) - -
Napoli “Federico II” 100 4
Padova 100 -
Palermo 20 8
Pavia (ISU) - -
Roma “La Sapienza” 100 3-5
Salerno 100 5-7
Siena 100 15
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Aspects of Individualism as a
Function of Cultural Variation

J. P. BOONEN
A. E. AHMADI

Academic success is related to a set of numerous variables: abilities,
self-concept, cognitive values, self-efficacy. self-confidence, locus
of control, level of achievement, etc. Cross-cultural research has
emphasised. generally outside the fields of vocational guidance and
counsclling, that many of these variables appear to vary culturally:
c.g. values (Berry, 1984; Schwartz, 1990). self-concept (Triandis,
1989: Cohen, 1994), attribution of academic success (Schuster et
al.. 1989; Mizokawa & Ryckman, 1993).

On the other hand, students” growing mobility, particularly in-
side the European Union, is a recent phenomenon in the history of
higher education. As a conscquence, students resorting to coun-
selling and seeking help for vocational or psychological difficulties
do not necessarily share with the counsellor the same cultural back-
grounds of norms in values, attitudes, etc. (sec McDevitt, 1994).
Thus, the importance of an analysis of the students’ subjective cul-
ture (beliefs, categorisations, expectations, norms, self-definitions,
ideals and values, ...) is clear: “All counselling psychologists will
need to act as multicultural advisors, a counsellor with low multi-
cultural competencies provides services without regard to the coun-
sellor’s or the client’s race or cthnicity, believing that he or she_
should provide equal treatment to all clients, regardless of their cul-
tural variables. Indeed. the counsellor with high multicultural com-
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petencies regards client-counsellor cultural differences (and, possi-
bly, similarities) as important to the counselling process, as in case
conceptualisation, methods of resolution, counselling goals, and
perceived counsellor credibility” (Sodowsky et al., 1994, p. 137).

One of the most fundamental dimensions of cultural variation is
individualism - collectivism (Hofstede, 1980). Individualism refers
to “identity based on individual”, “autonomy”, “people concerned
with own self and closed family”, and some other features. But Hof-
stede’s data, which resulted from protocols collected by IBM, were
based on few items and conceptualised at a cultural level. Several
researchers attempted to operationalize the construct at the psycho-
logical level (Hui & Triandis, 1986; Triandis et al., 1985; Triandis
et al., 1986) and distinguished idiocentric vs allocentric individuals.

Two aspects of idiocentrism are relevant to our purpose: an inde-
pendent self (as opposed to an interdependent one in allocentrics)
and values of achievement and competition (as opposed to obedi-
ence, duty, in-group harmony).

In general, “modern cultures are neoindividualistic, charac-
terised by both independence from ingroups and distance (emotion-
al detachment) from in-group. Thus, one is able to ‘do one’s own
thing” and get away with it” (Triandis et al., 1988, p. 324). Howev-
er, and analysis of each relevant attribute on the dimension is re-
quired among specific cultural or subcultural groups, even those
who are reputed to belong to the same general cultural area. “Most
cultures include a mixture of individualistic and collectivist ele-
ments. In the most individualistic culture people have a very strong
independent self as well as a ‘different self’ (e.g. the upper and mid-
dle class in the Latin countries of Europe, where the aristocratic
ideals are still very strong). The moderately individualistic cultures
are less extreme” (Triandis, 1994, p. 172).

In the United States individualism is very high. Now, comparing
Canada and the U.S., Lipset (1990) found that the U.S. is more indi-
Vidualistic and somewhat less collectivist than Canada, in spite of
the very close similarity of the two cultures (see Triandis, 1994, p.
165). Triandis et al. (1988) suggested via exploratory factor analy-
ses that U.S. idiocentrism is reflected in one factor called Self-Re-
liance With Competition (and in a second one somewhat less impor-
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tant: Low Concern for Ingroup), “suggesting....... that at least in the
United States, self-reliant individualism is linked to competition”
(p. 330). The same scholars emphasised that “it is not known if the
same themes or some other combinations of ideas would emerge in
other cultures™ (p. 331).

As show in Hofstede’s (1980) study, Belgium is moderately high
on the individualism index as compared to the United States. In a
comparative study of Turkish immigrants and Dutch-speaking Bel-
gian youth (14-16 years old), Phalet and Claeys (1993) found that
Belgian youth showed a collectivist profile of preference for social
contact and group loyalty instead of the expected individualistic
profile “achievement with autonomy”. “Apparently motivation in
Belgian youth is primarily socially anchored, but at the cost of indi-
vidualistic achievement motives” (p. 339). As a tentative explana-
tion the authors claimed that “the social moratorium between child-
hood and adulthood that characterises adolescence in Western cul-
tures, postpones commitment to career concerns in Belgian youth”
(loc.cit.).

Before suggesting any explanation, we think that new data ex-
tracted from other samples in both Communities (The Flemish one
and the French one) are required to explore the Belgian idiocen-
trism. We provide here the results of an analysis of the Self-Re-
liance and Competition features based on a sample of French-speak-
ing undergraduate students.

Method

Subjects

Four hundred and seven undergraduate students from the Uni-
versity of Liege and the Hautes Etudes Commerciales of Liege
(Business School) participated for course credit.

Instrument

Eleven out of the twelve Triandis et al. (1988) attitude items (the
first item was dropped because it was inappropriate to our students’
situation) loading on the Self-Reliance with Competition factor
were translated and adapted in French. This option follows Leung
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and Bond’s (1989) within-culture procedure in contrast with a pan-
cultural or cross-cultural procedure.

Data analysis

A confirmatory factor analysis was used to test the Triandis et al.
(1988) Self-Reliance With Competition single factor structure. In
contrast to the exploratory factor analysis, the confirmatory factor
analysis allows for the specification of factor models in agreement
with expectations for the factor construction of the models, these
expectations being based on theoretical and empirical considera-
tions.

The logic of the model testing was as follows: The primary goal
is to identify the most parsimonious construction that provides an
acceptable fit to the data. On the basis of Triandis et al. (1988) Self-
Reliance With Competition factor, a single-factor model can be
specified. This specification assumes that each item loads on a sin-
gle factor, and that the errors are not correlated.

The SAS CALIS procedure (Hartmann, 1993) was used. Indica-
tors of fit included: (a) a chi-square (X?) test of significance which
tests the hypothesis that the data were generated by the proposed
model, and (b) a goodness-of fit-index (GFI) which estimates the
extent to which the sample variances and covariance’s were repro-
duced by the hypothesised model. The generalised least squares
method was used to estimate the parameters in the model.

Freeing residual correlation’s through modifying the model to
improve fit was not considered, in order to avoid obscuring mean-
ingful relationships among items. If the Single-Factor Model was
not an acceptable specification, a Dual-Factor Model would be con-
sidered, with the same constraints on fixing the residual correla-
tion’s to zero.

Results

Fit indices for the models tested are given in Table 1. The chi-
square for the null model provides a test of the hypothesis that the
observed eleven items are uncorrelated. Clearly, this hypothesis
should be rejected [X*(55)= 669.238, p , 0.0001]. This large value
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Table 1. Fit indices for the models tested.

MODEL X2 df p value GFI
Null model 669.238 85

Single-Factor Model 114.579 - <0.0001 0.949
Dual-Factor Model 52.345 43 =(0.155 0.977
Q12 =0.366

Table 2. Standardized coefficients for Single-Factor Model
and Dual-Factor Model.

Single Factor Dual Factor Model
Model
ITEMS Self-Reliance Self-Reliance Competition
with Competition
item 1| 0.594 0.692
item 2 0.450 0.511
item 3 0.541 0.645
item 4 0.280 0.315
item 5 0.551 0.596
item 6 0.280 0.326
item 7 0.500 0.609
item 8 0.263 0.228
item 9 0.580 0.646
item 10 0.413 0.400
item 11 0.525 0.604

Note: All values are at least significant with p < 0.001.
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was an indication that more information - by introducing more para-
meters in the model, i.e. factors - could be extracted from the data.

Single-Factor Model

The fit X? index for the Single-Factor Model was significant
(X2 (44) = 114.579, p, 0.0001]. Because of the high X? value this
specification was rejected, and a more complex Dual-Factor Mod-
el was considered.

Dual-Factor Model

On the basis of distinctive Self-Reliance and Competition pat-
terns, the items 3, 4, 6, 8, 9 and 11 were a priori loaded on the factor
labelled Self-Reliance (I) and the items 1, 2, 5, 7 and 10 on the fac-
tor labelled Competition (II). The Dual-Factor specification had 1
less degree of freedom than the Single-Factor specification did be-
cause of the additional correlation to be estimated between the two

factors.
As can be seen, the Dual-Factor Model provided an acceptable

fit to the data (X?= 52.345, p=0.155). The non significant value of
X? and the high value of GFI (0.977) indicated acceptable fit. All
item loadings have significant t values (p, 0.001). The correlation
between Self-Reliance and Competition factors was estimated 0.366
(t = 5.483; p < 0.001). Standardised loadings are given in Table 2
for the two models tested.

Discussion

The U.S. single factor Self-Reliance With Competition appears to
be split into a correlated dual factor structure in the French-speak-
ing Belgian sample.

Of course, if Triandis et al. (1988) had performed a factor analysis
of the Self-Reliance With Competition items apart from those load-
ing on the second factor (Concern for In-group) and on a third factor
(Distance from Ingroups), possibly they would have found another
factorial structure. Anyway, in his study, Hofstede (1980) provided
the location of national samples on the so-called individualism fac-
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tor: Belgium is less high on his individualism index than the U.S.A.
(75 vs. 91) and close to Italy (76) or France (71). Although Hof-
stede’s study is 25 years old and based on very specific samples, it is
somehow indicative of differences between Belgium and the United
States of America. According to Snowman (1977), the American cul-
ture gives primary emphasis to the “worldly” rather than the “as-
cetic” aspect of the Protestant ethics, i.e. self-reliance closely linked
to competitiveness. On the other hand, Lipovetsky (1990) argued that
after a first “cool” post-modern neo-individualism, today’s neoindi-
vidualism is characterised by the “cohabitation of opposites” (1): he-
donism is combined with values of austerity, ego idolatry with chari-
ty, competition with generosity. However, Lauwers’s analysis (1984)™
revealed that Belgian people are not very moved by the Calvinist
zeal: as compared to the European average, they are less concerned,
in their working situation, about getting promotion and more con-
cerned with avoiding stress. Besides, in 1995, the labour market ap-
pears to be saturated, particularly in Wallonia which suffers from a—
serious structural economic crisis and doubts her cultural identity. It
is not surprising therefore to find among our undergraduate students
the exact replication of the Triandis et al. (1988) single factor struc-
ture underlying items related to Self-Reliance With Competition. —
As far as the generality of the construct of individualism is con-
cerned, Schwartz (1990) claimed that collectivism-individualism is
an inadequate dichotomy since it oversimplifies and obscures im-
portant differences among types of individualism vs. types of col-
lectivism. We quite agree, as counsellors, that “to attain a stronger
and more accurate understanding of cultural and individual differ-
ences, finer distinctions are needed” (p. 140), such as subtypes of
individual vs. collective types vs. both. Schwartz proposed as indi-
vidual types hedonism, achievement, self-direction, social power_
and stimulation. Triandis (1994) also suggested new developments
such as horizontal vs. vertical individualism with numerous subsets
like attributions, self, goals, emotions, cognition’s, norms, values,
attributions, etc. “There are a very large number of collectivist and
individualistic patterns” (p. 166). As counsellors, we need these dis-
tinctions that go beyond polar dichotomy because they can help us
understand our own cultural patterns and students’ patterns from
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other nationalities. This is one of the fundamental requirements to
enter the student’s “psychological and emotional world” (McDevitt,
1994). Our finding of two distinct, though correlated, factors in-
stead of one shows that a major way of going deeper into the com-
prehension of the cultural variation of specific aspects of individu-
alism, consists in probing patterns of so-called close cultural areas.
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Polarities in the Life
of Modern Student

METTE BAUER

Dealing with students and their emotional problems calls for the
ability to analyze their individual history. This includes analyzing
their experiences with parents, siblings, trends and authorities and
analyzing how they organize these experiences.

But students are not merely students and families are not merely
families. They both exist in a historical context and it is very impor-
tant to understand their living conditions in a broader sense. That is—
more than just the material conditions under which they live. Of
course it is important to know how they finance their studies, how
they are housed etc. But it is also important to investigate the kind
of socialization process society and its institutions make them go
through. You may call it the hidden curriculum of the modern uni-
versity. Such knowledge may serve as a framework for understand-
ing students. Especially those students with developmental and mat-
urational problems. We encounter many students struggling with
these problems in our counselling centers.

According to the English sociologist Anthony Giddens the most
important task in Modernity is what he calls The reflexivity of the
self. Modern life produces the need for permanent reflection on who
you are, what kind of person you want to be, and how you should
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look, and act, and what your tastes should be'.

This enormous introspection is one of the results of the disinte-
gration of the transfer of traditions from one generation to the next.
The German social scientist Thomas Ziehe calls this development
cultural liberation. We are no longer handed over norms and values
which could function as stable tools when we interact with other

1. Anthony Giddens points out three mechanisms which are facilitating this
process of disintegration of traditions: separation of time and space, disembedding
mechanisms and institutional reflexivity.

Separation of time and space

We are used to thinking of time and space as connected with one another. If we,
for instance, want to do something together with other people, we have to meet with
them physically at a certain moment. In modern life this is often not necessarily.
You can record, as Frank Sinatra did recently, a compact disc with musicians from
all over the world without meeting them in person. A lecturer may record his lec-
tures on video and the students can play them whenever they want. They can re-
trieve information on their computers at home without visiting the libraries.

Disembedding mechanisms

These mechanisms tend to make social processes take place in contexts other
than they were originally born into. Symbolic tokens and expert systems show ex-
amples of disembedding. Symbolic tokens are media of exchange which have a
standard value and thus are interchangeable across a plurality of contexts, e.g. mon-
ey brackets time and space, as do Levis jeans. You can do transactions with money
all over the world without ever having to meet other people face to face. In some
countries Levis jeans can function as money.

Expert systems are entire bodies of knowledge and routines, computerized or
not. They bracket time and space in the sense that they deploy modes of technical
knowledge which have validity independent of the situation and the practitioners and
clients who make use of them. These systems penetrate all aspects of our social life:
the food we eat, the medicine we take, the technology we use, public administration
etc. Expert systems influence social relations. The doctor looks more at his computer
screen than at the patient when making a diagnosis. The psychologist makes the
client pass through the authorized stages of grieving. Parents elevate their children
according to trendy books on education. Students have to study according to peda-
gogical systems authorized by the experts in the university administration.

Institutional Reflexivity

There is a permanent demand for revision and changes on the level of the insti-
tution, as well as the student. A University is no longer a fixed entity. This means
that students can no longer rely on the conservatism of their university. The course
schedules are constantly changing and the study experience, of for example an older
brother, is of no value. The education you started out on might be redundant before
you have finished.
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people. We have to reformulate and continuously create our norms
by ourselves. This offers, at the same time, new possibilities and
new anxieties.

The self becomes a reflexive project for which the individual is
fully responsible. You have to develop control over and to cope with
all parts of your being and body in order to manage your current and
future life. Giddens names it colonizing the future. The reflexive
project puts a new kind of emphasis on choice and responsibility.
You become responsible for your own health, personality and fu-
ture.

In this perspective, therapy can be regarded as more than just a
means to deal with problems of modern life. It also becomes an ex-
pression of the reflexivity of the self. Therapy becomes the time and
place for self expression.

The development of psychoanalytic theory displays the same
movement towards an understanding of the concept of the self (H.
Kohut, D. Stern) Freud put a certain focus on the concept of Ego in
his clinical work. Many modern psychoanalysts put more emphasis
on the concept of the self perceived as the subjective, phenomeno-
logical side of the personality. One might call this the analysand’s
image of himself. This image may of course be more or less true.
The American psychoanalyst James Masterson operates with a di-
chotomy between a true and a false self. Daniel Stern operates with
a concept of a rudimentary self from the very beginning of the in-
fants life (Stern, 1983).

The increasing interest in the concept of the self-reflects the
change over from the diagnostic picture of the classical neuroses
and psychoses to the broader more diffuse patterns we see today,
e.g. diagnoses like borderline, narcissistic disturbances and a cornu-
copia of mixed diagnoses. These changes have been developing
gradually over the last few decades. Eric H. Erickson noted in 1968
in Childhood and Society:

The patient of today suffers most under the problem of what he
should believe in and who he should - or indeed, might - be or be-
come; while the patient of early psychoanalysis suffered most under
inhibitions which prevented him from being what and who he
thought he knew he was.
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According to Freud you learn about the “normal” personality by
looking at disturbed personalities. The disturbances demonstrate in
a clearly pronounced form the structures of the common dynamic
organization. The modern diagnosis of self disturbances tell you
more about the kind of common self problems experienced in gen-
eral in modern society.

Polarities in the life of the modern student

The reflexivity of the self is a broad imperative for all of us in mod-
ern living. But it will especially be a burden on young persons who
are still working hard to find their identity. Actually, today identity
is not found. It is created.

In 1994 I saw 93 students of whom 53 had self-esteem related
difficulties. They may have felt inferior to the University, to their
fellow students and to the opposite sex. Many of them held extreme-
ly negative and even hostile feelings about their own body and
appearance. This is not unusual for a young person, but it is worth
noting that so many felt like this. It is remarkable that at the same
time they appear to others as very bright, fashion-right, self-assured
and even beautiful.

Some of the students came from traditional backgrounds: a farm
in the countryside, a little village etc. They have been accustomed
to playing with the children from the neighboring farm, having
classmates as friends etc. When coming to a big city and a big insti-
tution, they feel completely lost. They do not know how to make
friends, because they are used to friendship as a naturally developed
relationship. They discover completely different languages in terms
of big city slang and sophisticated town talk. They do not manage
the modern routines of displaying and talking about feelings. They
would typically say such things as, “In my family we do not talk
about feelings”. They have not been socialized to the reflexivity of
the self. They are caught in a contradiction between tradition and
modernity.

This contradiction colors the many polarities, of which student
life are filled. I wish to discuss some of them here.
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Adult - Child

In modern society the period of adolescence seems to be prolonged.
At the same time some aspects of maturity seem to occur earlier to-
day than was the case in previous generations>.

It is not unusual to encounter students between 18 and 25 years
of age with puberty problems. They have not yet separated emotion-
ally from their parents. They want to model themselves like other
people, but fear to be absorbed in the crowd. They are constantly in
search of suitable role models. If they withdraw from other people
they fear to be isolated. They cannot stand to be alone.

Many students at University live with their parents while study-—
ing, even though it is easy and economical to get independent hous-
ing for students. They may be staying at home, because they fear
separation. Because they are staying at home, separation gets more
and more difficult and frightening.

The fear of separation may of course exist whether you stay at
home or not. In the student counselling services in Copenhagen we
see many apparently independent young female students having
great difficulty in separating from their family as well as their stud-
ies. They procrastinate. They fear being grown up and responsible

2. The majority of children in Denmark attend school for 12 to 13 years. Most
families, due to economic conditions, are able to keep their children at home until
they have reached 20 years.

Children remain dependent persons for a long period of time. Parents will bring
their children to school and pick them up when they have finished school. They do
all the housework for them even if the children have passed the teenage period. In
the nursery institutions they are looked after and “pedagogised” for many vears.

In Denmark, where a majority of women work outside the home, children are
used to staying in institutions during the day from the age of 6 months to 14-15
years. They are kept in the day nursery, the kindergarten or in the youth centers after
school has finished. This makes them at the same time more and less independent.
They obtain a lot of experience of coping with others and learn how to master con-
flicts. But they also get used to having grown up people structuring their activities
and controlling them all the time.

At the same time children arrive earlier to sexual maturity today than 20 years
ago. Through TV they are familiar with grown up life from a very early age. They
start very early going to parties and drinking alcohol (13 years).
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persons. We deal with these problems in short-term dynamic group
therapy (Bauer et al., 1996).

I encounter many 23-24 years old male students with no sexual
experience. They may suffer very much and in a very lonely way.
Yet they will not have talked to anybody about their pain, before
they enter the counselling center.

By way of constrast some students can be very mature in a social
sense. They are able to develop close friendships in which they
skillfully support each other when they run into emotional prob-
lems. Many are able to end love affairs without being too hurt and
often they are able to change their love affairs into friendships.

But at the same time many students marry and have children
while studying. They are responsible, mature and very hard working.

The period of adolescence seems to be prolonged and less homo-
geneous as society moves from traditions to modernity.

The lowest in the hierarchy - becoming the “upper class”

The student rank lowest in the University hierarchy. They have very
little influence on the organization, the planning, the lessons and the
way exams are organized. Basically, they are pupils as opposed to
professors and it is not until later during their studies that they will
experience some kind of authority themselves. They may easily re-
gard themselves as the insignificant ones, and the stupid ones.
Especially because the only parameter of worth is the mark or grade
they receive in exams. For the student not getting the highest mark
the feeling of “not good enough” is very often felt to be just around
the corner. At the same time students have a certain kind of status in
the eyes of the outside world. They are perhaps going to become
academics and executives earning high salaries or they may have
such fantasies at least. Finally, their parents may be very proud of
their prosperous kids.

As a student you may identify with both poles. Feeling very su-
perior or very inferior or oscillating between the two.
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Living for a goal far away - living here and now

The lifestyle in a big city is consuming. You are permanently tempt-
ed with a variety of new elegant clothes, shoes, compact discs, food,
entertainment etc. Some young people manage to establish them-
selves as business people, merchant bankers or TV personalities at—
an early age. They may be seen in magazines and on TV wearing
expensive clothes and driving fancy cars.

The lifestyle of the student is extremely modest in comparison
with this extravagant lifestyle. The student has a very small budget
to subsist on, and studying has a quite different perspective than
consuming. The student needs to be able to discipline herself, be
able to defer the gratification of present needs for the benefit of in-
tellectual needs. This is difficult in a “here and now” society with
anti-intellectual features.

Students may react to these contradictions by repressing all
needs in favor of the fulfilment of the intellectual demands of the
institution. They work very hard studying and ignore social, cultural
and emotional needs. The repressed needs might emerge after some
years as a form of general malaise and concentration problems, or
of course as more pronounced diagnostic symptoms.

Some students are zigzagging through their study with periods
of studying and periods of “living the life”. In this context studying
is often experienced as “not living”. Others may give up studying,
because the ability to self-discipline is so difficult.

“Anal" demands - “narcissistic” personality

The students of today are standing in the middle of a contradiction be-
tween their own psychic abilities and the demands of the University.
Many Universities are not constructed to fit in with the develop-
ment the socialization of the modern student. Universities are orga-
nizational systems with a considerable amount of inertia. In Den-
mark there are big differences between Universities in terms of tra-
dition and modernity. For example there are very different kinds of
educational methods, exams and authority systems in evidence.

84 PSYCHOLOGICAL COUNSELLING IN HIGHER EDUCATION



Within scientific fields like engineering and medicine the educa-
tional institutions might express “anal” demands. That means disci-
pline, control and the ability to deliver an achievement at the right
place at the right time and with the quality accepted by the authori-
ty. Those are the fields where the concepts of right and wrong exists
at least at the level where the students encounter science.

The word Anal is maybe not very precise. The Universities of to-
day do not request absolute obedience and discipline. They also re-
quest ego strength and independence and the ability to compete and
to sublimate. But as a whole universities are geared to fit the old-
fashioned neurotic type rather than to accommodate the modern stu-
dent with his problems of self and identity.

The technical University has a very outspoken structure with
large unstructured pockets. It is structured in the way that you have
a very dense schedule with lectures every morning and exercises
during the afternoons. But at the same time you are not guided
through the system by the professors. They do not know you at all,
because there might easily be 200-300 students at their lectures.

The professors do not demand homework. This is up to the stu-
dent himself or herself to decide upon and that requires a certain
amount of self-discipline and organizational ability.

The rigid structure may be very supporting for those who have
problems with self-fulfilment and making the right choices. But at
the same time it maybe frightening for many students to be their
own employer. And to many of them the big lectures together with
many hundreds of other students create anxiety and feelings of be-
ing lost and loosing themselves.

More serious problems with the self are reflected by feelings of
inferiority followed by feelings of emptiness and the loss of mean-
ing in life. This vulnerable basis makes students try to defend them-
selves either by withdrawing from all demanding situations or by
trying to fantasize another image of themselves, e.g. being the
brightest at the university.

I have met students who could not tolerate being submissive to
authorities. Even being in a learning process can threaten their weak
feeling of self. A young intelligent student came to me 6 days be-
fore he had to hand in his thesis. He had only written 3 pages and

PSYCHOLOGICAL COUNSELLING IN HIGHER EDUCATION

85



these did not express any analysis of his own but were only a trans-
lation of an article written by someone else. His fantasies about do-
ing the best thesis had stopped him from working. He dared not be
confronted with the reality.

Efficiency and discipline - acting out and rebellion

It is during youth that the big exigencies to life may be formulated.
Now you are going to change the world and make it different from
the world of your parents. You are not bound by responsibility and
engagements and may put forward ideal requests of life. It is very—
important that such ideals are formulated, although they might seem
unrealistic and naive to the older generation.

Thinking of utopia needs time and space and that is what is mis-
sing in modern student life. It is a dominating policy in many Euro-
pean countries to cut down the time of studies and to make them
more effective. Along with this tendency you see efforts to disci-
pline the students with economical restrictions. Students can not get
any grants without passing all the requested exams on schedule.
They may even loose their accommodation at the student hostel if
they do not succeed at their exams. In this way it has become much
more difficult to regulate their own activities. For example, being
very active in one semester and having a reflective pause in the
next. As a consequence many students get tired of studying. They
end up feeling depressed and without engagement.

Universities have turned into mass education enterprises and are
no longer sublime cathedrals for the celebration of scientific knowl-
edge. Students are no longer the adepts of knowledge learning to
search on their own for the answers to existential questions.

Many students of today experience study as like going to school
and this creates the strange situation of being 25 year old school-
children. Student refer to school instead of university and home-
work instead of studying. .

A school is an authoritarian, given structure which one does not
make attempts to change. But at the same time schools can have
very high expectations. Consequently they want their teachers to be
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very goal oriented and present the matters in a digested form. That
means only dealing with what is absolutely necessary for passing
the exam with no digressions and no excursions to exciting border-
lands. The demand seems to be “tutor to a first class degree”. These
attitudes leave little space for rebellion and new thinking about the
subject and the institution nor towards the society as a whole. The
traditional potential for influencing change in society seems to have
diminished.

I have pointed out some polarities of the modern students life.
Living a life with contradictions and even antagonisms is never only
just good or bad. They may be a basis for challenge and develop-
ment. But they might also create insecurity and anxiety and not only
for students with a vulnerable psychic constitution. It is difficult
even for the more healthy students in a modern educational system
with a vulnerable psychic constitution to manage both the educa-
tional system and ordinary crises like conflicts with parents, love
troubles and identity problems. There is not much room for medita-
tion in the life of the modern student.
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Student Stress:
A Developmental Perspective

DECLAN AHERNE

Introduction

Much publicity has been given to the current pressures on third lev-
el students. Sometimes, this publicity can be more of a political ex-
ercise than out of genuine concern for student health and wellbeing.
Nonetheless, student stress is an example of the stress that prevails
our society in general and the educational system in particular. It is
necessary to examine Student Stress within its specific context in
order to assist students in difficulties, to guide the professionals on
campus concerned with “treating” such difficulties as well as to in-
form institutional policy on matters pertaining to student stress in
general.

There are certain factors to be taken into account when examin-
ing student stress. These factors include: the relevance of late ado-
lescence/early adulthood as a specific developmental period, the ed-
ucational system, the fact that not all students are stressed and final-
ly that the group of students who are stressed are not an homoge-
nous group.

There may be many different reasons which bring about student
stress. According to Greenberg (1981), college students experience
a great deal of stress, due to a range of factors including having to
leave home for the first time (see Fisher, 1988), having to manage
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their own finance, make new friends, and generally assume greater
responsibility for themselves. Furthermore, students are presented
with important decisions about such issues as sexual behaviour and
their use of drugs and alcohol. Many students will experience dis-
tress at University, where the threat of the educational process itself
can elicit helplessness, a sense of loss, and resultant negative self-
image (Whitmann, Spendlove & Clark, 1984). It is not surprising
therefore, says Greenberg (1981), that suicide has been the second
leading cause of death amongst college students in the U.S. The sit-
uation does not look like it is going to get any better. Stone and
Archer (1990) concluded that the increase in stress amongst stu-
dents noted during the 1980’s is set to continue into the 1990’s. Per-
haps the reported high rate of drop-out from Universities is also not
too surprising.

Student Development and Student Stress

Grayson (1989) makes the important point that the boundary be-
tween normal developmental issues and psycho pathological ten-
dencies is not clear. Stress and development are inextricably linked
with stress being due to the absence or prevention of development
and the result of threats to ones’ Self-Adequacy when normal devel-
opment is hindered.

Conversely, maturation is a healthy process, whereby as we de-
velop we learn to meet our needs as they arise.

The application of the relationship between stress and develop-
ment for college students is readily apparent. Students who fall
within the traditional age range (18-22) are in a transition between
adolescence and adulthood. As I have just outlined, the formation of
an adequate self is at a critical stage during late adolescence, since it—
is at this stage that we stand apart from our families for the first time
and begin to live a life of our own. There are a number of potential
crisis points we are likely to encounter during this process of attain-
ing independence and identity formation. Such crises can be under-
stood as threats to self-adequacy and self-worth. What’s at stake
(using Lazarus’, 1976, terminology) for students under stress is
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their sense of self, which is threatened by, and also determines, how
they handle the core developmental tasks of Identity, Separation and
Intimacy (see Figure 1). Student development and student stress are
linked in a way that perhaps can be best summarised in the form of
two key questions students have to address, namely: “Who am 1?7
(Erikson, 1968) and “Am I OK?”

Key Developmental
Tasks

Who
am
1?7

Identity Separation Intimacy

What’s
at
Stake

Am

O.K.?

SELF
ADEQUACY

Figure 1. Student Stress and Student Development.

Based on the evidence regarding student development and stress,
it is not difficult to understand why student stressors can be identi-
fied within the family, academic and social spheres. Each of the pri-
mary developmental tasks facing college students, as well as their
associated threats to self, can have a particular relevance to specific
areas of student stress. For example, the family presents the chal-
lenge of separation and independence which brings with it the need
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for a secure family base (see Bowlby, 1988; Satir, 1972). Academic
demands centre on the inherent need to achieve, as a major aspect of
ones identity formation. The need to achieve is accompanied by the
potential fear of failure (McClelland, 1953). Within the social area
the need for intimacy and friendship is highlighted, with the accom-
panying risk of rejection and loneliness (Chickering, 1969).

Not all student stress can be attributed to this particular group of
developmental issues. Some students may experience stress to the
self as a result of need deficiencies other than identity, intimacy and
separation. For example, students may experience stress whenever__
their more basic survival needs are under threat, e.g. lack of money
to buy food or life threatening circumstances.

The present study aims to examine student stress experiences
within a developmental framework in an attempt to deepen our un-
derstanding of student difficulties and give direction to improved
methods of intervention by Student Counsellors.

Method

Rationale

Stress is primarily determined by the meanings perceived by in-
dividuals of their circumstances. Qualitative methodology was
therefore a most appropriate method for the study of stress, since
meanings are qualitative in nature.

Participants

Participants were purposefully selected (i.e. information rich
cases) from UL students: 12 from the general student population
and 15 who had attended the counselling service. These groups of —
students provided a sufficiently broad range of stressful experi-
ences.

Design

Each student was interviewed on three occasions, at the begin-
ning, middle and end of a ten week term. The interview format was
unstructured, with the use of open ended feeling type questions, fol-
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lowed by probing questions for clarification and depth of response -
similar to a normal counselling consultation. The interviews were
carried out by two student counsellors.

Analysis of Data

There were four stages to the analysis of data:

1. Transcribing taped interviews verbatim.

2. Editing transcripts, to include a broad range of key statements as
selected by a team of editors.

3. Categorising of key statements. This puts order on the data, as
well as providing a focus for the study. Categorisation was done
in collaboration with a student. A follow up audit of categories
was carried out by another student. These measures were to en-
sure the validity of the categories generated.

4. Patterns and linkages amongst categories were examined.

Results

A total of 49 categories were generated which pertained to the stress
experiences of students. These categories can be conveniently
grouped under four headings, namely, Academic, Social, Family
and Personal (see Zitzow, 1984). See Table A for category group-
ings.
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Table A. Categories of Demands.

Grouped into four main areas:
Academic, Family, Social and Personal
(n = number of cases containing category)

ACADEMIC: n
(1) To achieve standards 23
(7)  To be able to study 24 —
(2)  To get work done (workload/deadlines) 23 -
(4) Tofitin at college 19
(3) To get work done (difficulty) 3
(5) To pursue a chosen career 7
Total
FAMILY: n
(43)  To get on well with parents 18
(41)  To please parents 12
(49)  To be independent 9 |
(42)  Concern for parents welfare 9 |
(44) To be supported by parents 12
(46) Concern for siblings’ welfare 6
(48) Tofill arole at home 5
(47) To be as good as siblings 3
(45)  To get on with siblings 4
Total
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SOCIAL: n
I_(l 1) To have friends / someone to turn to 19
(9) Tobe as good as others 12
(16)  To be thought well of by others 12
74) To be able to relate to the opposite sex 10
(8) To be accepted / to fit in 9
(13)  To get on with friends 11
(10)  To be with others 12
(15) To be able to get to know others 6
(17)  To relate to lecturer 7
(18) To have time to socialise 12
(22)  To maintain friendships 9
(20)  To be sexually active 5
(12)  To get on with housemates 1
(27)  Peer pressure to drink 5
Total
PERSONAL: n
(38) To be in control 10
(39) To be able to make decisions 9
(25) To cope with the death of a family member 2
(6) Togetajob 11
(24)  To have money 4
(36) To play sports 4
(28) To sleep adequately 9
(33) To be healthy 7
(30)  To cope with doing the interview 3
(35) To express emotion 3
(26)  Fear of being attacked 2
(31) To be moral and right 5
(23) To look well 4
(29)  To be occupie 4
(32) To have some meaning in life 3
(34) To cope with being caught cheating 1
(40)  To cope with having something stolen 2

Total
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Interpretation of data: across subjects analysis

Patterns and linkages amongst categories

Qualitative, rather than statistical relationships, were sought be-
tween categories. Through the use of individual reports, underlying
themes and patterns in the meaning of categories can be identified.
Relationships between categories, which would not necessarily be
highlighted using objective measures, can also be established.

A prominent feature of the categories in the present study is the
large number that can be shown to be interconnected. To begin with,
these categories were conveniently grouped under one of the four
headings already identified as representative of the main areas of
student stress, namely: Academic, Family, Social, and Personal. A
complete outline of category allocation appears in Table A. The ra-
tionale for the clusters of categories follows.

Each cluster refers to a quite different aspect of students’ lives
and in particular to different student developmental tasks. The
themes and the linkages within categories summarise a great deal of
the stress experienced by the present sample of students. In dis-
cussing the four themes, particular reference is made to what is con-
sidered to be at stake for students under stress. This approach is
based on a developmental model of student stress as presented (see
Figure 1). Within the developmental model academic, family and
social stress can be with each of the primary developmental tasks of
students, namely, identity, separation achievement and intimacy.
Each of these areas of development will now be discussed in some
detail in the context of the categories generated above.

Academic Stress, Academic Achievement and Identity

Results from the present study support previous findings (e.g.
Zitzow, 1984) which report academic stress as the single largest
area of stress for students. All students make some reference to
academic demands. Students’ appraisal of what is at stake when
they experience academic stress is indicated by the identified cate-
gories.

The three largest academic categories account for one-third of
all the categorised statements. These three categories of demands
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are to achieve standards (C1), to get work done (C2) and to be
able to study (C7).

The above categories suggest that academic demands can be of
three types: the threat inherent in the need to achieve academically,
i.e. fear of failure; the external threat posed by an excessive work-
load and the threat posed by the lack of study skills, necessary to ac-
complish the required workload. I now wish to examine how these
three demands might be related (see Figure 2).

ACADEMIC
STRESS

Workload
Fear Poor
N’ach, of Study
Failure Skills

Lack of

Motivation/
Career Dissatisfaction

Figure 2.

Most students (n=23) in the present study who are experiencing
academic stress make reference to pressure to achieve academic
standards (C1). The demand to be able to pursue a chosen career
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(C5) may also be considered as a category relating to the need to
achieve. A similar amount of students report poor study skills, in-
cluding a lack of motivation to study (C7). Three students also re-
port finding the academic workload very demanding (C2). Ten of
these students report difficulty with the study to be done (C3). For
some students these demands overlap whereby we can postulate that
because they are under so much pressure to achieve, these students
are unable to study and therefore are unable to cope with the de-
manding workload. An alternative postulate would be to suggest
that because of the demanding workload students are unable to
complete the required study, resulting in a heightened fear of fail-
ure. However, since stress is based more on appraisals of threat than
on objective demands such as workload, it is suggested here that it
is the pressure to achieve which generates the stress.

Neither excessive workload nor poor study skills alone ade-
quately account for the stress experienced by this group of students.
It is in combination with the pressure to achieve that workload and
study demands are reported in 21 out of the 27 cases. In every in-
stance of academic stress it is the prospect of failure which is at
stake and it is this appraisal that primarily determines the students’
coping response (Lazarus, 1976) to workload and study.

This is not to ignore the need for workload to be regulated by
course leaders, as well as the need for students to learn appropriate
study skills. Coping with workload and study skills will only be
properly addressed, however, when put in the context of students
need to achieve. One further academic demand that needs mention-
ing is the demand to fit in at college (C4), which is referred to by
19 students. In the light of what has been said already about the
pressure to achieve and the related demotivation of students, it is
easy to understand why students feel dissatisfied with being at Uni-
versity. However, this dissatisfaction is understood as further con-
firmation of the need deprivation of students rather than as a defini-
tion of student stress, as used in the goodness-of-fit interaction
model of student stress.

For many students experiencing stress, there would seem to be
an over-identification with one aspect of their identity, which is
their academic achievement. The question “Who am 1?” (Erikson,
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1968) is dealt with solely in terms of academic achievement. This
narrow focus of identity becomes stressful whenever academic suc-
cess is threatened e.g. at exam time. Academic achievement can be-
come the sole source of esteem and can be accompanied by and per-
haps is due to, a lack of self-confidence in social circumstances.

Academic success is highly valued in modern society. Academic
qualifications can provide a major boost to self-confidence. Howev-
er, this kind of worth is conditional and is not based on the inherent
worth of a person, regardless of their successes.

The bulk of the academic stress experiences reported by the pre-
sent sample of students can be accounted for within a developmen-
tal model of student stress. Within the developmental model of stu-
dent stress, the need to achieve can be viewed as a central internal
demand on students, which has an important impact on their being
able to study and being able to complete their workload. What is at
stake (Lazarus, 1976) for the student should this need be threatened
is the student’s sense of self-worth and self-adequacy. Maslow
(1970) includes the need to achieve as an ego or esteem need, that
has to do with one’s reputation and how one is seen by others. Simi-
larly Chickering (1969) refers to the need for students to develop
competence as part of their overall identity formation. Combs,
Richards and Richards (1976) argue that the need to achieve, as
with all human needs, can be subsumed under the fundamental need
for self-adequacy, as the basic driving force of human nature.
Threats to self-adequacy come in the form of external demands,
such as academic workload, and internal demands including expec-
tations. Poor self worth and self-adequacy, in themselves, can also
be the basis for the experience of threat to self.
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Family Stress and Separation
The present results highlight the importance of the role of the
family in the stress experiences of students (see Figure 3). N

FAMILY

STRESS
Need for Need to
Securebase — — — — — — — — — — separate

Need for —
Approval

Figure 3.

The most dominant theme to emerge in relation to family de-
mands in the present study has to do with students’ relationships
with their parents. The single largest family category is to get on
well with parents (C43), referred to by 19 students. All students
make some reference to their relationship with their parents.

The link between stress and the need for parental approval is
highlighted in relation to students achievement motivation. Parents
do have a big influence on students motivation and academic expec-
tations (Davies, 1986) which is reflected here in students wanting to
do well academically, so as to please parents (C41) and wanting to
be as good as siblings (C47). Difficulties that students have with
parents tend to be in relation to one parent in particular either be-
cause of conflict with that parent or concern for that parents well-
being (C42) or wanting to please that parent (C41). These types of
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family demands highlight the importance of parents in providing the
secure base for the healthy development of identity and self-worth
of the student (Minuchin, 1974; Satir, 1972). The home is where
students first learn to feel adequate about themselves (Coopersmith,
1967; Satir, 1972). As students move out and separate from home
their need to feel adequate still exists and is heavily influenced by
what they have learned about themselves at home. Lopez et al.,
1986, Anderson and Fleming, 1986, and Bradford and Lyddon,
1993, have all highlighted similar family difficulties to the above
for college students.

It would seem that a positive identity is developed within the
family where the student gets on well with parents, feels supported,
approved and loved by them, thus providing the self-confidence
necessary to be independent of home (Humphreys, 1993).

Independence (C49) is included as the third largest family cate-
gory in the present study and is referred to by 9 students in all.
Achieving independence through separation from home and the
family is considered to be a primary developmental task of college
students (Grayson, 1989). Students relationships with parents has
been shown to have an important bearing on their separating from
them and achieving independence (Ryan & Lynch, 1989). The pre-
sent results confirm that indeed, students seek to be independent,
but that, for many, this task is impeded due to an insecure home
base caused by conflict, rejection or role commitments.

Three categories refer to students relationships with their sib-
lings. Category C47, to be as good as sibling, has already been dis-
cussed as part of the theme regarding the need to achieve. The re-
maining two categories referring to siblings, concern for sibling
well being (C46) and to get on with sibling (C45) do not appear to
be directly linked with the other family categories.

Students experiencing stress in their family do so primarily in
their relationship with one or other of their parents. Within a devel-
opmental framework this stress can be seen to retard the develop-
ment of a positive identity necessary for separation, independent
living and achieving an adequate self. In the present study there are
reports of students experiencing family demands as well as de-
mands in their academic or social lives from which it may be in-
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ferred that the family has not provided the necessary secure base
needed in order to achieve adequate independence.

Within a developmental model of student stress, family based
stress can be understood as a threat to one’s sense of safety and be-
longingness which underlie the development of the self-esteem nec-
essary for achieving a healthy separation and independence
(Maslow, 1970; Bowlby, 1988). In the past this aspect of student
stress has been overlooked. Thankfully, there now seems to be a
growing acceptance amongst researchers and practitioners that in-
deed a central element of student stress is due to what is happening
for students within their own family. This focus on the family may
detract from focusing on the contribution of the University environ-
ment to student stress. However, by taking into account the impor-
tance of the family in generating and maintaining student stress, the
University can more appropriately address its own role in promot-
ing and alleviating stress.

Social Stress and Intimacy

Social categories of demand include all those categories refer-
ring to student interaction with people apart from family members.
The categories of social demand represent three distinct themes,
namely the need for intimacy and the importance of relationships,
the need for social approval and acceptance and the need for social
skills (see Figure 4). The need for intimacy and relationships is re-
ferred to in some manner by all students. The single largest social
category is to have friends (C11), which is referred to by 19 stu-
dents in all. This is followed by the demand to be with others
(C10), which is referred to by 12 students. Remaining categories
which refer to the theme of relationships and intimacy are those re-
ferring to getting on with others (C12, C13, C17), and maintain-
ing friendships (C22) and to be sexually active (C20).

The demand to have time to socialise (C18) is a category link-
ing academic and social issues, and refers to the fact that, due to
study, one cannot socialise. From this it can be inferred that social-
ising with others is valued. This category is mentioned by 12 stu-
dents.

A second major social theme is that of developing the social
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skills necessary to pursue relationships. Two categories make spe-
cific reference to this demand, namely to be able to relate to the
opposite sex (C14) referred to by 10 students and to be able to get
to know others (C15), referred to by 6 students, 4 of whom also re-
port difficulties relating to opposite sex. Thus, twelve students in all
refer to social skills difficulties.

The final social theme to be discussed is that of social approval.
Three categories can be included here and they are to be thought
well of by others (C16) referred to by 12 students and to be accept-
ed and fit in (C8) referred to by 9 students, 7 of whom also referred
to the need to be thought well of [i.e. 14 students altogether make
some reference to social approval]. If you include C9, to be as good
as others (academically), 19 students refer to the need for social ap-
proval. Five students appear in all three categories referring to so-
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cial approval, suggesting relationship between academic achieve-
ment and social approval i.e. the need for an adequate self. Other
students reported no problems in any of the social areas. One com-
mon pattern amongst the students who lack the confidence to so-
cialise is that they use study as an excuse not to go out and mix. Per-
haps related to this is the fact that social acceptance and fear of re-
jection seems much more of a priority for some students than for
others.

The development of intimacy as a task facing college students
has been the subject of much debate, with opinions differing as to
whether this task comes at a later stage of development or not
(Gilligan, 1982). The present study confirms the need for relation-
ships that is felt by students. Relationships can be understood to
serve a number of purposes for college students, including intimacy
but also serving as a source of approval and identity. As has been
pointed out, for some students achieving academic success is seen
as a priority, for others social acceptance and fitting in socially is
dominant.

Social categories reflect three very different issues, including the
need for intimacy through relationships with others, the need for ap-
proval and acceptance by others and the need for social skills. How
might these demands be related? Although there are different issues
involved, the demands do not occur in isolation but are linked to
one another by the unifying concept of what’s at stake, as outlined
by Lazarus (1976). In this instance, it is the fear of loneliness and
rejection by others that is appraised as a threat. Students who lack
the intimacy of relationships also tend to lack a sense of self-ade-
quacy and social skills necessary to form relationships. Students
who feel adequate, on the other hand, tend to have social skills and
do form close friendships if they wish. A number of students in the
present study report feeling lonely and rejected by others as well as
lacking a sense of self-adequacy and social skills.

In summary, students experiencing social stress often lack the
confidence to form friendships and as a result are left feeling lonely
and rejected. These results confirm the relevance of a developmen-
tal model of student stress, which maintains that social stress con-
sists of threats to ones need for intimacy and acceptance by others.
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These threats are experienced where social skills are poor and self-
worth is low.

Personal Stress

The personal categories consist of a range of demands, including
specific life events demands, basic survival demands and more gen-
eral demands concerning personal development. Some of these cat-
egories can be related to the major themes already discussed, whilst
others occur in isolation.

Four categories refer to specific life events experienced by stu-
dents. Events varied from the major life trauma of the death of a
family member (C25, see S24) to the daily hassles of having
something stolen (C40), being caught cheating at an exam (C34)
and doing the research interview (C30). Whilst there is no deny-
ing that such events are stressful, this type of category does not oc-
cur regularly for a large group of students and are not considered to
be the basis for an overall model of student stress and instead are
subsumed within a developmental framework. Within a develop-
mental context these events may be considered stressful in so far as
they threaten the self-adequacy of the student.

Four categories referred to basic survival demands including
getting adequate sleep (C28), being healthy (C33), getting a job
(C6) and having money (C24). Within the context of student devel-
opment, survival needs such as these need to be satisfied before any
higher order esteem needs can be addressed (Maslow, 1954).

The demand to be in control (C38) is referred to by 10 students,
and to demand to be able to make decisions (C39) is referred to by
9 students. Within a developmental framework, these issues may be
seen to reflect the basic need for security and the need to be inde-
pendent, both of which contribute to one’s overall development of a
sense of identity and adequacy. These two categories however, are
more general than previous categories and refer to issues across aca-
demic, social and family areas.

Two further categories relate to moral development, namely to
be moral and right (C31) and to have some meaning in life (C32).
Seven students refer to these categories. The remaining personal
categories refer to a range of personal development items which
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contribute to the formation of a confident identity. These include
looking well (C23), playing sport (C36), and expressing emotions
(C35), fear of being attacked (C28) and to be occupied (C29),
each of which occurs for only a small number of students and again

are not used as a basis for a model of student stress. This is not to

say that such categories cannot be included in an overall model.
However no pattern was apparent across this range of categories,
with the more general personal categories referring to issues already_
accounted for within the academic, social and family spheres.

Interpretation of results in the context
of a self adequacy model of student stress

There are three main areas of student stress, family, academic and
social. Within each of these domains there are a number of signifi-
cant factors -both internal and external- which influence the stress
of the student. A summary of these factors is provided on Figures 2,
3, and 4. Academic stress involves the need to achieve, poor study
skills, a heavy workload and a lack of motivation to study. Family——
stress involves role responsibilities, conflict with a parent, caught in
triangle with both parents, wanting to please parent, separating from
parents and lack of support from parents. Social stress involves a
lack of self-confidence, poor social skills and the feeling of not fit-
ting in. Based on these varieties of stress experienced by students, a
range of student stress profiles have emerged from the above sam-
ple. These profiles are intended as broad guidelines for encapsulat-
ing the differences in the stresses experienced by the present sample
of students.

Different profiles of students under stress

Every students experience is different and unique to their cir-
cumstances. Nonetheless, having examined the 27 cases presented
in this study, it would appear that there are certain distinct types of
stressed student. To begin with, it would seem that there are specific
profiles of stressed students corresponding with each of the major
developmental tasks which have been identified. Whilst these pro-
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files are not mutually exclusive nor clearly delineated, each has its
own particular emphasis. The different types of students I refer to
as: the stressed academic achiever, the social misfit and the member
of a dysfunctional family.
A summary of each of these types as they present within the pre-
sent sample is provided below.
(1) OVERIDENTIFICATION WITH ACADEMIC SUCCESS
The student who overidentifies with academic success tends
to have an accompanying lack of social skills and self-confi-
dence. For this student the question “Who am I?” is normally
answered by: I am my academic achievements (Grades).
Self adequacy for this student is achieved solely through aca-
demic achievement and intellectual competence. These stu-
dents very often are the high achievers.
However the overidentification can result in a lack of motiva-
tion upon the realisation that academic success is not suffi-
cient to be happy.
(2) NOT FITTING IN SOCIALLY
The student who does not fit in amongst his/her peers but who
very much wants to fit in and to be close to somebody. For
this student academic success is not as much a priority. Typi-
cally poor social skills are evident and the student will report
feeling isolated. For this student Self-Adequacy can only be
achieved through belonging, fitting in and being accepted by
others.

(3) THE STUDENT AS A MEMBER OF A DYSFUNCTIONAL FAMILY
The student who comes from a family situation which is dys-
functional may present with extreme sibling rivalry or is in-
volved in triangle of conflict with parents. This student will
feel that Self adequacy can only be achieved through the se-
cure base of loving and approval.

Further profiles of stressed students identified in the present
sample but which do not figure as prominently as the above three
include:

(4)  Students who experience CAREER DISSATISFACTION with ac-
companying demotivation.
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(5) Students who experience A MAJOR LIFE TRAUMA - not to be
considered the same as a stress, e.g. family bereavement.

(6) Students who experience the STRAIN OF FAMILY ROLE RES-
PONSIBILITIES with accompanying need to be independent.

Finally there is the NON-STRESSED student who comes from a
secure base of home, has adequate social skills and sees academic
success as something of a challenge.

Summary and Conclusions

Summary

By examining each of the main areas of student stress and the
linkages within them, most of the stress experienced by the students
in this study has been addressed. However, these themes must not
be considered in isolation from one another, but can be understood
within a unified framework of student stress.

Three main areas of student stress have been discussed. They are
academic, family and social. Each area has in turn been shown to re-
fer to the specific developmental tasks of college students, i.e. iden-
tity, separation and intimacy respectively. The remaining categories
allocated here to Zitzow’s (1984) fourth heading, Personal, do not
appear to represent an integrated or unified theme of demands, but
rather suggest a disparate range of demands. Many of these demand
categories can be addressed more specifically within the academic,
family and social domains.

Factors contributing to the experience of stress amongst this
group of students include: external demands (e.g. workload, having
something stolen), inadequate coping responses (e.g. poor study
skills, poor social skills) and the appraisal of threat to the self inher-
ent in the experiences of stress - with appraisal being the primary
determinant of the stressfulness of external demands as well as the
adequacy of ones coping responses.

The developmental model of student stress (based on the theo-
retical considerations of Erikson, 1963, Chickering, 1969 and
Grayson, 1989) can be adopted as the unifying framework within
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which the categories generated by the present study can be under-
stood. The developmental model of stress defines stress as the threat
to self adequacy as developmental tasks are undertaken. This model
recognises the ongoing need for esteem and adequacy (Maslow,
1954; Combs et al., 1976) without which development will not oc-
cur. Where ones feeling of self adequacy is lacking there will be a
greater need for approval from the environment. This is demonstrat-
ed in the present study by students demands to be adequate academ-
ically (e.g. to achieve standards, C1) socially (e.g. to be accepted/ to
fit in, C8; to be as good as others C9) and in the family (e.g. to
please parents, C41; to be as good as siblings, C47). Together, these
categories of adequacy and approval occur across all three major
developmental areas and between them have been referred to in
varying degrees by every student.

The present study has identified a common theme in the experi-
ence of student stress i.e. threat to self in the context of develop-
mental tasks. These results also highlight how this threat is experi-
enced in a variety of different ways by students. For example, some
students experience difficulties primarily in one area of their lives
be that family, social or academic (S6). For other students this threat
to self can permeate through a number of areas e.g. academic and
family, academic and social or social and family. There are some
students for whom the threat is extensive, affecting them in all as-
pects of their lives, including family, social and academic. From this
we can conclude that there is an underlying threat to self occurring
for all students experiencing stress but that this is experienced in
different ways for students depending on their most important de-
velopmental needs at that time. Future research would do well to
examine these variations.
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Interaction between Emotion,
Cognition and Behaviour

as a Focus for Student Counselling
in Higher Education*

GERHART ROTT

Introduction

The Forum Européen de I'Orientation Académique was formally
founded as an organisation in Delphi and in Athens in 1988. Its
working group PSYCHE, which stands for Psychological Coun-
selling in Higher Education, goes back to those very first days. In
our meetings and conferences we established common ground
among professionals working in this field. To clarify and to com-
pare our settings and concepts we published a report on Psychologi-
cal Counselling in Higher Education: A European Overview (Bell,
McDevitt, Rott, & Valerio, 1994). The European Commission spon-
sored the production of this report. We sent it to all vice-chancel-
lors, university rectors and presidents inside the European Union.
With this background in mind I thought it useful for a further ex-—
tended exchange of views to take place, an exchange that might
contribute elements towards a theoretical framework. This frame-
work would concern general aspects of students’ personal develop-
ment in higher education. I would like to identify some features

* This article was first published in: Contemporary Psychology in Europe: The-
ory, Research and Application [edited by Georgas, J., Manthouli, M., Besevegis, E.,
& Kokkevi, A. (1996)]. Permission kindly granted by Hogrefe und Huber Verlag,
Gottingen.
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which are components of students’ normal higher education and are
also important in the special setting of student counselling. This
might help towards an understanding of possible interlinks between
both fields of action.

In psychological counselling and psychotherapy, counsellors’
explicit and implicit assumptions about higher education influence
their practical interventions with students. On the other hand, the
student as a person clearly plays an important part in higher educa-
tion. Any attempt to improve higher education should therefore re-
late both to theoretical explications about basic psychological struc-
tures and to the various functions of academic learning and its con-
nections with personal development. Because of financial restric-
tions and economic demands, administrators are looking for ways
out and asking for across-the-board reform of universities. The con-
sultative ‘interventions, which now increasingly influence the sys-
tems of higher education in many European countries, need in this
context to have realistic views on the whole complex of personal di-
mensions in higher education.

The contribution I want to give here draws on three main
sources. One is my own practical experience in daily work with stu-
dents as the head of a counselling service. I reflect on those encoun-
ters with others in training sessions, supervision and inter-vision,
and general exchange with colleagues. A second source is the Euro-
pean network FEDORA-PSYCHE. In both areas, I become aware of
the fruitfulness of psychological events looked at with the different
views of diverse theories. In FEDORA-PSYCHE colleagues with psy-
choanalytical and psychodynamic, behavioural, client-centred, ge-
stalt, and other backgrounds work closely together.

This is one reason that encourages me to draw on psychological
theories with very distinct theoretical backgrounds and empirical
justifications. In a kind of meta-analysis, I want to identify some el-
ements in existing theories which may be useful for grasping the
psychological dimensions of higher education.

The area in which I want to do this is the interaction between cog-
nition, emotion and behaviour. I feel that to understand this interplay
is an important key to understanding the student as a person. I want
to underline this interplay as a process and to define more precisely
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the terminology used compared to more isolated concepts such as
thoughts, affects, and behaviour. I suggest using the categories of
cognition, emotion, and action in the sense that each of them inter-
acts necessarily with the other two, and that one might even say, each
overlaps or even incorporates the other two (Figure 1).

CCogniti0n> ( Emotion)

Thoughts g ----- » Affects

N\ £
N /
\ S

<

Behaviour

Action

Figure 1. The Interaction between Cognition, Emotion and Action.

The important aspect here is not so much cognition, emotion,
and action as such, but their mutual interaction; although I feel it is
necessary to go step by step, since it is not possible to grasp the
complexity without putting it into some kind of sequence. So first I
will look at cognition, then at emotion, and finally at action, and try
to analyse the relations between these areas while looking at each
individually.

Cognition (Thoughts)
The Acquiring of Knowledge: The Relation of the Student

to the Object of Study
The humanities and sciences are about gathering knowledge;

114 psycHOLOGICAL COUNSELLING IN HIGHER EDUCATION



academic learning is about acquiring parts of this knowledge. Stu-
dents coming to university usually have this well-established, re-
duced, and simplified image in mind, and this way of thinking will
prove helpful in getting oneself organised with the task while study-
ing. Many emotions and ideas might trouble students, but in the first
year counselling process, students quite often put questions into a
limited frame. Questions might be the following: what courses do I
have to take, or what kind of examinations will I have to sit? In such
a view, the body of knowledge is an object to be seized. One might
suggest that university administrations as well as most university
teachers probably have similar or parallel ideas in mind for the
everyday structuring of teaching.

But one could have a slightly different view on this relation be-
tween the student and his course. The knowledge which lecturers
teach in a course, and the students’ efforts to understand, have a
common origin. In this sense, one sees knowledge as a human re-
sponse to understanding the surrounding world and how one might
relate to it. This form of human activity is the common ground on
both sides: the student and the institutionalised knowledge in
his/her course. In such a view, it is more the students’ task to trans-
form their existing knowledge into a higher level of insight than to
incorporate completely new and alien material into their mind. In
this way we may find psychologically meaningful linkages between
the process of acquiring knowledge and the knowledge itself. We
might understand academic knowledge as part of the perceived or
constructed world of the student.

It is a difficult task to develop a modern, empirically based theo-
ry that could clarify this psychological relationship between the
learning process, the material, and the content studied. I want to elu-
cidate some central elements of a possible theory by relying on the
work of Piaget. Though he scarcely mentions higher education and
the socialisation of students directly, Piaget and his colleagues of
the Geneva school of developmental psychology have given very
useful hints with their genetic epistemology. In fact, as far as I
know, it is the most coherent psychological concept relating indi-
vidual thinking and the structures of academic knowledge.

In his specific way, Piaget solves the problem of an epistemologi-
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cal circle (Piaget, 1975d, p. 46, and especially 1975f, p. 171). The
recognising subject knows the object only by his/her activities, but
can know himself and one’s activities only by relating to the object.
Piaget constructed (Piaget, 1972, p. 85) an evolutionary and psycho-
logically meaningful solution to this problem. He showed that this
logical circle is an expression of the order of sciences, which them-
selves establish a genetic circle. This exists as a reality (Piaget,
1975d, p. 45) of differentiated yet related cognitive structures (Piaget,
1975d, p. 47). One starts with the highly formalised thinking of math-
ematics, goes on to physics and then on to chemistry. Then to biology,
which opens up the perspective of the organism as an information
processing system. Then to anthropos. This opens the perspective to
the sciences of anthropos including economics, law, and the historical
and philosophical disciplines (Piaget, 1972, pp. 13-103). In those
fields the object is at the same time the subject of research. The analy-
sis of the epistemological operations of the subject, to which psycho-
genetic research provides the means, closes the circle and comes back
again to the foundations of mathematics (Piaget, 1972, p. 231).

Sometimes, to describe this inner coherence of the sciences, Pi-
aget uses the picture of an endless spiral (Piaget, 1972, p. 85;
1975d, p. 49). This picture hints at gaps (Piaget, 1975f, p. 307) in
the circle. It stresses the important point of open processes which
enhance themselves (Piaget, 1975d, p. 46) in the creative develop-
ment of knowledge (ibid., p. 37), and will probably never find a fi-
nal limit (ibid., p. 49). Thus the psychogenetic perspective shows
ways of examining knowledge as a function of its real and psycho-
logical origination (ibid., p. 19). It allows one to analyse the transi-
tions between different fields and structures of knowledge (Piaget,
19751, pp. 296-298).

I want to highlight five lines based on Piagetian thought, which I
regard as central to the task of establishing a theoretical framework.
These five lines are a cognitive anchor that provide a stable harbour,
while one explores the psychological meaning of the knowledge de-
veloped, taught and acquired at universities. They help find answers
to the question how knowledge relates students to their outer world.
As far as I know, there is no empirical research on student develop-

ment within the Piagetian framework. I think it would be very
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promising to develop empirical research in all of the following five

lines of thought:

(1) The relation between the individual subject and his/her objects
of thinking corresponds to the genetic circle of knowledge in
the natural sciences and the humanities.

(2) New knowledge is taken in by the individual student in the form
of an interactive process constructing patterns that relate his/her
inner and outer worlds to each other.

(3) In the end, students might develop the same or similar knowl-
edge, which is an expression of the communicative, inter-sub-
jective, and objective character of academic learning and teach-
ing. The genetic processes of acquiring this knowledge may be
very different in individual students.

(4) The processes of acquiring knowledge connect with the affec-
tive life. When those processes reactivate former learning expe-
riences, they relate not only to cognitions but also to emotions
which students have experienced in their past.

(5) To gain academic knowledge may be described as an intensive
and highly formalised process of ego-decentration.

The progressive interaction between subject and object results in
the separation of the universe of the subject and the universe of the
object. In this process of separation both construct each other (ibid.,
p. 264). This decentration is a growing process of inner consistency
and logical reversibility.

Piaget describes what kind of difference for the consistency of
meaning it makes whether very young children in the sensomotoric
stage look at an object, grasp it, and suck it or whether they just
grasp it (Piaget, 1975a, p. 129). Integration of this sort supports the
first steps of relative independence towards the objective world (Pi-
aget, 1975b). On a much higher level with the operations of think-
ing and with logical operations the I decenters the universe. It maps
out the inner relations of its objects in an everlasting virtual (Piaget,
1975e, p. 111) and complex way (Piaget, 19751, p. 264) which again
creates an ever more complex construction of its own inner uni-
verse. These processes find their formalised cumulation in scientific
knowledge. This kind of knowledge strives to go on with the
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process of decentration by developing its methodology. Piaget, for
example, describes the progress of mechanics as a process of decen-
tration (Piaget, 1975e, p. 110) in the thinking of physics. In such a
view one might say that studying at university is an enhancing
process of discovering the reciprocities and increasing operative re-
versibilities between the inner universe and the universe of objects
by means of methodical knowledge. The student decenters himself
from the objective world and vice versa.

Process of Studying and Everyday Social Life: The Student’s

Relation to His/Her Environment

Students’ relations to their subjects develop not only in direct
contact with the ideas taught at university. Those relations advance
as an integral part of their everyday personal and social life inside
and outside university. On the other hand, their everyday concerns
connect with the task of becoming an academically trained person.

There are primarily three overlapping psychological clusters in
which this interaction between the process of studying and daily so-
cial life crystallises: decision-making, affiliations, and achievement.

Choosing a course and a university, as well as planning a higher
education, is a complex personal project. It links with a great num-
ber of selective processes in which students place themselves in a
physical and social environmental context (Potocnik, 1990). Inside
the FEDORA-PSYCHE context, we have dealt with some central as-
pects of this journey undergone by students. They anticipate future
events as well as project themselves into the future (Dias, 1994).
Making a decision does not stop once one is enrolled in a course,
but the selections of goals, the examination of alternatives and
choices continually accompany the process of studying. The range
and kind of those decisions about courses depend on national differ-
ences in the system of higher education (Bell et al., 1994). Choices
stabilise beliefs and thoughts, and evoke new cognitions. Since de-
cisions require limitations and are self-reflexive (Broonen, 1991),
they reinforce the cognitive decentration process. They go along
with specific feelings and behaviour.

This is also true for cognitions arising out of “acceptance or re-
jection of social encounter” (Weiner, 1986, p. 15) and out of activi-
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ties related to achievement. Studying is enclosed within a context of
social processes. To relate to other people and to have success are
important issues. If we want to understand properly the motivation
for coping with study, we have to include the implications of stu-
dents’ everyday life. Especially for cognitions which concern new
relationships and for achievement. Theories like Weiner’s attribu-
tional theory of motivation and emotion are useful. They help us to
understand what kind of significance specific cognitions might have
for students in their daily life and how these relate to emotions.

Emotions

Emotions in Everyday Student Life

Emotions play an important part in the process of structuring de-
cisions, relating to other people, trying to achieve their aims, and
acquiring new ideas taught at university. When educational authori-
ties and teachers think about the role of a student, they might per-
haps forget him or her as a person and “wish that students were sim-
ply brains on sticks” (Noonan, 1993, p. 1). In certain situations for
example, when strong anxieties arise during examinations, students
might have the same wish.

But it is reasonable to assume that in their daily life students have
feelings, and that these are closely intertwined with their thoughts
and behaviour. It is also reasonable to assume that “not all but many
of them are conscious and known” (Weiner, 1986, p. 8) to the stu-
dents. As Weiner says, “We may not be aware of psychological
processes or of the ‘hows’ of psychology (how we learn, how we
perceive, how we remember), but we are often aware of psychologi-
cal content, or the whats of psychology (what we want, what we feel,
for what reason we engage in an activity)” (p. 8). It is one of the
merits of Weiner’s theory of motivation and emotion that it tries “to
address common or everyday affective states” (p. 119) and “preva-
lent emotional experiences” (p. 120) by explicating their different at-
tributive contexts. The starting points of his attribution model are
empirical findings. They relate the outcome to positive feelings of
happiness in the case of success and to more varied reactions of sad-
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ness, unhappiness, and (or) frustration in the case of non-attainment
of a goal. The causal search eventually identifies the causal dimen-
sions of locus, stability, and controllability. Significantly, the attribu-
tion of causal dimensions evoke specific feelings. Pride and self-es-
teem, hopelessness and hope, guilt and shame, anger, gratitude and
pity relate to specific causal dimensions and expectancies.

For example, in the achievement domain, the feeling of pride
will generally result if a student is successful with an examination
and attributes this outcome to his/her personal effort and/or ability.
This represents an internal locus of control. In the affiliate domain
the same will be true in the case of ascription of success to a stu-
dent’s personality and/or attractiveness.

Emotions as Keys to Understanding Schemata of Affects

It seems to me that the attributional model of motivation is a
helpful tool to understand actual emotions because of students’
everyday relations to their university environment. Other theoretical
frameworks may be useful to understand why students have basic
cognitive and emotional tendencies in relating to their environment
and have difficulties in changing them. Affects can be important
keys to understand these tendencies, which often have their origins
in important past emotional experiences.

Mr. P., a student of economics, has done fairly well in his basic
course (Grundstudium) and intermediate exam (Vordiplom) but dur-
ing his main course he is becoming increasingly less successful and
more hopeless about his future at university, and in professional
life. Anxieties and the expectancy of failure accompany him.

In counselling sessions he soon has a clear insight that he is
avoiding the demands of oral presentations and personal engage-
ment. In his economics course the basic part is done mainly by
learning the facts, which are examined by written tests. In the main
course lecturers put a high demand on oral participation and person-
al engagement. Mr. P. finds this extremely intimidating and strong
feelings of shame arise in him. Until now he has kept silent in his
seminar.

He had a basic experience in his adolescence. When he was four-
teen years old he had been quite active in his class with two other
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friends. As he perceived it, he mixed constructive oral contributions
with actions of rebellion which teachers judged to be disruptive. This
had consequences: one of his classmates had to leave school, another
could stay but he had to change his class, and he did not feel accept-
ed for a long time. The result was that Mr. P. had been shocked,
frozen in his adolescence. To get into contact with this experience
with its denied feelings of guilt and shame and to dissolve the unre-
solved conflicts of adolescence helped him play an active part in his
course and to rearrange his studies with -and around- success.

In our mutual exchange Bell (1991) and Rott (1991, 1994) in FE-
DORA-PSYCHE, Adamo and Valerio (1991; Adamo, Giusti, Petri,
Portanova, & Valerio, 1993), who work with medical students, the
French literature teacher Brutine (1991, 1994), who works with stu-
dents who have had psychotic breakdowns, and Heyno (1994), who,
besides her counselling work is also engaged in training counsellors
within the psychodynamic framework, have brought their psycho-
analytical background to bear on a better understanding of learning
inhibitions. McDevitt (1994) has shown in a cross-cultural case how
the implicit expectations of parents inhibit constructive study be-
haviour. It might be difficult for the counsellor to find out about
these inhibitions, because of cultural differences between him and
his client. Knigge-Illner (1994a, 1994b) analyses with a multitheo-
retical approach the relevance of conflicts in biographical learning
histories for actual study-performance, and emotional conflicts as
part of a framework for developing study-improvement courses.

Students’ cognitions and behaviour seem sometimes highly in-
fluenced by affects not so much resulting from a present situation,
but more as a key to past experiences. Piaget’s concept of affective
schemata is useful for explaining this relationship. In his genetic re-
construction of the psychoanalytical concepts of the unconscious
and of symbolisation, Piaget developed a framework that constructs
the relation between cognitive and affective schemata as a continu-
ous process. It starts in early childhood and goes on through adult
life. Past schemata are assimilated into new schemata. Not the af-
fects which exist only in the present, but the schemata and their rec-
iprocal assimilation constitute the affective continuity from the past
into the present (Piaget, 1975c¢, p. 238).

PSYCHOLOGICAL COUNSELLING IN HIGHER EDUCATION

121



122

A continuous accommodation accompanies these assimilation
processes in order to adapt them to the actual conditions of the man-
ifold and obstinate (p. 266) present. Insofar as the equilibration ac-
complishes a balance, a conscious regulation of the emotions is pos-
sible. Otherwise, the present will be assimilated to the past, which,
as Piaget points out, may be sometimes quite necessary to survive
(p. 263). Vice versa - the past is assimilated to the present. Emotions
then relate to early concepts of the personality. Epstein states in a
similar way that emotions are the via regia to the implicit assump-
tions of a person (1979, p. 42). They relate to the cognitions of the
self-concept of a person.

Emotions and the Self

To understand some phenomena which relate to the interplay of
students’ cognitions and emotions, is to realise how closely the stu-
dent’s self is related to his/her process of studying. This comprehen-
sion provides insights into the emotional risks and opportunities of
being a student.

As young adults, students review past cognitive and emotional
experiences in order to become more secure of their identity and to
enlarge it at the same time. They enhance “their competence to pro-
duce and to create” (Erikson, 1974, 2nd ed., p. 141). They “reach
toward maturity” and “grow through learning” (Noonan, 1993, pp.
1-2). If these processes prevail, students get to know more deeply
who they are and what their values are. They develop self-confi-
dence within their specific task of assimilating new knowledge.

Remaining within the psychoanalytical framework, one might
say that students strengthen the Ego functions by developing a
greater coherence and separation of the Self. In this respect, Kohut’s
(1979, 2nd ed.) theory of narcissism provides some deep insights in-
to the processes relevant to student development. It gives an under-
standing of how positive integration of archaic narcissistic images__
of grandeur can develop into constructive forms of self-respect and
self-confidence (p. 336), and how these processes might be endan-
gered. In his differentiation of the creativity of artists and of people
in the world of science, Kohut emphasises that scientific work
needs, compared to the work of the artists, much more highly neu-
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tralised narcissistic energy. Science compared to art is much more
dissolved from the individual (p. 349). I think one can include the
specific demands on students in this thought. To reach maturity
through learning at university demands a positive integration of
highly neutralised energy in order to relate to the objects studied
and to one’s positive affiliations.

If one looks at the phenomenon Kohut describes, using the Pi-
agetian framework, one might say that academic work requires high
capacity for decentration. With his description of science as a
process of ego-decentration, Piaget explains, as I have shown
above, how cognitive processes relate to the production and acquisi-
tion of academic knowledge. The individual attains the assimilation
of new knowledge by equilibration. This produces new cognitive
and emotional schemata and increases their reversibilities. New bal-
ances between the inner and outer world will influence the self-con-
cept of the individual, enlarge it and make it more flexible. Positive
learning experience might enhance the self-concept and self-esteem
both at the same time. But these processes might also evoke emo-
tional threats, since the growth of self-esteem might be in conflict
with the self-concept, as Kohut (1979, 2nd ed.) and especially Ep-
stein (1979, p. 37) have shown. The need for consistency of the self-
concept might be in conflict with the desire to enlarge self-esteem
and might hinder positive study behaviour.

I want to add another vignette to illustrate the meaning of this
statement:

Ms. F. wants to become a primary school teacher. Though quite
successful at the beginning of her studies, she avoids the final steps
of preparing for the exams for more than a year. She has low self-es-
teem, strong feelings of incompetence, is badly organised and in
danger of becoming a dropout. Her father died when she was in the
second year in primary school. There was little room in her family
for openly mourning her father. Her mother tried to hide her feelings
of sadness, and this made the daughter feel extremely responsible
for her mother’s well-being. This did not give her space to show her
sadness. It was not until she could go back to this experience and ac-
cept herself as a mourning child that her self-concept allowed her to
become a primary teacher and to prepare successfully for her exam.
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In counselling sessions, enhancing the awareness of the organis-
mic self, or real self as it is often referred to in client-centred thera-
py (Mearns and Thorne, 1988, p. 8), is a central task. The therapeu-
tic process encourages the subject to enlarge self-concepts step by
step. This may be seen as an explicit task, as in client-centred
(Rogers, 1987, 3rd ed.), or in Gestalt-therapeutic (Perls, Hefferline,
& Goodman, 1985) approaches, or it may be more an implicit result
of other counselling approaches e.g., psychodynamic or behav-
iourally orientated.

Emotional security provided in counselling settings is an impor-
tant device to allow students to enlarge their ability to take emotion-
al risks and to check on their cognitive evaluations of situations.

Inside FEDORA-PSYCHE, Figge (1994) has reported on research
concerning these questions - comparing the subjective and the objec-
tive outcomes of therapy. Among the colleagues of FEDORA-PSYCHE
involved in clinical work, there is a common understanding that one
should relate this work to the normal processes of young adults, who
are in the process of confirming their independence. The adaptation
of the self-concept to new demands, and the accompanying emotion-
al conflicts, are part of normal student-life. These conflicts may be
dissolved in a student’s everyday action. But they may also be aggra-
vated by the very conditions of action inside universities.

Action (Behaviour)

Delaying Action

There is a report that Albert Ellis once said, “99 percent of stu-
dents procrastinate, know they procrastinate, and go on procrasti-
nating” (Riickert, 1994, p. 130). With this statement Ellis, has im-
plicitly elicited a structure which he probably did not have in mind.
To study at university can be described as a process of delayed ac-
tion. Academic studies provide a kind of moratorium which alien-
ates students from everyday productive life. On the other hand, in
comparison to secondary schools, higher education is much more
closely related to “real life”. In modern societies, science and the
humanities play an ever increasing role in organising the productive
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functions of society. Research in and outside universities is under-
stood as an economic input. There is at least the assumption that the
knowledge taught at university can be applied in the professional
world or at least can be transformed into professionally useful
knowledge. In these respects differences exist in the various cours-
es, in the manifold departments and universities of each country,
and in the European countries themselves (Bell et al., 1994, p. 17).
But overall, one can say that students live in a rather paradoxical
situation all over Europe: they relate to productive functions, but re-
main young adults not part of the productive world.

An expression of this paradox, is that for students in this com-
plex and often ceremonial, but at the same time highly individualis-
tic academic world, it is sometimes difficult to find out what kind of
action is demanded.

In a psychological view in which one is considering the interplay
between emotion, cognition, and action, one might look for construc-
tive ways in which students can overcome the paradoxes in meaning-
ful action, and one might see the necessity of encouraging them. To
cope with the underlying paradoxes is, at the same time, a task for
students and for psychological approaches to higher education.

Four Aspects Relating to Students’ Action as Meaningful
Behaviour

The Potential of Thinking as Internalised Action

As genetic Piagetian research shows, thinking originates in ac-
tion and is closely related to action. Rational thinking, as Piaget
says, is an arrival point, not a starting point (Piaget, 1975f, p. 259).
Thinking can be perceived as an internalised and abbreviated ac-
tion. In this sense, to study is a very active process. Students relate
actively to the world not only while doing practical experiments and
projects, but in the very activity of reconstructing theories and inte-
grating them into their knowledge. I propose the hypothesis that the
more deeper students get into a conscious relation with this side of
mental knowledge, the better they can construct their knowledge.
As a consequence, they are then better prepared to relate it to their
own real actions e.g., preparing and passing examinations. Effort,
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ability, and strategy become a transparent part in the very process of
studying. To examine this hypothesis, psychological research will
be necessary; but I think there is already now enough evidence to
underline the significance of this aspect for good quality in higher
education. University teaching should enhance the chances for stu-
dents to acquire this sort of active understanding of knowledge.

Acquiring and Applying Methodological Knowledge

Methodological knowledge -I use this term here in a very broad
sense- is a form in which students learn to relate their thinking and
themselves to the objects they study. With their study habits, stu-
dents enhance for example, their reading and writing competencies,
their ability to develop, and to incorporate creative thinking in their
work. Knowledge about methods organises their actions and to
some extent consciously integrates emotions and thinking. Disrup-
tions in their study habits might be a key for further cognitive ap-
praisal and possible change of action.

Self-management in the Academic World

Students organise themselves and their relation to the academic
environment. They make choices, manage their time, organise
themselves for oral and written presentations, make appointments
with teachers, overcome or (do not overcome) procrastination, cope
with examinations and prepare for future professional life. While
they engage in all these activities, they may receive and perceive
feedback. They attribute outcomes and reappraise actions and emo-
tions and regulate their action (Viebahn, 1990).

For the two overlapping aspects of study habits (including read-
ing and creative writing) and self-management (including procrasti-
nation and preparation for examinations), student counsellors have
developed elaborate instruments and conceptions. In individual
counselling and in special thematic group workshops (Delhaxe,
1994; Depreeuw, 1994; Knigge-Illner & Kruse, 1994; Knigge-IlI-
ner, 1994a, 1994b; and Kalantzi-Azizi & Matsaka, 1993) -including
workshops to encourage general creativity and emotional awareness
and psychotherapeutic groups- skillful interventions have been de-
veloped. Inside FEDORA-PSYCHE we had an intensive discussion
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of some of them at the Barcelona conference in 1994. These ideas
may not only contribute to the support of students in the counselling
setting, but also influence academic teaching (Depreeuw, 1994;
Knigge-Illner, 1994) and institutional change.

Some programmes have been evaluated (Rickenson, 1994,
Figge, 1994) but still a lot of theoretical and empirical research has
to be done.

One should evaluate to what extent in and outside the coun-
selling services the university supports and encourages orientation
of students. How the university stimulates the development of con-
structive study habits and self-management, and how on the other
side students are able to use what the university offers.

Personal Development in Successful Action

Finally, I want to mention a fourth aspect, which integrates the
others. When students organise their success, they balance -they
equilibrate to use the Piagetian term- in a new way their cognitive
and emotional life in concrete actions. Sometimes this may be for
students a painful and difficult task, as all of us who do psychologi-
cal and psychotherapeutic counselling know.

Weiner observes the cases of failure, which people have attrib-
uted to stable internal causes. In those cases a change of self-con-
cept, self-esteem and expectation of success can only be changed as
a gradual process, as a “moderate growth” (Weiner, 1986, p. 234). 1
would like to generalise this notion. In this sense, studying is a form
of personal growth in which students are aware of failures, but

might sometimes be quite dramatic - students incorporate the ability -

to integrate academic thinking in their personal emotional and cog-
nitive life. Higher education should encourage a process in which
students feel enough emotional security to integrate new knowledge,
be flexible in their self-concept and allow their self-esteem to grow.

Students who constructively relate to the social context in and
outside university and who actively acquire new knowledge -in-
cluding the evaluation by themselves and in feedbacks and exami-
nations by others- engage in actions that evoke new equilibrations
(Piaget, 1975c, p.340; 1975d, p.23; and 19751, p.294), and are self-
supportive.
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Conclusion

The awareness of the interplay between cognition, emotion, and be-
haviour is a powerful tool for successful action in higher education.
The enhancement of this insight is a substantial focus for both the
student and professionals (teaching staff, student counsellors, ad-
ministrators, institutional consultancy staff) (Figure 2).

/ COGNITI()N\ w EMOTION \

Acquiring knowledge Emotions in every-
Genetic circle — day students’ life
constructing patterns — Emotions as keys to
individual differences understanding
— connection with schemata of affects
affective life — ego Emotions and the self
decentration
Process of studying
and daily social life
Decision making

Affiliations —

Achievements / \ /
ACTION

Delaying action

Students’ action as meaningful behaviour

Thinking as internalised action — Acquiring

and applying methodological knowledge —

Self-management in the academic world —
Personal development in successful action

Figure 2. Interaction between Emotion, Cognition,
and Action in Higher Education.

I want to add a final remark. Sometimes students and higher edu-
cation are only seen as a cost-factor and a burden in economically
difficult times. This might be myopic. The enormous problems of

PSYCHOLOGICAL COUNSELLING IN HIGHER EDUCATION



the job market are producing dark clouds in almost all European
countries. Financial restrictions and technological and economic de-
mands are causing tremendous changes in almost all European
countries. Ecological, political, social, and cultural challenges are
accompanying a growing Europe. But there are risks and chances.
As D. Lenarduzzi, Director of Education of the European Commis-
sion, said at the Barcelona Conference of FEDORA, in such a situa-
tion education is, “the key factor in coming developments™ (Lenar-
duzzi, 1994, p. 115).

In such a situation, it is only wise to support students’ personal
and academic ability to respond to their environments, so that they
can take up their responsibility. Psychological knowledge may con-
tribute to processes which improve the supportive structure of uni-
versities, and they can do so mainly in the fields of institutional
consultancy, staff development and in student counselling. For this
purpose, the development of relevant theory, of empirical research,
and of practical methods as well as the exchange of experiences by
practitioners may have a crystallising effect.

FEDORA-PSYCHE wants to be one of the nuclei in this process
and the Symposium on ‘Psychological Counselling in Higher Edu-
cation’ to the IV European Congress of Psychology in Athens has
been a further useful step into that direction.
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SECTION 3

INTERVENTIONS
IN THE CONTEXT
OF STUDENT
COUNSELLING



Counselling Students in the Short
Term, Training Counsellors to Focus:
One Way of Achieving Quality within
Resource Restraints

JENIFER ELTON-WILSON

Introduction

These are stressful times in Higher Education. The clash between
the opposing needs of financial constraints and an increasingly dis-
tressed student population is widely debated. This paper describes a
successful attempt to circumvent this dilemma. The focus is on how
to set up an expanded counselling network with an emphasis on pro-
fessional service provision combined with the training and profes-
sional development of a network of part-time counsellors. Ethical
and practical issues are explored in detail, and encouragement given
to other institutions to use a similar model.

The Context

There are now three types of British Universities: the distinguished
and famous really “Old” universities, which include Oxford and
Cambridge; the “New Old” universities, any university established
or re-named before 1992; and the “new New” universities which
until very recently were Polytechnics. I have set up an expanded
service for one of which, until recently it was known as Bristol
Polytechnic, one of the most prestigious polytechnics in England.
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All three types of these British Universities now have some form of
counselling service, with many different service models available. It
varies from only one part-time counsellor or up to as many as six
full-time paid counsellors. The number of students in a University
does not necessarily predict the number of counsellors employed by
that University.

There are three professional bodies in England to which student
counsellors in Britain are likely to belong, and owe their training to.
These are the British Association for Counselling (B.A.C.), the
United Kingdom Council for Psychotherapy (U.K.C.P.) and the
British Psychological Society (B.P.S.). In Britain, only a minority of
student counsellors hold a degree in psychology, and even fewer
hold a higher qualification. In the past, many student counsellors
were recruited from academic staff, untrained in counselling skills:
It is only recently that professional qualifications have been devel-
oped in this field. B.A.C. is probably the largest and most highly or-
ganised professional influence on British student counselling in gen-
eral, having a special sub-section named the Association for Student
Counsellors. In the “really Old” universities, there has been a partic-
ular tendency to recruit student counsellors from one of the psy-
chotherapy organisations under the general “umbrella” of U.K.C.P.

However, it is my view that the new B.P.S. Division of Coun-
selling Psychology will increasingly influence the work of universi-
ty student counselling services. This qualification indicates a train-
ing in counselling skills, a broad and critical understanding of a
range of theoretical orientations, experience of personal therapy
and, above all, a reflective practitioner-researcher approach to ser-
vice delivery and evaluation.

There is a constant search for a solution to the conflict between
resource constraints and the growing recognition that students need
and use psychological counselling. I will attempt to describe the
way in which we have attempted to solve this problem at UWE,
Bristol, England.

To many people psychological counselling within institutions of
higher education in Britain may seem to be well advanced, properly
funded and accepted by students, academic faculties and parents.
This is not entirely true. The notion of counselling is accepted as a
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“good thing”, at least at a verbal level. However, there is still a very
uneasy acceptance of counselling as a growth industry in Britain.
Counselling has somewhat less stigma than the activity called “psy-
chotherapy” but is still seen as necessary only for times when indi-
viduals are in crisis. Student counselling services are often regarded
as a necessary evil, to be provided with minimal funds and to be used
as an emergency service, a sort of “fire engine”, and to be blamed
and criticised for any failure to fulfil this role. Setting up and running
a smoothly organised and professional service with realistic parame-
ters is not an easy task, in Britain, and in other countries.

The Service at UWE, Bristol

At UWE, there was one person appointed as student counsellor in
1976. There were then 2.450 students and this appointment demon-
strated unusually forward thinking for the time. By 1989 there were
6.400 students and this same counsellor, appointed in 1976, had just
left. I joined UWE in November 1989, with the task of setting up an
expanded service. It was suggested that this would use part-time
volunteer counsellors - perhaps interested academic staff who might
be given time off for this activity. I am going to tell you of the ser-
vice that I set up at that time. However, already things have
changed. There are now 12.000 plus students at my university,
which has changed from a typical good quality British polytechnic,
characterised by student-centred, vocational, slightly parental atti-
tudes, to a business-like, expansion-orientated and very “new New”
university. The emphasis now is on efficiency and coping with gov-
ernment pressure to provide higher education to more students in
spite of the governments own recent U-turn and the cutback on gov-
ernment funding for this expansion.

In 1989, T decided nor to recruit from academic faculty staff.
There were role boundary issues, the danger of different agendas
and values (keeping students on their courses as a priority, for in-
stance) and a tendency to offer benevolent parentalism rather than
encouragement for students to achieve personal growth as fully in-
dividuated and responsible adults.
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In Britain the rapid growth of Counselling and Psychotherapy as
a profession has led to a proliferation of training courses in these
subjects. There is a great lack of well-managed placements for the
advanced students on these courses to fulfil the practice required of
them to get their Diplomas or Masters qualifications. My simple
idea has been to match my University’s need for an expanded ser-
vice to these trainee psychotherapists’ and counsellors’ need for a
placement. Criteria for selection is stringent. All the part-time coun-
sellors on our counselling network have to have completed a basic
training in counselling skills and theory, to have been and to contin-
ue in personal therapy, to have worked within a “helping” profes-
sion and to have convinced us, at interview, of their maturity and
suitability for the task. In spite of these criteria, we always have a
list of people waiting to join the service as counsellors. They are
paid no wages, but are reimbursed for travel and all incidental ex-
penditure. All counsellors are in line for a higher professional quali-
fication. They nearly all come from outside the University, and are
training in psychotherapy or counselling at various professional in-
stitutes. In Britain, most psychotherapy training and qualification is
carried out in private institutions rather than at Universities al-
though, this situation is changing.

The “deal” which we offer to these mature and experienced
counsellors is as follows: in return for a maximum of 6 hours week-
ly of client contact, they receive weekly supervision, professional
training workshops (at least 7 days a year); all their clients assessed
for suitability by one of the three Senior Counsellors; dedicated
counselling rooms with comfortable chairs, tape-recorders etc; and
all administration matters (appointments, letters etc.) dealt with on
their behalf. This expanded service was rapidly established, and
soon included 20 part-time “network™ counsellors. They are never
called volunteers since there is a quid-pro-quo arrangement and
they are providing a professional service. There are now five week-
ly supervision groups, each with four people. There are three fully
qualified senior counsellors, including myself in the service: two
are chartered psychologists and one a registered U.K.C.P. psy-
chotherapist.

Flow Chart I explains how the students make contact, are re-
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ceived and assessed by the three senior counsellors and then re-
ferred on to part-time network counsellors. Only a very small num-
ber of students are referred outside of the service, although we keep
good links with local medical and psychiatric services. Responsibil-
ity remains with the three senior counsellors at all time. Records are
kept from first point of contact, and notes made of each session. In-
take forms and closing forms (filled out by counsellor and client to-
gether) are retained until an evaluation form is sent to each client a
year later. These three pieces of paper form a basic record for each
client’s experience of the service and. with identification erased, are
a rich source of research material.

All student clients are given a leaflet explaining our service. In
particular, very clear information is given regarding our role within
the university, the confidentiality ensured, particularly with regard
to queries from parents or academic tutors, as well as the limits of
that confidentiality which involve our professional duty to maintain
safety, to have a doctor’s name for each client, to make notes of all
sessions, and for counsellors to discuss their work with student
clients within the counselling service supervision groups.

As you will see from Flow Chart I, the three full-time counsel-
lors not only conduct assessment or “intake” sessions, but also pro-
vide short term, crisis containment work. In fact, about 50% of all
the student clients are seen only by the Senior Counsellors.

Now, how are we doing with all the changes that have taken
place since 19897 There has been a rapid increase of student popu-
lation, and of student clients wanting to use the service, and there
are ever-narrowing resource constraints. We have managed so far.
We have trained our counsellors to make clear and staged contracts,
focusing on briefer work for those clients who do not need ongoing
therapeutic interventions. Our statistics told us that, whether offered
briefer and focused contracts or not, the majority of student clients
would leave after 10 or 12 sessions. Their feedback to us on evalua-
tion forms is that this amount of counselling was satisfactory. This
finding is supported by a growing body of research regarding what
has been called the “dose effect” as described by Howard, Kopta,
Krause and Orlinsky (1986).

Flow Chart II and Table I show how we try to ensure that as
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many students as possible receive counselling, but for only as long
as they really need it. Our expanded service with its 20 part-time
counsellors, all on training placement and its three full-time coun-
sellors, offers up to 160 hours of counselling every week. By ensur-
ing efficient and targeted time-conscious provision, we very rarely
have a waiting list, and we try to ensure as part of our quality assur-
ance, that students are seen within one week for their intake ap-
pointment - usually within two days, or sooner for an emergency.
They are referred on for weekly, focused and time-conscious coun-
selling with our part-time counsellors within two weeks, or are of-
fered another appointment with their intake counsellor. All clients
and counsellors review progress at regular intervals, and decide to-
gether, with the help and guidance of the three supervisors, whether
to continue. The emphasis is on contractual commitment, clarity of
focus and constant review.

This has meant that we have had to re-train our trainee psy-
chotherapists and counsellors in the art of focusing, making clear
contracts, knowing when to refer clients, and how to close down
work at an agreed and satisfactory point. This model of counselling
service is being copied at other universities in Britain now. The cru-
cial combination of service provision, training and a professional
placement is being seen as an ethical and appropriate response to
university students’ need for counselling in a financially limited cli-
mate. More is planned for the future by the UWE counselling ser-
vice: increased group-work and outreach projects; the encourage-
ment of self-help through leaflets, peer group support; and the
teaching of transferable interpersonal skills to students and academ-
ic faculty. I hope you have found our model of counselling service
interesting and look forward to further exchanges of information
with FEDORA members, and all those engaged in the psychological
counselling of students.
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Table I: Focussed and contractual commitments

ASSESSMENT / INTAKE INTERVIEW

Either - IN CRISIS - or — “VISITING' — or — WILLING TO ENGAGE —
(not seeking (testing (take personal responsibility
psychological psychological for psychological change)
change) therapy)

I FIRST CHOICE POINT |

‘HOLDING’ arrangement — MINI-COMMITMENT —
: or

1/3 sessions (may be more ) 4/6 regular weekly

than weekly) sessions —

‘ SECOND CHOICE POINT l

FIRST REVIEW

Life CONTINUATION —

. . . ) 29
without or ChOlCE.E of three possible contractual or Refer 77
Psych. commitments: toa
Therapy: LIMITED, ONGOING OR PSY- GROUP

CHOTHERAPY CONTRACTS
***STOP*** . **STOP:{:**
LIMITED: ONGOING: PSYCHOTHERAPY:
10/13 sessions 4 sessions notice of 2 months notice of
including mini-c. finishing. finishing.
Clearly stated aims 12 plus sessions with Up to 4/5 years.
leading up to firm- final date in view: Regular Reviews
ly agreed end date Several Reviews End mutually agreed
*****STOP*****
THIRD CHOICE POINT
N A REVIEW
LIFE OUTSIDE LATERAL TRANSFER REFERRAL or
THERAPY Focussed — Extended Group therapy

—» Expanded
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Initial contact

Snr. Counsellor

phoner/personal
sent.

University of the West of England
Counselling & Psychological Services Centre for Student Affairs

intake appointment

Within Service

FLOW CHART ONE

Process of Counselling Co-ordination

Referred to outside
agency: e.g. Off The
Record, Private
Counsellor, NHS etc.
second
take
intake interview

made, card part with
pt/ft

filled, info leaflet
leaflet given.

Referred inside UWE:

e.g. Career, Health
Service, Personal
Tutor, etc.

Weekly Supervision, term time,
in groups of four.

referred
to group

Referral

Card completed, info
Counsellor

(ft/pt)

Closing

Counsellors
Summary

(see separate
flow Chart IT)
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’7 FLOW CHART TWO
Referral Options
STAGE 1
Mini Contract R STAGE IIa R CLOSING
E
Referral 1 session (to E Limited Contract \Y SUMMARY
confirm Stage 1) I
A% 10-12 sessions E
W
I
STAGE IIb R
Preliminary E Ongoing E
Contract sessions \Y%
W |
E
Psychotherapy 4 - 6 weeks W
Referral
Continue in
Review Psychotherapy
(up to three years)
References
Howard, K.I., Kopta, S.M., Krause, M.S. and Orlinsky, D.E. (1986), The dose-
effect relationship in psychotherapy American Psychologist, 41, 159-164,
PSYCHOLOGICAL COUNSELLING IN HIGHER EpucATioN 145



Human Relations Training and
its Effects on the Personality -
Characteristics of Future Teachers

MARIA MALIKIOSI-L0O1ZOS

Foreword

This paper focuses on counselling in higher education from the point
of view of training students in counselling skills and not from the
point of view of offering counselling help to students per se. My
belief is that, no matter what students are studying to become, know-
ing how to interact effectively with others will help them not only in
their professional but also in their personal development. Training in
basic counselling skills provides a regular and systematic approach
to students’ self-awareness since it involves participation in a growth
group, self-disclosure and self-exploration as part of their training. It
behoves third level Education to incorporate this broader dimension
of personal development into its curriculum.

Introduction

Few people would deny the importance of the influence a teacher
may have on the student’s behaviour and personality development.
Flanders’ (1970) research on seven major investigations that took
place during a 20-year period found that teachers attending to per-
sonal dimensions of learners produced in students higher
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achievement and more positive attitudes toward school. Teachers
who understand and care for students and who can communicate this
to the students tend to have good relationships. Students who know
that teachers care for them, tend to care about what teachers think
about their behaviour. Therefore, they tend to behave in more
acceptable ways when they are with teachers who care about them.
In other words, students tend to reflect back to the teacher the
respect that they get from the teacher.

Unfortunately, we have not always provided our teachers with the
proper training in human relations that would help us to ensure that
their influence on a student’s personality formation is indeed in the
student’s best interest.

The research literature seems to indicate that some basic training
in human relations (which is basically training in the core facilitative
skills of counselling) should be mandatory for future teachers.

Human relations training is the development of skills that facili-
tate certain core conditions essential in interpersonal relationships.
The core conditions (warmth, genuineness, empathy, respect, con-
creteness, self-disclosure, immediacy, and confrontation) are thought
of as behaviours that can be integrated into a person’s repertoire by
systematic training.

The importance of counselling skills in education has been
demonstrated by many studies (Jones, 1987; Ainscow & Florek,
1989; Thomas & Feiler, 1988). Evidence comes from as early as the
'60s when, among others, Truax and Tatum (1966) studied the
effects of empathy, positive regard, and genuineness communicated
to preschool children by their teachers. They concluded that empa-
thy and positive regard were significantly related to positive changes
in the childrens’ adjustment to school, to teachers, and to peers.

The core facilitative counselling skills enable support teachers to
engage in constructive interaction based on accurate understanding
of the pupil’s perception of the classroom. The primacy of coun-
selling skills emerges in a number of areas that preoccupy both
teachers and pupils: discipline, learning, assessment, and peer rela-
tionships. Effective communication rooted in accurate listening and
the ability to take the other’s perspective is required on both sides.

Counselling skills are used to promote a positive climate for
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learning, and realistically to promote the pupils’ sense of self-worth.
Wisely used, counselling skills function to enhance positive mental
health which is marked by sensibly confident attitudes to oneself and
realistically positive attitudes to others. Teachers should employ
them to reinforce a valid conception of self-worth in their students.
This goal can be reached only if teachers themselves grow through
self-knowledge and self-acceptance. A number of investigations
have identified characteristic behaviours exhibited by effective
teachers (Aspy, 1969; Carkhuff, 1969; Gazda, 1971; Ryans, 1963).
Teacher behaviours that were warm, understanding, responsible, car-
ing, friendly, and stimulating were more often a part of the repertoire
of effective teachers.

This rationale has introduced basic counselling courses in teacher
education programs. It is felt that training in basic counselling skills
does not only equip future teachers with the ability to reach, under-
stand, and help their students, but also to get to know themselves
better and move towards their own personal development. Such
counselling courses are expected -besides teaching basic counselling
skills- to provide regular and systematic approaches to self-aware-
ness work. This means that time is specifically allocated to this
work. Personal development is an essential part of any course which
seeks to provide training in basic human relations. It reinforces the
individual’s attentional, listening, and observational skills, as well as
the attitudes of empathy, non-judgmentalism, and genuineness. It
challenges everyone to examine their own and others’ very subtle
body language, interactional patterns, defenses, strengths and thresh-
olds; in other words, to get to know themselves.

This learning comes about mainly through interacting with other
people. The quantity and quality of these interpersonal interactions
greatly influences each person’s unique personality development.
Rogers (1951) describes the evolution of the self as follows: “As a
result of interaction with the environment, and particularly as a
result of evaluational interaction with others, the structure of self is
formed...” (p. 498).
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Goals of the present research

For many years teacher educators have been concerned with the
personal growth of teacher trainees. The question, however, remains
as to whether or not teacher education programs are successfully
promoting the personal growth that enables trainees to move toward
a more positive self-image that will help pave the way toward more
constructive personal relationships with their students. This study
reports the findings of pre- and post-training measures of teacher
trainees on some variables thought to be related to their interpersonal
communication effectiveness.

For the purposes of the present study these presumed positive
effects of the personal development through group experience (iden-
tified by increased self-knowledge and positive self-structure) were
measured by comparing pre- and post-training scores on levels of
perceived control, social skills, loneliness, and satisfaction with life.

Numerous investigations have been conducted to determine the
personality correlates of a person’s interpersonal effectiveness and
the question has often arisen as to whether human relations training
effect personality change. To start with, it seems logical to assume
that locus of control is related to counselling effectiveness (external
orientation being detrimental for educators expected to encourage
students to assume personal responsibility for their behaviour) as
some research supports (Carlozzi et al., 1982). However, results
from other studies that have examined this relationship refute this
assumption (Gottfurcht, 1975; Loesch et al., 1978; Rider, 1975). It
seemed interesting to study this variable in terms of training in basic
counselling skills in order to determine if the training group experi-
ence would produce some change in the trainees’ perceived control
over their lives.

Loneliness seems to be related to locus of control, in that lonely
individuals express an external locus of control since they believe
that outcomes of their own behaviour are determined by luck,
chance, fate, or other individuals (Solano, 1989; Peplau, Miceli, &
Morasch, 1982). Loneliness is defined as a deficit of desired rela-
tional interaction (Peplau & and Perlman, 1979; Peplau, Russell, &
Heim, 1979; Sermat, 1980). As such, it is a state of dissatisfaction
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regarding one’s quality and quantity of interpersonal relationships. It

is not surprising that lonely individuals tend to view themselves as
less communicatively competent than non-lonely individuals
(Spitzberg & Canary, 1985; Zakahi & Duran, 1982, 1985). Also,
Goswick and Jones (1981) found that lonely people focused prima-
rily on their own behaviour during a social conversation with very
little attention to the behaviour and comments made by other indi-
viduals. It may therefore, be assumed that loneliness is negatively—
related to interpersonal communication effectiveness.

The research on social skills and loneliness suggests a therapeu-
tic approach aimed at enhancement of conversation skills.
Counselling training would also focus upon development of listen-
ing skills that teach the lonely person to attend to the behaviour and
conversation of other individuals. Self-monitoring Theory (Snyder,
1974, 1987) provides a new approach to the study of social skills and
the Revised Self-monitoring Scale developed by Lennox and Wolfe
(1984), provides an important new personality test that assesses two
factors of social skills: Factor A (Ability to Modify Self-presenta-
tion) measures the person’s ability to change his/her style of
interaction to match the requirements of the situation s/he is in. It is
an index of how easily individuals can adapt to a variety of social
situations by displaying the appropriate behaviour for each situation.
In contrast, Factor B (Sensitivity to the Expressive Behaviour of
Others) measures the person’s self-rated ability to accurately diag-
nose what behaviours are appropriate for a given social situation.
Individuals who have very good social skills should have high scores
on both Factor A and Factor B. Self-monitoring theory would
require that socially skillful people should be able to diagnose social
situations accurately (Factor B) and then modify their behaviour in
ways that will produce a suitable match between their behaviour and
the demands of the situation (Factor A).

Hypothesis

The hypothesis made was that as a result of their training in basic____
counselling skills and participation in a self-awareness group stu-
dents in the experimental group would tend to gain more control
over their lives, feel less lonely, be more satisfied with their lives
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and develop better social skills in social encounters than students in
the control group who received no such training.

Methodology

Participants

Two samples of a total of 46 seniors (the first, selected, during
the Fall semester of 1993-1994 and the second during the Fall
semester of 1994-1995) in the Early Childhood Education Depart-
ment of the University of Athens, taking an elective 12-week course
in the core facilitative counselling skills (involving participation in a
growth group, self-disclosure, and self-exploration) served as sub-
jects in the experimental group. The control group consisted of two
samples of a total of 62 seniors (selected during the same two Fall
semesters) in the same Department, who were enrolled in another
elective course on “sociology of education”. Subjects in both groups
were women between the ages of 21 and 23.

Instrumentation

The measurers used in this study were chosen for two main rea-
sons: First, because people who gain more insight through
participation in personal development groups do tend to change
towards relying more on their own resources. They develop better
social skills, and show greater satisfaction with their lives. Secondly,
because these scales had already been translated and tested in Greek
populations (Anderson & Malikiosi-Loizos, 1992; Malikiosi-Loizos
& Anderson, 1992a, 1992b, 1994). Their translation was conducted
through a series of research steps that involved translation, back
translation, factor analysis, item-total correlation, and computations
of coefficient alpha (Cronbach, 1951).

a. Spheres of Control. Paulhus (1983) refined the common dis-
tinction between internal versus external locus of control by
identifying three separate domains of perceived control: personal
control or personal efficacy, interpersonal control, and socio-politi-
cal control. For the purposes of the present study only Paulhus’
Interpersonal Control Scale was used as the index of perceived con-
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trol because of its high internal reliability in Paulhus’ subsequent
analyses of this scale. Interpersonal control refers to a person’s per-
ceived influence in situations involving other individuals. It consists
of 10 items rated on a seven-point scale with endpoints labeled Very
true or very accurate (7) and Very false or very inaccurate (1). For
this scale, a high score indicates high perceived interpersonal control
which is equivalent to the concept of high internal locus of control.

A low score indicates low perceived control or external locus of con-

trol.

b. Revised Self-monitoring Scale (Lennox and Wolfe, 1984). This
scale is designed to contain two distinct subscales thought to be
essential features of self-monitoring: Factor A (Ability to modify
self-presentation) and Factor B (Sensitivity to the expressive behav-
iour of others). It consists of 13 items rated on a seven-step scale;
scores may range from 13 to 91, a low score indicating low self-
monitoring.

c. Life Satisfaction Index. This is a measure of global life satis-
faction (Neugarten, Havinghurst, and Tobin, 1961). The scale
contains 20 items, each rated on a 7-point scale. A final score for
each subject is computed as a mean of all 20 items. Thus, scores can
range from 7 (very satisfied with life) to 1 (very unsatisfied with
life).

d. Revised UCLA Loneliness Scale (Russell, Peplau and Cutrona,
1980). This scale contains 20 items rated on a four-step scale. Thus,
scores can range from 4 (indicating high levels of loneliness) to 1
(indicating low levels of loneliness).

Design

The nonequivalent control group design (Campbell & Stanley,
1963) was used for the purposes of the present study, having in mind
that given the similarity of sex, age, field of studies between the
experimental and the control group, we would be controlling for the
main effects of history, maturation, testing, and instrumentation.
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Experimental Group Pre-test Training

Spheres of Control 12 weeks Spheres of control
Self-monitoring Self-monitoring
Life satisfaction Life satisfaction

Loneliness

Control Group Spheres of control Spheres of control
Self-monitoring No training Self-monitoring
Life satisfaction Life satisfaction
Loneliness

The independent variable of this research was the exposure or
non-exposure to training in basic counselling skills. The dependent
variables involved pre- and post-measures on perceived control
(Spheres of Control Scale), self-monitoring (Revised Self-monitor-
ing scale), satisfaction with life (Life Satisfaction Index), and
loneliness (Revised UCLA Loneliness Scale) for both groups.

Procedure

Subjects in both groups were pre- and post-tested on all the
dependent variables at the beginning and at the end of the semester.
The training consisted of a 12-week period and a total of 36 hours.
During that period subjects were: (1) introduced into basic commu-
nication counselling skills, such as: attending behaviour, open and
closed questions, encouraging, paraphrasing, reflection of feelings,
and summarization, skills which aim at structuring and conducting a
well-formed interview or conversation; (2) were given examples of
each skill in action through videotape models; (3) asked to read
about each skill; (4) practiced the skill themselves through role play-
ing and through preparation of an audio or video taped interview;
and (5) assessed their own performance (self-assessment) but
received also feedback from the rest of the group on their perform-
ance. This training model was adapted from Ivey, Gluckstern, and
Bradford Ivey (1974).

The group discussions that were stimulated from the evaluation
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of the videotaped models and the evaluations of the role-played or
individually taped interviews, involved a great deal of self-disclo-
sure, self-exploration, and self-evaluation. This also helped promote
group cohesion.

Results

Preliminary analyses of variance, do not seem to support the hypoth-
esis of a personality change as a result of treatment. Only in the
loneliness scale was there a significant pre-post effect in the experi-
mental group, subjects showing less loneliness at the end of the
training period (p<.05).

There was an interesting group main effect, the control group
showing significantly lower scores on interpersonal control (p<.05),
significantly lower scores on self-monitoring, both on Factor A, abil-
ity to modify self-presentation (p<.05), and on Factor B, sensitivity
to the expressive behaviour of others (p<.05), less development of
social skills in social situations (p<.05), less satisfaction with life
(p<.05), and significantly higher scores on the loneliness scale
(p<.001). It should be noted, however, that none of these significant
differences were equal to or greater than one scale point on the
seven-step scale for the Self-monitoring Scale, the Life Satisfaction
Index, and the Interpersonal Control Scale. That is, the magnitude of
the significant differences was very small.

Intercorrelations of the dependent variables

Interpersonal control scores were significantly correlated with
life satisfaction (r = .55, p<.001) and loneliness (r = .56, p<.001).
Also, interpersonal control was significantly correlated with both
self-monitoring factors. Life satisfaction was significantly correlated
with loneliness (Table 1).
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Table 1. Intercorrelations of the dependent variables.

(5) Loneliness

—
Variable
Variable 1 2 3 4 5
(1) Interpersonal Control 2TE* 20% S5%® —.56%%*
(2) Self-monitoring: Factor A 14 -15
(3) Self-monitoring: Factor B 17 -.08
(4) Life Satisfaction —52%*

#p<.03, #¥p<.001

These data strongly indicate that attributions of interpersonal
control are significantly more predictive of loneliness and life satis-
faction than the social skills assessed by the Revised Self-monitoring
Scale.

Discussion

The present study was an attempt to investigate the effect of training
in human relations on the personality of future teachers. Preliminary
results failed to support the hypothesis that training in basic coun-
selling skills and participation in a growth group would help people
gain more control over their lives, be more satisfied, and develop
better social skills in social situations. Only loneliness seemed to be
affected by training, subjects in the experimental group scoring
lower on the UCLA Loneliness Scale after the treatment.
Examination of subjects’ personality revealed some differences
between the two groups. There were significant between groups per-
sonality differences in the pretest, subjects in the experimental group
scoring higher on interpersonal control, social skills, and satisfaction
with life, and lower on loneliness than the control group. This find-
ing may help explain partly the pre-post non-significant personality
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changes in the experimental group. The two groups started
unequally on these variables and this may be possibly due to a self-
selection bias that operated in our research, i.e. since subjects
voluntarily assigned for the human relations training course, it
means that they were strongly interested in learning how to interact
more effectively. Subjects in the control group chose not to assign
for this elective course, showing perhaps a low interest in effective
interpersonal communication. Since the subjects in the experimental
group assigned freely for this course, it is not surprising that they
already exhibited certain of the characteristics of an effective
teacher.

As said earlier, one would expect an internally-oriented control
of behaviour among educators who wish to encourage students to____
assume personal responsibility for their behaviour. Furthermore,
since lonely individuals focus primarily on their own behaviour dur-
ing a social conversation and pay very little attention to the
behaviour and comments of others, one would not expect an effec-
tive interpersonal communicator to score high on loneliness. On the
contrary s/he would be expected to score high on social skills and be
fairly satisfied with his/her life.

This is exactly what our data showed in the pre-test between
groups comparison, leading one to assume that a possible interaction
effect of the volunteer status (self-selection bias) of the participants
and the dependent variables may have led to the externally invalid
results.

The significant pre-post loneliness measurement in the experi-
mental group may partly be explained by the fact that many students
participating in this elective course developed close friendships dur-
ing the time this course lasted. Many of them professed, that this was
the only course during their four years of undergraduate studies
where they were given the opportunity to get to know better some of
their fellow students.

The intercorrelations between the dependent variables indicated
that attributions of interpersonal control were significantly related to
lower levels of loneliness and high levels of life satisfaction and
social skills. At the same time, neither of the two social skills sub-
scales (Self-monitoring Factor A and Factor B) was significantly

156 PSYCHOLOGICAL COUNSELLING IN HIGHER EDUCATION



related to the loneliness or to the life satisfaction scores. Life satis-
faction was also found to be significantly related to lower levels of
loneliness. These data imply that attributions of perceived control
have significantly stronger relationships with loneliness and life sat-
isfaction than do social skills. Hence, the data imply that counsellors
or educators involved in the human relations training of future teach-
ers should direct their efforts toward enhancing their sense of control
over the day-to-day events in their lives. Such training would help
individuals to realize they do influence many of the positive circum-
stances that occur to them. A sense of control can be developed by
forcing individuals to take credit for their own achievements both in
their personal lives and their interpersonal lives.

To conclude, and keeping in mind that the data reported do not
represent the complete analyses, it is suggested that similar studies
be designed with different and larger populations to see if training in
human relations does effect personality change. Maybe different per-
sonality variables should be examined to get a more complete profile
of the effective teacher. Also, future research should control for the
self-selection bias that seemed to have influenced the data of the pre-
sent study.

As a final word, we would like to stress the importance of the
development of human relations training in teacher education pro-
grams based on the present-day impact of environmental,
philosophical, and legislative activity on schools. Our population is no
longer homogeneous, including people of different ethnic, racial, and
religious backgrounds. Today, more than at any other time in educa-
tional history, the differences in characteristics between students and
teachers are profound. Human relations can help bridge the gap
among teachers and students. It can provide an ideological basis for
education because one of its main goals is to seek “an appreciation of
diversity for pluralism, and the ability to take into account the dignity
and worth of others as a requisite for mutual understanding” (Colan-
gelo, Foxley, & Dustin, 1979, p. 83).
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The Relationship of Temperament
and Social Factors to Study Abilities

A. KALANTZI-AZIZI
E. C. KARADIMAS

Many of the students that are referred to the Counselling Centre for
Students at the University of Athens are characterised by having
difficulties with studying and achieving, as well as by having poor
self-esteem.

Studying and achievement are perhaps the most important as-
pects of academic performance. The development and practice of
effective strategies for studying and achieving are a necessity for all
university students. On the other hand, the use of non-effective
strategies could become an unpleasant stressor (Rott, 1996).

“Abilities for study and examinations” (or study skills) can be
defined as the ways by which students confront the needs of their
study and the examination demands and consequences (Kalantzi-
Azizi & Karadimas, 1994).

The need for a detailed study of these issues led us to the estab-
lishment of a close collaboration with the Leuven University Coun-
selling Centre (Katholieke Universiteit Leuven, Dienst voor Studie-
advies), in May 1994. Our purpose was to adapt to a Greek student
population the “Test Concerning Abilities for Study and Examina-
tions” (TASTE). TASTE had already been adapted to a Belgian stu-
dent population (Depreeuw, 1989; Depreeuw, Eelen & Stroobants,
1990). The Greek adaptation proved TASTE to be a valid question-
naire. Many factors were common for both versions, but also some
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culturally specific findings were established (Kalantzi-Azizi &
Karadimas, 1996, under publication).

In order to understand the nature of study abilities we inquired
into the relationship between TASTE and certain temperament char-
acteristics. Our work was guided by Strelau’s (1987) opinion that
the interaction between temperament and environment results in the
formation of different personality styles.

Strelau (1987) defines temperament as the ... relatively stable
differences in human behaviour which might be explained in terms
of biological mechanisms” (p. 107). According to Strelau, tempera-
ment should not be confused or identified with personality. There
was a number of differences between these two concepts. The most
important difference is that: temperament is based on biological fac-
tors, whilst personality is the result of the social process. However,
we must stress that temperament and personality are not opposed
but rather complementary concepts.

Temperament can become a powerful instrument in order to gain
a better understanding of human behaviour. A cross-cultural study
is now taking place in 9 countries (including Greece)* in order to
construct a valid and reliable measure of temperament, based on the
Pavlovian theory of temperament (Strelau & Angleitner, 1994).

Pavlov (1951-1952) believed that temperament consists of prop-
erties of the Central Nervous System. In other words, temperament
is seen as certain neural characteristics that are inherent and, thus,
quite stable.

Pavlov’s theory proved to be very popular, specially among the
biologically oriented scientists (i.e., Strelau, 1983; Zuckerman,
1979).

The main hypotheses of our study are as follows: (a) There are
some significant correlations between study abilities and tempera-
ment. However, these correlations should not be estimated as being
very strong, provided that temperament is a removed factor. With
respect to behaviour formation, the influence of temperament on be-

# The data will be included in a book entitled “The Pavlovian Temperament Sur-
vey (PTS): An International Handbook™ [J. Strelau, A. Angleitner & B. H. Newberry
(Eds.), in process].
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haviour must be regarded as given. (b) Study abilities are deter-
mined by various demographic factors such as gender and socio-
economic status.

Method

Five hundred and fifty-six (556) students from the School of Philos-
ophy and the School of Physics at the University of Athens (156
males and 399 females) served as participants in our study. Their
average age was 21.44 years (SD=2,11y).

Each subject anonymously completed a package of question-
naires including: (a) the “Test Concerning Abilities for Study and
Examinations” (TASTE), a 122-item questionnaire, developed by Dr.
Depreeuw and his colleagues (Depreeuw, 1989; Depreeuw, Eelen &
Stroobants, 1990), (b) the “Pavlovian Temperament Survey” (PTS),
a 60-item questionnaire, developed by Strelau and Angleitner and
their colleagues (Strelau & Angleitner, 1994; Strelau, Angleitner,
Bantelmann, & Ruch, 1990) and adapted to a Greek adult popula-
tion (Kalantzi-Azizi, Christakopoulou & Mylonas, 1996), (c) ques-
tions about various socio-economic issues.

The PTS (previous name: STI-R) is based on the Pavlovian concept
of the Central Nervous System (CNS) properties (Pavlov, 1951-1952)
and it assesses three temperament characteristics: (a) Strength of Ex-
citation defined as the functional capacity of the CNS to endure in-
tense or long lasting stimulation without passing into protective inhi-
bition (e.g. “I readily accept the challenge of a risky undertaking™),
(b) Strength of Inhibition defined as the ability to maintain a state of
conditioned inhibition, such as extinction or delay, and conditioned
inhibition in its narrow meaning (e.g. “If it is appropriate, I can re-
frain from talking™), and (c) Mobility of Nervous Processes that
refers to the ability of the CNS to respond adequately as soon as pos-
sible to continuous changes in the environment (e.g. “I can easily
readjust to meet an unexpected visitor”). Each scale of the Greek ver-
sion consists of 20 items. The a-coefficient on the three characteris-
tics ranged from 0,80 to 0,88 (Cronbach a) and the test-retest reliabil-
ity ranged from 0,59 to 0,82 (Pearson r) (Kalantzi-Azizi et al., 1996).
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A principal factor extraction with varimax rotation that was per-
formed on TASTE for the whole sample, revealed 5 stable factors
(Kalantzi-Azizi & Karadimas, 1996, under publication), namely: (I)
Anxiety and psychosomatic complaints, that refers to the physical
and psychological symptoms arising when a student is faced with a
stressor like examinations (e.g. “The night before taking an impor-
tant test/examination I can’t get enough sleep”), (II) Study avoid-
ance, which measures the tendency to avoid study effort (procrasti-
nation) as well as the lack of attention and daydreaming (e.g. “I'm
engaged in unimportant matters instead of studying”), (III) Pes-
simistic ability - appraisal, which refers to a negative appraisal of
personal study abilities as well as to an anticipatory cognitive ap-
praisal of the failure probability in an upcoming examination (e.g.
“Other students study faster and more efficiently than I do™), (IV)
Study evaluation, that assesses students” evaluation of their studies,
consequence expectancies in relation to failure, and actions under-
taken towards success (e.g. “A certificate or graduation is one of the
most important foundations for my further life”), and (V) Study de-
votedness, that assesses an obvious achievement motivation reflect-
ing what is socially desirable for students with items such as: “T en-
joy studying more and more”. The a-coefficient on the 5 factors
ranged from 0,65 to 0,86 (Cronbach a).

Resuits

The means and the standard deviations as well as the inter-correla-
tions among the five study abilities and among the three tempera-
ment characteristics are presented in Tables 1 and 2, respectively.

I. Study abilities and temperament

Between the temperament characteristics and the study abilities,
there are 11 significant correlations (Pearson r) out of 15 (Table 3).

All of the three temperament characteristics are negatively cor-
related to both anxiety and pessimistic ability - appraisal. Study
avoidance is negatively correlated to strength of inhibition. Study
evaluation is moderately and negatively related to strength of exci-
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Table 1. Inter-correlations (Pearson r), means (M)
and standard deviations (SD) of the study abilities.

s a4 [ 3] 271

1) Anxiety 0,41%% 0,10 0,21% 0,54** 1,00
2) Ability-appraisal | 0,14* -0,18%* (,39** 1,00

3) Study avoidance |-0,03  -0,34** 1,00

4) Study devotedness| 0,25%* 1,00

5) Study evaluation | 1,00

M 3,20 292 | 2,88 | 2,76 | 2,87
SD 0,58 0,69 | 076 | 063 | 0,74

#p < 0,005, **p < 0,001

Table 2. Inter-correlations (Pearson r), means (M) and
standard deviations (SD) of the temperament characteristics.

3]2|1

1) Str. of Excitation 0,46%¢  0,15%* 1,00
2) Str. of Inhibition 0,15% 1,00
3) Mobility of Nervous | 1,00

Processes
M 2,87 2,69 2,28
SD 0,50 0,39 0,41

*p < 0,005, #*p < 0,001

tation. Study devotedness is positively related to strength of excita-
tion and strength of inhibition, but at a low level.

These relationships were further investigated by stepwise multi-
ple regression analyses, with study abilities serving as the depen-
dent variable: With regard to anxiety and psychosomatic com-
plaints, strength of excitation and strength of inhibition entered into
the equation and accounted for the significant proportion of 18% of
the variance, with strength of excitation as the most powerful pre-
dictor of anxiety (a swength of excitation = —0,72, O strength of inhibition = —0,24).
With pessimistic ability - appraisal as dependent variable, all three
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Table 3. Correlations (Pearson r) between study abilities and temperament characteristics.

Str. of Excitation Str. of Inhibition Mobility of Ner. Processes
Anxiety —0,40%%* —0,19# ~0,20%%*
Ability-appraisal —0,38%%* —=0,22%%* -0,30%%=*
Study avoidance 0,09 (), 3G 0,01
Study devotedness 0,11#% 0,15%* 0,04
Study evaluation ~0,18%%* 0,06 0,04

#p < 0,05, #*p < 0,005, =**p < 0,001

temperament characteristics entered into the equation and account-
ed for almost 20% of the variance, with strength of excitation as the
most significant predictor (¢t swength of excitation = —0,43, 0 swrength of inhibition =
—0,23, ¢ mobility of nervous processes = —0,25). For both study avoidance and
study devotedness, strength of inhibition was the sole predictor (o =
-0,78 and 0,25, respectively) and accounted for almost 16% and 2%
of the variance, respectively. With regard to study evaluation,
strength of inhibition (a = —0,30) and mobility of the nervous pro-
cesses (o =0,15) accounted for 4% of the variance.

Il. Study abilities and social factors

A series of oneway ANOVAs was performed on study abilities, in
order to clear up the existing relationships between study abilities
and socio-economic factors. The analyses revealed significant dif-
ferences between males and females in tendencies toward anxiety
and psychosomatic complaints, F(1, 529) = 61,96, p<0,001, as well
as toward personal study ability - appraisal, F(1, 535) = 13,51,
p<0,001. Males scored lower than females on both variables, that is,
males are less anxious and more optimists about their study abilities
than females. With respect to the other study abilities, no gender
differences were noticed (Table 4).

Subjects coming from the School of Philosophy were more anx-
ious, F(1, 529) = 10,46, p<0,005, and scored lower on the study——
evaluation subscale, F(1, 533) = 7,23, p<0,01, than those coming
from the School of Physics (Table 5).
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Table 4. Mean of the study abilities for gender.

Males Females | F- test
Anxiety 2,48 3,02 61,96%%%
Ability-appraisal 2,60 2,82 13,51 %%
Study avoidance 2,86 2,89 0,14
Study devotedness 2,92 2,92 0,00
Study evaluation 3,14 3,23 2,40

#p < 0,01, **p < 0,005, ***p < 0,001

Table 5. Mean of the study abilities for School.

Sc. Phil. | Sc. Phys. F- test
Anxiety 293 2,68 10,46+
Ability-appraisal 2,78 2,67 2,99
Study avoidance 2,85 2,98 2,73
Study devotedness | 2,90 3,01 2,38
Study evaluation 3,17 3,33 7,23*

#p < 0,01, #*p < 0,005, ***p < 0,001

The educational level of the father exerted influence on study
devotedness, F(3, 538) = 5,18, p<0,005: as lower the level is, so
higher the devotedness (Table 6). Finally, a significant place of
study (that is a distinction between those who have a place to study
undistracted, and those who don’t have such a place) main effects
were identified for pessimistic study - appraisal, F(1, 532) = 8,46,
p<0,005, as well as for study avoidance, F(1, 534) = 7.41, p<0,01:
students that had a place to study undistracted, scored lower on both
pessimistic ability - appraisal (M= 2,73) and avoidance (M = 2,85)
subscales than those who had such a place (M = 2,99, and 3,13, re-
spectively).

The ANOVAs also yielded a significant place of study x educa-
tional level of the father interaction with anxiety and psychosomatic
complaints, F(3, 3) = 3,61, p<0,05, showing that those of the stu-
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Table 6. Mean of the study abilities for the educational level
of the father and the mother.

Father
Elementary School | Gymnasium Lyceum University F-test
Anxiety 2,90 3,02 2,79 2,87 1,20
Ability-appraisal 2,78 2,78 2,75 2,75 0,97
Study avoidance 2,83 2,77 2,85 2,94 1,06
Study devotedness 3,06 2,62 2,89 2,92 5,18%
Study evaluation 3,13 3,22 3,17 3,26 1,36
Mother
Anxiety 2,92 2,96 2,81 2,86 0,89
Ability-appraisal 2,80 2,73 2,79 2,68 1,10
Study avoidance 2,86 2,92 2,80 2,97 1,29
Study devotedness 3,00 3,00 2,87 2,86 1,78
Study evaluation 3,16 3,24 3,21 3,22 0,46

*p < 0,005

dents who don’t have a place to study in private, and whose fathers
are of low educational level, are more anxious than all the other
groups (Figure 1). Also, a gender educational level of the father sig-

nificant interaction with study evaluation was identified, F(3, 3).=
3,33, p<0,05, showing that males whose fathers are of a medium ed-
ucational level are more likely to evaluate their studies higher than
males whose fathers have either little educational experience (ele-
mentary school) or much experience (university) (Figure 2). Finally,
a School x educational level of the father, F(3, 3) = 2,59, p<0,005,
and a School x educational level of the mother interaction with
study avoidance, F(3, 3) = 3,26, p<0,05, were yielded: Study avoid-
ance was higher among students coming from the School of Physics
and, at the same time, had parents of a higher educational level
(Figures 3 and 4).
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Discussion

The results of our study provided us with some “temperament pro-
files” for each ability for study and examinations: (a) anxiety and
psychosomatic complaints are characterised by low levels of
strength of excitation and strength of inhibition, a finding similar to
those of other studies (e.g. Kreitler, Kreitler, & Weissler, 1993), (b)
pessimistic ability - appraisal is marked by low levels of strength of
excitation, strength of inhibition and mobility of nervous processes,
(c) study avoidance is negatively correlated to strength of inhibi-
tion. Temperament characteristics accounted for 16-20% of the vari-
ance of these three abilities. On the contrary, temperament account-
ed for just 4% and 2% of the variance with regard to study evalua-
tion and study devotedness, respectively. Study evaluation is nega-
tively correlated to strength of excitation and positively to mobility
of nervous processes. Study devotedness is correlated positively to
strength of inhibition. This finding leads us to the conclusion that
both of these study abilities are culturally defined. Temperament
has little to do with them.

Each study ability is also determined by a different set of demo-
graphic factors.

Girls were more likely than boys to report more anxiety and pes-
simism about their abilities when confronted with a stressor such as
study or examinations. Generally, there are several indications that
females appear to be more vulnerable to stressors since they report
more anxiety and other negative psychological symptoms than
males (Kessler & McLeod, 1984).

The availability of a place for undistracted study also seems to
be important for achieving a good performance. However, this
availability is confounded by the socio-economic status of each stu-
dent.

It is of interest that those of the students that were coming from
the School of Physics and whose fathers have a university degree
scored higher on the study avoidance subscale. Study avoidance
(procrastination) is a very complicated and multivariate defined
phenomenon that exerts great influence on the students’ emotional
well-being (Rothblum, Solomon, & Murakami, 1986). Procrastina-
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tion is perhaps a variable determined by temperament characteris-
tics as well as by cultural factors, in a complementary way. Howev-
er, the full understanding of the procrastination elements is essential
in favour of developing effective treatment approaches (Depreeuw,
1996).

The main aim of a Counselling Centre, like ours at the Universi-
ty of Athens, is to establish methods of intervention for dealing with
problems, such as study anxiety, procrastination, and pessimistic
self-appraisal.

The study of temperament could enhance our attempts to under-
stand certain aspects of behaviour. However, it is a stable factor,
which once structured is difficult to change. Temperament is the
platform on which the most fundamental elements of behaviour are
based. These elements are the result of the interaction between tem-
perament and environment. In a similar fashion, these basic patterns
of behaviour interact incessantly with the environment, in order to
produce new and more specific attitudes and behaviours, such as
procrastination and anxiety. With respect to this process, human
cognitive appraisal is of vital interest as it “transforms” both the en-
vironment and the person altogether.

The preliminary results of another study of ours, supports this
thesis: In the Counselling Centre for Students at the University of
Athens, a group therapy programme was performed with students
that (a) had reduced self-efficacy expectations regarding their abili-
ties to confront real life problems and, (b) were suffering from mi-
nor physical and/or mental problems (Kalantzi-Azizi & Karadimas,
1996). The aim of that programme was to enhance self-efficacy ex-
pectations and, at the same time, minimise psychosomatic ailments.
In order to achieve this, we tried a series of behavioural-cognitive
exercises. The outcome was very encouraging: both physical and
psychological symptoms were diminished whilst self-efficacy was
strengthened. However, there was not any change regarding tem-
perament characteristics, as measured by the PTS, before and after
the intervention.

The use of cognitive-behavioural techniques is the key for effec-
tive and long lasting treatment of undesirable behaviours, even if
the core (that is, temperament) does not change.
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This, however, does not mean that the concept of temperament is
irrelevant to efforts for intervention. On the contrary, temperament
could serve as an “X-ray” by revealing the stable behaviour patterns
(or dispositions) behind specific attitudes, wishes and so on. In this
way, any psychologist or counsellor in practice could have a clear
picture of the client’s fundamental aspects of character and behav-
iour in order to design a more realistic intervention programme. The
therapeutic goals could be placed in concrete frames that do not ex-
ceed client’s strengths.

Finally, we would like to stress the need for the establishment of
constant cooperation between European Counselling Centres for
Students. We are all preoccupied with the same issues and prob-
lems. These problems, that are related to post-puberty, are plotted
with the needs of the life in the Universities and the pressures for
academic achievement. The improvement of counselling in Higher
Education and the resolution of these problems can be the outcome
of a productive dialogue between Counselling Centres throughout
Europe. Federations or other organisations (such as FEDORA, and
especially the PSYCHE-Group) should take the lead for such efforts
in favour of the counsellors and the students as well.
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University Students in Athens:
Mental Health and Attitudes toward
Psychotherapeutic Intervention

A_L. CHRISTOPOULOS, M. KONSTANTINIDOU,
V. LAMBIRI, M. LEVENTIDOU, T. MANOU,
K. MAVROIDI, V. PAPPAS, L. TZOUMALAKIS

Introduction

The psychological well-being of university students is a source of
interest and concern to mental health professionals and educators
for a variety of reasons. The university years constitute a unique de-
velopmental phase with specific tasks that simultaneously pose a
challenge and a strain on a young person (Grayson and Cawley,
1989). These tasks include psychological (and often physical) sepa-
ration from parents and home; identity formation, achievement of
intimacy with peers, stabilisation of character structure; and com-
mitment to a set of life goals (Arnstein, 1984; Erickson, 1950). Aca-
demic opportunities are additional sources of stimulation and pres-
sure for this population. It is thus not surprising that psychological
difficulties frequently arise during this time period and that previ-
ously existing problems become exacerbated. Though there is some
disagreement concerning the prevalence of psychopathology in the
university student population, various studies suggest that the inci-
dence of psychological disturbance ranges from 6% to 25% (Offer
and Spiro, 1987; Whitaker et al., 1990).

The resolution or lack of resolution of psychological difficulties
and crises during this developmental phase can have far-reaching
consequences in the later life of the university student. Psychologi-
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cal problems that are left untreated can lead to interruption of stud-
ies, academic drop out (with all its implications regarding future ca-
reer) and to serious problems such as drug addiction or even sui-
cide. Conversely, proper treatment of psychological problems may
enable a student to complete his/her studies and thus establish a suc-
cessful professional life as well as to achieve satisfying interperson-
al relationships with peers and significant others. The establishment
of mental health services for students internationally attests to the
awareness of the paramount importance of such services. However,
utilisation of such services is equally critical. In this regard, consid-
erable clinical and empirical inquiry has focused on the factors in-
volved in students seeking and using mental health services avail-
able to them (Calhoun and Selby, 1974; Cook et al., 1984; Gupta &
Bonnell, 1993; Halgin, Weaver, Edell, & Spencer, 1987, Hummers
& De Volver, 1979; Johnson, 1977; Niemi, 1988; Wilkinson, 1983).

However, despite the substantial research effort investigating the
multitude of issues involved in the area of students mental health,
there is a serious dearth of such work to date with respect to the
Greek student population. Only one study to date has investigated
the mental health of Greek University students (Alexandris,
Hatjichristou, Stogiannidou, & Papadatos, 1989), which purposely
focused on students who were living at a notable geographic distance
from their families. Similarly, investigations on attitudes toward var-
ious mental health issues that included student samples found that
student’s attitudes regarding mental health issues were found to be
more progressive than other segments of the Greek population and
were found to change over time in accordance with changes in the
general culture (Koutrelakos, Gedeon, & Struening 1978; Koutre-
lakos & Zarnari, 1983; Madianos, Madianou, Vlahonikos, & Stefa-
nis 1987). However, these findings must be considered tentative, at
best, in view of some serious methodological restrictions such as
small size and sampling of very limited faculties of study.

The purpose of the present investigation was to assess several
basic issues regarding the psychological adjustment of Greek Uni-
versity students. More specifically, the aims of the study were to as-
sess the mental health of Greek University students in various facul-
ties/departments of the University of Athens, as well as the attitudes
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of the students toward various dimensions of mental health. Student
attitudes toward seeking professicnal help were of particular inter-
est. This study was the first part of a larger epidemiological investi-
gation to be conducted at all the University campuses across
Greece.

Method

Subjects

The sample consisted of 235 undergraduate students enrolled in
various faculties/departments at the University of Athens (English
literature, Law, Political and Social Studies, Engineering). 94 males
and 139 females completed questionnaires on a voluntary and
anonymous basis during class time. The mean age of the students
was 21.6 years. The majority of the students (66%) were originally
from Athens and (71%) lived with their parents at home. Most stu-
dents (77%) did not work and were unmarried (95%). The educa-
tional level of the parents was of interest: approximately 50% of the
fathers had education beyond high school, as did 26% of the moth-
ers? The majority of parents (88.5%) were married.

Instruments

The General Health Questionnaire (Goldberg, 1978, 1988) a
self-administered instrument that screens for psychiatric illness,
was used to assess the mental health of the students. The 28-item
version of this instrument has been translated and standardization
did not include a student sample.

Students attitudes toward mental health issues was assessed with
the Opinions on Mental Illness (OMI) scale (Cohen & Sruening,
1962, 1963). This 55 item scale assessing attitudes toward various
mental health issues such as the mentally ill, psychiatric hospitals,
causes of mental illness, social policy toward the mentally ill etc.,
has been translated into Greek and used in studies with various
Greek samples (Koutrelakos, Gedeon, & Struening 1978; Koutre-
lakos & Zarnari, 1983, Madianos et al., 1987).

The Attitudes toward Seeking Professional Help Scale (Fischer
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& Turner, 1970) was used to assess students attitudes toward seek-
ing psychotherapy. This scale was translated into Greek for the pur-
poses of the present study using the method of reverse translation.

A questionnaire assessing various demographics such as age,
gender, department/faculty, year of study, place of origin, residence,
employment, family status, education of mother, education of fa-
ther, father’s employment, mother’s employment, parents family
status, number and gender of siblings was also given.

Results

Student Mental Health

A factor analysis with orthogonal rotation was applied to data
collected from the General Health Questionnaire. Three factors, ac-
counting for 44% of the variance emerged and are described below.

1. Somatic symptoms/anxiety and insomnia (14 items). This factor

is composed of two dimensions:

a) the sense of somatic or physical well being as well as somatic
symptoms such as pains and aches, and

b) symptoms of anxiety and insomnia such as feeling scared of
panicky, feeling edgy and bad tempered, having difficulty
staying asleep, etc.

2. Social dysfunction (7 items). The basic concept has to do with
how well one is functioning in day to day life and how much en-
joyment one derives from every day activities.

3. Severe depression (7 items). This factor assesses symptomatol-
ogy related to severe depression such as feeling that one is
worthless, that life is hopeless and not worth living.

A comparison of these results with those of Goldberg (1978,
1979) and of Kolaitis (1979) indicate that the factor structure yield-
ed by the current sample is in some ways similar to and in some
ways different from the previous two studies. More specifically,
analyses of variance (ANOVA’s) were conducted on the three fac-
tors, as well as the total score of the General Health Questionnaire
and a number of demographic variables. The results are presented in
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Table 1. A significant main effect for gender was found for the Total
GHQ score F(1,222)=5.48, p,.05 and for the Factor I (somatic symp-

Table 1. Analyses of variance demographic variables and mental health.

SOURCE GHQ FACTORS TOTAL
GHQ SCORE
I 11 1

SOMATIC SYMPTOMS SOCIAL SEVERE
ANXIETY/INSOMNIA DYSFUNCTION DEPRESSION
DF F DF F DF F DF F

Gender 1.222 8.30* 1.222 026 1.222 1.46 1.222 5.48%F | ——

School/ 5217 2.06 5.217 3.06%* 5217 465 5.217 1.94

Department

Year of study 3.211 2.54 3.211 1.33 3.211 1.94 3.211 2.06

Origin 1.214 03 1.214 54 1.214 14 1.214 .04

Live with parents 1.223 1646 1.223 .02 1.223 A48 1.223 612

Education of 2.220 2.12 2.220 .16 2.220 4.68% 2.220 1.78

Father

Education of 2.221 1.07 2.221 .55 2.221 .90 2221 42

Mother

Profession of 8.210 34 8.210 7 8.210 12 8.210 41

Father

Profession of 8.216 75 8.216 1.80 8.216 1.03 8.216 97

Mother

* p<.01, *#p<.05
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toms/anxiety-insomnia) F(1,222)=8.30, p<.01. The means for males
and females on each factor and the total score are presented in Table
2 and show that women have higher total GHQ scores than men and
score higher on the somatic symptoms/anxiety-insomnia factor.

A significant main effect for department/faculty and Factor II
(social dysfunction) was also found F(1,222)=3.06, p,.0.5. Inspec-
tion of the means for the different faculties/departments in Table 2
indicate that students in the Panteion University of Political Stud-
ies score more highly on this factor than do students in other facul-
ties.

Finally a significant main effect was found for the fathers educa-
tional level and Factor III (severe depression) F(2,220)=4.68, p,.05.
Inspection of the means for the three different educational levels as
shown in Table 2 shows that as levels of fathers education increases,
levels of depression in students also increase.

Attitudes toward Mental Health Issues
A factor analysis with orthogonal rotation was applied to data
collected from the Opinions about Mental Illness Questionnaire.

Four factors, accounting for 28.4% of the variance, emerged and are

described below:

1. Social discrimination-Authoritarianism: This factor depicts the
mentally ill as different from and inferior to “normals”, as well
as generally untrustworthy and possibly dangerous, and advo-
cates limiting the rights of the mentally ill.

2. Mental health treatment ideology - Custodialism:

This factor represents a pessimistic view regarding hospital
treatment efficacy and endorses a custodial (vs. Therapeutic) po-
sition toward psychiatric care and hospitalization. Also is in-
cluded a punitive attitude toward behaviour of psychiatric pa-
tients.

3. Familiar factors in etiology of mental illness. This factor repre-
sents the idea that the cause of mental illness has to do with the
quality of parent-child relationships early in the life of the indi-
vidual, and that important factors include the parents’ interest in
and care for the child, the parents’ own mental health and the
parents’ mental status (discovered vs. Intact marriage).
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Table 2. Means for demographic variables and general health questionnaire.

SOURCE FACTORS TOTAL GHQ

Somatic symptoms Severe Score
-anxiety, Depression
insomnia

G Males 11,12 2.32 5,93 19,39

E

N

D Females 14,25 2,67 6,30 22,72

E

R

D 1. Mixed

E (psychology)

P elective

A course) 13,38 2,83 6,42 22,64

R

T 2. English

M literature 10.64 1,85 5,79 18,28

E

N 3. Law

T School 15,31 1,95 6,77 24,04

/

S 4. Pantion

C University 12,95 4,39 5,21 22,57

H

O 5. School of

0 Theology 11,22 1,00 6,11 18,33

L

6. Polytechnic 11,33 1,40 5,85 18,59

E 1. Elementary

D School 11,53 2,53 5,17 19,23

8]

C

A

T 2. Secondary

1 School 14,76 2,43 6,29 23,49

[0}

N

(0]

F

F 3. Higher 12,51 2,26 6,52 21,31

A Education

T

H

E

R
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4. “Popular” notions are daily life factors in etiology of psychiatric
illness. This factor represents commonly held ideas by the gen-
eral public regarding the everyday factors that are important
causes of mental illness. Such factors include hard work, certain
types of professional activities, the individual’s lack of will and

the individual’s desire to avoid hard work.

A comparison of these findings with those of previous studies
using the OMI scale with US samples (Cohen & Struening, 1962)
and Greek samples (Koutrelakos et al., 1983; Madianos et al.,
1987) indicates that the factor structure of the current study has
fewer factors and a different factor structure than that of previ-
ous studies. The results are shown in Table 3.

Table 3. Options about mental health - Comparisons of four studies.

Cohen & Struening
1962

Koutrelakos et al.
1983

Madianos et al.
1987

University of Athens
1994

. Authoritarianism

]

. Benevolence

. Mental health
Hygiene ideology

4. Social

Restrictiveness

Ly

n

. Interpersonal

ideology

1. Authoritarianism

2. Custodialism
3. Stigma
4. Humanitarianism

5. Family ties

1. Social
discrimination

2. Social
integration

3. Social Care

4. Social restriction

5. Etiology

. Social
discrimination
2. Mental health
treatment
ideology-custodialism
3. Familial factors in
ctiology

4. “Popular” notions

daily life factors.

Analyses of variance using various demographic variables were
conducted for each of the four factors of the OMI. No significant

main effect emerged.

Attitudes Toward Seeking Professional Help
A factor analysis with orthogonal rotation was applied to the da-
ta collected from Fishcher and Turner’s Attitudes toward Seeking
Professional Help Scale. Four factors, accounting for 37% of the
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variance, emerged and are described below.

1. Value of psychotherapy. This factor represents faith and confi-
dence in the mental health system in all its forms (such as mental
health clinics and hospitals, practitioners such as psychologists
and psychiatrists), as well as personal endorsement and use of
the mental health system and recommendation of the mental
health system to friends and others.

2. Stigma tolerance. This factor represents the idea that mental ill-
ness is associated with shame and expresses the need to “cover
up” such problems so that they do not become known.

3. Interpersonal openness. This factor represents how open one
generally is about oneself and how easy it is to talk about oneis
own and onefs family problems.

4. Preference for other solutions. The central idea is a preference for
solutions other than psychotherapy as a way to cope with psycho-
logical problems. Included are ideas such as that there is no need
for psychotherapy, there are other means to deal with problems
and it is best if the individual solves the problems alone.

These factors are almost identical to the four factor Solutlon re-
ported by Fischer and Turner with their sample.

Analyses of variance (ANOVA’s) were performed with various
demographic variables for each of the four factors and for the total
score of the scale. The results are presented in Table 4. A significant
main effect for gender was found for the total score F(1,211)=7.01,
p<.01 and for Factor I (Value of Psychotherapy) F(1,211)=6.65,
p<.05. The means for males and females for each factor and the to-
tal score are shown in Table 5. Women tend to have higher total

scores, indicating more positive attitudes towards psychotherapy

than males, and to score higher on the Value of Psychotherapy fac-
tor than males do.

A significant main effect for years of study was found for total
score F(3,202)=2.78, p<.05 and for Factor II (Stigma Tolerance)
F(3,202)= 2.72, p<.05 was also found. Inspection of the means
shown in Table 5 indicates that the total score tends to decrease as
year of study increases and that stigma tolerance also decreases as
year of study increases.
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Table 4. Demographic variables and attitudes toward mental health services.

SOURCE FACTORS TOTAL
SCORE
I In 111 v
VALUE OF STIGMA INTERPERSONAL PREFERENCE
PSYCHOTHERAPY TOLERANCE OPENNESS OTHER
SOLUTIONS
DF F DF F DF F DF F DF F

Gender 1.211 6.65%* 1211 .66 1.211 1.91 1.211 3.49 1.211  7.01*%
School/ 5.206 2.14 5.206 1.30 5.206 .63 5.206 1.40 5206 1.78
Department
Year of 3.202 1.65 3.202 2.72%% 3202  2.16 3.202 .39 3202 2.78%*
Study
Origin 1.203 5 1.203 0.62 1.203  0.25 1.203 18 1.203  1.18
Live with 1.212 .05 1.212 .30 1.212 .07 1.212 a7 1.212 129
Parents
Education 2.209 58 2.209 .59 2.209 11 2.209 1.81 2.209 .80
of father
Education 2.210 28 2.210 .88 2.210 .61 2210 40 2.210 35
of mother
Profession  8.199 1.43 8.199 75 8.199 145 8.199 1.37 8.199 1.92
of father
Profession  8.205 41 8.205 33 8.205 39 8.205 1.53 8.205 71

* pv<.01

##pe 05
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Table 5. Means for demographic variables and attitudes toward
mental health services.

SOURCE FACTORS TOTAL
Value of Stigma Interpersonal preference SCORE
Psychotherapy tolerance openness for other
solutions
G
E Males 28,67 10,41 23,08 10,68 73,15
N
D
E Females 31,09 10,79 23,92 11,50 77,50
R
Y
E
A 1 30,77 11,50 24,69 11,47 78,44
R
0 2 31,25 10,42 23,14 11,17 76,00
F
S 3 31,43 10,63 23,58 11,37 77,02
T
U 4 28,96 9,90 22,87 10,90 72,66
D
Y
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Discussion

The results of the current study indicate that Greek University stu-
dents are a particular and distinctive group, similar in some ways to
University student populations world-wide as well as to the Greek
population in general, yet different from these groups in other re-
spects.

The incidence of psycho pathology in the Greek University sample
is consistent with findings from studies world-wide, though toward
the lower end on the continuum. Approximately 8% of the Greek Uni-
versity students sampled appear to be at high risk for psychopatholog-
ical disorders in comparison to student populations internationally
which are estimated to range between 6% to 25% (Kimmer, Halikas,
& Schukit, 1982; Offer & Spiro 1987; Whitaker et al., 1990).

However, in terms of mental health, the Greek student sample
was both similar and different from the general adult Greek popula-
tion and from adult populations internationally. Greek students re-
port symptoms of social dysfunction and severe depression much as
other populations do. However, unlike other groups who distinguish
between somatic complaints, symptoms of anxiety and insomnia,
Greek students tend to see these as a single unity. This finding in the
Greek student sample is interesting, though somewhat puzzling. To
be sure, somatic symptoms, and symptoms of anxiety and insomnia
have certain similar characteristics insofar as they are manifested or
experienced through bodily experience and sensation, and can thus
be distinguished from symptoms relating to affective experience
(e.g. depression) or to daily dysfunction (social dysfunction).

However, why general adult populations distinguished between
somatic symptoms of anxiety and insomnia while the Greek student
population does not is not clear. It would appear that students tend to
organize symptoms and sensations experienced somatically as a gen-
eral entity. It is impossible to know at present whether this finding is
generally representative of this particular developmental phase be-
cause factor analytic studies with the instrument in question have not
been done with university samples. However, the results of the pre-
sent study warn against assuming that mental health and symptoma-
tology is organized similarly for all groups, and indicate that factori-
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al analyses must be performed with student populations prior to oth-
er statistical analyses in order to ensure the validity of the latter.

The relationships found between certain demographic variables
and students mental health were also of interest. That females report
more psychological difficulties than males, particularly with respect
to somatic symptoms and symptoms of anxiety and insomnia is con-
sistent with the literature on gender differences and reported inci-
dence of psycho pathology (Fisher & Hood, 1988; Offer et al.,
1991; Whitaker et al., 1990). However, the results of the present
study and those of previous work to date continue to raise the ques-
tion as to whether there is an actual difference in psycho pathology
between genders or a reported one, based on social factors such as
the acceptability of acknowledging psychological symptomatology.

The relationship between level of father’s education and the de-
gree of reported depression is an especially interesting one. It may
be that students feel the need to do as well their fathers have educa-
tionally and that this results in considerable psychological strain for
the students. Parents too, especially fathers, may exert pressure on
their children to do as well as they themselves have. Why this sort
of pressure, whether self or outer imposed, should result in symp-
toms of severe depression rather than other symptoms (e.g. anxiety)
is not clear. Perhaps the sense of needing to live up to father’s stan-
dards and the comparison of oneself to his achievements deleteri-
ously affects self-esteem which is directly related to depression. It is
also possible that the relationship between fathers’ level of educa-
tion and students’ level of severe depression is mediated by other
variables such as fathers’ unit of authoritarianism, which may be as-
sociated with fathers’ level of education.

The finding that students’ attitudes toward the mentally ill tent to
be organized in particular ways, both similar and different from gen-
eral adult Greek and non Greek population underscores that this par-
ticular group has certain unique patterns of experiencing and per-
ceiving the world. This finding, along with the results regarding the
organization of experience regarding one’s own mental health, pre-
viously discussed above, suggest the need to view the student popu-
lation as a specific subgroup of the population at large that cannot be
assumed to be similar in all respects to the larger societal group.
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Findings regarding students’ attitudes toward seeking of profes-
sional help were also of interest and concern. The finding that the
female students were found to have more positive attitudes toward
seeking professional help, and tend to value psychotherapy more, to
have more faith in its efficacy and in mental health practitioners, is
consistent with previous findings (Cook et al., 1984; Fischer &
Turner, 1970; Hummers & De Volver, 1979; Tedeshit & Wilis,
1993). More surprising was the finding that year of study is associ-
ated with attitudes toward seeking profession help and with stigma
tolerance in particular, such that as year of study increases, attitudes
toward seeking professional help become less positive, with a de-
crease in students tolerance of the stigma associated with seeking
help. It appears that as students get older and or have increased ex-
posure to the University environment and perhaps even the world at
large, their attitudes toward seeking psychological help become
more negative because they become more aware there is consider-
able stigma attached to seeking psychotherapy. This finding is par-
ticularly useful for planning and organizing mental health programs
(such as outreach, information dissemination etc.).

The finding that reported level of social dysfunction varied as a
function of department, with students from the school of Political
and Social studies showing higher levels of dysfunction was cer-
tainly unexpected and difficult to explain. Whether these are certain
characteristics of students at this particular faculty are somehow re-
lated to greater reported social dysfunction or whether the results of
the present study are based on chance sampling characteristics can-
not be ascertained at present. Further investigation of this issue is
clearly needed with a larger sample that includes more departments
and faculties.

In summary, the results of the present study indicate that the
Greek University population is unique, in many ways, similar yet
different from the general Greek population, and from student popu-
lations world-wide with specific characteristics and attitudes re-
garding various aspects of mental health. Clearly further work is
needed to investigate these and other dimensions in greater depth so
as to better understand and service this population.
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APPENDIX

Summary of further conference papers

1. Counselling Centre for Students at the University of Athens
MARILIA LEVINTIDOU, University of Athens, Greece.

This paper outlines the reasons for establishing the centre as well as its oper-
ating procedures. The centre was founded in 1990 on the principles of com-
munity health. It is run by professional psychologists and caters for a total
student population of 84.000 students. It advertises its services through the
use of posters and pamphlet campaigns. Activities at the centre come under 3
headings: Counselling, Research and Training. Counselling is both individ-
ual and group, with the emphasis on a cognitive-behavioural treatment ap-
proach. Problems dealt with at the centre include depression, study difficul-
ties, relationship problems, eating disorders, phobias, obsessive compulsive
disorders, lack of assertiveness and low self-esteem. The centre also deals
with students with special needs and is actively involved in both Helios and
Horizon programs.

The centre lays a strong emphasis on the importance of researching rele-
vant issues as part of its function. Ongoing skills training as well as training
in the use of psychometric tests is also provided.

2. Peer Group Counselling with teenagers
MONIKA SERFOZO, Lorand Eotvos University, Budapest, Hungary.

This paper reported on a program aimed at helping the decision making and
preparation for future careers of secondary school students. This program
was run by psychology students. The group started initially as a self-help
group. Their function is preventative. Members of the group have been
trained in basic counselling skills. The types of problems they deal with in-
clude: school conflicts, teacher - student conflict, loneliness, relationships
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dinculiaes, vaiue contiicts, reclings or 10ss o1 godls 1 i1fe, coniict witll par-
ents, health problems, unwanted pregnancy, sexuality issues, learning prob-
lems, career choice.

Specific issues concerning third level education include:

Should they go to third level, what career to choose, what are they capa-
ble of, which college and which subjects to choose, preparing for exams,
what’s it like to be a University student, what’s it like to live in dormitories,
how to cope with independent living and separation, how to deal with finan-
cial problems.

The Centre operates as an information centre, disseminating information
required. It also runs preparatory courses and acts a support group.

3. Peer Counselling
VERONIKA TOTH, E6tvos Lorand University, Budapest, Hungary.

Students will often prefer to talk to their peers than to professional counsel-
lors. This paper describes how a group of psychology students work at a peer
counselling unit. Basically this is an information centre on syllabus related
matters for students but acts as a support and listening service when students
begin to talk about personal and family issues. The example is given of a stu-
dent who comes to enquire about her collegiate options. During the discus-
sion it transpired that she lives away from home, they don’t keep in touch
and she has very little finance. Another student was interested in the social
supports available, as she has a baby. This student went on to talk about the
difficulties in raising a child as a student. The students running the centre are
in regular supervision and have ongoing training.

4. Psychosocial factors that affect the Students performance in their
course of studies
GEORGIOS KISSAS, University of Athens.

A sample of 93 students at the Philosophical School of the Athens Universi-
ty, were divided into 4 groups - those who terminate their studies, those who
finished them in 6 years, those who delayed their completion more than 6
years and those who never really terminate but neither do they get their de-
gree. Two questionnaires were given in order to compare some of the
group’s psychological and social factors. How much those factors that had to
do with the termination or delay of studies and, which of them could antici-
pate that phenomenon, were examined. It was found that the high grades in
the first year, the frequent contact with the teachers, the few hours of work
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and the satisfaction of their expectations for knowledge and education, lead
the students to quicker and successful completion of their studies. On the
other hand, many hours of work, a marriage and less satisfaction of their ex-
pectations from the university, lead to a long term delay of their studies and
postponement of their completion. Finally the father’s strong influence as to
the choice of the candidate, low marks in the last grade of High School and
the first year in university, lack of communication with the professors, suc-
cess in entering a school that wasn’t the first choice of the candidate, leading
to expectations not being met, were found to lead to a temporary termination
of their studies. Those findings are discussed and ways of intervention are
suggested for the prevention or the facing of the problem.

5. In between existence as a possibility for coping with parents
NADINKA RAJNAI Lorand E6tvos University, Budapest, Hungary.

This paper describes the experience for students of being in-between being a
family member and being an independent adult. During this period family re-
lationships will loosen, yet new intensive, safe relationships will not have
been developed. This in-between existence will often be manifested by feel-
ings of solitude and isolation for the student. Isolation is created in situations
where students, in the process of becoming independent, do not want to share
their problems with their parents or siblings. It is difficult for students to
cope with the fact that they do not depend on somebody.

The in-between existence of students creates what Erikson referred to as
a social moratorium in the development of these young adults. It provides the
opportunity for the young person to experience his/her own personal
strengths and can be alone without the feeling of solitude and separateness.
University life, with its effervescent but not permanent conditions, offers an
optimal framework and an excellent training opportunity for all of this to
happen. All young people are in need of bringing themselves into a situation
of being alone and yet tolerating the transitory tension of such situations.

6. A case study of agoraphobia with test anxiety and panic attacks.
DIANA HARILA, University of Athens, Greece.

This paper outlines in detail the cognitive behavioural treatment of a student
with agoraphobia. In this case the student presented with exam panic attacks
as well as anxiety when away from home, when in public places and when
using public transportation. A detailed social history of the student was ob-
tained in which the poor relations which existed between the student and her
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parents was noted. Basically the student felt that her parents underestimated
her capabilities and she felt rejected by them. The student had one sister with
whom she got on well. Her first panic attack occurred shortly after she had
begun to have a steady boyfriend.

A full cognitive behavioural analysis was provided. A systematic assess-
ment of the problem behaviour and its consequences was carried out. The
problematic behaviour is described at three levels: the physiological-somatic
response, the coénitive responses and the behavioural responses. Following
the assessment, therapeutic targets were set with the client. See Table 1 for
details. This paper provides an excellent conceptualisation of the problem us-
ing this framework and then follows through with a coherent cognitive be-
havioural treatment package over 8§ sessions. Two follow up sessions were
also involved. See Table 2 for details.

In this case, the therapeutic target could have focused on Mary’s relations
with her family and the dynamics of the family. However, because the conse-
quences of her symptoms were really dramatic for her and affected many as-
pects of her life, the elimination of these was decided to be the first priority
in the therapeutic process.

In the context of mental health services such as the counselling centre for
students in the University of Athens, therapeutic models such as the cogni-
tive-behavioural one, are very effective, because they bring short-term ef-
fects, they eliminate the symptoms, as well as the consequences of them,
which they enhance the clients self-efficacy. The use of cognitive-behaviour-
al techniques gave direct and fast effects, so that Mary overcame the problem
of test anxiety and panic attacks and did not miss a third exam period. She
started attending the University again and this event increased her self confi-
dence if her return to normal student life was delayed any longer, more prob-
lems might have been created.

In many cases, the psychological difficulties students face have a direct
impact on their academic progress and that consists of a series of negative
consequences for them which give rise to other problems. For this reason, the
therapeutic priorities should be determined by the demands of the clients i.e.
what they want to modify.
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Table 2. Therapy Stages.

SESSION 1
Initial Interview

SESSION 2
Brief explanation of the behavioural-cognitive model
Determination of the anxiety-provoking situations

SESSION 3

Systematic desensitisation with muscle relaxation

Identification of the thoughts related to anxiety-provoking situations
Cognitive Solving-problem technique

SESSION 4

Less anxiety

Cognitive work on the self view
Use of Imagery

Practice of positive thought
Exposure technique

SESSION 5

Use of bus

Modelling technique

Breathing technique

Teaching of cognitive coping skills
Analysis of thoughts

Work on the client-family relationships

SESSION 6

Have exam successfully

Use of public transportation except metro
Practice of some coping skills in vivo

SESSION 7
Being away home
Use of metro

SESSION 8

Have exams in the University
Face mother

Restructuring of thinking
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