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ABSTRACT 

This work investigated stress in an academic environment for 

undergraduate students from both quantitative and qualitative 

perspectives. 

For Study One, a Student Life-Style and Attitude Survey was 

administered to 375 undergraduate students. Factor Analyses extracted 

a total of 27 factors which were utilized' in subsequent analyses. 

Multiple Regression Analyses resulted in four, highly significant, 

five-step regression equations for perceived level of stress, student 

satisfaction, work satisfaction, and personal satisfaction (~ <.001). 

Discriminant Function Analyses produced significant group classi

fication functions for gender, non-working versus working students, 

grade level, and the academic majors of science and engineering, 

business, and liberal arts (~ <.001). 

Hypothesized higher factor scores for students reporting higher 

levels of perceived stress, were supported only for Significant, posi

tive, univariate relationships with factors of academic work-overload, 

and tension (~<.001), but rejected in all other instances. All 

hypothesized lower factor scores associated with higher levels of 

stress were rejected. Predicted higher factor scores for women were 

statistically supported for a number of symptoms, academic concerns, 

time-utilization, and the coping strategy of social support seeking; 

however, there were no significant gender differences in overall 

perceptions of stress level. Predicted lower factor scores for women 

xi 
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on self-esteem, and self-efficacy factors were rejected, as was the 

predicted non-significant relationship between gender and Type "A-like" 

behavior. Men in this study attained significantly higher factor 

scores for both Type "A-like" behavior, and sensate tension reduction 

than did women. 

Study Two used content analyses of interviews with 27 undergrad

uates to affirm, modify, and expand upon the relationships identified 

in Study One. Resul ts emphasized the general relationship between 

perceptions of stress and experiences of depression, low self-esteem, 

and somatization. Increased physical activity was reported as a major 

form of "coping" as were a number of other "non-direct" strategies. 

The identification of several additional indicators of stress and 

coping raised serious questions about the biases, and limitations of 

scales currently used to measure those dimer.sions. 

Taken together, results from the two studies suggested that 

undergraduate stress may be best understood, and investigated through 

academic "life-cycle," and "sub-cultural" approaches examining 

similarities and· differences in health, stress, and coping using both 

quantitative and qualitative methodologies. 



INTRODUCTION 

Proliferation of popular interest in stress has followed 

rapidly from concerns about the effects and potential effects of stress 

on human health that has enveloped increasingly greater proportions of 

medical and psychological research efforts. Historically, .approaches 

to the study .of stress have generally divided along two major lines of 

inquiry: (1) investigation of the physiology of stress and the stress 

response, and (2) investigation of the psychology of stress including 

inducement, response, and after effects. Information garnered from 

both lines of inquiry has direct implication and impact on knowledge 

about the quality of life as well on clinical diagnosis and therapeutic 

intervention. 

The two major divisions of inquiry have seen additional 

sub-divisional branching along divergent but related lines. Within the 

realm of psychological stress research alone, several different areas 

of focus have emerged. For example, there are those who have focused 

on specialized, traumatic situations such as combat and surgery; global 

life events and their association with stress and illness onset; per

sonality and behavior pattern susceptibilities to stress and illness; 

stress associated with specific institutional settings such as the work 

place; the relationship of perceived control to the experience of 

stress; the after effects of stress and, coping strategies employed to 

alleviate stress. 

1 
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Throughout the evolution in stress research, there have been 

various attempts to integrate these various lines of investigation in 

order to create a more realistic portrait of the human experience of 

stress. With advancements in statistical procedures, and greater 

access to computer capabilities, recent quantitative work on stress has 

become more multidimensional in nature. A number of investigators have 

begun the simultaneous testing of relationships among a number of 

antecedent, mediating and outcome variables as a means of understanding 

the relative contributions to the variance associated with the 

perception of stress. However, there are many who decry the sole 

reliance upon such quantitative approaches as a means of understanding 

and fully describing human experience. Consequently, there has been a 

concomitant renewal of emphasis upon more qualitative approaches to 

examining, describing and interpreting a variety of psychological 

phenomena. 

The study of undergraduate student stress within a large 

university setting has provided an opportunity to utilize both 

approaches in an exploratory, investigative attempt. The university 

is a specialized, institutional setting where students participate in 

numerous roles and activities both within and outside the university. 

It is a setting in which individuals face both positive and negative 

experiences, some of which are undoubtedly stressful, that require 

varying responses and coping strategies. This work, then, is concerned 

with both quantitative and qualitative examinations of the experiences 

of stress for undergraduate students in an academic environment. 
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The Historical Context of stress Research and Theory 

A major criticism of the stress concept voiced by contemporary 

researchers is the lack of t.:)onsistent definitlon and application of the 

term "stress." Some have gone so far as to suggest the term be 

abandoned in scientific circles because of its association with a 

"popular" usege that is fairly broad and nonspecific. The problem of 

inconsistent definition is, however, not contemporary in nature. Se1ye 

(1982) traces the evolution of physiological work creating the 

foundation for stress research to the French physiologist Eernard, the 

Scottish physiologist Haldane and the German physiologist Pfluger. In 

addition, Freud's psychoanalytic theory is rooted in a conflict model 

of anxiety and psychosomatic response (See Compton, 1980; Freud, S., 

1926). However, in this country, Walter Cannon is probably the first 

to have associated his work with the term "stress" as it was used both 

in the popular vocabulary, and in his scientific work on "fight or 

flight" responses and homeostasis (Cannon, 1914; 1928; 1929; 1935, 

1950, and 1963). Se1ye, on the other hand, is said to have declined to 

use the term "biological stress" in the 1930' s because the common 

meaning of stress was associated with nervous strain and because there 

was "violently adverse public opinion" against his use of the term 

(See Mason, 1975). 

Although there have developed numerous theoretical and 

conceptual approaches to stress, and a vast number of studies have been 

conducted to test the relationships suggested by these approaches, 

there are perhaps four major works that can be said to have provided 

the foundation for the proliferation of interest and subsequent 
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research directions within the stress field. Selye's pioneering work 

in the 1930' s which was fully articulated as "biological stress" in the 

1956 work The stress of Life, Grinker and Spiegel's Men Under Stress 

(1945), Janis' Psychological Stress (1958), and Lazarus' Psychological 

Stress and the Coping Process (1966) form the "spinal vertebrae" of 

contemporary stress research. 

Hans Selye (1956) was both a pioneering physiologist of stress 

and the first researcher to capture the popular imagination about 

health and stress relationships. His physiological investigation of 

animals resulted in a stage theory of stress response identified as the 

General Adaptation Syndrome (GAS). Encompassed within this concept 

were the "alarm reaction stage" in which the organism initially 

encountered a stressor and made preparation for the next stage; the 

"resistance stage" where activation of available coping mechanisms 

occured, and the final "exhaustion stage" which followed from either 

un.successful coping strategies or often-repeated encounters with the 

stressor. Stress was defined as a " ••• syndrome which consists of all 

nonspecifically induced changes within a biological system." (Selye, 

1956, p. 54). Selye's non-specificity-of-response hypothesis has met 

with considerable criticism in ensuing years, but Seyle has not altered 

the basic definition and continue~ to defend the model on the basis of 

its theoretical "usefulness." In generalizing his work to human beings 

Selye is said to have failed to differentiate between physiological and 

psychological responses, and to have suggested a one-to-one ratio 

between physiological and psychological energy and recuperative powers 

(Mason, 1975). 
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Roy R. Grinker and John P. Spiegel (1945) defined the stress 

response observed in combat pilots serving in World War II in terms of 

relatively pathologically-neurotic behavior resulting from failure L~ 

normative adaptation. Operating from a psychoanalytic perspective, 

they described many of the symptoms and psychological processes which 

continue to be associated with current research on stress. In addi

tion, they identified environmental events and psycho-emotional states 

interacting in the precipitation of the stress response of identified 

as "battle fatigue." They may also have been the first to explicate the 

relationships of loss, fear, grief, anxiety and anger as underlying 

mechanisms of stress. Finally, they discussed the mediating effects of 

what today would be called "social-support networks." 

Irving Janis (1958) conducted invaluable research related to 

stress and adaptational processes associated with the experience of 

medical surgery. His work is credited not only for the identification 

of specific stress experiences of surgery patients, but also for 

providing insight into some of the more "positive" aspects of stress. 

For example, Janis noted the positive value that anticipatory fear 

could serve when acting as an impetus to conduct the adaptive "work of 

worrying" tha t could stimulate careful search for accurate information 

and appraisal. 

Richard Lazarus has been one of the more prolific contributors 

to the development and testing of psychological stress theory. His 

(1966) work was instrumental in synthesizing the available research to 

that date, in suggesting a transactional model of psychological stress, 

and in attempting a preliminary theory of stress that posited an 
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antecedent condition--threat--as responsible for the elicitation of a 

psychological stress response. Lazarus pointed out the need in 

psychological stress theory for the analysis of both operative 

mechanisms and conditions linking them. He stated: "The important 

role of personality factors in producing stress reactions requires that 

we define stress in terms of transactions between individuals and 

si tua tions , ra ther than either one in isola tion. " (La zarus, 1966, 

p. 5). 

His original, 1966, theoretical formulation has been expanded 

in subsequent work by Lazarus and his colleagues to include the 

cognitive appraisal of environmental events as threatening, harmful or 

challenging as the primary determinant of the stress response. 

Appraisal of stressors has in turn been considered as influenced by 

attitudes toward the stressor, prior experience with the stressor, 

knowledge of stressor consequences and evaluation of stressor "costs." 

Individuals were thought of as making all three kinds of appraisals 

depending upon situational variables and individual differences related 

to self-esteem and motivational states. Coping responses were seen as 

secondary appraisals in the Lazarus' formulation and consisted of 

either direct or accommodative processes related to patterns of learned 

responses (Lazarus & Launier,1978; Coyne & Lazarus, 1980). 

Following the works of Selye, Grinker and Spiegel, Janis, and 

Lazarus, the psychological stress research literally burgeoned into the 

numerous previously mentioned subdivisions; however, each of these new 

subdivisions of research carried with it components of at least one, if 

not all, of these four pioneering works in stress. 
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The Contemporary Context of stress Research and Theory 

It is beyond the scope of this work to provide a thoroughly 

comprehensive account of all the theoretical developments, and the vast 

number of research studies in the stress field that has occured within 

the past four decades. However, an overview of the major contributions 

bearing on the current work will be discussed • 

. Trauma tic Events 

The focus on "traumatic situations," and the behavioral 

symptoms they might serve to evoke, followed circuitously from Cannon's 

early research in the 1920's to Grinker's and Spiegel's work during 

World War II. The stress symptoms most frequently observed by Grinker 

and Spiegel (1945) in response to combat were: restlessness; irrita

bility and aggressive behavior; fatigue and lethargy; difficulty in 

falling asleep; subjective anxiety, startle reactions; feelings of 

tension; depression; personality changes and memory disturbances, 

tremor and sympathetic overactivity; difficulty in concentrating; 

mental confusion; increased alcoholism; preoccupation; decreased 

appetitie; nightmares; psychosomatic symptoms (e.g. gastrointestinal, 

cardiac and dermatological problems); Irrational fears and suspici

ousness. (Grinker and Speigel, 1945, p. 210). 

Current research, using symptomatology as either a dependent 

measure or as an independent variable related to stress, demonstrates 

the considerable importance researchers continue to place on its 

relationship to the stress process. Many of symptoms first thoroughly 

described by Grinker and Speigel (1945) have been utilized in 
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subsequent scales and measures of psychological distress such as the 

MMPI (Hathaway & McKinley, 1940); the Hopkins Symptom Checklist 

(Derogatis, Rickles, Uhlenhuth & Covi, 1974); the SCL-90 (Derogatis, 

Lipman & Covi, 1973; Derogatis & Cleary, 1977), and the Beck Depression 

Inventory (Beck, Ward, Mendelson, Mock & Erbaugh1961). Several 

large-scale demographic studies have demostrated the differential 

distribution of symptoms associated with psychological distress to 

specific demographic categories. For example, increased symtomato1ogy 

has been shown to be differentially related to age, sex, gender, race, 

socio-economic level, marital status, and interactions among those 

variables (Turner & Noh, 1983; Kessler, 1979b; Kessler & Cleary, 1980; 

Dohrenwend & Dohrenwend, 1970; Ilfeld, 1978; Pear1in & Schooler, 1978). 

Controversey exists as to whether these differential experiences are 

related to increased levels of exposure to stressful situations, or to 

characteristics which make these groups more 

vulnerable to stress effects (See Kessler, 1979a). 

Life Events 

The investigation of the association between life events and 

illness followed from work on traumatic situations, and was first 

demonstrated in the work of Holmes and Hahe (1967). Subsequently, 

researchers confirmed the link between life events and onset of illness 

(Payke1, 1974; Dohrenwend & Dohrenwend, 1974; Rahe, 1974; Rabkin and 

Struening, 1976), the detrimental psychological consequences associated 

with stressful life events (Brown, Harris & Birley, 1973; Cobb, 1976; 

Kessler, 1979; Hahe & Arthur, 1978), and worked to improve the original 
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life-event scales (e.g. Sara son , Johnson and Siegel, 1978; Vinokur and 

Selzer, 1975). However, more recent research has indicated that it may 

well be in the small stresses or "hassles" involved in daily living 

that contribute more to the variance in stress experience than these 

more impactful "life-events" (Kanner, Coyne, Schaefer & Lazarus, 1980). 

Personality and Behavior Patterns 

Interests in individual differences in response to traumatic or 

stressful events underlay many of the early efforts to find the 

variables associated with coronary diseases. Early epidemological 

studies of heart-disease showed increasing rates of occurrence 

(Borhani,1966) , specific demographic and "life-style" factors associ

ated with increased risk (newber, and Kannel, 1961), and implicated 

life events (Parkes, Benjamin and Fitzgerald, 1969) as an additonal 

contributing factor to heart disease. 

The most consistent effort to link personality to stress 

reactions and illness has been in that area of research concerned with 

what was initially called "Type A Personality." This research was 

similarly prompted by efforts to identify likages between personality 

variables and the increased risk for heart-disease (Friedman, Rosenman 

and Carroll, 1958; Friedman & Rosennman, 1959). The designation of 

"personality" was quickly changed to that of "behavior pattern" because 

of the acknowledged role that environmental conditions play in the 

emergence of the relevant behavior. Individuals were said to exhibit a 

"characterological predisposition" to respond to si tua tions perceived 

as threatening or challenging (Jenkins, Rosenman & Zyzanski, 1974). 
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Rosenman and Chesney (1980) summarized the research literature 

on Type "A" Behavior Pattern and indicated that this style of response 

emerges when stressors threaten an individual's control over the 

environment. Thus, time constraints, limitations of resources and 

feelings of threatened control are said to lead to increased 

competitiveness, (often repressed) aggressiveness, impatience, 

restlessness, hyperalertness, tenseness of facial musculature, 

explosive speech stylistics and a chronic sense of time urgency that 

leads to acceleration of thought and of most actions. Research by 

Glass (1977) has further demonstrated that even given these behavioral 

responses, individuals exhibiting Type A behavior patterns tend to deny 

fatigue and other signs of tiredness in order to maintain motivation 

for task completion and environmental control. 

A number of studies have reportedly demonstrated a relationship 

between Type "A" Behavior Pattern and coronary heart disease (Friedman, 

Rosenman & Byers, 1964; Jenkins Zyzanski, & Rosenman, 1971; Jenkins, 

Rosenman & Syzanski, 1974). Initial studies were retrospective in 

nature and employed clinical interviews as instruments of assesment; 

however, more current research has been prospective, double-blind and 

longitudinal in nature using exploratory, computer-scored scales of 

assessment such as the Jenkins Activity Survey (Jenkins, Rosenman, & 

Zyzanski, 1974). And yet, the relationships remain imperfect and 

questionable. Consequently, caution is still advocated and the clincal 

misclassification of large numbers of individuals leaves these instru

ments unacceptable screening purposes. 
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Moriyama, Krueger & Stamler (1971) indicated that although 

coronary heart disease had been traditionally lower for young and 

middle-aged females than males in the same age group, rates for fe~Bles 

had been steadily increasing. Many of the more recently reported 

findings indicate no sex differences in Type "A" Behavior Pattern when 

women occupy equivalent statuses with men. (see Rosenman & Chesney, 

1980). Hicks and Schretlen (1981) reported an increase in level of 

Type "A" behavior, and no sex differences, for college students at a 

major west-coast college for the years of 1977 to 1980. This reported 

trend, if reflected in the general population, may arouse ambivalent 

considerations. For example, is it possible that in order to reduce 

the prevalence of Type-A Behavior Pattern we would eliminate some of 

the very behaviors most valued in our achievement oriented, 

industrialized society? 

A major problem facing investigators in this research area is 

improving the predictive ability of the assessment instruments. 

Speculation is that behavior scales in combination with other mediating 

variables (i.e. self-esteem) and traditional medical risk factors (i.e. 

diet and smoking) might render relationships more predictive (Sarason, 

Johnson & Siegel, 1978). 

Institutions, Settings, and Roles 

Concern for health-stress relationships have also impacted 

studies of institutional settings such as the work place (Sharit and 

Salvendy (1982). For example, incidence of myocardial infarction was 

reported to be inversely related to salary (Cox and Mackay, 1979); men 



12 

with the highest levels of management responsibility were demonstrated 

to have no greater risk of coronary heart disease (CHD) than men with 

lower levels of management responsibility, and level of education was 

demonstrated to be inversely related to CHD risk irrespective of 

occupational position (Hinkle et ale 1978). Persons with CHD were also 

shown to be significantly more dissatisfied with their job, to have 

significantly lower self-esteem, and to experience significantly higher 

levels of both subjective and objective job pressure than persons 

without CHD (Karasek et ale 1981). 

Research on occupational stress has been largely responsible 

for the investigation of the moderating effects of roles and role 

satisfaction on experiences of stress. Some studies have indicated that 

the marital relationship can serve as a buffer for occupational stress, 

but not vice versa (See Perlin, 1982; 1983), and Bediejan, Armenakis & 

Curan (1981) reported that job factors related to stress include 

significant relationships between role-ambiguity, role-conflict, 

satisfaction, tension, performance, and propensity to leave. Karasek 

(1979) indicates that psychological strain in occ~pations results from 

joint effects of the demands of the work situation and the decision

making direction avialable to the worker. 

Studies related to stress in educational settings have come 

largely from investigations of students at the graduate and profes

sional levels. Goldstein (1979) reported that first-year dental 

students felt most stressed in regard to demands on their time, the 

mastery of large volumes of material, and inconsistent feedback from 

faculty. This same study found significant sex differences with women 
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reporting more stress associated with peer competition, fear of 

failure, fear of falling behind in work and lack of positive feedback. 

An additional analysis of interpersonal-support systems revaaled that 

women reported fewer numbers of peers in their SUppOI't networks than 

men, especially in regards to task oriented interactions. 

In a descriptive study of stress in medical and law students, 

Heins and Fahey (1983) developed a scale to measure stress levels with 

four sub-scales of academic stress, time stress, fear-of-failing stress 

and societal .stress. This scale was adapted from the one used by 

Goldstein (1979). Results indicated that law students reported signi

ficantly more stress associated with academic fear-of-failing stress 

than did medical students. There were no significant differences for 

the other two scales. 

One of the major limitations of such descriptive studies is 

the failure to identify relative contributions made by these variables 

to the variance in experienced stress. In order to adequately under

stand the process of the stress, or t~ develop an effective program of 

stress management, such identification is essential. A question 

proceeding from such identifcation would concern the desirability of 

reducing certain aspects of stress traditionally associated with 

successful student performance. 

Aftereffects of stress 

Exposure to stress in laboratory studies investigating the 

effects of noise, crowding, shock and high task load, have reported 

significant decreases in cognitive functioning, reduced tolerence for 
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frustration, helplessness, aggressiveness, decreased sensitivi~ to 

others, and social withdrawal (Glass & Singer, 1972; Glass, Singer, 

Leonard et ale 1973; Baum, Singer & Baum 1981; Cohen, 1980). A number 

of studies have demonstrated the mediating e~fects of control or 

perceived control over the termination of the stressor (Glass, 1973; 

Sherrod et ale 1977). In addition, high-choice over an aspect of an 

aversive stress stimulus was reported by Mills and Krants (1979) to 

significantly lessen aftereffects of stress. Finally, Mills and Krants 

also reported that providing information about the stress process could 

mediate the impact of stress in low-choice situations but not in 

high-choice situations. 

Problems identified with these laboratory studies include their 

limited range of independent variables (primarily noise and electric 

shock); their limited range of dependent measures (tests for 

frustration tolerence, stroop Word-Color test and proofreading tasks), 

and their failure to measure the relationship of time to the effects 

observed. These studies are often criticized for their lack of 

applicability to situations outside the laboratory setting (See Cohen, 

1980); however, impaired auditory discrimination and reading abili~ in 

children reared in noisy apartments adjoining New York Ci~ freeways 

has been reported by Cohen, Glass, and Singer (1970). In addition, 

Cohen et ale (1980) demonstrated that children, living and attending 

schools within the Los Angeles air corridor, tended to perform 

significantly poorer on both simple and difficult problem-solving tasks 

and were more likely to give up on a task than were children living and 

attending schools in a quiet neghborhood. 
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Finally, Beum and Valins (1977) reported residents living indormitories 

where uncontrollable interpersonal encounters occurred were signifi

cantly less socially interactive with a confederate stranger than were 

residents residing in dormitories where interpersonal encounters were 

more controllable. Such students were also reported to use withdrawal 

strategies more often in a prisoner's dilemma game and to be less 

assertive than dormitory residents living in situations where the 

design did not support uncontrollable encounters. 

The "learned helplessness" work of Martin Seligman and his 

colleagues has additional importance for .the research on the "after 

effects" of stress (Seligman and Maier, 1967). In recent work with 

humans, the "learned helplessness" model has been reformulated within 

an attributional framework. When people find themselves helpless they 

aI"e said to ask "why" they are helpless, and the causal attributions 

they make influence the generality and chronicity of the helplessness 

deficits as well as later self-esteem (Garber & Seligman, 1980). 

Taken separately, these laboratory and field studies face 

traditional criticisms associated with each--lack of "ecological 

validity" and lack of "experimental control" respectively--but taken 

together they provide stronger evidence for the negative, long-term 

effects of exposure to specific stressors. The implications for 

relationships with other, more general, stressors are suggestive. 

Coping Strategies 

Coping is one of the more complex issues addressed in 

contemporary psychological stress research and theory. Coping 
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strategies or responses may be influenced by situational, intrapsychic 

and/or behavioral constraints and resources. In addition, coping 

responses may be directed toward the external environment and/or toward 

the internalized "self." Finally, coping may occur before, during or 

after an encounter or potential encounter with a stressor. To these 

extents then, coping processes may be viewed as mediating, outcome or, 

if ineffective, source variables of stress. 

Much like La zarus ' ( 1966) formula tion of stre ss and coping 

processes, Hamburg and Adams (1967) suggested that the appraisal of 

threatening elements rests heavily on personal meaning which is in turn 

influenced by past environmental experiences within the family, 

internalized dispositions, and the salience of a given element to the 

individual's motives and values. Conflict among motives and values is 

seen as crucial to threat appraisal. In their more psychodynamically 

oriented approach, classical defense mechanisms were said to be 

concerned with minimizing recognition of potentially distressing 

aspects of personal experience and as relying heavily on avoidance and 

reduction of information. They therefore interpret information-seeking 

as a positive coping response. 

Pearlin and Schooler (1978) defined coping as behavior that 

protects from psychological harm of a problematic social experience or 

as a response to external life strains. The purpose of coping was 

identified as preventing, avoiding, or controlling emotional distress. 

They identified two coping resource dimensions as social and psycho

logical. Social resources were defined as interpersonal networks of 

family, friends, fellow workers, neighbors and voluntary associations. 
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Psychological resources included self-esteem, self-efficacy, and 

mastery. Three coping strategies were identified as either direct, 

controlling percep~~al meaning or as accommodating. The criterion for 

coping efficacy was the extent t..o which coping responses "attenuated" 

the relationship between life strain experienced in specific role areas 

(as identified by adjective checklist), and emotional stress felt. 

A major reported finding was that in marriage and parenting, 

coping responses used by women significantly more often entailed 

selective ignoring which exacerbated rather than reduced the signifi

cant variance in strain. Men, on the other hand, were said to more 

often possess psychological attributes or employ responses that 

inhibited stressful outcomes of life problems. Increased levels of 

both education and income were associated with attitudes of mastery and 

self-esteem as well as with coping efficacy. 

One of the major questions raised, but not answered, by this 

study concerns access to effective coping techniques. For example, is 

such access a partial result of.achieved status or is achieved status a 

partial result of more effective coping strategies? Another issue 

related to the result of the study is the unequal distribution of 

social and economic resources as they affect the differential distri

bution of life "strain." Finally, as with almost any such study, the 

limitations in terms of range of coping responses, psychological 

resources and sources of stress examined must be considered. The 

criterion for judging coping efficacy was acknowledged as a potential 

problem in that the most efficacious coping pattern would be exhibited 

by a person under severe strain who reported feeling no stress. With 



this definition then, individual's exhibiting Type A Behavior Pattern 

would be probably be considered as successfully coping with stress. 
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Ilfeld has reported a series of studies (1977; 1978, and 1980) 

designed to assess the psychological status, social stressors and 

coping styles of adults aged 18 to 65 using the same raw data that 

Pearlin and Schooler had used in their analysis. Psychological status 

was measured in four ways: (1) from responses to a factor-analyzed, 

psychiatric symptom checklist using factors of depression, anxiety, 

anger and cognitive disturbance; (2) through information reported conc

erning psychoactive drug use; (3) through assessment of self-esteem and 

(4) through assessment of self-efficacy. Results from these studies 

reported women significantly more likely than men to be associated with 

high levels of stress (identified from symptom checklist), and signi

ficantly more likely than males to exhibit high levels of psychosomatic 

disorders when controlling for age, marital status and income. In 

addition, levels of self-esteem were demonstrated to be generally lower 

for females than for males, but not when other demographic variables 

were controlled. Self-efficacy (distinguished from self-esteem in being 

related to perceptions about one's competency in task performance and 

mastery rather than associated with one's personal assessment of 

"worth") was reported to be significantly lower for females than males 

except in blacks, singles and those in the lowest income level. 

With regard to age, significantly more young people than older 

people reported high levels of stress and the number of psychosomatic 

disorders were shown to increase with age. In addition, younger people 

exhibited significantly lower self-esteem than older people, and 



increased age was also associated with lower levels of self-efficacy 

except for blacks, divorced, widowed, and separated individuals. The 

most powerful association with self-esteem, however, was reported as 

socioeconomic level. 
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For the study on coping, Ilfeld (1980) factor analyzed 

interview responses to identify coping patterns in the four social 

roles of marriage, parenting, finances, and job. The identified 

strategies included: "action," and "rationalization-avoidance" 

associated with all four role areas; "acceptance" in the role areas of 

finances and parenting; "seeking outside help" in the marriage and 

parenting l'oles; "wi thdra wal" and "conflict" in the marriage role, and 

"making social comparisons," and "taking punitive action" were unique 

factors to the parenting role. 

From the frequency data of coping stragegies used in different 

role areas, Ilfeld reported that the majority of the sample did not 

consistently use the same coping styles across role areas, but tended 

to vary strategies within the environmental context. This, he 

concluded, indicated that coping styles are tied more to the situation 

than to the manifestations of a particular personality type. Multiple 

regression analysis was used with each coping style as a dependent 

variable and demographic dimensions as independent variables. Unlike 

Pearlin and Schooler, Ilfeld reported results indicating that sex and 

age were not uniformly predictive of coping responses. 

Houston (1977) conducted a pair of studies with undergraduate 

stUdents to evaluate and compare the effectiveness of cognitive 

strategies for coping with apprehension in a laboratory situation where 



avoidance of shock was contingent upon good performance of a memory 

task, and in a classroom situation where a final exam served as the 

identified stressor. Intellectualization and rationalization were 

found to be associated with the most effective coping (resulting in 

reduced anxiety levels on the Affect Adjective Checklist and lowered 

physiological arousal in the laboratory or achieving high exam scores 

in the classroom situation), whereas students who worried about 

themselves and the situation evidenced the most distress across 

studies. These l~ported results could not be generalized however, 

because only male undergraduates were used as subjects in the 

laboratory study. 
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Beum, Singer, and Beum (1981) outlined a number of coping ~odes 

that an individual might apply in any particular situation including 

information seeking, direct action to manipulate and alter the impact 

of the stressor, and intrapsychic coping directed at emotional regula

tion to make one feel better or experience less discomfort. 

Taken together, these studies in stress and coping suggest 

several possibilities for testing relationships for a stUdent sample 

within an academic environment. Because these latter, large-scale 

studies were conducted in "the field" and outside the rigorous 

"controlled" context of the laboratory, they began to suggest the 

complexity of relationships among a number of variables associated with 

the perception of stress. It has been within the framework of these 

multidimensional studies that quantitative distinction between the 

relative contributors to objectively measured or to perceived levels of 

stress has emerged. 
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The Immediate Context for the Study of Stress 

Richard Lazarus (1966) has been previously identified as 

instrumental in synthesizing contemporary stress research and in advo

cating a transactional model of psychological stress. Lazarus not only 

pointed to the necessity for considering personality and situations in 

association with stress, but also to the necessity of considering the 

process of transactions between the individual and the environment. 

His theoretical approach has focused on tr~ importance of the cognitive 

appraisal of threat, harm, or challenge as central to the experience of 

stress. 

Lazarus provides a link to theories of environment-behavior 

relationships that also emphasize the transactional nature of human 

behavior and experience. Such theories have examined the "fit" between 

individuals and their environments, and have conceptualized environ

ments as either supportive or constraining (stressful) to the desires, 

goals, and actions of individuals or groups nho operate within them. 

A number of individuals involved in environment-behavior 

research have discussed the importance of a transactional perspective 

including Ittelson (1975) and Ittelson and Cantril (1954). The major 

emphases of the perspective are that experience of the environment is 

central to any analysis of environment-behavior relationships; that 

purposes, goals and values of the individual are crucial determinants 

of environmental attribute saliency, and that there is a mutual and 

dependent relationship operating between an individual and her/his 

environment. The transactional perspective is not the only perspective 

that posits this interdependency of human-environment interactions. 
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Roger Barker's (1968) concept of Ecological Psychology defines social 

and physical environments as mutually interrelated "behavior settings." 

The primary purpose of the research reported here was to 

both investigate, and understand the stress experiencea of undergrad

ua te student samples. First, an attempt was made to identify the 

contribution to the variance in perceived levels of stress in a student 

sample made by several variables associated with stress in other sample 

populations. Second, an additional attempt was made to uderstand how 

and when students experience social, physical, and inter/intrapersona1 

environments as stressful and to what extent adaptation to, or 

modification of, such environments are made in order to serve 

identified purposes and goals. In order to accomplish this research 

goal, two separate studies were conducted. 

Study One examined some of the major characteristics, 

individual attributes, and experiences that had previously been demon

strated or suggested as important to the individual experience of 

stress. More specifically, the following variables, their relationship 

to each other and their relationship to perceived levels of stress were 

examined: 

Role Satisfaction 

Studies of stress associated with particular roles such as 

working, marriage, and parenting, have shown satisfaction to be an 

important moderator of the stress experience (See Perlin, 1983). In 

addition, there has been considerable discussion of the "carry-over

effect" of satisfaction in one role area (e.g. marriage) as being 



important in moderating the effects of stress in another role area 

(e.g. work), but not vice versa. No information has been made 

available concerning the varying roles of undergraduate students and 

the effect those roles might have on perceived level of stress, or 
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the moderating affects they might have in other role areas. Although 

previous research in other areas suggests that role satisfaction in 

some areas may moderate stress, no specific relationships were 

hypothesized. It was anticipated, however, that high levels of stress 

would be associated with high levels of dissatisfaction in one or more 

of the roles areas represented in the study. 

Perceived Level of stress 

Ratings of Perceived Level of stress served as the major 

dependent variable in Study One. High and low levels of this variable 

were considered to have important relationships with other variables. 

Although there has been considerable controversy over the appropriate 

definition of stress, no suitable resolution to the difficulty has yet 

been made. However, in most contemporary research on psychological 

stress per se, attention has constantly been drawn to the importance of 

cognitive and emotional appraisal and the variables that affect such 

appraisal as being crucial in the health outcomes of psychological 

stress. 

Demographic Variables 

With the large-scale, general-population sample of Ilfeld 

(1977; 1978 and 1980) women and younger people were reported to be 

significantly more likely to be associated with higher levels of 
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stress, while married individuals were reported to show significantly 

lower levels of stress. Several epidemological and large scale studies 

of psychological stress have indicated that certain demographic 

variables are associated differentially with stress. For example, the 

majority of the literature on symptomatology indicates that women 

report significantly more symptoms associated with psychological 

distress than do men (See Kessler, 1978). It was assumed that those 

relationships would hold in this study, and thus it was assumed that 

women would show significantly higher scores' on those variableS/factors 

associated with symptomatology. In those instances where the empirical 

research was strongly equivocal, no specific hypotheses were made, but 

relationships were explored. 

Because of the narrow age range in the 1.mdergraduate sample, 

the designation of "younger" and "older" seemed somewhat inappropriate. 

Although differentiation could have bgen made on the basis of grade 

level, with the expectation that freshmen -- being y01.mger would 

exhibit higher levels of stress than would seniors, no such hypothesis 

was formulated. However, the relationship between grade level and 

perceived level of stress was examined from an exploratory perspective. 

In addition, the variables of work, and academic major were examined 

with some speculation about the directionality of the relationship with 

perceived levels of stress (e.g. that individuals working at "paid" 

jobs would be associated with higher levels of perceived stress than 

would non-working individuals); but again, there appeared no basis for 

such hypotheses from the literature available and these relationships 

were investigated from an exploratory perspective. 
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Time-utilization 

From the small amount of evidence presented about student 

stress (Goldstein, 1979; Heins & Fahey, 1983; Houston, 1977), it 

appeared that time demands for studying would be associated with stress 

as well as would be concerns about the amount of time available to 

spend with family members and other social contacts. Thus, it was 

anticipated that higher levels of stress would be associated with the 

perception of more time spent in all areas of active involvement and 

less time spent in personal care. 

Symptomatology 

High levels of stress have been associated with increased 

symptomatology in most of the literature represented in the stress 

field from Grinker and Speigel (1945) to Ilfield (1980). Studies 

presented in the literature indicated that females are more likely than 

males to report high levels of symptomatology. It was therefore 

assumed that the relationships demonstrated in the general population 

sample would hold for this study. 

Academic Concerns 

It has become evident from research on life events, 

occupational stress, student stress and coping strategies that 

important sources of stress eminated from the events, settings, 

situations, and roles with which individuals must deal. In addition, 

research by Goldstein (1979) and Heins and Fehey (1983) indicated 

students reporting higher levels of stress indicated more concern over 

academic si tua tions. It was therefore expected tha t individuals 
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reporting high levels of perceived stress would report higher levels of 

academic stress as measured by variables indicating concern with 

academic issues (e.g. negative experiences in the academic setting and 

worries about academic performance). It was also anticipated that 

female students would report higher levels of such negative experiences 

and worries than would male students. 

Self-Evaluations 

A number of studies have examined the importance of positive 

self-perception in the ability to deal with stress. Many of the 

learned helplessness effects have been associated with decreased levels 

of self-esteem (See Garber and Seligman, 1980). In the Ilfeld (1978) 

study, self-esteem and self-efficacy were generally reported lower for 

females than for males. However, higher levels of education were 

identified as a mediating variable for effects on self-esteem and being 

single was identified as a mediating variable for self-efficacy in many 

of the roles. However, no information on the effects of the student 

role on self-evaluations such as these has been demonstrated. 

Type "A" behavior, associated with prolonged stress outcomes of 

increased coronary heart diseases, has been identified with self 

perceptions of competitiveness, impatience, and hostility. It was 

expected that such self descriptions would be associated with higher 

levels of stress. Based on the research of Hicks and Schret1en (1978), 

and the overview of research on Type A behavior by Rosenman & Chesney 

(1980) individuals indicating high levels of stress would be expected 

to exhibit significantly higher levels of Type A behavior; but, there 

wouold be no anticipated sex differences in Type A behavior. 
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Coping Strategies 

Types of coping strategies have been associated in significant 

ways with demographic variables and to have been indicated as impacting 

on the attenuation of stress in marriage, parenting, financial and 

job-role areas (Pearlin and Schooler, 1978). Ilfeld (1980) identified 

a number of coping strategies in a general population sample but did 

not assign importance to demographic variables as contributing much to 

variance in coping style; howevec, in both these studies, women were 

said to use a selective ignoring or rationalization-avoidance strategy 

significantly more often than men. It is assumed that such a situation 

would exist in this sample exist here. Pearlin and Schooler indicate 

that coping st~~ategies employed by females tend to exacerbate rather 

than reduce stress. 

Tension Reduction Activities 

Various stress and tension reduction techniques have been made 

available through clinical approaches, have been identified in the 

popular media, and have been available as part of our recreational, 

folk history. However, there have been no studies comparing the 

relative frequency or adequacy of tension reduction techniques, and 

their relationship to the diminution of stress. Variables of tension 

reduction were exploratory in nature, and represented an attempt to 

identify types of tension reduction techniques students use, the kinds 

of activities associated with differing levels of stress, and the 

levels of success achieved by participation in such activities. All 

variable items were created specifically for this study. 
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In order to test the hypothesized relationships and to further 

explore potential relationships among these variables, a survey 

instrument was constructed to assess frequency and extent of 

undergraduate experiences with these variables. 

Study Two, on the other hand, investigated health and stess 

experienced by undergraduate students from a more qualitative 

perspective using an in-depth, structured-interview format. The focus 

of this second study was the individual's personal experience of 

social, physical, and inter/intrapersonal environments as either 

facilitating or hindering the attainment of personalized, academic 

goals and objectives. In other words, Study Two was an attempt to 

examine the quali ta ti ve "person-environment fit" for undergraduate 

students involved in academic pursuits at the University of Arizona. 

Because of the qualitative nature of the study, no hypotheses were 

specified. Study Two was, however, used as an extension of Study One 

by serving as a check on the importance and accuracy of the statistical 

categorizations that emerged from the analyses in that study. 



STUDY ONE 

In this study the variables and relationships examined included 

those related to the social roles available to students, as well as 

their satisfaction with those roles; academic situations potentially 

related to stress; the physiological and psychological symptoms 

associated with stress; the self-perceptions that might serve to 

moderate or magnify stress experiences, coping strategies used in 

hypothetically-stressful situations, and tension-reduction activities 

in which individuals might engage. Stress in this study was defined in 

terms of individual ratings of perceived-stress level and the following 

hypotheses were tested: 

1. Female students will, in general, report significantly 

higher perceived levels of stress than will male studen"cs. 

2. Individuals reporting higher perceived levels of stress 

will, in general, have significantly higher factor scores for all 

symptomatology factors, academic concern factors, time-utilization 

factors, Type "A-like" behavior, non-direct coping strategies, and 

tension-reduction activities than will individuals reporting lower 

levels of stress. 

3. Individuals reporting higher levels of stress will obtain 

significantly lower factor scores for self-esteem, self-efficacy, and 

direct coping strategies than will individuals reporting lower levels 

of stress. 

29 
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4. Following from hypotheses 1, 2, and 3 female students will, 

in general, demonstrate significantly higher factor scores for 

symptomatology, academic concerns, time-utilization, non-direct coping 

strategies and tension-reduction activities than will male students. 

In addition, female students will, in general, demonstrate signficantly 

lower factor scores for self-esteem, self-efficacy and direct coping 

strategies in comparison to male students. However, there should be no 

significant difference between male and female students in reported 

Type "A-like" behavior. 

A questionnaire format with Likert-type rating scales for 

frequency and levels of experience was used to assess responses to 

potentially stressful situations and experiences. A series of 

multivariate statistical analyses was used to identify and test 

relationships among the variables and factors. Initially, factor 

analyses were conducted on all sub-sections of the survey other than 

demographics, role satisfaction, and perceived level of stress. These 

analyses served as both data reduction techniques, and to identify 

factors important for additional analyses. Secondly, multiple

regression procedures were used to determine the relative contribution 

of identified factors to the variance in perceived levels of stress and 

to role satisfaction. Finally, discriminant function analyses were 

performed to test the classification power of factors and variables in 

relationship to specific demographic variables, and to examine hypothe

sized relationships for perceived levels of stress, demographic 

categorizations, role satisfaction and factor scores. 
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Method 

Subjects 

Subjects for this study were 375 students enrolled in under

graduate psychology courses at the University of Arizona during the 

Spring and Fall semest~rs 1983 and Spring semester 1984. Although 381 

students completed surveys, six surveys were eliminated from initial 

analysis due to excessively incomplete information; thus, a total of 

375 student surveys were available for data analysis. Students had 

completed the survey instrument either at the request of a specific 

instructor who was providing extra-credit points for research parti

cipation, or in response to a posted, general recruiting notice for 

extra-credit points. Participation in the study was entirely 

voluntary, and the only remuneration offered was that of five 

extra-credit points. 

Survey Instrument 

A composite stress survey utilizing items and subscales adapted 

from other instruments, scales reported in the literature, and original 

items developed for this study were administered to the undergraduate 

sample. The survey instrument (Appendix A) consisted of the following 

sections: 

1. Role satisfaction and perceived level of stress: Students 

were asked to rate their level of satisfaction with their student life, 

with a paid job (if cpplicable), and with their personal life outside 

the school and work situations. These ratings were made on a 



32 

four-point scale ranging from "very satisfied (1) to "very dissatisfied 

(4). In addition, students were asked to rate the level of stress they 

had experienced within the past month from (1) "no stress" to (4) 

"extreme stress." 

2. Demographic and background information: Respondents 

reported such background information as age, sex, academic major, grade 

point average, number of units carrying for the semester, grade level, 

and marital status. 

3. Time utilization: Individuals were asked to approximate 

the number of hours, from zero to eight, they spent performing 

specified activities on a daily basis. The activities listed included 

such items as attending classes, preparing for classes, performing 

household and personal maintenance tasks. These items were adapted 

from Heins and Fahey (1981) and were exploratory in nature. 

4. Symptomatology: A list of fifty-one possible "thoughts, 

feelings and experiences" was provided, and students were asked to 

indicate how often they had experienced them within the past month from 

(0) "never" to (3) "often." Twelve of the items were taken from the 

complete "somatization" subscale of the seL 90 (Derogatis, 1977); 

eleven items from tm "depression" subscale; five items from the 

"obsessive-compulsive" sub-scale; five items from the "anxiety 

sub-scale; five items from the "interpersonal sensi ti vi ty" subs ca le , 

and four items from the "hostility" sub-scale. Nine additional 

pre-tested items were included by the author. 

5. Academic concerns: Two sub-sections addressed questions of 

how often individuals experienced academically-related concerns such 
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as "having difficulty with a professor" or worry about such things as 

"getting behind in work." Ratings were on a scale from (0) "never" to 

(3) "often." Most items were adapted from the work of Goldstein 

(1979), and Heins and Fahey (1981), while others were created 

specifically for this survey from pre-tested items. 

6. Self-Evaluation: Three separate sets of items requiring 

self-evaluative ratings of thoughts, feelings and behavior were 

intermixed in this section. Items of "self-esteem" (Rosenberg, 1968), 

"self-efficacy" (Ilfeld, 1978) and "Type "A-like" behavior--adapted 

from definitional information--were presented in terms of 

self-statements with which individuals could indicate levels of 

agreement or disagreement. Ratings ranged from "strongly agree" to 

"strongly disagree." Response direction was varied to prevent 

response-set bias. 

7. Coping strategies: Three hypothetically-stressful 

situations were described including: having difficulties with a close, 

personal friend; having difficulty understanding material for a course, 

and a having difficulty with a professor in a course. Based upon past 

experiences of themselves, students were asked to rate from (0) 

"extremely unlikely" to (3) "extremely likely" how they might use each 

of seven coping strategies presented. The strategies were adapted from 

Ilfeld (1980) and revised in an attempt to parallel student experience 

within an academic environment. 

8. Tension reduction activities and levels: Thirty items 

were presented describing techniques and activities which might be used 

to reduce tension such as meditating, physical exercise, and prayer. 
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Individuals were asked to indicate, for each tension reduction item, 

how often they engaged in that activity as a means of reducing tension 

from (0) "never" to (3) "often." Individuals were then asked to rate 

each item a second time according to the level of tension reduction 

achieved by participation in that activity. The levels of tension 

reduction achieved ranged from (0) "no tension reduction" to (3) " a 

great deal of tension reduction." Students were instructed to respond 

wi th "no tension reduction" if they did not pirticipa te in an acti vi ty 

in order to reduce tension. The items in this section were entirely 

exploratory in nature. 

Procedure 

Each subject was given a copy of the survey instrument and 

asked to read the "general instructions" (See Apendix A) silently while 

they were being read aloud by the experimenter. The first two pages of 

too survey instrument were identical for all subjects. The general 

instructions, role satisfaction, and perceived level of stress items 

appeared on the first page of the questionnaire with demographic data, 

background information, and time-utilization questions on the second 

page. For the remainder of the survey, sec tiona were color-coded and 

randomized within the survey packet to reduce potential order effects 

and to aid in data analysis. Surveys were randomly distributed to 

subjects wi thin the testing si tua tion. When the survey was completed 

and returned to the experimenter it was given a code number. The 

student was then given an extra-credit participation slip signed by the 

experimenter. 
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Results 

Data analyses were conducted using SPSS programs (Nie, Hull, 

Steinbrenner & Brent, 1975) in the following order: (1) FREQUENCIES 

was used to obtain descriptive statistics of subjects and numeric data 

of responses to all variables in the study; (2) FACTOR was performed on 

all survey sub-sections (i.e. symptomatology, academic concerns, etc.) 

beginning with Principal Component Analyses with iteration and followed 

by principal factor extraction with varimax rotation; (3) REGRESSION 

was performed using perceived level of stress and each area of role 

satisfaction as independent variables, while the remaining areas of 

role satisfaction, and the factors identified for each survey 

sub-section served as the primary independent variables, and (4) 

DISCRIMINANT was run using gender, work status and grade level,and 

academic major as the grouping variables with the previously-identified 

factors, role satisfaction and appropriate demographic variables as 

classification variables. 

Descriptive Statistics 

Demographic data on the 375 students for whom anlayses were 

under'taken are provided in Table 1, while frequency and percentages of 

ratings on role satisfaction are provided in Table 2. From these data 

it can be seen that the sample consisted of 213 female and 162 male 

students of whom 154 were freshmen, 92 sophomores, 73 juniors, 43 

seniors, and 13 for whom grade level was unknown. The percentages by 

accademic major included 24 percent from Business, nearly 23 percent 

from Liberal Arts, and 19 percent from Science and Engineering. 
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TABLE 1. Demographic Data for N = 375 Undergraduate Students 

Number Percentage 
of of 

Demographic Category Students Sample 

Sex: 

Females 213 56.8 
Males 162 43.2 

Grade Level: 

Freshmen 154 41.3 
Sophomores 92 24.5 
Juniors 73 19.5 
Seniors 43 11.5 
Unknown 13 3.4 

Academic Major: 

Business 90 24.0 
Liberal Arts 86 23.0 
Science & Engineering 72 19.2 
Unclassified 42 11.2 
Nursing & Pre-Med. 29 7.8 
Education 27 7.2 
Agriculture 11 2.9 
Fine Arts 11 2.9 
Architecture 3 0.8 
Unknown 3 0.8 
Pre-law 1 0.3 

Work status: 

Non-working 212 56.1 
Working 160 43.3 
Unknown 3 0.4 

Mari tal status: 

Not Married 325 86.7 
Married 35 9.3 
Separated/Divorced/Widowed 14 3.8 
Unknown 1 0.2 
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The remaining 44 percent included Unclassified, Nursing and 

Pre-medical, Educa tion, Agriculture and Fine Arts students. Data 

anlaysis related to grade level was only completed for the first three 

academic majors listed because the case-to-variable ratio was 

inadequate for analyses with the other academic majors. 

There were 160 (43%) of the student sample who reported 

working, at least part-time, at an outside, paid job while 212 (56%) 

were not working. Exam ina tion of marital sta tus data indicates tha t 

only 35 (9.3%) of the students were married while 14 (3.8%) reported 

being separated, divorced or widowed. A remaining 325 (86.7%) were 

single. One student did not report marital status. Again, because of 

the low case-to-variable ratios, analyses in conjunction with marital 

status could not be performed. 

The majority of students surveyed were satisfied with their 

student role, their personal lives and for those who worked -- their 

work roles (See Table 2). Almost 75 percent of the students indicated 

that they were either satisfied or very satisfied with the student 

role. In addition, 80 percent indicated they were satisfied or very 

satisfied with their personal lives outside of work and school. 

Finally, for those who were working, nearly 74 percent indicated being 

either satisfied or very satisfied with that role. Those who were 

either dissatisfied or very dissatisfied represented 25 percent, 20 

percent, and 25 percent in the student, personal and work role areas. 

Only .8, .3, and 1.3 percent of students reported being very dissat

isfied in those same areas while 12.5, 29, and 27.5 percent reported 

being very satisfied with their student, personal and work lives. 
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TABLE 2. Role Satisfaction for Student, Personal and Work Areas 

Student Role Work Role Personal Life 
Number % *Number % Number % 

Very Satisfied: 47 12.5 44 11.7 109 29.1 

Satisfied: 233 62.1 74 19.7 192 51.2 

Dissatisfied: 81 21.6 33 8.8 67 17.9 

Very Dissatisfied: 11 2.9 7 1.9 6 1.6 

Information Missing 3 0.8 2 1.3 1 0.3 

* Total N of those working at paid jobs was 160 

Concerning perceived levels of stress, 5 students (1.3%) 

reported experiencing "no stress" from the beginning of the semester to 

the point in time when they were responding to the survey; 150 (40%) 

indica ted experiencing "some stress;" 187 (49.9%) indica ted m ving 

experienced "a lot of stress;" 32 (8.5%) indicated "extreme stress" for 

that period of time, and one student did not report the information. 

On the whole, then, these undergraduate students were fairly 

well satisfied with their lives, while a small, but substantial, 

proportion of them experienced a good deal of stress. Very few of them 

exprienced extreme levels of stress. 

Factor Analyses 

As an initial step to reduce the number of variables and to 

analyse the structure of scales utilized in the survey instrument, SPSS 

Principle Components Analyses with iteration was performed on all 
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sections of the survey instrument (i.e. time-utilization, symptoma

tology, etc.). 'This step allowed for the identification of the likely 

number of viable factors within each section by using an eignevalue of 

1.0 or greater as a criterion cut-off point (Tabachnick & Fidell, 

1983) • Each section was subsequently submitted to a series of SPSS, 

RAO, Principle Factor Aanalyses with varimax rotation. Beginning with 

the largest number of viable factors indicated from Principal 

Components Analysis, the number of factors was reduced until the first 

"interpretable" factor solution was reached. A criterion level of .40 

was set as the cut-off point for variables loading on a factor. The 

resulting factor solutions and their statistical characteristics are as 

fo11ows: 

Time-utilization. Variable transformation was undertaken by 

recoding time-unit ranges into discrete categories. Factor analysis of 

discrete categories is controversial, but is often used with success 

(Tabachnic & Fidell, 1983). Three distinct factors were produced and 

labelled "Caring for" others," "Self-Care," and "Academic Preparation." 

They accounted for 4~ percent of the variance in Time-Utilization. As 

can be seen from Table 3., "Caring for Others" included doing family 

errands, caring for children and dOing household chores (Items 10, 6 

and 7). The second factor, "Self-Care," included doing personal 

errands, perfo'rming personal-care tasks, spending time with family or 

friends and eating (Items 1, 8, 9 and 5). Items 2 and 1 formed the 

third factor, Academic Preparation, that included studying/preparing 

for classes and attending classeS/labs. 



TABLE 3. Time-utilization Factor Loadings, Communalities (h2), and 
Percent of Variance for Three-Factor, RAO Factor Analysis 
with Varimax Rotation. 

Item Loading 

10 
6 
7 

11 
8 
9 
5 

2 
1 

• 750 
.564 
• 541 

.508 

.486 
• 435 
·422 

.666 

.527 

Variable Content 

Doing family errands • 
Caring for children. 
Doing household chores • 

Factor 1: Caring for Others 
% Variance = 17.6% 

Doing personal errands. 
Personal care (shaving, bathing, etc.) 
Spending time with family or friends • 
Eating. 

Factor 2: Self-Care 
% Variance = 14.4% 

Studying/preparing for classes 
Attending classes/laboratories. 

Factor 3: Academic Preparation 
% Variance = 11.0% 

.570 

.374 

.317 

.335 

.246 

.214 

.202 

.443 

.293 

Note: Items not meeting .40 criterion for inclusion: 3, 4, 12, 13. 

Symptomatology. Five well-defined, distinguishable, and 

interpretable factors were extracted from the data reported for 

symptomatology (See Table 4), and accounted for 41.2 percent of the 

variance in symptomatology. Variables loading on all factors were 

highly intercorrelated with each other, but only slightly correlated 

with variables loading on other factors. These results indicated 

both internal consistency, and the potential orthoganality of the 

factor solution. 

40 
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Failing to meet the .40 criterion level for inclusion, 19 of 

the original fifty-one variables in the Symptomatology section were 

deleted from the factor solution. Only two of the variables included 

in the solution were complex, that is, loaded on more than one factor. 

Factor loadings, variable content, communalities (h2), percent of 

variance accounted for, and descriptive labels assigned to the five 

"Symptoma tology" factors are provided in Table 2. 

The vast majority of variables for the Symptomatology section 

of the survey were taken whole, or in part, from the subscales of the 

SCL 90 (Derrogatis, 1977). Four of the five resulting factors in this 

study conformed to the factor structure as originally developed in that 

instrument. 

Factors 1 and 2 loaded heavily with variables corresponding to 

the depression and somatization subscales of the SCL 90. Consequently, 

those factor names were retained here. Factor 1 loaded with four items 

from the depression subscale (Items 50, 45, 49, and 14). One i~m 

(Item 29) came from the interpersonal sensitivity subscale of that same 

instrument and another item (Item 45) from the subscale labeled 

obsessive-compulsive. Four additional items (Items 48, 46, 37, and 44) 

had been included from pre-test items for the student sample. All 

items appeared to be conceptually consistent within the context of a 

depression factor. Item 44 was a complex variable loading both on this 

factor "Depression" and on Factor 3 "Tension." Complex variables were 

retained in this study for factor scoring, but such variables should be 

eliminated in any future work utilizing factors identified in this 

study. 
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TABLE 4. Symptomatology Factor Loadings, Communalities Ch2) and 
Percent of Variance for Five-Factor, RAO Factor Analysis with 
Varimax Rotation 

Item 

50 
48 
46 
45 
49 
29 
43 
14 
37 

*44 
36 

38 
47 

8 
13 
41 
34 

*28 
24 
18 
22 

2 

42 
31 
7 

*44 
19 

*28 

Loading 

.734 
• 650 
.645 
.604 
• 524 
·499 
·484 
·454 
·447 
• 438 
·413 

.636 

.620 

.565 

.550 

.548 
• 509 
• 451 
·447 
·432 
·431 
·429 

.694 
• 635 
• 598 
·439 
·431 
·401 

Variable Content 

Feeling hopeless about the future. 
Uncertain about/meaning/direction of life • 
Feelings of not "fitting in" anywhere. 
Feeling no interest in things. 
Feeling everything is an effort • 
Feeling inferior to others. 
Having trouble concentrating. 
Thoughts of ending your life. 
Feelings of guilt. 
Feelings of frustration • 
Difficulty making decisions. 

Factor 1: Depression 
% Variance = 24.6 

Hot or cold spells. 
Feeling weak in parts of the body. 
Faintness or dizziness. 
Pains in heart or chest. 
Numbness or tingling in parts of the body. 
Trouble getting the breath • 
Tightness or tension in muscles • 
Heart pounding or racing. 
Pains in lower back. 
Upset or "sour" stomach. 
Nervousness or trembling. 

Factor 2: 
% Variance 

Somatization 
= 5.6 

Worring too much about things. 
Feeling tense or keyed up • 
Worrying about school while trying to relax • 
Feelings of frustration. 
Feeling blocked in getting things done. 
Tightness or tension in muscles. 

Factor 3: 
% Variance = 

Tension 
4·3 

.601 
·474 
·473 
.419 
·443 
.400 
.468 
.248 
.347 
.569 
.324 

·447 
·473 
.344 
.324 
.358 
.329 
.419 
.338 
.264 
.305 
.380 

.616 

.504 

.417 

.569 

.368 
·419 
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Table 4. -- Continued 

Item 

20 
25 
16 

32 
11 
26 

Note: 

Loading Variable Content 

.551 
·472 
.464 

.757 

.614 
• 505 

Feeling others don't understand/unsympathetic •• 492 
Feeling people are unfriendly/dislike you. .439 
Feelings being easily hurt. .362 

Factor 4: 
% Variance = 

Interpersonal Sensitivity 
3.7 

Shouting or throwing things. 
Temper outbursts you could not control. 
Getting into frequent arguements • 

Factor 5: 
% Variance = 

Hostility 
3.0 

.599 

.469 

.361 

*Indicates complex variables 
Items not meeting .40 criterion for inclusion: 1,3,4,5, 
6, 12, 15, 17, 21, 23, 27, 30, 33, 39, 40, 51. 

Factor 2 loaded with nine of the eleven subscale items taken 

wholly from the SCL 90 "somatization" sub-scale. Two additional items 

(Items 24, and 2) were from the SCL 90 "anxiety" subscale. However, it 

should be noted that both of these items dealt with bodily experiences 

such as heart pounding or racing, nervousness or trembling, and would 

be appropriate within a somatization framework. Item 28 loaded both on 

this factor and on factor 3. 

Factor 3 was the most heterogeneous factor emerging from 

among the factors in "Symptomatology". There were included in the 

factor single items from the depression, the anxiety, the somatization, 

and the obsessive/compulsive subscales of the SCL 90. In addition, 
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there were two miscellaneous items from pretest items that loaded on 

the factor. An examination of Table 2 will show tha t the factor 

labeled "Tension" has an overall sense of being "wound up," "taut," or 

"tense." Two items in the factor (Items 44 and 28) were complex 

variables that had previously loaded on factors 1 and 2 respectively. 

Again, these complex variables were retained here for factor scoring. 

Finally, Factors 4 and 5 loaded solely with variables from the 

subscales identified by Derogatis as "interpersonal sensitivity," and 

"hostility." Thus, those labels were retained for the factors here. 

Academic Concerns. The items in this section about the 

frequency of experiences and worries related to the academic situation, 

produced four separa.te, orthogonal factors (See Table 5). Factor 1, 

labeled "Work Overload" included: feeling totally overworked; not 

getting enough sleep or rest; feeling emotional tension and worry, and 

not having enough time alone or with friends (Items 6, 7, 4, 10, and 

11). As can be seen from Table 5, these variables related to negative 

experiences of overwork and time constraint. 

Factor 2, "Academic Insecurity," loaded with items of worry 

about the tenuousness of academic performance and included items 28, 

23, 20, 18, 14, 19 and 18. Worries about not finishing school due to 

lack of ability, about failing a course, about not being as intelligent 

as classmates, about getting behind in schoolwork, and about not having 

chosen the right major comprised this factor. Item 18 (Worry about not 

being as intelligent as classmates) was a complex variable loading .both 

on this factor and on factor 3. 
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TABLE 5. Academic Concerns Factor Loadings, Communalities (h2), and 
Percent of Variance for Four-Factor, RAO, Factor Analysis 
with Varimax Rotation. 

Item Loadings Variable Content 

6 
7 
4 

10 
11 

28 
23 
20 

*18 
14 
19 

15 
16 

*18 
17 

9 
27 

Notes: 

.755 
• 689 
·480 
·439 
·424 

• 629 
.604 
• 601 
.523 
• 520 
.406 

.532 

.508 

.507 
·403 

.744 

.687 

Feeling totally overworked. 
Not getting enough sleep or rest • 
Emotional tension and worry. 
Not having enough time alone. 
Not having enough time with friends. 

Factor 1: 
% Variance 

(academic) Work Overload 
= 21.1 

Worry/not finishing school/lack of ability • 
Worry about failing a course. 
Worry about grades • 
Worry/not being as intelligent as classmates. 
Worry about getting behind in school work • 
Worry about not having chosen the right major. 

Factor 2: 
% Variance = 

Academic Insecurity 
7.5 

Worry/being "put down" by a professor in class. 
Concern/loosing friends/time demands of school. 
Worry/not being as intelligent as classmates. 
Worry/not being understood in class. 

Factor 3: 
% Variance = 

Personal Insecurity 
6.0 

.591 
·483 
.323 
.248 
.291 

·480 
.437 
.440 
.471 
.395 
.285 

.376 

.409 

.471 

.314 

Experiencing financial problems. .609 
Worry/not finishing school due to lack of money. .531 

Factor 4: 
% Variance = 

Financial Insecurity 
5.2 

*Indicates complex variable. 
Items not meeting .40 criterion for inclusion: 1,2, 
3, 5, 8,12,13, 21, 22, 24, 25, 26. 



Factor 3 loaded with items concerning fear of functioning and 

being evaluated in an academic environment. The fear revolved, 

primarily, around threats to one's personal evaluation by self and by 

others. This factor was labeled "Personal Insecurity." Factor 4 was 

identified as "Financial Insecurity" because it dealt with items of 

experience and worry about financial situations in relation to the 

academic environment. 
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Together, these factors accounted for approxiamtely 40 per 

cent of the variability in "Academic Concerns;" however, over half of 

the variance accounted for revolved around the issues of time-related 

constraints. This factor may have provided evidence for the importance 

of the conflictual nature of time constraints discussed in relationship 

to time-utilization. In addition, though "Financial Insecurity" 

accounted for a smell 6 per cent of the variance, it was defined by 

only two variables and demonstrated its potential as an important 

factor to be re-defined in future work related to academic concerns. 

Self-Evaluation. Self-evaluation for the purposes of this 

survey instrument consisted of groups of sta tements pertaining to the 

"self." The items taken from Ilfeld (1978) included ten termed 

"self-esteem" and seven termed "self-efficacy." In addition, six items 

were included that tried to capture the essential elements identified 

as underlying "Type A" behavior. That is, competitiveness, hostility, 

and time urgency. Factor analysis of these items resulted in a 

three-factor solution that was remarkably close to the original cate

gorizations and accounted for 38% of the varisnce in self-evaluation. 
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As indicated in Table 6, six of the seven items loading on the 

first factor were from Ilfeld's (1980) list of self-esteem variables. 

The seventh item was a complex variable originally identified by Ilfeld 

as a self-efficacy variable, but loading here on both factors of 

self-esteem and self-efficacy. It is easily conceivable that feelings 

of low self-esteem might include an evaluation of self as not being 

capable of dealing with the "problems of life." The label 

"Self-Esteem" was retained for this factor. 

All five of the items loading on Factor 2 were items identified 

by Ilfeld (1980) as self-efficacy variables, including the complex 

variable "feeling helpless in dealing with the problems of life." 

Although "Self-Efficacy" is an appropriate label for this factor, the 

core issue of this factor appears to be "control" or the ability to 

exert control over events in one's life. Because perceived lack of 

control has been identified as such a crucial mediating variable in a 

number of studies re la ted to stress, a Elubti tIe of "Perceived Control" 

was added to this factor. 

It should be noted that the "Self-Esteem" and "Self-Efficacy" 

factors were defined by factor loadings in terms of their "negative" 

valuations. That is, the items actually defined negative or "lack of" 

self-esteem and "lack of" self-efficacy; however, these relationships 

were taken into consideration when negative and positive associations 

with other variables were reported. 

Factor 3 contained three items from those variables included 

as "type A" descriptors. This factor was less well defined than others 

by virtue of the limited number of items that were originally included 
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TABLE 6. Self-Evaluation Factor Loadings, Communalities (h2), and 
Percent of Variance for Three-Factor, RAO, Factor Analysis 
with Varimax Rotation 

Item 

22 
17 

8 
20 
14 

*12 
11 

18 
3 

*12 
6 

15 

7 
21 
23 

Notes: 

Loadings 

• 717 
• 704 
.593 
.578 

-.576 
.546 
.517 

.624-
• 540 
·457 
·430 

-.405 

·487 
·471 
·418 

Variable Content 

Thinking I am no good at all • 
Wishing I had more respect for myself • 
Feeling I am a failure. 
Feeling useless. 
Feeling satisfied with myself. 
Feeling helpless/dealing with/problems of 
Feeling I don't have much to be proud of 

Factor 1: 
% Variance = 

Self-Esteem 
22.7 

life. 

Little can be done to change important things. 
There is no way to solve some of my problems • 
Feeling helpless/dealing with/problems of life. 
Having little control over things that happen. 
What happens in the future mostly depends on me. 

Factor 2: Self-Efficacy: 
Perceived Control 

% Variance = 9.2 

Being a very competitive person. 
Irritated/people late/appointments or dates. 
Hurrying through meals to to do other things. 

Factor 3: Type "A"-Like Behavior 
% Variance = 6.1 

*Indicates complex variable. 

h2 

.549 

.509 

.413 

.352 

.406 

.518 

.362 

·432 
.346 
.518 
.252 
.244 

.326 

.262 

.201 

Items not meeting .40 criterion for inclusion: 1,2, 
4, 5,9, 10, 13, 16, 19. 



for possible loading on this variable. Any extension of this work 

would require items from a more valid "Type A" scale. 
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Coping strategies. Adapting definitions of the relationship 

between stress and coping from the work of Pear1in & Schooler (1978) 

and Ilfeld (1980), three hypothetical situations were described in this 

survey instrument to assess potential coping responses. The situations 

included having problems in a relationship with a close, personal 

friend; having difficulty in mastering the material for a course, and 

having difficulty with a professor in a class. Because neither of the 

previous studies dealt with academic situations, an attempt was made to 

parallel the types of responses identified as direct coping, indirect 

coping and accommoda tiona 1 coping .. 

Coping strategies of survey items were factor analyzed in two 

ways. First, analysis was performed on a situation-by-situation basis 

where only one significant factor emerged for each situation, but the 

factors accounted for a very large, 86% of the variance in coping 

strategies. Secondly, analysis of responses across the three 

situations was also performed. In this instance, four distinct factors 

emerged that accounted for only 41.2% of the variance in coping 

stra tegies • 

In the situation-by-situation analysis the first factor, 

associated with having a problem with a close, personal friend, was 

labeled "Situational Avoidance." An examination of Table 7 will 

demonstrate that the Items 3, 4, 1, and 6 indicate a strategy that 

advocated the avoidance of discussing the problem directly with the 
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TABLE 7. Coping Strategie~: Situation-By-Situation Factor Loadings, 
Communalities (h ), and Percent of Variance for RAO, Factor 
Analysis with Varimax Rotation 

Itam Loading 

3 -.732 
4 .715 
1 .591 
6 .493 

9 
12 

8 
14 

15 
16 

Note: 

.551 

.464 
·448 
• 430 

.753 
-.673 

Variable Content 

Discuss the problem directly with the person. 
Wait for things to work out. 
Try to ignore the difficulties. 
Stay away from the person for awhile. 

Factor 1: Situational Avoidance 
Situation 1: Problem with a Personal Friend 
% Variance = 33.0 

Start a study group with other stUdents. 
Try to work directly with the professor. 
Devote more study time to the course. 
Get a tutor • 

Factor 1: Direct Situational Coping 
Situation 2: Problem with Material in a Course. 
% Variance = 26.3 

Accept situation/there little that can be done. 
Talk directly with the professor. 

Factor 1: Situational Accommodation 

.534 

.511 

.349 

.244 

.302 

.213 

.201 

.185 

.565 

.455 

Situation 3: Personality Conflict ~ith a Professor 
% Variance = 26.5 

Items not meeting .40 criterion for inclusion: 1, 2, 
4, 5, 9,10. 

person, waiting for things to work out, ignoring the difficulties, 

and/or staying away from the person for awhile. Having difficulty 

mastering material for a course produced a single, best example of 

"direct coping" as outlined in the stress and coping literature. 

Respondents, facing the hypothetical situation of mastering material 
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for a course reported they would actively attempt to modify the 

difficult situation. A person scoring high on this factor would choose 

to start a study group with other students, try to work directly with 

the professor, devote more study time to the course and/or get a tutor 

as indicated by items 9, 12, 8, and 14. This factor was labled "Direct 

Si tua tional Coping." 

The third situation, "mving difficulty with a professor," 

produced a single factor analogous to a strategy identified as accom

modation or accepting the situation and avoiding confrontation. These 

items endorse accepting the situation because there is little that 

could be done, and not talking directly with the professor about the 

problem. This factor, accordingly, was labled "Situational 

Accommoda tion • " 

When coping strategies were analyzed across situations (See 

Table 8), similar kinds of factors as those identified by the 

individual situations emerged, but there was an additional factor of 

"Social Support Seeking" not previously identified in the 

situation-by-situation analyses. The first factor, like that 

associated with situation one, was linked with avoidance by items 4 

("Wai t for things to work out"), 1 ("Try to ignore the difficulties"), 

and 3--loading negatively-("Discuss the problem directly with the 

person") to form this factor. The factor was labled "Passive 

Avoidance." 

The second factor was one of using a direct approach to problem 

solving, but in this instance had more of a sense of directly con

fronting the people involved rather than dealing primarily with the 
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TABLE 8. Coping Stra tegie~: Across Si tua tions Factor Loadings, 
Communalities (h ), and Percent of Variance for Four-Factor, 
RAO Factor Analysis with Varimax Rotation 

Item Loading 

4 .688 
1 .686 
3 -.658 

16 
15 
12 

7 
6 

5 
21 
17 

.681 
-.597 

·437 

.657 
• 563 

.608 

.479 
·450 

Variable Content 

Wait for things to work out. 
Try to ignore the difficulties. 
Discuss the problem directly with the person. 

Factor 1: 
% Varaince 

Passive Avoidance 
= 15.4 

.502 
·478 
.540 

Talk directly with the person about the problem •• 538 
Accept the si tua tion/li tt1e can be done. .441 
Try to work directly with the person. .239 

Factor 2: 
% Variance = 

Direct Interpersonal Coping 
9.5 

Drop the relationship. 
Stay away from the person for awhile • 

Factor 3: 
% Variance = 

Active Interpersonal Avoidance 
9.0 

Discuss with close friends/family members. 
Talk with family members. 
Talk with classmates or friends. 

Factor 4: 
% Variance" = 

Social Support Seeking 
7.3 

.453 
.485 

.376 

.309 

.220 

Note: Items not meeting .40 criterion for inclusion: 2, 8, 9, 11, 
13, 14 , 18, 19, 20. 

situation. The factor was given the label "Direct Interpersonal 

Coping," and included items 16 (talk directly with the professor), 15 

-- loading negatively -- (accept the situation), and item 12 (try to 

work directly with the professor). 



The third factor related, again, to the avoidance dimension, 

but in a slightly different manner. This avoidance strategy appeared 

to be more "active" in nature in that it espoused active effort to 

avoid the persons involved. Variables loading on' this factor were 

"drop the relationship" (Item 7) and "stay away from the person for 

awhile" (Item 6). Consequently, this factor was identified as one of 

"Active Interpersonal Avoidance." 
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Finally, factor four loaded with items involved with the 

seeking of social support. Items 5, 21 and 17 involved "discussing the 

situation with close friends or family members, talking with family 

members and/or talking with classmates or friends." "Social Support 

Seeking" was .,J designation given to factor four. 

Tension Reduction. The Tension Reduction portion of the survey 

contained thirty exploratory items about techniques potential used to 

reduce tension. Students were intially asked to rate the list 

for frequency of participation in the activities, and then a second 

time to indicate the level of tension reduction achieved through such 

activities. However, factor analyses of both "frequency" and "levels" 

produced factor solutions of nearly perfect identity. In fact, there 

was only one variable that did not load on both factor solutions. 

Pearson Product Moment Correlations between responses to the 

variables of Tension Reduction Frequency and Tension Reduction Level 

indicated that correlations between those variables loading on both 

factors were all greater than .70 and significant at the p < .001 

level. Consequently, the two measures were combined to form one 
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Tension Reduction measure from which four factors were extracted 

(Refer to Table 7). The one item that loaded initially only on Tension 

Reduction Frequency was included in the measure because a correlation 

of .80 was attained between that item and the identical variable one on 

Tension Reduction Level. 

Th~ first factor contained variables associated with activities 

well publicized in popular media as stress reduction techniques. These 

activities, then, included those activities known to make "co!DIDon 

sense" or known as what one "should" do to reduce tension in one's life 

such as getting more physical exercise, getting more organized and 

setting new priorities (Items 15, 7, 21, 27, and 16). This factor was 

labeled "Practical Tension Reduction." 

The second factor included two items designating the spiritual 

or religious approach to tension rediction including prayer and 

participation in religious activities (Items 25 and 20); thus, this 

factor was labled "Spiritual Tension Reduction." 

Factor number three included two popular "spectator" tension 

reduction activities of watching T.V. and going to movies (Items 10 and 

11). This factor was named "Spectative Tension Reduction." Finally, 

the fourth factor was the most difficult to label but appeared to be 

geared toward bodily pleasure and related to altering the state of 

consciousness for the individual (Items 13, 17 and 18). The items 

loading on this factor included the consumption of alcohol, the 

consumption of other drugs, and having sex. This factor was labled 

"Sensa te Tension Reduction." All four factors combined accounted for a 

moderate, 31.3 percent of the variance in Tension Reduction. 
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TABLE 9. Tension Reduction Factor Loadings, Communalities (h2), and 
Percent of Variance for Four-Factor, RAO Factor Analysis with 
Varimax Rotation 

Item Loading 

15 
7 

21 
27 
16 

25 
20 

10 
20 

13 
17 
18 

Note: 

.504 

.501 

.478 
·424 
·420 

.788 

.704 

.748 

.629 

.501 
·484 
·435 

Variable Content 

Get more physical exercise. 
Get more organized. 
Re-evaluate situation/set new priorities. 
Read for pleasure. 
Try t~ laugh more. 

Factor 1: Practical Tension Reduction 
% Variance = 13.2 

Prayer. 
Participating in religious activities. 

Factor 2: Spiritual Tension Reduction 
% Variance = 6.8 

Watch television. 
Go to a movie. 

Factor 3: Spectative Tension Reduction 
%Variance = 6.0 

Have a few drinks. 
Consume other drugs. 
Have sex. 

Factor 4: Sensate Tension Reduction 
% Variance = 5.3 

.279 

.270 

.232 

.256 

.299 

.658 

.553 

.555 

.416 

.288 

.251 

.201 

Items not meeting .40 criterion for inclusion: 1,2, 
3, 4, 5 , 8, 9, 12, 14, 19, 22, 23 , 24 , 26 , 28, 29. 
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Summary of Factor Analysis. Inspection of Table 10 will 

provide an overview of the factor analytic results obtained. There 

were six sub-sections analyzed with a total of twenty-seven factors 

extracted. It should be noted that those factors defined by only two 

variables, all met suggested criteria for interpretation. That is, the 

two variables defining the factor correlated highly with each other but 

only slightly with any of the other variables in the subsection 

(Tabachnick & Fidel, 1983). Factor scores were used as new variables 

for testing in the remainder of the study and were calculated using 

only those items loading .40 or higher on the rotated factor matrix. 

Factor scores for subject were calculated by adding the response scores 

for each item loading on a factor and dividing by the total number of 

items loading on that factor. 



TABLE 10. Summary of Factor Analyses for All Survey Sub-sections 

Survey Subsection Factor Number Factor Label 

Time-utilization: 

Symptomatology: 

Academic Concerns: 

Self-Evaluation: 

Coping Strategies: 

Factor 1 
Factor 2 
Factor 3 

Factor 1 
Factor 2 
Factor 3 
Factor 4 
Factor 5 

Factor 1 
Factor 2 
Factor 3 

Factor 1 
Factor 2 

Factor 3 

Caring for Others 
Self-Care 
Academic Preparation 

Depression 
Somatization 
Tension 
Interpersonal Sensitivity 
Hostility 

(academic) Work Overload 
Academic Insecurity 
Personal Insecurity 

Self-Esteem 
Self-Efficacy/Perceived 

Control 
Type "A"-Like Behavior 

Situation-By-Situation: 

Across Situations: 

Factor/Situation 1 
Situational Avoidance 

Factor/Situation 2 
Direct Situational Coping 

Factor/Situation 3 

Factor 1 
Factor 2 
Factor 3 
Factor 4 

Situational Accommodation 

Passive Avoidance 
Direct Interpersonal Coping 
Active Avoidance 
Social Support Seeking 

Tension Reduction Strategies: 

Factor 1 
Factor 2 
Factor 3 
Factor 4 

Practical Tension Reduction 
Spiritual Tension Reduction 
Spectative Tension Reduction 
Sensate Tension Reduction 
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Multiple Regression Analyses 

In order to examine the interrelationships among perceived 

level of stress, role satisfaction, dichotomous demographic variables, 

and the newly created factors, a series of regression analyses were 

conducted. SPSS REGRESSION (Nie et a1. 1975) was used to produce 

stepwise linear regressio~ equations for Perceived Level of Stress, 

Student Satisfaction, Personal Satisfaction, and Work Satisfaction. In 

order to retain manageable numbers of variables and factors for 

consideration in the overall analyses, a maximum of five steps was 

requested for each analysis. The resulting regression equations and 

summary statistics appear in Tables 11 through 15. 

Perceived Level of Stress. For Perceived Level of Stress 

(Table 11) after step five, the multiple correlation was significantly 

different from zero, R=.45, F(5,365)=18.39, ~ <.001; and the resulting 

regression equation contributed to the prediction of a moderate propor

tion of variance (R2=.20, adjusted R2=.19). 

Two factors, (academic) Work Overload and Tension, were 

significantly, and positively related to increased levels of stress. 

Thus, as Perceived Level of stress increased, so did perceptions of 

(academic) Work Overload and perceptions of Tension. On the other 

hand, Work Satisfaction, Student Satisfaction and Academic Insecurity 

were all negatively related to Perceived Level of Stress. Therefore, 

increases in Perceived Level of Stress were accompanied by decreases in 

the perception of Work Satisfaction, Student Satisfaction, and Academic 

Insecurity. 
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TABLE 11. Perceived Level of Stress Stepwise Linear Regression 

Variable /Factor B Significance 

Work Overload .24- .26 .001 

Tensity .25 .25 .001 

Work Satisfaction -.06 -.10 .025 

Student Satisfaction -.12 -.13 .060 

Academic Insecurity -.10 -.13 .025 

Constant 2·48 

Multiple R = ·45 F (5,365) = 18.39, p <.001 

R2 = .20 

Adjusted R2 = .19 

Note: Sex, Work, Work Satisfaction, Student Satisfaction, Personal 
Satisfaction and all factors are regressed onto Perceived Level 
of Stress. 

Individually, after adjusting for error rate and other vari-

abIes in the equation, Work Overload, Tension, Work Satisfaction and 

Academic Insecurity contributed to signficant increases in R2, while 

Student Satisfaction just missed significance a the ~ < .06 level. 

Student Satisfaction. Next, the stepwise, linear regression 

for Student Satisfaction was performed with the number of steps again 

being held to five. Table 12 provides beta weights, significance 

levels, R, R2 and adjusted R2 for the resulting regression equation. 

Academic Insecurity, Perceived Level of Stress and time spent 

Caring for Others Others were all negatively related to Student 



TABLE 12. Student Satisfaction Stepwise Linear Regression 

Variable/Factor B Significance 

Academic Insecurity -.24 -.30 .001 

Self Esteem .31 .22 .001 

Direct Situational Coping .19 .17 .001 

Perceived Level of Stress -.12 -.12 .010 

Caring for Others -.08 -.10 .050 

Constant 3.71 

Multiple R = .50 F (5,365) = 17.85, p <.001 

R2 = .25 

Adjusted R2 = .24 

Note: Sex, Work, Work Satisfaction, Personal Satisfaction and all 
factors are regressed onto Student Satisfaction. 

Satisfaction. An increase in Student Satisfaction was paralleled by 

decreases in Academic Insecurity, Perceived Level of Stress, and Time 
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spent in Caring for Others. In addition, an increase in Student 

Satisfaction was also associated with an increase in Direct Situational 

(academic) Coping, and in Self Esteem. 

After step five, the multiple correlation was significantly 

different from zero (F(5, 365)=24.81, ~ < .001) with each of the 

variables adding significantly to the increase in R2. The resulting 

five-step, regression equation accounted for a moderate 25 percent of 

the variance in Student Satisfaction. 
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Personal Satisfaction. The five-step linear regression for 

Personal Satisfaction (Table 13) resulted in another equation signifi

cantly different from zero (F(5, 365)=13.11, ~ <.001), but 

which accounted for only a small, 14 percent, of the variance in 

Personal Satisfaction. Depression and (academic) Work Overload were 

each negatively related to Personal Satisfaction while Spectative 

Tension Reduction» Student Satisfaction and Self-Esteem were all 

positively related to Personal Satisfaction. 

Increases in Personal Satisfaction were associated with 

concomitant increases in Self-Esteem, Spectative Tension Reduction and 

Student Satisfaction, and with the reduction in perceptions of 

Depression and (academic) Work Overload. 

Four of the five variables reached individual signficance after 

adjustments for Type I error rate and the entrance of all other 

variables into the equation. Self-Esteem, (academic) Work Overload, 

Depression and Spectative Tension Reduction were all signficantly 

related to Personal Satisfaction. Student Satisfaction, on the other 

hand, reached significance only in combination with the other variables 

in the equation. 

These results indicate that increases in Personal Satisfaction 

are associated with decreases in (academic) Work Overload and 

Depression, while also being associated with increases in Self-Esteem, 

Spectative Tension Reduction (i.e., watching television and going to 

movies) and Student Satisfaction. 

Work Satisfaction. Finally, a stepwise linear regression with 

five maximum steps was conducted with variables/factors regressed onto 



TABLE 13. Personal Satisfaction Stepwise Linear Regression 

Variable/Factor 

Self Esteem 

Work Overload 

Depression 

Spectative Tension Reduction 

Student Satisfaction 

Constant 

R=.39 

2 
R =.15 

R2 adjusted=.14 

B 

.28 

-.15 

-.15 

.07 

.09 

3.55 

Significance 

.18 .001 

-.14 .001 

-.13 .025 

.10 .050 

.08 NS 

F (3,365) = 13.31, p <.001 

Note: Sex, Work, Work Satisfaction, Student Satisfaction, Perceived 
Level of Stress and all factors are regressed onto Personal 
Sa tisfactiion • 
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Work Satisfaction. The equation is presented in Table 14 and is signi-

ficantly different from zero at the ~ < .002 level(F(5,156)=4.07). 

Gender, Direct Situational Coping, Depression, Academic 

Insecurity and Interpersonal Coping contributed to significant 

increases in R2. All five variables contributed to a small (12 

percent), but significant, proportion of variance in Work Satisfaction 

(R2=.12, adjusted R2=.09). 

These results indicated that a small proportion of Work 

Satisfaction is negatively related to Gender, Depression, and a 

generally Direct Interpersonal Coping strategy. Positive relationships 



TABLE 14. Work Satisfaction Stepwise Linear Regression 

Variable/Factor B Significance 

Gender (Male=O; Female=1) -.41 -.23 .001 

Direct Situational Coping .31 .26 .001 

Depression -.27 -.18 .025 

Academic Insecurity .13 .13 .025 

Interpersonal Coping -.23 -.11 .050 

Constant 3.23 

Multiple R = .33 F (5,156) = 4.07, p < .001 

R2 = .12 

Adjusted R2 = .09 

Note: Percei ved Level of Stress, Sex, Student Satisfaction, Personal 
Satisfaction and all factors are regressed onto Work 
Satisfaction. 
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were also demonstrated between Work Satisfaction and Direct (academic) 

Situational Coping and Academic Insecurity. As levels of Work 

Satisfaction increased, the likelihood of being female, of experien-

cing Depression, and using Interpersonal Coping strategies decreased. 

Conversely, the likelihood of being male, using Direct (academic) 

Situational Coping, and of experiencing Academic Insecurity increased. 

An.overviewof variables/factors related to Perceived Levels of 

Stress, Student Satisfaction, Personal Satisfaction, and Work Satis-

faction along with directions of relationships is provided in Table 15. 
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TABLE 15. Summary of Regression Analyses 

Perceived 
Level Student Personal Work 
of Satisfaction Satisfaction Sa tisfaction 

Stress 

+ (academic) - Academic + Self-Esteem - Gender 
Work Insecurity 
Overload 

+ Tension + Self-Esteem - (academic) + Direct 
Work Situational 
Overload (academic) 

Coping 

- Work + Direct Depression - Depression 
Satisfaction Si tua tional 

(academic) 
Coping 

- Student - Perceived + Spec ta tive + Acdademic 
Satisfaction Level of Tension Insecurity 

Stress Reduction 

- Academic - Time Spent + Student + Inter-
Insecurity Caring for Satisfaction personal 

Others Coping 



Discriminant Function Analyses 

In order to determine whether specific variables, factors, or 

combinations thereof could accurately discriminate between designated 

groups (e.g. males and females), a series of stepwise discriminant 

functions was performed. Using SPSS DISCRIMINANT (Nie et al. 1975) 

Gender, Non-Working vs Working, Grade Level, and Academic Major were 

used as the dependent/grouping variables, and other demographic 
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variables, Perceived Level of Stress, Role Satisfaction and all factors 

were identified as the independent/predictor variables. 

Because of the large number of variables and factors involved 

in the overall data analyses, the maximum number of steps for 

discriminant analyses was held to five steps for two-group analyses and 

to ten steps for analyses in which more than two groups were 

classified. The stepping procedures were restricted in order to 

identify the best set of predictors and to create a smaller set of 

variables/factors with which to work. 

Gender. The analysis for Gender was calculated on the bases of 

374 cases (213 females and 161 males). One individual had missing data 

which preculded inclusion in the analysis. Table 16 presents the 

five-step, discriminant function resulting from the analysis. The 

function had a combined chi-square that was significant beyond the 

2 
~ < .001 level (x (5)=66.85). The single discrimiant function accoun-

ted for a small, but significant, 22 per cent of the variablility 

between famales and males. The function was able to correctly classify 

68 per cent of the cases. 
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TABLE 16. Gender Stepwise Discriminant Function 

standardized 
Variables/Factors Function Wilks Significance 

Coefficients Lambda 

Social Support Seeking .601 .924 

Tension .464 .889 

Type A-Like Behavior -.512 .858 

Direct Situational Coping .384 .828 

Academic Preparation Time .259 .819 

Canonical Discriminant Function: Eigenvalue 
Correlation = 
Wilks Lambda = 

= .221 
.425 
.819 

= .001 Significance 

Percent of Cases Correctly Classified = 68% 

.001 

.001 

.001 

.001 

.001 

Note: Posi ti ve sign indicates higher mean fa'ctor scores for females. 

Negative sign indicates higher mean factor scores for males. 

A loading matrix of correlations between the predictor 

variables/factors and the discriminant function, univariate Fls, Fls 

adjusted for all other variables and Type I error rate, and signifi-

cance levels is provided in Table 17. All of the variable/factors were 

highly significant in discriminating between males and females. 

Women were shown to have significantly higher mean factor 

scores than men for Social Support Seeking (mean for females 2.30; mean 

for males 1.98); Tension (females 2.04; males 1.80) Direct Situational 
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TABLE 17. Variable/Factor Significance for Gender 

Corre-
Variable/Factor lation 

Univariate 
F 

Signi
ficance 

Adjusted 
F 

Signi
ficance 

Social Support 
Seeking .611 27.81 .001 22.77 .001 

Tension .414 12.79 .001 13.23 .001 

Type A-Like 
Behavior -.354 9.33 .002 15.80 .001 

Direct Situational 
(academic) Coping .446 14.85 .001 8.23 .005 

Academic 
Preparation Time .341 8.65 .003 3.88 .050 

Notes: Positive sign indicates higher mean factor scores for females. 

Negative sign indicates higher mean factor scores for males. 

Pooled Within-Group Correlations are measured between 
discriminating variables/factors and discriminant function. 

(academic) Coping (female means=1.73; male means=1.52), and Academic 

Preparation Time (female means=2.67; male means=2.43). Men, however, 

demonstra ted signficantly higher mean factor scores for Type "A-Like" 

Behavior (mean for men 1.91; mean for women 1.73). 

Non-Working vs Working Students. In trying to identify those 

variables and factors capable of discriminating between individuals who 

held paid jobs, in addition to being students, and those whose primary 

occupation was that of student, the number of steps in the Discriminant 

Function was again held to five. 



TABLE 18. Non-Working vs Working Students Stepwise Discriminant 
Function 

Standardized 
Variable/Factor Function Wilks Signi-

Number of Units 

(Academic) Work OVerload 

Academic Insecurity 

Academic Preparation Time 

Grade Level 

Canonical Discriminat Function: 

Coefficeints 

.550 

-.665 

.417 

. ·444 

-.289 

Eigenvalue 
Correlation 
Wilks Lambda 
Significance 

Percent of Cases Correctly Classified: 67% 

Lambda 

.922 

.903 

.885 

.866 

.856 

= .169 
= .380 
= .856 
= .001 

Notes: Posi ti ve signs indicate higher mean factor scores for 
non-working students. 

ficance 

.001 

.001 

.001 

.001 

.001 

Negative signs indicate higher mean factor scores for working 
students. 

Thirteen cases were deleted for missing de ta. Analysis was 

conducted with the remaining 362 cases (206 held no outside jobs, and 

156 held outside jobs). Table 18 shows the resulting discriminant 

function equation. The five discriminating variables accounted for a 

small, but significant, 17 percent of the variability be'tween 

non-working and working individuals with x2 (5) = 52.10, p <.001. 

Correct classification was achieved for 67 percent of the cases. 
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TABLE 19. Variable/Factor Significance for Non Working vs Working 
Students 
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Corre- Univariate Signi- Adjusted Signi-
Variable/Factol~ lation F ficance F ficance 

Number of Units .711 28.69 .001 12.89 .001 

Academic 
Pre para tion Time .525 15.63 .001 8.00 .005 

Work Overload -.342 6.63 .010 16.36 .001 

Grade Level -.305 5.29 .022 3.87 .050 

Academic 
Insecurity .145 1.19 NS 6.31 .025 

Notes: Posi ti ve signs indicate higher mean factor scores for non-working 
students. 

Negative signs indicate higher mean factor scores for working 
students. 

Pooled Within-Group Correlations_are measured between 
discriminating variables/factors and discriminant function. 

Table 19 indicates that individually, the Number of Units, time 

spent in Academic Preparation, feelings of (academic) Work Overload, 

Grade Level and Academic Insecurity all significantly discriminated 

between those students who did not work at outside paid jobs, and those 

students who did work at outside paid jobs. Even when the variables 

separated the two groups were adjusted for each other, and Type I error 

rate, they all remained statistically significant. 

Examination of the means for the significant variable/factors 

indicates that students in paid, outside jobs tend to be at a higher 

grade level (mean for those working is 1.27 for those not working, .980 
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where freshman status was coded as 0; sophomore status as 1; junior 

status as 2, and senior status as 3), feel more (academic) Work Overload 

(mean 2.00 vs 1.80), take fewer units per semester (12.45 for those 

working vs 14.48 for those not working), spend less time in Academic 

Preparation (2-3 hours per day for working students vs 3-4 hours per day 

for non-working students), and experience less Academic Insecurity (mean 

1.71 for working students vs 1.81 for non-working students) than their 

non-working counterparts. In other words, individuals who work at 

outside, paid jobs take fewer units, spend less time in academic prepa

ration, feel more (academic) Work Overlaod, but feel less Academic 

Insecurity than non-working students. 

Grade Level. The Discriminant Function Analysis for Grade Level, 

held to ten steps for the four groups, resulted in the calculation of 

three discriminant functions (Table 20) for the ten predictor variables 

with a combined x2 (30)=180.54, ~ <.001. After removal of the first 

function, statistically significant discriminating power remained for the 
~ 

second function where x2 (18)=31.98, ~ <.020. The third function 

however, did not reach statistical significance. The two, significant 

functions accounted for 85% and 9%, respectively, of the between group 

variability in discrimination among groups. The analysis was based on a 

total of 354 cases with 12 of the original 375 being dropped because 

students had graduate standing, and 9 cases being dropped due to missing 

data on one or more of the discriminating variable/factors. The 

remaining 354 cases consisted of 151 Freshmen, 91 Sophomores, 70 Juniors 

and 42 Seniors. The first discriminant function maximally separated 
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TABLE 20. Variable/Factor Significance for Grade Level 

Uni- Adjus-
Corre1a tions of 

Predictor Variables 
With Discriminant 

Functions 
variate Signi- ted Slgni-

Variable/Factor F ficance F ficance 

Age 

Anxiety 

Perceived 
Lack of Control 

Social 
Support Seeking 

Student 
Satisfaction 

Practical 
Tension Reduction 

Direct 

1 2 3 

.763* .149 -.175 

-.276 .193 .022 

-.273 .097 .072 

-.190 .562* -.368 

.089 .441* .227 

.069 .300* -.097 

Situational Coping -.130 .140 -.051 

Number of Units 

Academic 
Preparation Time 

Financial Anxienty 

-.032 -.117 

.043 -.221 

.091 .368 

.015 

.532 

.531 

37.31 

5.10 

4.81 

5.03 

2.04 

.95 

1.23 

.16 

1.67 

2.66 

.001 

.002 

.003 

.002 

NS 

NS 

NS 

NS 

NS 

.050 

40.54 

3.86 

5.07 

3.07 

2.60 

3.06 

2.59 

2.75 

Notes: *Indicates Variables/Factors loading .30 or above on a 
function. 

Function 1 maximally separates freshman from students at 
other grade levels. 

.001 

.010 

.002 

.050 

.050 

.050 

.060 

.050 

.050 

.025 

Function 2 maximally separates sophomores from students at 
other grade levels. 

Pooled Within-Group Correlations are measured between 
discriminating variables/factors and discriminant function. 



Freshmen from Sophomores, Juniors and Seniors, while the second 

discriminant function maximally separated Sophomores from all other 

groups. 
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A loading Matrix of correlations between the 10 predictor 

variables/factors and the three discriminant functions (Table 20), 

shows that for the first discriminant function (separating Freshman 

from the other grade levels), the primary predictor (using a loading of 

.30 or above) is age. 

The variables and factors significantly separating sophomores 

from the other three groups, after all variables were adjusted for each 

other and Type I error rate, were Social Support Seeking F(1, 

329)=3.07, ~ < .05; Student Satisfaction F (1, 229)=2.60, ~ < .05, and 

Practical Tension Reduction F(1, 329)=3.06, ~ < .05. For Social 

Support Seeking the means were for sophomores 2.03, for Juniors 2.05, 

for Seniors 2.15, and for Freshmen 2.29. These results suggested that 

Sophomores were significantly less likely to use a general Social 

Support Seeking coping strategy than students at other grade levels 

while freshmen were significantly more likely to use such a strategy 

than students at other grade levels. 

The means for Practical Tension Reduction were: Sophomores 

1.46, Freshmen 1.55, Juniors 1.60 and Seniors 1.69. Again, Sophomores 

were significantly less likely than students at other grade levels to 

engage in "Practical" Tension Reduction activities (e.g. paying atten

tion to nutrition, getting more physical exercise, etc.), whereas 

Seniors were significantly more likely than stUdents at other grade 

levels to report engaging in such activities. 
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For Student Satisfaction the means were 2.73 for Sophomores, 

2.84 for Freshmen, 2.93 for Seniors and 2.98 for Juniors. Consequently, 

sophomores were significantly less satisfied with their student role 

than were students at other grade levels, while Juniors were 

significantly more satisfied with their student role than were students 

at other grade levels. Overall, then, sophomores were significantly 

less likely than students at other grade levels: (1) to use a general 

(across situational) Social Support Seeking coping strategy; (2) to 

engage in Practical Tension Reduction activities, and (3) to be 

satisfied with their student roles. On the other hand, Social Support 

Seeking, Practical Tension Reduction and Student Satisfaction were 

significantly associated with freshmen, seniors and 

juniors respectively. 

Academic Major. For the classification by Academic Major, only 

three groups had large enough case-to-variable ratios to permit 

analysis. The groups were Business majors, Liberal Arts majors and 

Science & Engineering majors. Analysis has completed for a total of 

248 cases: (90) Business majors; (86) Liberal Arts majors, and (72) 

Science & Engineering majors. 

On the basis of these 248 cases, two significant discriminant 

functions were calculated (Table 21) that accounted for 76% and 24% of 

the between group variability respectively. The combined Chi Square 

for the two functions was x2 (20)=67.56, p < .001. After the first 

function was removed, there was remaining statistical significance for 

the second function (x2 (9)=16.86, ~ <.05). The first discriminant 



function maximally separated Science & Engineering majors from the 

other two groups, while the second discriminant function separated 

Business majors from the other two groups. 
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A loading matrix of correlations between the ten predictor 

variables and the two discriminant functions is provided in Table 21. 

The results indicated that the first discriminant function, separating 

Science & Engineering majors from the others, owed most of its discri

minating power to Gender, and the use of a general Interpersonal Coping 

stragegy applied across situations. 

The variables and factors separating Business majors from other 

academic majors were Type A-Like Behavior, and an Accommodating, 

Situational (hypothetical conflinct with an instructor) Coping 

strategy. 

The variables/factors that significantly separated Science and 

Engineering students from students in the other two majors after all 

adjustments were made included: Gender F (2, 239)=10.85, £ < .001; 

Perceived Level of Stress F(2,239) = 3.51, £ < .05, and Depression with 

F (2,239) = 4.57, .E < .01. Means for gender ("male" coded 0; "female" 

coded. 1) were .257 for Science and Engineering, ~511 for Business and 

.613 for Liberal Arts majors. Means for Perceived Level of Stress were 

2.81 for Science and Engineering, 2.63 for Business and 2.61 for 

Liberal Arts majors. The trend for Perceived Level of Stress was to 

increase from Liberal Arts, through Business to Science and Engineering 

majors. Means for Depression were 2.50 for Science & Engineering, 1.36 

for Business, and 1.29 for Liberal Arts majors. Thus, individuals 

pursuing a Science and Engineering major demonstrated significantly 
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TABLE 21. Variable/Factor Significance for Academic Major 

Correlations of 
Predictor Variables 
With Discriminant 

Variable/Factor Functions 

1 

Gender .568* 

Interpersonal 
Coping .354* 

Perceived Level 
of Stress -.274 

Academic 
Prepara tion 
Time -.254 

Depression -.212 

Academic 
Insecurity 

Type A-Like 
Behavior 

Accommodative 
Situational 
Coping 

Hostility 

Sensate 
Tension 
Reduction 

.203 

.026 

.160 

.094 

.071 

2 

-.314 

.277 

.034 

-.204 

.143 

.207 

.564* 

.496* 

.202 

-.280 

Uni- Adjus-
variate Signi- ted Signi-

F ficance F ficance 

10.24 

4.31 

2.19 

2.23 

2.86 

2.93 

.62 

.84 

.001 

.010 

NS 

NS 

NS 

NS 

.059 

.055 

NS 

NS 

10.85 .001 

2.19 NS 

3.51 .050 

2.83 NS 

4.57 .010 

.025 

3.77 .025 

1.93 NS 

NS 

2.35 NS 

Notes: * Variables/Factors loading .30 or above on a function. 
Function 1 maximally separates Science & Engineering majors 
from all other majors. 

Function 2 maximally separates Business Majors from all other 
majors. 

Pooled Within-Group Correlations are measured between 
discriminating variables/factors and discriminant functions. 
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different relationships with gender, Perceived Level of stress, and 

Depressive sYmptomatology than students pursuing other academic majors. 

Business majors were separated from the other academic majors 

after adjusting for the entry of all variables into the discriminant 

function equation, and for Type I error rate by Academic Insecurity and 

Type "A-Like" Behavior. For Academic Insecurity, F(2, 229)=4.00, 

E <.025. The mean for Business majors was 1.82, for Liberal Arts 

majors 1.72, and for Science and Engineering majors 1.61. Thus, 

Business majors were significantly more likely to report high levels of 

Academic Insecurity while Science and Engineering majors were signi

ficantly less likely than the other two majors to report high levels of 

Academic Insecurity. With Type "A-Like" Behavior (F (2,229)=3.77), the 

means were 1.93 for Business majors, 1.82 for Science and Engineering 

majors, and 1.74 for Liberal Arts majors. In this case, Business 

majors were significantly more likely than students in the other two 

academic majors to report high levels of Type "A-Like" Behavior while 

Liberal Arts majors were significantly less likely than students in the 

other two academic majors to report high levels of Type "A-Like" 

Behavior. 

Investigating the results of the discriminant function for 

academic major indicates that, overall, Science and Engineering majors 

were significantly more likely than other majors to obtain high factor 

scores for Perceived Levels of Stress and Depression, while Business 

majors were significantly more likely than other majors to obtain 

higher mean factor scores for Type "A-Like" Behavior and Academic 

Insecuri ty. 



Hypotheses Testing 

The hypotheses generated for this study were tested through 

results from Multiple Regression and Discriminant Function Analyses. 
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Hypothesis 1. Female students will, in general, report signi

ficantly higher perceived levels of stress than will male students. 

This hypothesis was not supported by results from this study. 

First, an examination of of both standard and stepwise Multiple 

Regression analyses for Perceived Level of stress indicated that gender 

was a significant predictor of stress level. In addition, Discriminant 

Function Analysis for Gender indicated the univariate F ratio for 

Gender to be non-significant (F(1, 117)=1.38, ~ > .20), and Perceived 

Level of stress did not enter the five-step discriminant function 

equation produced from the analysis. Therefore, Gender was not a 

significant predictor of Perceived Level of stress, nor was Perceived 

Level of stress a significant predictor of Gender. 

HypotheSiS 2. Individuals reporting higher perceived levels of 

stress will, in general, obtain higher factor scores for all symptoma

tology factors, academic concern factors, time utilization factors, 

type "A-like" behaviors, "non-direct" coping strategy factors and 

tension reduction activity factors than will individuals reporting 

lower perceived levels of stress. 

This hypothesis was partially supported and partially rejected 

on the basis of results from this study. An examination of the 

five-step, stepwise Multiple Regression equation for Perceived Level of 

stress indicated that increases in the perception of stress were 
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positively and significantly related to only one Symptom factor 

(Tension), and to only one Academic Concern factor (academic Work 

Overload), and significantly, but negatively related to the Academic 

Concern factor of Academic Insecurity. In addition, Time Utilization, 

Coping Strategy and Tension Reducticn Factors did not enter the 

five-step regression equation. 

A second, standard, Multiple Regression in which all factors 

were forced into the equation. on the first step was run to test 

directionality of hypothesized relationships and to eliminate the 

constraint of a five-step solution. 

The resulting regression equation indicated that Hypothesis 2 

was supported in directionality for Symptom factors of Tension, 

Interpersonal Sensitivity, and Hostility; Academic Concern factors of 

Work Overlaod, and Financial Insecurity; Time Utilization factors of 

Self Care, and Academic Preparation; the Self-Evaluation factor Type 

"A-Like" Behavior; Non-dir.ect Coping Strategies of Si tua tional 

Accommodation, Passive Avoidance, Active Avoidance, and Social Support 

Seeking, and finally the Tension Reduction Activities of Spectative and 

Spritual Tension Reduction. However, the directionality hypothesis was 

not supported in relationship to Symptom factors of Depression, and 

Somatization, Academic Concern factors of Academic and Personal 

Insecurity; the Time Utilization factor of, Care of Others; the 

Non-direct Coping Strategy of Situational Avoidance, or for Tension 

Reduction factors of Practical and Sensate Tension Reduction. 

The only statistically-signficant or nearly-significant 

relationships identified through standard Multiple Regression were 



those in a positive direction between Perceived Level of stress and 

Tension (~ < .001), (academic) Work Overload (~< .001), and Type 

"A-Like" Behavior (g < .084) and in a negative direction with 

Depression (~< .078). 

Hypothesis 3. Indi viduals reporting higher levels of stress 

will obtain generally lower factor scores for self-esteem, 

self-efficacy, and direct coping strategies than will individuals 

reporting lower levels of stess. 
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This hYpothesis was also partially supported and partially 

rejected based on results from this study. Standard Multiple 

Regression analyses showed the expected directional relationships for 

Self-Esteem and Self Efficacy, Direct Situational (academic) coping, 

and Direct Interpersonal Coping (confrontation) to be as hypothesized; 

however, none of the relationships were near statistical significance. 

The stepwise, Multiple Regression equation showed none of the factors 

for Hypothesis 3 to be significant in the prediction of Perceived Level 

of Stress. Therefore, the hYpothesized directionality of relationships 

were supported, but not in statistically, significant ways. 

Hypothesis 4. Following from Hypotheses 1, 2, and 3, female 

students will demonstrate significantly higher factor scores for 

symptomatology, academic concern, time-utilization, non-direct coping 

strategies and tension reduction activities than will male students. 

In addition, females will demonstrate significantly lower factor scores 

for self-esteem, self-efficacy and direct coping strategies than men. 



However, there should be no significant difference between males and 

females for t,ype 'A-like' behavior. 
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First, as reported in the testing for Hypothesis 1, women did 

not report significantly higher Perceived Level of stress than did men. 

Secondly, a complete examination of the Univariate F ratios with 1 and 

337 degrees of freedom from the Discriminant Function analysis for 

Gender indicated the follwing relationships: Women reported signifi

cantly higher mean factor scores for the Symptoms of Somatization 

(p <.01), Tension (~<.001), and Interpersonal Sensitivity (~< .01); 

the Academic Concerns of Work Overload (~ <.001), Academic Insecurity 

(~ <.01), and Personal Insecurity (~ <.05); Time Utilization of 

Self-Care (~<.01), and Academic Preparation ( ~ <.01), and the 

non-direct Coping Strategy of Social Support Seeking (~ <.001). 

However, women unexpectedly reported significantly higher mean factor 

scores for Direct Situational (academic) Coping (£ <.001). All other 

associations were non-significant. Men, on the other hand, demon

strated statistically-significant higher mean factor scores for Type 

"A-Like" Behavior (~ <.01), and Sensate Tension Reduction (~ <.05). 

Thus, women in this student sample demonstrated a greater 

number of statistically significant mean factor scores in the areas of 

Symptomatology, Academic Concerns and Time Utilization, but also and 

unexpectedly in the area of Direct Situational Coping. Men showed 

statistically-significant factor scores for Type A-Like Behavior and 

Sensate Tension Reduction Activities. And, overall, there was no 

significant difference in Perceived Levels of Stress for Males and 

Females. 
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Summary and Discussion 

This study has been largely an exploratory examination of the 

relationships among perceived level of stress, role satisfaction, 

demographic characteristics, symptomatology, self-evaluations, coping 

strategies and tension reduction activities for an undergraduate, 

student sample. The investigation was purposefully broad, integrative 

and multidimensional in na ture • The attempt was made to combine 

several lines of stress research in order to develop a perspective more 

congruent with the complexity of the individual experience of stress. 

Factor Analysis 

Factor analysis of the survey subsections Time-Utilization, 

Symptomatology, Academic Concerns, Self-Evaluation, Coping Strategies 

and Tension Reduction Activities resulted in the extraction of 27 total 

factors. 

Time-Utilization. There were three factors extracted (Care of 

others, Self Care, and Academic Preparation) that acounted for 43 

percent of the variability in Time Utilization. Although "cognitively 

appealing" factors emerged from the time-utilization de ta, the method 

used for gathering time-related information was yet unsatisfactory 

because of the limited number of time-related activities provided and 

the method used for designating time allotment. However, the 

measurement did provide a good "first attempt" at categorizing 

time-related activities, estimating their importance to the variability 

in time-utilization, and exploring the relationship to stress. Perhaps 

a more fruitful approach would include an attempt to examine more 
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closely the conflictual nature of time appropriations suggested by the 

negative association of time spent in the Care of Others with Student 

Sa tisfaction. 

Symptoms of Stress. Five well-defined and internally 

consistent factors (Depression, Somatization, Tension, Interpersonal 

Sensitivity and Hostility) were extracted, accounting for 41 percent of 

the variance in Symptomatology. With four of the five factors 

conforming to the factor structures of the subscales from which items 

were adapted, the usual criticism of factor analysis -- the 

non-replicability of the factor pattern -- was not evident here. The 

one new factor created (Tension) combined elements from other several 

other subscales, and related to nervousness and agitation. The 

replication of factor patterns confirms the conceptual clarity of the 

parent instrument in tapping the essential components of symptomatology 

related to psychological distress. 

Academic Concerns. Four orthogonal factors identified as 

(academic) Work Overload, Academic Insecurity, Personal Insecurity, and 

Financial Insecurity accounted for 40 percent of the variability in 

Academic Concerns. The importance of the relationship between time 

constraints and Academic Concern was suggested by the factor (academic) 

Work Overload being defined by only five variables including "not 

having enough time alone," "not having enough time with friends," and 

"not getting enough sleep or rest" (which could also be interpreted as 

"lack of" time), and by accounting for nearly 25 percent of the 

variability in Academic Concerns on its own. The (academic) Work 
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Overload factor participated in significant positive relationship with 

Perceived Level of stress and in a significant negative relationship 

with Personal Satisfaction. Academic Insecurity was negatively 

associated with Perceived Levels of Stress and Student Satisfaction, 

but positively related to Work Satisfaction. These relationships 

indicated the importance of such academic concerns for the perception 

of stress and the experience of role satisfaction within the academic 

environment. 

Self-Evaluation. Factors of Self-Esteem, Self-Efficacy 

(Perceived Control), and Type "A-Like" Behavior accounted for 38 per

cent of the variability in Self-Evaluation. Self-Esteem and 

Self-Efficacy factors corresponded closely to the scales from which 

they were adapted. Self-Esteem accounted for the majority of the vari

ance in Self-Evaluation, and was involved in significant, positive 

relationships with both Student and Personal Satisfaction. These 

factors were not directly significant to increases in Perceived Level 

of Stress, but Self-Esteem was indirectly connected through its signi

ficant, positive relationship with Student Satisfaction which was, in 

turn, just shy of significance in relationship to Perceived Level of 

Stress. Type "A-Like" Behavior accounted for only 6 percent of the 

variability in Self-Evaluation, and was unsatisfactory from at least 

two perspectives. First, it was defined by only two variables and 

secondly, the items defining the factor were constructed from concep

tual definition rather than from published scales. Future research 

would require a more appropriate measure of Type A Behavior be used. 
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Coping Strategies. Issues surrounding the situational 

specificity of behavior, as opposed to a generalized behavioral 

response consistency across situations, may partially have been 

addressed by the results of factor analytic approaches used to analyze 

Coping strategy responses in this study. The first actor analysis, 

conducted on a situation-by-situation basis, resulted in three 

situationa11y-specific factors (Situational Avoidance, Direct 

Situational 90ping, and Situational Accommodation) that accounted for a 

total of 86 percent of the variability in coping strategies. A second 

factor analysis, using an "across situations" approach, yielded four 

factors (Passive Avoidance, Direct Interpersonal Coping, Active 

Interpersonal Avoidance, and Social Support Seeking) that accounted for 

only 41 percent of the variability in Coping Strategies. 

While situationa11y-specific coping responses appeard to 

account for more than twice the variability in Coping Strategies of 

"across situations" responses, analyses from both perspectives would 

probably prove the most accurate. For example, both Direct Situational 

(academic) coping, and the more general, Interpersonal Coping, were 

significantly related to Work Satisfaction, while Direct Situational 

(academic) Coping was significantly related to Student Satisfaction. 

In these instances, a situationa11y-specific coping response (to a 

problem in the academic realm) emerged as a signj,ficant predictor of 

role satisfaction in that specific area, but a more general coping 

strategy of Interpersonal Coping, as well as situationa11y-specific 

coping responses geared to the academic setting, were both instrumental 

as predictors in the area of work satisfaction for working students. 
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A major limitation related to these analyses of coping 

strategies includes their being associated with responses to 

hypothetical situations with no controls for potential versus actual 

behavior. In addition, the hypothetical situations were extremely 

divergent in terms of their coping contexts, and it may therefore have 

been inappropriate to create a composite, across-situational index 

through factor analysis. Finally, the range of potential responses 

were severly constrained by the small number of responses supplied for 

each situation. 

Tension Reduction Activities. Four factors (Practical, 

Spiritual, Spectative and Sensate Tension Reduction) were produced from 

this exploratory area of research. Together they accounted for a 

modest (31%) of the variance in Tension Reduction, and two of the four 

factors were defined by only two variables each. One of those two 

factors (Spectative Tension Reduction) was, however, significantly 

related to Personal Satisfaction. This result suggested that this 

embryonic area of investigation might prove amenable to a more in-depth 

examination. Future research might focus on identifying additional 

variables for inclusion in the factor-analytic categories identified 

here. In addition, the distinction between Coping Strategies and 

Tension Reduction Activities is, as yet, unclear. There may be some 

relationship on an immediate (Tension Reduction Activities) versus 

future-oriented (Coping Strategies), or on an internal versus external 

dimensions; however, these relationships are vague and are in need 

of considerable refinement. 
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Multiple Regression Analyses 

Stepwise, Linear Multiple Regressions restricted to five steps 

were conducted in an effort to identify smaller sets of predictors and 

to examine variable/factor relationships for Perceived Levels of 

Stress, Student Satisfaction, Personal Satisfaction and Work 

Satisfaction. Statistically significant regression equations resulted 

for each of the four analyses conducted and accounted for 20, 25, 15, 

and 12 percent of the variation in those areas respectively. 

Perceived Level of Stress. When considered as covariates in 

relationship to Perceived Stress, the positive relationships between 

Tension and (academic) Work Overload both proved statistically 

significant. While the negative relationships with Work Satisfaction 

and Academic Insecurity both reached statistical significance, Student 

Satisfaction barely missed significance at the £ < .06 level. 

The direction of all relationships were anticipated from the 

literature except for the negative relationship between Perceived Level 

of Stress and Academic Insecurity. There are a number of possible 

explanations for the result. First, it is possible in the perception 

of overall stress, as estimated by the question associated with this 

variable, there exists a hierarchy of insecurities and worries 

associated with the academic setting. As the perception of stress 

level increases, some insecurities and worries may simply fail to reach 

threshold while others, such Academic Insecurity, take on reduced or 

negative importance. Secondly, deterioration and inefficiency in 

congitive functioning, demonstrated to accompany increased levels of 
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stress in other situations, may be operative here. If so, such 

functioning might preclude the consideration of a broad range of 

insecurities, and lead the individual to focus on those that take on 

more immediate, more salient properties. Thirdly, Academic Insecurity 

may be appraised as more easily "controlled" or dealt with than 

Personal Insecurity which involves interpersonal relationships. 

Partial support for this interpretation of "controllability" was 

provided by another result in this study. Individuals reported using 

"direct coping strategies" more frequently in relationship to the 

academic problem mastering material for a course than for any other 

situation presented. 

It is also possibile that Academic Insecurity is, in some way, 

related to the concept of "Eustress" posited by Selye (1976). This 

concept emphasizes the necessity of "positive stress" for functioning, 

growth, and well-being. Along these same lines, Academic Insecurity 

may serve as an indicator that one is performing one's student role 

well. In other words, one might subsribe to the notion of "stress for 

success," in which Academic Insecurity serves as both a baseline 

"given" and an' indicator of potential success. This iriterpretation may 

offer a partial explanation of the Hicks and Schretlen (1979) report of 

increased rates of Type-A behavior for college students. 

The near-significant, relationship between Perceived Level of 

stress and Type "A-Like" Behavior in this study, plus the negative (and 

anomolous) relationship between Dep~ession and Perceived Level of 

stress may suggest a clarification of the positive relationship with 

Academic Insecurity. That Depression, consistently reported as a 
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correlate or consequence of stress in the general literature, should 

appear in a negative association is not easily explained. Perhaps the 

most readily available explanation would consider the operation of 

"classical defense mechanisms" such as supression and denial. In the 

si tuation where perceived level of stress is "high," but in which 

motivation must be maintained for successful performance (as in the 

academic setting), the denial of symptoms associated with depression 

could serve an extremely important instrumental function. Denial of 

overwork, fatigue and other "de-motivating" thoughts and feelings have 

been reported in the general research literature in association with 

Type A Behavior (Glass, 1977). In addition, the maintenance or 

perception of a "high stress level," significantly associated with 

perceptions of increased (academic) Work Overload and Tension, may also 

serve a motivating function and help to decrease feelings of Academic 

Insecurity as one evaluates oneself as performing the academic function 

successfully. This may result in the self attribution or belief in 

"stress for success." 

The relationship between Academic Insecurity and Perceived 

Level of Stress in this student sample is so completely contrary to 

expectation that it warrents further examination. 

Student Satisfaction. The covariate relationships for Student 

Satisfaction included significant, positive relationships with Direct 

Situational (academic) Coping, and Self-Esteem. In addition, 

significant, negative relationships involved Academic Insecurity; 

Perceived Level of Stress, and Care of Others. Here, Academic 
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Insecuri ty was in the direction expected in that scores on the factor 

decreased as Student Satisfaction increased. Thus, if one were to 

endorse the speculation presented earlier, that the perception of 

competency in the student role is tied to the perception of increased 

levels of stress and concommitant decreases in academic insecurity, the 

negative association between Student Satisfaction and Academic 

Insecurity, would lead one to conclude that perceptions of role 

performance and satisfaction with that role may be associated with 

opposing experiences of self. The negative relationship between 

Student Satisfaction and Caring for Others may simply reiterate the 

conflictual nature of the "significant other" and/or parenting roles, 

and the student role. 

Personal Satisfaction. Significant, negative relationships 

between Personal Satisfaction and both (academic) Work Overload, and 

Depression were in expected directions as was the positive, significant 

relationship with Self-Esteem, and the positive, but non-significant, 

relationship with Student Satisfaction. Spectative Tension Reduction 

(watching T.V. and going to movies) emerged as one of the more 

important of the five variables in the prediction equation for Personal 

Satisfaction. Perhaps this result is best related to "uplifts and 

hassles" research of Lazarus and Launier (1978), and Kanner et ale 

(1981). These researchers suggest that with the complexity of daily 

living, stress and moderators of stress are best understood in terms of 

the small, daily "uplifts and hassles" than in terms of the more 

traumatic, but less-frequently-occuring "life events." If one 
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considers the concept of time to be an important element in the 

perception/experience of stress, then having the time to participate in 

such "spectative" tension reduction actvities may signal a decrease in 

time demands, and an increase in the amount of time available for 

recreational and leisure activities supportive of personal satisfac

tion. Watching television and attending movies may represent the most 

easily accessible leisure activities available. 

Work Satisfaction. Work Satisfaction was significantly, and 

negatively related to gender. As satisfaction with work increased, the 

likelihood of being female decreased. The apparently unsatisfactory 

relationship between college women and their work roles may follow from 

sevaral conditions. First, it is possible that college women, like 

women in the genral population, become associated with lower status, 

lower paying jobs than do college men, resulting in their experiencing 

work as less satisfying. Perhaps a contrast between the presumably 

"sta tus-equal" si tua tion of the tmclergradua te academic community, and 

the "world of work" may kindle dissatisfaction. The time spent Caring 

for others, involved in Student Satisfaction, may be indirectly related 

to work situation. If time spent Caring for Others results more for 

women than for men, the combination with work role, and student role 

may lower satisfaction for women directly in the student role, and 

indirectly in the work role. However, since the work status of the 

men and women in the sample was not assessed, and gender associations 

in time spent Caring for Others not examined, these interpretations are 

purely speculative in nature. 
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Work Satisfaction and Academic Insecurity take on a positive 

relationship. As Work Satisfaction increases, Academic Insecurity also 

increases. One possible explanation is that as Work Satisfaction 

increases it results from, or is accompanied by, a corresponding shift 

in focus, time, and attention that results in less time and attention 

being availa~le for academic preparation; thus, an increase in Academic 

Insecurity. 

Discriminant Function Analyses 

Gender. A signficant, five-factor discriminant function for 

gender accounted for 22 percent of the between group variability and 

resulted in the correct classification of 68 percent of students along 

gender lines. With covariate relationships taken into account, it was 

the higher mean factor scores for women on Social Support Seeking, 

Tension, Direct Situational (academic) Coping and Academic Preparation 

Time, along with the higher mean factor scores for men on Type "A-Like" 

Behavior, that contributed to the significant classification function 

for Gender. 

Two of these results are particularly unexpected. Pearlin and 

Schooler (1978) indicated that direct coping strategies were employed 

in the role areas of marriage, parenting and work by men rather than by 

women in a large, general population sample. Women were said, in tha t 

study, to employ coping strategies (such as selective ignoring and 

avoiance) significantly more likely to exacerbate rather than 

ameliorate stressful situations. Therefore, it is somewhat surprising 
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to find women reporting themselves more likely to take a direct coping 

strategy in the academic situation than men. Explanations for the 

discrepency with these results may lie in the hypothetical academic 

problem presented in the study being, unlike situation situations in 

marriage, parenting or work, more amenable to individual, direct 

action. A second, but related, explanation may be that the situation 

was posed in this study as hypothetical. Respondents were asked to 

respond in terms what they thougt they were most "likely" to do in the 

situation. No data were collected on the actual experiences 

individuals had with such situations. A third alternative for the 

discrepency may involve the previously mentioned status positions of 

women in undergraduate academic situations versus those in marital, 

parenting or work conflicts being more equal. 

The second unexpected result occurred with the significantly 

higher mean factor Bcores for men on Type "A-Like" Behavior. This is 

contrary to the report of Hicks and Schretlen (1978) of no sex 

differences for a college sample on reports of Type A Baha vior. The 

first explanation must come from the inadequacy of the measure used in 

this study. While the Hicks and Schretlen study utilized an adaptation 

of the Jenkins Activity Survey, the measure in this study was a 

relatively constrained factor definition that could only appropriately 

be labelled Type "A-Like" behavior. 

Non-Working versus Working Students. The Discriminant Function 

analysis for non-working vs working students resulted in a function 

equation accounting for a small, but significant, 17 percent of the 
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between group variability and correctly classifying 67 percent of the 

cases. Students working in outside, paid jobs were found to be 

signficantly more likely than their non-working counterparts to be in a 

higher Grade Level, to feel more (academic) Work Overload, to carry 

fewer academic units, report less time spent in Academic Preparation, 

and to experience more Academic Insecurity. These results, again, 

provided an opportunity for examination of the role of Academic 

Insecurity in the lives of undergraduate stUdents. 

Perhaps, as previously described, there occurs with the 

addition of an outside job to the activities and responsiblities 

associated with being a student, a necessary restructuring of time and 

a shift in focus that decreases the amount of time devoted to, alloted 

to, or simply available for academic work. The restructuring of time 

and shift in focus may result in increased Academic Insecurity. It is 

equally likely that increases in Academic Insecurity may lead to the 

seeking of more satisfaction in the work roles. 

Grade Level. The Discriminant Function for Grade Level 

produced two significant functions accounting for 85 percent and 9 

percent of the between group variability respectively. Comparisons of 

means for the primary, significant, discriminating variables/factors 

indicated, as would be expected, that age increases with grade level. 

In addition, Sophomores had the lowest mean factor scores for Social 

Support Seeking as a coping strategy, and Freshmen the highest scores. 

Sophomores were also the least satisfied with their student role, while 

Juniors were the most satisfied. Sophomores were the group least 
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likely to engage in Practical Tension Reduction Activities and Seniors 

the most likely to engage in them. 

Examination of the univariate relationships between means for 

the other predicto~variables associated with the significant, ten-step 

Discriminant Function,presented a picture of several differences in 

experience for individuals at the different Grade Levels. For example, 

Freshmen reported signficantly higher mean factor scores for Tension, 

Direct Situational Coping and Social Support Seeking and significantly 

lower mean factor scores for Self Esteem. In addition to the 

previously mentioned relationships for Sophomores, they were also the 

least likely of the groups to use Direct Situational (academic) Coping 

as a strategy. Juniors, on the other hand, had significantly higher 

mean factor scores for Academic Preparation and were, as previously 

mentioned the most satisfied with the Student Role. Seniors reported 

significantly less Tension and less time spent in Academic Preparation 

time, were significantly more likely have high factor scores for 

Practical Tension Reduction and Self-Efficacy (Control). 

The picture, though "sketchy," that emerged was one of a high 

level of stress, insecurity, and abundant social support-seeking in the 

freshman year. That was followed by a year of "shock" or adaptation 

for sophomores in which there was very little activity, and a great 

deal of dissatisfaction with the student role. The sophomore year was 

followed by a year of increased academic preparation time, as well as 

increased satisfaction with the student role for juniors. Finally, a 

year of "system mastery," low tension and completion followed for 

seniors. These results may indicate an outline of the academic 
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maturation process appropriate for an academic "life cycle" approach to 

understanding stress and adaptation in the undergraduate, academic 

environment. 

Academic Major. Two statistically-significant discriminant 

functions were calculated for the classification according to academic 

major. The first function accounted for 76 percent of the between 

group variability, maximally separated Science & Engineering majors 

from the others, and owed most of its discriminating power to Gender 

and the use of a general (across situations) Interpersonal Coping 

strategy. The second function accounted for approximately 24 percent 

of the between group variability, maximally separated Business majors 

from the other two groups and owed most of its discriminating power to 

Type "A-Like" Behavior, and Accommodating Situational (difficulty with 

a professor) Coping strategy. 

Univariate F ratios for variables identified in the 

two-function, ten-step solution indicated that Business majors had 

significantly higher mean factor scores for Academic Insecurity, and 

Type "A-Like" Behavior. Business majors, then, conformed somewhat to 

the contemporary sterotype of the "hard-driving," "competitive," "Type 

, A-Like' person. 

Science and Engineering majors had significanly lower factor 

scores for Gender, and Academic Insecurity, but significantly higher 

factor scores for depression. These results provide confirmation of 

the already well-known fact about the infrequency of women in Science 

and Engineering; however, it also provides information about the cost 



and benefits associated with such a rigorous and demanding academic 

discipline -- increased Depression, but lowered Academic Insecurity. 

For an individual to succeed as a Science and Enginearing major 

requires the acquisition of confidence in academic abilities, but may 

result in depression associated with isolation and time-committment 

required for significantly higher Academic Preparation time. 
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Liberal Arts majors emerged from analysis of Univariate F 

ratios as having significantly lower mean factor scores for Depression 

and Type "A-Like" Behavior, and to have higher mean factor scores for 

Sensate Tension Reduction. Here, Liberal Arts majors tended to 

represent what would be commonly identified as the "laid back" group. 

The results of discriminant function analysis for academic 

majors of science and engineering, business, and liberal arts suggested 

again, the considerable differences in experience and "stress response" 

among the different academic majors. These results raise interesting 

questions about the association of different academic disciples and 

professions with the "teaching of or reinforcement of" specific 

patterns of stress and coping. Is it possible that behavior and 

responses associated with the exacerbation of stress are learned and/or 

reinforced within the discipline? 

Hypotheses Testing 

Multiple Regression and Discriminant Function Analyses were 

both used to test hypothesized relationships for Perceived Levels of 

Stress, for directionality and statististical significance of factors 

and variables assumed to be associated with stress, and for gender. 

While directional relationships were confirmed for most of the assumed 



relationships with Perceived levels of stress, individuals reporting 

higher levels of perceived stress showed significantly higher mean 

factor scores only for (academic) Work Overload and Tension while 

demonstrating significantly lower scores for Academic Insecurity. 

Nearly-significant relationships occurred with higher mean factor 

scores for Type "A-Like" Behavior, but lower mean factor scores for 

Depression. 
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Women were found to have significantly higher mean factor 

scores on a number of variables/factors assumed to be associated with 

stress, but demonstrated a non-significant difference in mean factor 

scores for Perceived Level of stress. Men, on the other hand, achieved 

higher mean factor scores for only Type "A-Like" Behavior and Sensate 

Tension Reduction. The variables/factors providing the most 

discriminating powere for gender included the higher mean factors 

scores for women in the areas of general Social Support Seeking, 

Tension, Direct Situational (academic) Coping, and Academic Preparation 

Time and the lower mean factor scores for men on Type "A-Like" 

Behavior. 

These results raise some age-old, and more contemporary 

psychological questions concerning gender differences. Are women more 

aware of "feelings" and reactions to experiences than are men and 

therefore report them more frequently? Are women exposed to greater 

numbers of stressful experiences and consider them a "normal" part of 

their lives or as a baseline "given"? Or, do women employ coping 

strategies (or tension reduction strategies) that are more successful 

in mediating the relationship between the perception of frequency of 
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stressful experiences and perception of stress level? These results at 

least suggest the inappropriateness generalizing of the lack of "coping 

efficacy" reported for women by Pearlin and Schooler (1978) to 

presumably more "status equal" situations such as the undergraduate, 

academic environment. 

This study has provided a complex, quatitative examination of 

issues and factors related the perception of stress for undergraduate 

students in an academic setting. It is hoped that additional under

standing may be provided by a more in-depth, qualitative examination of 

undergraduate's experiences with and perceptions of stress in the 

context of daily living. 



STUDY TWO 

This study attempted to examine the experiential meaning of 

healthful and stressful environments, including physical settings and 

social systems, for a small sample of undergraduate students at the 

University of Arizona. A structured-interview format was used to focus 

on students' experiences of the physical, social, and academic 

environments as either facilitating or hindering the attainment of 

personalized purposes, goals and objectives for their educational 

endeavors. This more qualitative approach to the examination of health 

and stress was undertaken in an effort to provide a more balanced 

perspective of undergraduate life as it evolves within the academic 

setting. It was an attempt to understand both health and stress 

experiences within the context of the daily lives of students. 

Method 

An interview format was constructed that allowed for specific 

examination of issues related to environmental experience, but which 

was also flexible enough to allow active participation, on the part of 

the interviewer, in examining responses to environmental conditions. 

Prompts were used to encourage students to talk in situations where 

they might have difficulty articulating a response or understanding a 

question. The interview schedule was used to direct discussion of 

healthy and stressful environments and situations as they were 

99 



100 

experienced in the daily lives of students, as well as to identify 

coping processes and strategies employed. However, if designated 

prompts did not elicit responses to specific questions, but another 

line of questioning seemed likely to provide such responses, the 

specific format was modified to incorporate additional prompts. These 

deviations from format occurred on an individual-by-individual basis 

and depended upon the rapport and communication patterns established 

between the interviewer and the individual student. 

Subjects 

Subjects for this study included 27 undergraduate students who 

had been selected on the basis of age, sex, and academic major from a 

large group of introductory psychology students enrolled in courses at 

the University of Arizona during the Fall, and Spring semesters of the 

1984-1985 academic year. These students had all pg.rticipated in an 

intitial "mass screening" process designed to identify a large, subject 

pool as a preliminary step to participation in extra-credit experi

ments. An. attempt was made to recruit an equal number of males and 

females, to have an even age distribution, primarily within the 

eighteen to twenty-three year age range, and to recruit individuals 

whose academic major was either science and engineering, liberal arts, 

or business. These steps were taken in an attempt to parallel, as 

closely as possible, the sex, age, and academic major distribution of 

the students who had previously participated in Study One. No other 

criteria were utilized in .the selection process. 
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Interview Schedule 

The structured interview schedule (Appendix B) consisted of the 

following topics and issues: 

1. Background information. Demographic information on age, 

sex, academic major, grade level, grade point average, number of units 

carrying, ethnicity, sources of monitary support, marital status, and 

living situation (e.g. dormitory, apartment, living alone or with 

roommates, etc.) was collected. 

2. Life-style, role satisfaction, and perceived stress. 

Individuals were asked to describe their living situation, their social 

life, their student life, and their work life. In addition, they t-1ere 

asked to discuss their satisfaction or dissatisfaction with each of 

those areas, as well as to describe the kinds of stress that might 

ar~se in each area. Finally, they were asked what changes they might 

desire in each of those areas. 

3. Purposes and goalS. Students were asked to describe their 

own purposes and goals for the academic experience. That is, what they 

wanted to get from their academic experience while at the university. 

4. Healthful and stressful environments. Students were asked 

to describe aspects of their academic, study, social, emotional, 

living, and work environments that might help them to experience 

emotional, psychological, and physical well-being, and/or stress. 

Individuals were asked to identify sources of support for their 

accomplishments, goals and objectives in those places and situations, 

and sources of hindrance for accomplishment of goals, and objectives. 



They were then asked to elaborate on individuals and features that 

provided social, emotional, and academic support. 
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5. Healthful and stressful symptomatology. Students were 

asked to describe the "signs" tha -c let them know they were experiencing 

either emotional/psychological health or stress. They were asked to be 

as specific as possible about what they felt, what they did, and what 

they thought during both kinds of experiences. 

6. Coping and adaptation. Students were asked to describe how 

they dealt with unhealthy and/or stressful situations, environments, 

and people they might encounter in the course of their daily 

experience. 

Procedure 

Each subject participated in an interview session lasting for 

approximately two hours. Students were asked to describe experiences 

of health and stress associated with their lives, and were asked more 

specifically about their lives as students. 

Interviews were recorded by the interviewer using brief 

notations and abbreviations which were then used to reconstruct 

responses for content analysis. Data from this study were analyzed 

through content analysis of interview material; however, the emphasis 

in this study was on qualitative descriptions and analyses of stress 

experiences within the academic setting, and not on the quantification 

of stress. A detailed synopsis of response content related to the 

questions of interest for the study are provided in Appendix C. 
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Results 

Demographics 

The demographic characteristics of individuals interviewed for 

this study are -included in Tables 22 through 25. There were a total of 

twenty-seven individual students interviewed for this study. Fourteen 

of those interviewed were female (52%) and thirteen were male (48%). 

Study One had 56.9% and 43.2% representation by sex respectively. Thus, 

there was a slightly lower representation of females in the second 

study than in the first. An examination of Table 22 will demonstrate 

that individuals included in this study ranged in age from eighteen to 

forty-four years with the largest majority of the students falling in 

the 18 to 21 range. There were four Hispanic women included in the 

study, with the remaining students being Caucasian. No data on 

ethnicity were gathered for Study One. 

Freshmen represented 37% of those interviewed in this second 

·study, sophomores 29.6%, Juniors 18c5%, and Seniors 14.8%. In Study 

One, students at the different grade levels were represented by 41.3, 

24.5, 19.5 and 11.5 percent respectively. Although there is not a 

perfect correspondence between the percentage of representation in age 

for Study One and Study Two, there is fairly close agreement, and in 

both studies percentage of representation declined by grade level from 

the Freshman to the Senior year. 

There were 7 (25.9%) liberal arts majors, 7 ( 25.95%) business 

majors, and 9 (33.9%) science and engineering majors, and 4 (14%) 



TABLE 22. Demographic Data. Sex, Age, Ethnicity, Grade Level, and 
Academic Major. 

Demographic 

Age: 

18 
19 
20 
21 
23 
25 
37 
43 

Ethnicity: 

Hispanic 
Caucasian 

Grade Level: 

Freshman 
Sophomore 
Junior 
Senior 

Academic Major: 

Science & 
Engineering 

Liberal Arts 
Business 
General 

Studies 

Males 
N = 13 

3 
3 
2 
2 
0 
0 
1 
0 

0 
13 

3 
5 
3 
2 

7 
0 
5 

1 

Females 
N = 14 

4 
3 
2 
1 
1 
1 
0 
1 

4 
10 

7 
3 
2 
2 

2 
7 
2 

3 

Percentage 

25.9 
22.2 
14·8 
11.1 
3.7 
3.7 
3.7 
3.7 

14.8 
85.2 

37.0 
29.6 
18.5 
14·8 

33.3 
25.9 
25.9 

14·8 
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general studies majors involved in this study. study One had included 

23% liberal arts majors, 24% business majors, 19% science and 

engineering majors, and 11% unclassified majors (who might well 

represent a "general studies" major). study Two, therefore, included 

a higher percentage of science and engineering majors than did study 

One, while business and liberal arts majors in the two studies were of 

approximately equal percentages. 

Working students were overly represented (See Table 23) in 

this second study with a total of 55.5% of the sample being employed, 

at least on a part-time basis. Study One had included only 43% working 

students in the sample. Working students in this sample carried, on 

the average, approximately two units fewer than did non-working 

students, but reported only slightly lower grade point averages. Also, 

there was a greater percentage of men than women who were working at 

outside, paid jobs (62 percent versus 50 percent), and the men reported 

working approximately six more hours per week, on the average, than did 

the women during the course of a week. 

Thus, the demographic distribution of Study Two was roughly 

equivalent to that of Study One with the largest inequalities occuring 

in the over-representation in the second study of science and engineer

ing majors, and working students. In addition, information concerning 

ethnicity had not been provided in Study One. 

An examination of Table 24 summarizes the living situations of 

the interviewed students including housing type, living arrangement, 

source of monitary support and the presence or absence of a primary 

relationship. Both male and female students were approximately evenly 
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TABLE 23. Working and Non-Working Students. Mean Number of Units, 
Mean Grade Point Average, and Hours Worked at Outside Job. 

Mean Number Mean Mean Number 
Sex of Units Grade Point of Hours ~]orked 

This Semester Average During the Week 

Males 

Working 

8 (62%) 13.6 2.5 26 

Non-Working 

5 (38%) 15.2 2.6 

Females 

Working 

7 (50%) 14·8 3.0 20 

Non-Working 

7 (50%) 12.1 2.9 

distributed among housing types; however, seven of the men, and only 

three of the women were living in the p:lrental home. Of those who 

lived in dormitories, two of the women had two roommates each. Sources 

of monitary support indicate that the men in this interview group were 

more likely to rely on "Self" and "Parents" for moni tary support while 

the women were more likely to rely on grants, loans and other forms of 

financial aid in addition to the financial support provided by "Self" 

and "Parents." 



TABLE 24 •. Living Situation, Housing Type, Arrangement, Sources of 
Monitary Support and Presence or Absence of a Primary 
Relationship. ;~-:-., ~ 

.- .. ""-_. 

Housing Living Monitary Primary 
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Sex Type Situation Support Relationship 

Male 
House: 

Apartment: 

Dormitory: 

Female 

House: 

Apartment: 

Dormitory: 

With Parents 
With Parents 
With Parents 
With Parents 
Parents + Siblings 
Parents + Siblings 
With (3) Roommates 
Living Alone 

With Primary ReI. 
With (1) Roommate 

With (1 ) Roommate 
With (1 ) Roommate 
With (1 ) Roomate 

Parents + Siblings 
Parents + Siblings 
Parents + Siblings 
With (3) Roommates 
Sister's Family 
Spouse & Child 

With Primary ReI. 
Wi th Rooma te 
With Child 

With 
With 
With 
With 

(2) 
(2) 
(1 ) 
(1 ) 

Roommates 
Roomates 
Roomate 
Roomate 

Self + Parents 
Self + Parents 
Parents + 
Parents 
Self + Parents 
Parents + L + 
Self + Parents + 
Self + Spouse M 

Self + Parents + 
Self + Parents 

Self + Parents 
Self + Parents 
Self + Parents 

Self, Parents + T.F. + 
Self + Parents + 
Parents 
Parents + 
Self, Family + L + 
Spouse M 

Self + V.A. 
Self + G, L 
Parents + G, W.F. 

+ 
+ 
+ 

Self + W.S., G, L, S + 
Parents 
Self, Parents + L 
Parents + 

Symbols and Abbreviations: (Primary ReI.) Primary Relationship; (G) 
Grants; (L) Loans; (S) Stipends; (W.S.) Work Study; (V.A.) Veterans 
Administration; (W.F.) Welfare; (T.F.) Trust Funds; (M) Married. 



108 

Life-style and Role Satisfaction 

An examination of students' levels of satisfaction with their 

living situation, social life, student life and work life, as well as 

the kinds of changes they might desire in each of those areas 

indicates, as in Study One, a sample fairly well satisfied with their 

lives in general. Tables 25 through 27 present summaries of responses 

to questions dealing with those issues. 

As for living situations, the majority of students reported 

being either satisfied or very satisfied (total for females 11; total 

for males 11) with their living situation. Table 25 provides the 

numeric data on level of satisfaction with the living situation as well 

as a list of desired changes that students might like to initiate or 

might desire in that area. Even when students indicated satisfaction 

with their living situation, a number of them identified minor changes 

that might help to create a more pleasant living environment. It is 

interesting to note that for women the most frequently desired change 

was "roommate" while for men the most frequently identified, desired 

change was "moving out" on their own. This result reflected the 

responses of the greater number of young men living in the parental 

home, and the greater number of women living in si tua tions with two 

roommates in dormitories. 

One of the young men described being very satisfied in living 

with his parents, but simply felt it "was time" for him to be living on 

his own. The other two men making those particular response indica ted 

that conflicts with parents, such as pressure for grades, had prompted 

their desires to be "on their own." One of the young women, on the 
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TABLE 25. Living Situation: Levels of Satisfaction and Desired Changes 

Very Satisfied: 

Satisfied: 

Dissatisfied: 

Very Dissatisfied: 

No Changes: 

Desired Changes: 

Females 

6 

5 

2 

1 

6 

Roommate (3) 

Pressure from father to 
work & get good grades 

Have family & friends 
closer 

More sunshine in room 

More space 

More privacy 

Less noise 

Males 

4 

7 

2 

0 

6 

Move out on my own (3) 

More help with house 
maintainance 

Less stress from parents 
. on grades 

Roommate 

More freedom 

Parental conflicts 

Better heating for house 

other hand, described an entirely dissatisfactory situation in which 

she had moved in with a "best friend" only to be faced with her 

roommate's previously unknown drug addicton, tendency to steal and to 

lie. This situation had created the desire for changes in her living 

situation. The other two women described difficulties associated with 

maintaining a sense of privacy, and "space" when trying to deal with 

the presence of two other rommates in one dorm room. 
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Level of satisfaction with, and desired changes in the social 

lives of students' are provided in Table 26. The reports were, again, 

primarily those of satisfaction. Thirteen women reported being either 

"very satisfied" or "satisfied" with their social lives, while eleven 

men made such reports. 

The items listed as changes that could help to make their 

social lives more enjoyable included a number of responses related to 

issues of time. For both men and women the most frequently reported 

desire for change occurred in having "more time to spend with friends 

and/or to socialize." Although the majority of individuals who 

responded with these desired changes had reported satisfaction with 

their social life as a whole, they still indicated the lack of time to 

spend socializing with friends was a major source of "dissatisfaction" 

within the context of their overall satisfaction. Additional items of 

a "time-related" nature included the desire to have more time to relax, 

and to have more time for "self." 

These results, like those of study One, indicate the importance 

the perception of time plays in both role satisfaction and experiences 

of stress for undergraduate students. The major complaints about lack 

of time occurred primarily for those individuals involved in science 

and engineering curriculae, and/or for those individuals who were 

working in outside jobs in addition to being students. For those 

individuals who were not working, or who were involved in other 

academic majors, the desire for change occurred more often in the realm 

of specific aspects of a particular social relationship (e.g. getting 

the boyfriend to socialize more). 
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TABLE 26. Social Life: Levels of Satisfaction and Desired Changes 

Very Satisfied: 

Satisfied: 

Dissatisfied: 

Very Dissa tisfied : 

No Changes: 

Desired Changes: 

Female 

2 

11 

1 

0 

4 

More time to spend with 1 

friends/to socialize (6)1 
I 
I 

More close friends ( 2) 1 

More time for self 

More time to relax 

"Stuck up" guys 

Boyfriend to socialize 
more 

Not listening to every
one else's problems 

More privacy from 
boyfriend's children 

More consideration from 
boyfriend in sexual 
relationship 

Not raving a long
distance relationship 

Be of drinking age 

I 
I 

Male 

1 

11 

2 

0 

4 

More time to spend with 
friends/to socialize (4) 

More time for self (2) 

More time with girlfriend 

Ha ve more de tes 

Have a steady girlfriend 

Get over break-up with 
girlfriend 

Smoother relationships 
with friends 

Less pressure from 
girlfriend for marriage 
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students were also mostly very satisfied or satisfied with 

their lives as students. As indicated in Table 27, eleven men and ten 

women made such designations. Dissatisfaction, when it occurred in 

student life, occurred mainly for women (4 reports of dissatisfaction). 

The desired changes reported by women, even when they were satisfied 

with their student role, included several to change the quality of the 

teachers and T.A.'s encountered in the classroom. An additional change 

expressed by two women may have been related to the qualit7 of instruc

tion they felt they were encountering in the classroom. These changes 

deal t with the desire to "have more interest in the courses they were 

taking. 

Men, on the other h9.nd, reported "more time to study" as their 

most frequently desired change in student life. This may reflect the 

slightly greater percentage of men than women working at outside, paid 

jobs in this small student sample. 

It is interesting to note that while both men and women 

reported instructors who did not "explain things very well," women more 

frequently reported h9.ving tried to get better or fuller explanations 

either during class or during an instructor's office hours. These 

women also reported having been discouraged by such attempts, often 

deciding not to try again. This seemed to be a particularly frequent 

report from the Hispanic women in the sample. Because there were no 

Hispanic men included in the sample, it is difficult to speculate as to 

whether the problem may be gender or racially related. 

It is also interesting to note that the greatest expression of 

degree of satisfaction with the student role also came from these same 
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TABLE 27. Student Life: Levels of Satisfaction and Desired Changes 

Very Satisfied: 

Satisfied: 

Dissatisfied: 

Very Dissatisfied: 

No Changes: 

Desired Changes: 

Females 

4 

6 

4 

0 

4 

Better teachers/t.a.s (5)1 

Less test anxiety 
I 
I 
I 
I 
I 
I 

Have more motivation to 1 
study 1 

Have more interest in 
courses 

Feel more confidence 

Go to school in Italy 

More exposure to academic 
major 

I 
I 
I 
I 
I 
I 
I 
I 
I 

I 
I 
I 
I 

Males 

0 

11 

1 

1 

3 

More time to study ( 3) 

Better instructors 

Have more motivation to 
to study 

Developing better study 
habits 

Smaller classes 

Parental pressure 

Unhealthy classroom 
environments 

Boring classes 

Destructive instructors 

Graduating and getting a 
job 

Getting the job I want 
now 
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Hispanic women, and others for whom being a student had not been taken 

for granted. They all indicated extreme pleasure at having the 

opportunity to pursue a college education. One young woman, whose 

parents had little formal education, described her parents as having 

tried to discourage her from attending college. She also indicated 

that, although she was very satisfied with having completed her college 

education and being accepted to graduate school, she felt isolated from 

her family, and unable to talk to them about her work. One young 

Hispanic women expressed her reasons for extreme satisfaction with her 

student life in the following manner: 

••• the thought of going to the university was 
thrilling. The thought was tha t once you get there. 
[to the university] 'you've made it.' My mother 
didn't have an education. All of my relatives work in 
the fields, or as laborers. One aunt, forty years 
old, just graduated from high school. I'm nineteen, 
and not even married yet! 

Another young Hispanic woman explained that the obstacles faced 

with unresponsive instructors was nothing compared to those experienced 

in high school when, after giving birth to a child in her junior year 

and being unmarried, she decided to return to school and graduate with 

her class in her senior year. The year of attending classes both day 

and night, "growing up" with her child, and trying to accept the more 

"adul t" responsibilities of parenting was indeed one of both extreme 

stress and personal triumph. 

For many of the students in this study being in college was 

taken quite literally for granted. When asked how they made the 

decision to attend college, most indicated there had been little 

thought involved with the decision. For most of them, both they and 



their parents had assumed college was the next phase of their lives. 

Although some of them felt it might have been a mis~ke to enter 

college without any "time off," they didn't quite know what else they 

could "realistically" be doing if they weren't attending college. 
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In terms of levels of satisfaction with work, most working 

students indicated satisfaction, and had relatively little to say about 

changes they would/could make i.n that role area. Six of the seven 

working women reported being either very satisfied or satisfied with 

their work, while eight of the nine working men reported such satis

faction. For these students, working was much like "attending college" 

had been for some of the previously mentioned students. There was no 

thought about working: It was assumed by both them and their parents 

that they would work. Even for those students living at home and 

working, or who were working in family businesses, there had been no 

question about their working. Most of them seemed satisfied enough 

with finding jobs that could, for the most part, be molded around their 

student activities. 

It is important to note that in this, admittedly small, sample 

women were no more satisfied or dissatisfied with their work roles than 

with their student roles. contrary to the speculation in Study One 

concerning the lower status of women in work situations contributing to 

their greater dissatisfaction w:l th the work role and greater satis

faction with the (status equal) student role, these working female 

students did not express such distinction. However, again in this study 

no attempt was made to identify "status positions" of the working women 

compared to the working men in the sample. Working students who 
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TABLE 28. Work Life: Levels of Satisfaction and Desired Changes 

Females Males 

Very Satisfied: 2 3 

Satisfied: 4 5 

Dissatisfied: 1 1 

Very Dissatisfied: 0 0 

No Changes: 5 5 

Desired Changes: 

Racial discrimination : Demanding customers 
Better employee treatment: 

I 

I 
More interesting job 
Better relationships with 

I 
I 
I 

co-workers 
Getting a permanent job 

expressed dissatisfaction or articulated desired changes spoke of 

poor employee treatment, but did not indicate gender as an important 

factor in the treatment. The few changes mentioned included a desire 

for the elimination of racial discrimination, better employee 

treatment, getting a permanent (rather than part-time) job, having a 

more interesting or challenging job, having less demanding customers, 

and better relationships with co-workers. The majority of students, 

however, indicated no desired changes in their work life. 

Information about the perception of stress in each of these 

role areas was obtained through reponses to more specific questions. 

The responses have been detailed in other sections of these results. 
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Academic Purposes and Goals 

As can be seen by the responses to questions concerning 

purposes and goals (Table 29), the largest number of students responded 

with goals and objectives related to employment issues. Students were 

primarily concerned about their academic experiences preparing them for 

adequa te competition in the job market. The anticipa ted that the 

acquisition of a "good job" would lead to "success and happiness." 

A few students were intensely concerned about the "meaning" 

associated with their educational experiences. For example, there was 

a young woman preparing for graduation, and consciously evaluating her 

educational experiences. Her primary purpose had been to learn about 

herself and the behavior of others. She had come to the university to 

find out "what life is about" and "where I belong." She talked about 

sometimes "feeling a wastrel" because of her tendency to reflect a good 

deal on her role in the world and what she wanted to do with her life, 

but felt she had achieved her primary goal of learning both about 

herself and about other people. 

other students were concerned about the quality of their 

education, and the broadening of perspective that was, hopefully, to be 

achieved with a "well-rounded" education. Two women, aged twenty-three 

and forty-three, spoke about the process of getting such an education. 

For the twenty-three year old graduating senior, a well-rounded 

education meant examining a number of different disciplines and their 

areas of study. For the forty-three year old freshman, it meant having 

the opportunity to study all the things she had wanted her children to 

study while they were becoming college-educated young adults. 



TABLE 29. Students' Purposes and Goals for the Academic Experience 

Content Area 

Employment Related: 

Purpose/Goal 

To get a job possessing 
a specific job quality. 

To get a good job. 

To acquire a specific job 
or specific job skill. 

Educationally Related: 

To be well educated. 

To meet specific educational 
goals. 

Intra/Interpersonally Related: 

Life-Style Related: 

Miscellaneous: 

To learn about personal 
abili ties. 

To learn to relate to 
others. 

To enjoy the student 
life-style. 

Frequency 
of 

Report 

9 

4 

6 

8 

4 

7 

5 

4 

2 

118 
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A secondary hope, then, primarily for students wanting a "good 

education," included opportunities to learn about themselves and 

others. One young man had experienced a devestating first two years in 

college with such extreme "test anxiety" that counselors were said to 

have suggested there was no place for him in the academic setting. 

After much financial outlay on the part of his parents, out-of-state 

career and psychological counseling, he had returned to the university 

to finish a degree in Business. Although he was still struggling with 

test an~iety, he felt his academic experience had allowed him to learn 

a great deal about his own abilities and limitations, as well as to 

learn about other people. 

There was another group of students for whom the major purpose 

was to "enjoy the student life-style." One young man had a very 

interesting approach to defining his purposes and goals for the 

academic experience. He saw being in the academic environment as a 

"nice place to hang out until I get the job I really want - being a 

firefighter." A junior at the time of the interview with a 3.3 G.P.A. 

in Business, he took high-paying, temporary jobs in mineral recovery 

(e.g. ship balasting) that took him away from school for periods of 2-3 

weeks. He enjoyed the break from classes, came back refreshed, and was 

able to settle into his student routine fairly easily. 

These examples.help to illustrate the variety of purposes and 

goals for even this small sample of undergraduate students. A complete 

examination of Table 30 will demonstrate the even greater variety of 

supports and stresses associated with student lives incorporating such 

divergent purposes and goals. 



TABLE 30. Student Life: Supports and Stresses 

Source 
Environment of 

Support/Stress 

The Academic-Institutional Environment 

People 

Instructors 
Teaching Assistants 
Classmates 

Institutional Conditions 

Programs and Materials 
Environmental F'3atures 

Role Expec ta tions 

The Study Environment 

Home 

Kitchen/Dinning Table 
Own Room/Bed 
Own Room/Desk 
Living Room 
Miscellaneous 

Library 

Lack of Distraction 
Negative Feelings 
Distractions 
Specific Locations 
Social Atmosphere 
Miscellaneous 

Other Campus Locations 
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Frequency of Report 
Supports Stresses 

7 6 
5 2 
3 2 

6 8 
5 7 

a 5 

6 2 
4 a 
5 1 
1 a 
2 a 

6 a 
a 6 
a 4 
4 a 
3 a 
2 3 

6 a 
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TABLE 30. student Life: Supports and Stresses 

Source 
Environment of Frequency of Report 

Support/Stress Supports stresses 

The Emotional Environment 

Emotional Supports and Stresses 

Family Members 

Mother 11 1 
Father 5 0 
Sisters 6 0 
Grandmothers 2 0 
Brothers 1 0 
Brothers-in-Law 1 0 
General Family (i.e. parents) 1 2 

Intimate Relationships 

Girlfriends 6 0 
Boyfriends 5 0 

other Relationships 

Old/Good Friends 10 0 
Self 5 0 
Roommates 3 0 
Neighbors/Dormmates 2 0 
Co-Workers 1 0 

Academic Supports and Stresses 

Family Members 

Mothers 2 0 
Fathers 2 0 
Sisters 2 0 
General Family (Le. parents) 1 4 

Intimate Relationships 

Girlfriend 1 0 
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TABLE 30. student Life: Supports and Stresses 

Source 
Environment of Freg,uencl of Report 

Support/Stress Supports Stresses 

other Relationships 

Self 0 11 
Roommate 1 0 
Friends 1 0 

Time 0 2 

Financial Assistance 

Mother 2 0 
Father 2 0 

The Living Environment: 

Feelings 4 2 

Relationships 

Family Members 

Mothers 1 0 
Siblings 1 1 
Children 1 0 
General Family (I.e. parents) 2 8 

Intimate Relationships 

Spouse 1 0 
Boyfriend/girlfriend 1 0 

Other Relationships 

Roommates 2 4 
Friends 1 0 
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TABLE 30. Student Life: Supports and Stresses 

Source 
Environment of Freguency of Report 

Support/Stress Supports Stresses 

Housing Situation 
House 5 7 
Dormitory 3 4 
Apartment 2 1 

The Social Environment: 

Activities 
Strenuous activities/athletics 11 0 
Recreation 34 0 
CuI tural Events 3 0 

Lack of 0 2 
Social 23 3 

Relationships 
Family 0 1 

Being away from family 0 1 
Parents 1 0 
Children 2 0 

Intimate Relationships 
Boyfriend/Girlfriend 2 7 
Spouse 1 1 
Not having an intimate 

relationship 0 1 

Other Relationships 
Friends 5 5 

Being away from 0 1 
Too few 0 1 

Roommates 2 0 

Time 0 6 

The Work Environment 

Job Supports and Stresses 
Nature and qualities of the job 9 6 
Management 7 6 
Co-Workers 2 4 



student Life: Supports and Stresses 

The Academic-Institutional Environment. Support in the 

academic-instituional area of student life (See page 121) was 

categorized for the purposes of this study as coming from two major 

sources. That is, 1) people in the academic environment; 2) the 

programs, materials, and features of the academic environment, and 3) 

role expectation associated with being a student. For this sample of 

students, it seemed relatively easy to describe the "people" in the 

academic environment who provided both supportive and stressful 

encounters. These students were, however, were also able to examine 

the kinds of contributions made by the environment as a whole. Their 

responses to these questions provided reminders as well as some new 

information about student relationships with academic environments. 
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For example, professors were described as sources of support 

when they expressed interest in their students, when they were 

responsive to questions, when they were enthusiastic about the material 

they presented, and when they were "accessible" to stUdents. Trey were 

described as sources of stress when they were perceived as not being 

able to explain course material in a way that was easily 

understandable, when they did not seem interested in either their 

students or the material they were presenting, when they discouraged 

questioning, and when they were "inaccessible" to students. Teaching 

assistants were more frequently mentioned as sources of support than 

sources of stress and is probably related to their greater 

"accessibili ty" than professors. Teaching assistants were described as 

creating stress for students when they did not display a good command 



of English, and when they too were unresponsive to questioning 

students. 
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Specific programs (e.g. programs for minority students) were 

identified as sources of support within the academic environment, while 

textbooks and course materials were discussed as both supportive and 

stressful (e.g. books that are too technical and difficult to 

understand). When students identified environmental features of the 

institutional environment as either hindering or supporting academic 

purposes and goals, they primarily considered the "social size" of the 

classroom in terms of the number of students as the variable of 

concern. Most students indicated that large size was a detrimental 

aspect, and small size was a positive aspect of the classroom environ

ment; however, there was at least one individual for whom the anonymity 

of the larger classroom was preferable to the "intimidation" 

experienced in the small classroom. 

Academic role expectations were uniquely identified sources of 

stress related to the academic environment. A number of students 

described the difficulties they had experienced, and continued to 

experience, in being expected (unlike in high school) to study, and the 

stress associated with not being able to do so either properly or 

adequately. The major experience of academic role-expectation stress 

occurred during the freshman year, but students from upper grade levels 

also voiced concern about not being able to concentrate for long 

periods of time, and/or not knowing what was important to study and 

what was not. 
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The Study Environment. Many students, living either at their 

parental home or at another off-campus location, appeared to gravit~te 

toward study environments associated with two favorite pastimes of 

eating and sleeping. Most of 'them either headed for the bed or headed 

for the kitchen table when they intended to study, and a number of them 

indicated that being near the refrigerator to "snack," and the tele

vision for "taking a break" was supportive of their studying. While 

the library was the most frequently mentioned place of study for 

students, many of them found it as equally distracting for the purposes 

of study as found it supportive. On the other hand, a number of 

students welcomed the distracting, social, qualities of surrounding 

situations, and actively pursued them. For example, most students did 

not report serious attempts to isolate themselves away from the noise 

and distractions associated either with the kitchen table, or with the 

social atmosphere of the library. Some students talked about needing 

to study in the presence of some distractions in order to stay alert. 

other students talked about being less distracted when there were other 

people around, and yet another talked about not being able to maintain 

motivation to study unless there were others around who were also 

studying. 

The Emotional Environment. When asked to describe what and/or 

who helped them to maintain emotional "well-being," and who or what 

created emotional stress for them, students responded in a variety of 

ways. In the realm of emotional support, mothers were one set of 

people with whom the individuals in this study, more or less, expected 



to "sit down and talk." Fathers and sisters were the next most 

frequently identified sources of emotional support. Grandmothers, 

brothers, and brothers-in-law were infrequently acknowledged as 

providing encouragement, conversation, and overall support. In 
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addi tion to· members of the core family group, "old/ good friends," and 

individuals from the "intimate relationship" provided the necessary 

emotional nurturance for these students. Many individuals 

participating in this tudy had been reared in the local geographic 

area, had attended high schools in the area, and had maintained 

relationships with high school friends; however, even for those 

students living at considerable distances from their homes, "old 

friends" were described as extremely important to emotional well-being. 

Those individuals identified as being involved with students on 

an "intimate" basis were described as providing two additional sources 

of emotional support not provided by other individuals -- physical 

intimacy and potentially-constant companionship for social activities. 

The longevity of relationships reported by many of these young 

undergraduates was somewhat surprising. A number of them reported 

having been involved in a "primary relationship" for from four to six 

years. Roommates, neighbors, dormmates and co-workers were the least 

frequently reported sources of emotional support, while students 

frequently reported themselves as sources of emotional support. 

When students discussed emotional support and stress directly 

related to their academic pursuits, they had more difficulty in 

identifying such sources, and the number of responses declined 

drastically. Family members were identified as both supportive and 
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providing stress, while individuals from the intimate relationship, 

roommates, and friends were mentioned as supportive. In this instance, 

"self" was the most frequently identified source of stress (11 reports) 

followed by two reports of "time" creating emotional stress. Financial 

assistance from parents was identified as a form of academic support 

that helped individuals to maintain emotional well-being. 

The Living Environment. When the relatively more intimate 

interaction area of the living situation replaced the apparently 

abstract area of "academics" as the topic under discussion, 

self-responsiblity for stress disappeared in favor of parents, 

roommates and siblings. In the living environment, when relationships 

were examined, the major source of stress was reported to revolve 

around family members, primarily parents. For example, parents were 

reported to be an important source of "pressure for grades," and to 

"restrict freedom." One twenty-year old male student discussed 

conflicts with parents over both grades and curfew. A female student 

discussed the stress she felt from family expectations to be the 

"family ear" for problems wi thin the family. She believed that such 

involvement left her little time or emotional strength to prepare 

adequately for classes. 

Feelings associated with living environment were also reported 

most often as supportive, but sometimes as stressful, too. For 

example, feeling safe, secure, peaceful, or the living environment 

being "a happy place" were identified as supportive feelings, while 

feeling frightened or unsafe were identified as stressful. 
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Support and stress were also described in terms of situational 

contexts associated with housing types. For those living in dormitory 

situations, one primary form of support involved their dorm being a 

"focal point" for social activities (Le. "there's always someone to 

talk to,,). On the other h9.nd, environmental features and roommates 

provided points of stress. For example, noisiness and crowding were 

mentioned as sources of stress, as were relationships with roommates. 

For those living in houses and apartments, the environmental 

features appeared to provide both sources of stress and sources of 

support. Support was identified primarily as feelings associated with 

living in environments that were "isolated and quiet," where one could 

"h9.ve a garden," or "have a cat." The more frequently reported 

stresses included lack of privacy, inadequate lighting, noise, and the 

responsibilities associated with maintaining a house. 

The Social Environment. In the social environment, a great 

deal of support revolved around participation in social, recreational, 

and athletic activities. One of the most frequently mentioned 

activities was attending movies. It is interesting to recall the 

importance of "going to movies" and "watching T.V." identified in Study 

One as significantly related to perceptions of personal satisfaction. 

Primary relationships were identified as more stressful than 

supportive in the social environment. Students mentioned differing 

"personaliti'3s" or differing "life-styles" as reasons for conflict. 

However, one male student mentioned not having a primary relationship 

as a source of stress. 
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When "friends" were identified as supportive in the social 

environment they were discussed in terms of being available to "do 

things with." When they were mentioned as sources of stress, they were 

described as providing "peer pressure," to live a life-style in 

conflict with the demands of being a student. For example, one student 

described the difficulty of having friends who were not college 

students, who worked at full-time jobs, and who could therefore "go 

out" during the week and "spend a lot of money." An additional source 

of stress associated with friends was 'their being "far away," or 

"having too few friends." 

Time appeared, in this second study, as well as in study One, 

to be important in the stress experiences for students. The lack of 

time available for "self," to spend with primary relationships, or to 

spend with friends was a frequently-described source of stress in the 

social 

environment. 

. The Work Environment. stress and support in the work 

environment was described as being related to three primary sources: 

1) Management; 2) Co-workers, and 3) The nature of the job itself. 

Approximately equal frequencies of support and stress for each of these 

sources were reported. The work environment was described as 

'supportive when individuals performed 'a variety of tasks, did something 

they enjoyed doing, could attend to academic responsibilities (e.g. 

read textbooks, study for exams), worked for managers who were fair 

and/or pleasant to work for, and worked with co-workers with whom they 

also socialized. The work environment was described as stressful when 
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individuals were performing routine or unchallengi~g tasks, when 

managers were unfair or unpleasant to work for, and/or when co-workers 

were not the kind of people with whom one would want to socialize. 

One of the sources of stress discussed by an Hispanic women was 

that associated with racial discrimination on the job. She maintained 

that the store manager where she worked "doesn't like Mexicans," and 

indicated he would neither socialize with Hispanics, nor promote them. 

Supports described by other working students were couched in terms of 

positive attitudes directed toward them as employees, and in terms of 

managers being people "easy to work for," or "like family." Co-workers 

were described as supportive when socializing occured with them, and as 

stressful when socializing did not occur with them. 

Student Perceptions of Health and Stress 

Student perceptions of health and stress in the first content 

analysis were divided into into categories of feelings, thoughts and 

perceptions, behavior and actions, and physical indicators. Although 

factor categorizations developed in Study One could have been used 

initially in Study Two, it was decided that an independently created 

categorization scheme might reveal aspects of health or stress not 

evident in the factor solutions developed for Study One. 

Signs of Health. Inspection of Table 31 indicates that the 

major "signs" of health identified by these undergraduate students were 

increased physical activity (primarily in the the form of exercise), 



TABLE 31. Signs of Health 

Signs of Health 

Feelings 

Heightened positive feelings 
Secure 
Free and open 
Satisfied 
Relaxed 

Thoughts and Perceptions 

Lack of stress/worry 
Changed perspective 
Competent 
Positive 

Behavior and Actions 

Increased socialization 
Allowing more time for self 
Spontaneity 
Positive affect 
Easy going 
Keeping up with work 

Physical Indicators 

Increased physical activity 
Increased energy 
Adequate/uninterrupted sleep 
Normal appetite 

Frequency of Report 

3 
3 
2 
1 
1 

6 
6 
4 
4 

16 
9 
7 
4 
3 
1 

17 
5 
2 
1 

132 



and increased socialization. Socialization was often described in 

terms of having more time to spend with others. An additional "time" 

indicator of health was "time to spend for self." These responses 

indica te the important interaction between "time" and the' opportunity 

to participate in activities related to perceptions of health. 
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Having positive feelings such as being satisfied, relaxed, and 

secure were a described as a sign of health, as was a generalized 

heightened sense of feeling positive about things. Students also 

identified awarenesses of the "lack of stress and worry" as being an 

important signs of health. Individuals desribed not only having 

thoughts about their competence, but also described "thinking about 

things differently," and "having a broader picture" as changes in 

perspective that were considered signs of health. 

Additional behavior identified as signs of health included 

increased spontaneity, the expression of positive affect, being 

easygoing, and keeping up with work. One major surprise appeared in 

the descriptions of health categorized as "spontaneity." That novel 

item involved an "adrenalin rush" being identified as a sign of health. 

The individual using such a description talked about that feeling being 

associa ted with "excitement of life," and spontaneity. Another novel 

sign of health, not previously encountered in any known measure of 

health (but quite appropriate for the 80's), was categorized under 

thoughts and perceptions. In that instance, "thinking about how to 

make money -- how to capitalize on things" was a unique response. For 

that student, this "sign" of health was a major indicator of emotional 

and psychological well-being. 
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Signs of Stress. Perhaps one of the most obvious points of 

overlap between Study One and Study Two occurred with discussions 

concerning "signs of stress." Almost every sign of stress, originally 

presented in Study One through the use of "scaled" symptoms, was 

reported by at least one of the twenty-seven individuals interviewed 

for the second study. It seems that some signs of stress were univer

sally experienced by both questionnaire and interview respondents. One 

of the more noticeable differences between the two groups, however, was 

the reporting by interviewees of crying, crying easily, or feeling like 

crying as an indicator of stress. These responses were coded under the 

classification "expressing anger, frustration, or irritability" for 

this study. A similar item had been included by the author in Study 

One, but it failed to load on any of the factors in that study. 

Perhaps this is an area that needs to be investigated more thoroughly, 

and reworded in future questionnaire studies. Table 32 presents the 

classification scheme developed for signs of stress. 

These results indicate that, for students interviewed in this 

study, the most frequently reported signs of stress were those 

associated with the expression of anger, frustration, and irritability 

under the designation "Behaviors and Actions." In that same category 

the second most frequently reported sign of stress was withdrawal from 

social interaction. Students seemed to make distinctions between 

feelings of anger/frustration/irritability and expressions of those 

feelings. In addition, there were distinctions made between feeling 

"withdrawn" and the actual behavior of withdrawing. In the first case, 

the distinction between feeling and expression of anger, frustration, 
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TABLE 32. Signs of Stress 

Signs of Stre ss Frequency of Response 

Feelings 

Anger/Frustration/Irritability 
Tense/Anxious/Agitated 
Depressed/Tired/Slowed down 
Negative 
Withdrawn 

Thoughts and Perceptions 

Self-doubt 
Narrowed perspective 
Constrained by time 
Difficulty with thinking processes 
Negative thoughts about others 
Suicidal 

Behaviors and Actions 

18 
13 
9 
7 
3 

11 
7 
6 
5 
4 
3 

Expressing anger/frustration/irritability 26 
Withdrawing from social interaction 22 
Compulsive actions 7 
Not relaxing 1 

Physical Indictors 

Nervous/Anxious 
Sleep difficulties 
Stomach problems 
Getting sick 
Neck and Back pain 
Other physical discomforts 
Weight gain 
Flushed face 

20 
16 
11 
7 
7 
6 
3 
2 



and irritability appeared to have been one of degree in which angry 

feelings and/or thoughts indicated a lower level of stress than did 

expression of those feelings. In the second case, feeling withdrawn 

was associated more with feelings of isolation, whereas the action of 

withdrawing was associated both with negative feelings and not to be 

around others in that state, and with time pressures making social 

interaction more difficult. 
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Likewise, feelings of tension and agitation were distinguished 

from physical "signs" of nervousness and anxiety like shaking and being 

"jittery." In this instance, feelings of tension appeared to be more 

related to a cognitive perception translated into an emotional feeling 

as opposed to an emotional feeling being translated into a behavioral 

display. Individuals also reported feeling "negative" about things and 

feeling depressed/tired/slowed down as other indicators of stress. 

In contrast to signs of health, students reported a "changed 

perspecti ves" here as related to a "narrowing" of perspective and 

difficu1 ty with the thinking process like not being able to "make 

decisions" or not being able to "think clearly." Additional thoughts 

and perceptions included "negative thoughts about others," and thoughts 

about suicide. Individuals a1so.reported compulsive actions as signs 

of stress such as excessive cleaning. 

Physical indicators of stress, including nervousness, anXiety, 

sleep difficulties, and stomach problems figured prominently in the 

perception of stress. Increased vulnerability to illness, neck and 

back pain, weight gain, and flushed face were also indicated as "signs 

of stress" that let these students know they were experiencing stress. 



137 

Re-classification of Symptoms with Factors from Study One 

To facilitate comparison of classification schemes developed 

from factor analysis of symtomatology in Study One, an attempt was made 

to re-classify the signs of stress obtained in the interview process 

according to those foctors identified in Study One. Table 33 presents 

the results of that attempt. A large number of the signs of stress 

identified in this second study could be re-categorized within the 

Somatization factor category from Study One. Additional signs of 

stress amenable to re-classification by factors from Study One included 

those associated with signs of Tension, Depression, Self Esteem, 

Self-Efficacy, Interpersonal Sensitivity, Type "A-Like" Behavior, and 

Hostility. 

A major discrepency in the classification scheme of Study One 

was discoverd when attempts were made to re-classify those signs of 

stress categorized in this second study as "Behaviors and Actions" 

according to the factor categories developed for Study One. It became 

evident that the scales used in Study One dealt primarily with feelings 

and thoughts rather than with identifiable behavioral responses 

associated with stress. The major exceptions were, of course, the 

designation Type "A-Like" Behavior, and those behaviors such as 

"shouting, throwing things," and "getting into frequent arguments" 

identified as an Hostility factor in Study One. An additional 

difficulty in re-classification arose with attempts to categorize 

sleeping difficulties according to factor categories identified from 

Study One. An additional refinement of stress studies would necessi

tate more clarification in these areas. 



TABLE 33. Signs of Stress from Study Two Re-classified According to 
Factors Obtained from Study One 

Classification Category 

Tension 
Depression 
Soma tiza tion 
Self-Esteem (Lack of) 
Self-Efficacy (control) 
Interpersonal Sensitivity 
Type "A-Like" Behavior 

Time urgency 
Time conflicts 

Hostililty 

Frequency of Report 

22 
21 
53 

8 
1 
3 

5 
1 
7 

Unclassifiable According to the Classifications of Study One 

Feelings 

Negative 
Anger . 

Thoughts and Perceptions 

Narrowed Perspective 
Negative Thoughts about Others 

Behaviors and Actions 

7 
6 

4 
1 

Expressing anger/frustration/irritability 21 
Withdrawing from social interaction 22 
Compulsive actions 6 

Physical Indicators 

Sleeping Difficulties 
Weight gain 

Miscellaneous 

Teary 

14 
3 

1 
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Coping Strategies 

Content analysis of both general and specific coping strategies 

appear in Tables 34 and 35. There were two issues in coping from Study 

Two readily related to issues in Study One. First, in the interview 

study, individuals reporting attempts to deal with stress included many 

items designated "Tension Reduction" activities in Study One. Tb:! 

interviewees felt no compunction to make such fine distinctions. For 

them tension reduction was a major form of coping. Secondly, the issue 

of situational response versus generalized response was re-examined in 

this second study. In Study One, a larger proportion of variance in 

coping strategies was accounted for in the situation-by-situation 

analysis than in the "across" situation analysis. It was suggested 

that the best strategy for research and for comprehensive understanding 

of stressful experiences and behavior would include both kinds of 

analyses. In this study, too, individuals provided both general and 

specific responses to stress. The described how they might react 

"generally" when stressed, but they also reported specific (and often 

quite different) responses for particular situations and/or people. 

In describing general reactions (Table 34), students favored 

physical exertion, cognitive approaches (e.g. "looking at the situation 

differently"), avoidance, relaxation, social support seeking (both 

talking with others and just being around others), and emotional 

release such as crying or yelling. Other strategies indentified 

included withdrawal, aggression (e.g. "taking it out on others), 

waiting for things to work out, and a variety of miscellaneous 

approaches like drawing, writing, and riding motorcycles. 



TABLE 34. General Coping Strategies 

strategy Frequency of Report 

Physical Exertion 22 

Seeking Social Support 

Communica tion (i.e. talking with others) 10 

Socializing with others 8 

Emotional Release 8 

Avoidance 12 

Relaxing 10 

Withdrawal 3 

Wait 2 

Cognitive approaches 18 

Aggressive approaches 3 

Miscellaneous 11 
Draw 
Write 
Do something I've wanted to do for myself 

but haven't 
Try to get enough sleep 
Go to concerts 
Ride motorcycles 
Do thrilling things 
Try to get back into daily routines 
Try not to put it off on another person 
Shopping 
Take special Sunday trips 
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Individuals had much more difficulty in identifying specific 

strategies associated with particular, stressful situations and people. 

However, those specific coping strategies reported are provided in 

Table 35. It became evident that while a variety of strategies were 

utilized in a variety of settings and situations, those coping stra

tegies that might be identified and categorized according to Study One 

and the a vaila ble literature as "Direct Coping" were only infrequently 

used. Instead, more indirect methods like seeking social support, 

avoidance, and ignoring were more frequently favored. 

For example, in the living situation, students would describe a 

stressful situation involving parents or roommates, and then describe 

their coping strategies as "getting used to it." In the work 

situation, for example, dealing with difficult customers or co-workers 

was discussed in terms of talking to other co-workers, using humor to 

diffuse a tense situation or "ignoring it." Coping responses for 

social situations also included a number of ignoring and withdrwal 

strategies, while those for stressful environments included modifying, 

avoiding, and withdrawing. Coping that occurred in response to 

specific, stressful individuals was most often described in terms of 

ignoring, avoiding, seeking social support by talking with others, 

thinking things through, or waiting for things to work out rather than 

directly communicating with the individual(s) involved. 

It began to appear as though when the stressful situation did 

not involve the confrontation of another individual, a more "direct" 

coping strategy was more likely to be utilized than in a situation 

where an individual would have to be confronted in direct conversation, 
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TABLE 35. Coping Strategies - Specific Situations and People 

Person or Situation Strategy Frequency of 
Report 

Living Situation 

Roommate 

Work 

Situation 
co-worker 
Customer 

School 
Course work 

Exams 

Social Situations 

Crowding 

Communication-Direct 
Habituate 

Direct (do work) 
Social support -communicate 
Humor 
Avoid 

Social support - communicate 
Avoid 
Relaxation techniques 
Direct - do work 

Ignore 
Withdraw 

Stressful Individuals Ignore 
Avoid 

Stressful Environments 

Miscellaneous 

Social support - communication 
Direct - communication 
Direct - cognitive 
Wait 

Modify 
Avoid 
Withdraw 

1 
2 

1 
1 
2 
1 

2 
1 
2 
2 

1 
1 

2 
3 
3 
1 
2 
1 

2 
1 
1 

Fear of Heights: Self talk 1 
Fear of Death: Rely on Religious training 1 
High blood Pressure: Ignore 1 
Football: Direct physical confrontation 1 
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discussion, or negotiation. However, overall, "direct'.' strategies were 

the least frequently reported responses to specific stressful 

situations and people. 

Re-classification of Coping Strategies with Factors from Study One 

In order to determine the similarities and discuss the differ

ences between coping strategies identified through factor analysis in 

Study One with those developed through content analysis in Study Two, 

attempts to re-classify the coping strategies from Study Two along the 

lines of those from Study One were undertaken. 

Table 36 presents those po ping strategies identified in the 

second study, and re-classified according to coping strategy factors 

identified in Study One. Resul ts indicate that the coping strategy 

designated in Study One as Social Support Seeking accounted for the 

majority of re-classification of coping strategies identified in Study 

Two. In addition, strategies from Study Two related to "Passive 

Avoidance" could also be reclassified. However, those coping 

strategies identified in the second study as related to a more general 

avoidance found no re-classification category appropriate from Study 

One. "Emotional release" was another category from Study Two that had 

no concomitant category of coping strategies identifiable from Study 

One. Finally, "withdrawal," "aggressive approaches" (e.g. "taking it 

out on others"), "relaxing," and a miscellaneous item -- "shopping" 

from Study Two had no Parallel categories of coping classifications 

identified in Study One. 



TABLE 36. General Coping Strategies From Study Two Re-classified 
According to Factors Obtained in Study One 

Strategy Frequency of Report 

Social Support Seeking 

Communication with others 10 

Socializing with others 7 

Passive Avoidance 4 

Unclassifiable According to Factors from of Study One 

Avoidance 12 

Withdrawal 3 

Emotional Release 8 

Relaxing 2 

Aggressive Approaches 3 

Miscellaneous 

Concerts 1 

Ride motorcycles 1 

Do Something I've wanted to do for myself 1 

Take special Sunday trips 1 

Shopping 2 
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TABLE 37. General Coping Strategies from Study Two Re-classified 
According to Tension Reduction Factors Obtained from Study 
One. 

Activity Frequency of Report 

Practical Tension Reduction 

Physical activities 22 

Cognitive approaches 18 

Miscellaneous 10 

Sensate Tension Reduction 5 

Spiritual Tension Reduction 1 

Table 37 presents those coping strategies identified from the 
. 
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second study that were re-classified according to the Tension Reduction 

factors obtained from Study One. Three of the four factor os. tegories 

identified in Study One were used in the re-classification process. 

Only Sensate Tension Reduction (Le. "going to movies," and "watching 

T.V.") did not have items from Study Two identified as coping strate-

gies; however, these specific items appeared in the second study in the 

interview sections identified with sources of support and stress. 

All coping strategies associated with specific situations and 

people in Study Two were capable of being re-classified according to 

factor categories of coping strategies identified in Study One, and are 

presented in Table 38. 



TABLE 38. Specific Situation Coping Strategies From Study Two 
Re-c1assified According to Factors Obtained from Study One 

Situation Strategy 

Living Situation 

Dorm noise 

Work Situation 

Work to be done 
Job itself 
Co-worker 
Customer 

School Situation 

School itself 

Exams 

Social Situations 

Crowding 

Stressful People 

Stressful Environments 

Miscellaneous 

Football 
Fear of opponent 

High blood pressure 
Fear of Death 

Accommodation 

Direct Coping 
Active Avoidance 
Social Support Seeking 
Social Support Seeking 

Social Support Seeking (2) 
Direct Coping 
Active Avoidance 

Practical Tension Reduction (2) 
Direct Coping (2) 

Passive Avoidance 

Social Support Seeking (3) 
Passive Avoidance (2) 
Active Avoidance (2) 
Direct Coping (2) 
Direct Interpersonal Coping 
Active Interpersonal Avoidance 

Active Avoidance (2) 
Direct Coping (2) 

Direct Coping 
Passive Avoidance 
Spiritual Tension Reduction 

Note: Numbers in parentheses indica te frequency of specific response 
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Summary and Discussion 

This study has taken a qualitative approach to the examination 

of health and stress for a few undergraduate students by content 

analyzing responses to an in-depth interview concerning environmental 

experiences in their daily lives. Because of the small sample size, 

comparisons between other than the largest demographic categories were 

inappropriate. Similarities and differences between groups when they 

were examined were primarily in terms of gender; however, even then, 

interpretation was considered tentative. Comparisons were also made 

between results obtained in Study One and those obtained in Study Two. 

Life-Style, Role Satisfaction, and Perceived Stress 

Living situations of undergraduate men and women in the second 

study differed in that more men than women were living in the parental 

home, and women were more likely to be living with roommates. Reports 

of monitary support indicated that the undergraduate men relied more on 

parents as the primary, additional source of support other than "self" 

while undergraduate women relied more on a variety of sources such as 

grants and loans in addition to parents and "self." These results may 

suggest that men are more likely to remain living in the parental home 

until they can fully provide for their own financial support while 

women move out of the parental home before they are fully capable of 

such support. It may also reflect more willingness on the part of 

parents to fully bear the financial support sons' education, but not 

daughters. 
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On the whole, the students interviewed in study Two, like those 

who responded to the questionnaires for Study One, were primarily 

satisfied with their lives in terms of their living situation, their 

social life, their studen~ life, and if they worked -- their work life. 

Students were, however, quite capable of articulating sources of health 

and stress associated with a wide variety of roles, situations and 

people. 

The Living Situation. Most students indicated satisfaction 

with their living situation; however, the greater number of men living 

in the !Brental home and the greater number of women living with 

roommates had ramifications for responses related to desired changes in 

the living environment for undergraduate students. Men wanted to move 

out on their own while women desired changes in the behavior of their 

roommates. 

The Social Life. When desired changes in "social life" were 

verbalized, both men and women indicated the lack of time available to 

spend socializing with friends as the element most in need of change. 

It was later noted that increased socialization (i.e. spending more 

time with friends) was identified as an important sign of health by 

this student sample. Likewise, withdrawal from socialization (e.g. 

related to time pressure and demands) was identified as a maOjor sign of 

stress. These results re-emphasized the importance that the perception 

of time plays both in experiences of health and in experiences of 

stress for undergraduate students. 
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The Student Life. When dissatisfaction and/or desires for 

changes in "student life" were identified, they were more frequently 

couched by the undergraduate women in terms of the quality of instruc

tion encountered in the classroom, and by undergraduate men in terms of 

lack of time to study. Although this may have reflected differences in 

the percentages of women and men working in this sample, it may also 

have suggested a difference in the "meaning" or "expectations" on the 

part of men and women for their educational experience. 

Important notice was taken, although caution was suggested in 

the interpretation, of the extreme satisfaction with "student life" 

voiced by undergraduate Hispanic women in the face of apparently 

serious difficulties in getting adequate responses from classroom 

instructors and teaching assistants to academic queries. Explanation 

was offered in terms of the immense pride and excitement that the 

Hispanic women felt at having the opportunity, unlike the majority of 

their relatives, to pursue a university education. These results also 

support suggestions made as the result of Study One that a 

"sub-cuI tural" approach to the understanding of stress wi thin the 

w1dergraduate academic environment be taken. For example, all three of 

the Hispanic women were freshmen. Would their enthusiasm for the 

stUdent life remain unshaken in the face of continued encounters with 

unresponsive classroom instructors and teaching assistants? 

The Work Life. Working students expressed mostly satisfaction 

with their work life and indicated few desired changes and women were 

not more dissatisfied with their working roles than were the men. 
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Perhaps this was because most students were employed in satisfying 

jobs, were glad to have jobs that could be accommodate their academic 

pursuits, and/or knew the jobs were temporary, and/or believed that the 

desired "good job" would be available following completion of their 

education. 

Purposes and Goals 

Academic goals and objectives were described most frequently in 

terms of "getting a good job" that would lead to "success and happi

ness" following completion of the tmdergraduate educat.ion. Although 

some students anticipated wanting or needing further education, most 

intended to work after completion of the bachelor's degree. Some 

students indicated that getting a "well rounded," or "good" education 

that provided the opportunity to examine a variety of different disci

plines and perspectives was their goal. For others, the opportunity to 

learn about themselves and others, both within and outside the class

room, was their primary goal for the academic experience. Still others 

indicated that enjoying the student life-style was their main goal for 

the academic experience. 

Because of the small, tmdergraduate sample utilized in this 

study, there was no attempt made to examine different goals and 

objectives identified according to academic major, or grade level. 

Also, no comparisons were made for gender. It seems likely that 

students whose objectives were to gain employment following completion 

of the undergraduate degree would either avoid disciplines where' 

concrete skills and abilities for specific jobs were not taught, 
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or would become increasingly dissatisfied with their student role. The 

relationship between purposes, goals and objectives should be examined 

in a more quantitative format like that of study One. 

Healthful and Stressful Environments 

The Academic-Institutional Environment. Support and stress 

within the academic environment were described in terms of the people, 

the programs and materials and the environmental features encountered. 

An additional, and unique, source of stress was described in terms of 

the difficul~ associated with adjusting to new demands for the student 

role. 

For the students in this study, the classroom instructor, along 

with her, or his classroom approach was still the major focal point for 

student evaluation. Professors who were enthusiastic about the 

material they presented, who were responsive to students, and who were 

"accessible" were identified as supportive, while those who did not 

possess those qualities, or behave in those ways were described as 

stressful. Teaching assistants, undoubtedly because they play 

increasingly larger roles in undergraduate education, provided a 

secondary source of support or stress depending upon their command of 

English, their responsiveness, and their "accessibility" to students. 

Fellow students, at least in the classroom environment, played 

"noticeable" but considerably lesser roles. It would be helfpful to 

know the dimensions of "accessibility." Is accessibility related more 

to status position (e.g. teaching assistant versus professor) or to 

behavioral indicators in the perceptions of undergraduate students? 
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Because the classroom instructor remains so central to the experience 

of students, the study of actual and perceived "accessibility," as well 

as "responsiveness" might add to the tmderstanding of student stress 

and satisfaction within the academic environment. 

Institutional conditions, including programs and materials as 

well as environmental features of the classroom setting, were 

identified as sourcess of stress and support as frequently as were the 

instructors, the teaching assistants, and other students encountered 

there. "Programs" included course' content as well as specialized 

programs to serve student needs. "Materials" included textbooks, and 

other materials presented in the classroom such as diagrams, films, 

etc. "Environmental features" included lighting, sea ting arrangements, 

and classroom size. The willingness and ability of students not only 

to identify programs, materials, and environmental features when asked 

to describe sources of support and stress within the classroom setting, 

but also their doing so with the same frequency as they identify the 

core people involved in the educational interaction, indicates that 

these are .important, additional sources of support and stress within 

the academic evironment. 

The identification of the stress associated with changing role 

expectations as encompassing concerns of academic ability, and as 

primarily (but not exclusively) having affected freshmen students, 

supports the suggestion from Study One that the understanding of stress 

for tmdergraduate students may require the examination of differential 

experiences in terms of an academic life-cycle as it relates to 

"sub-cultures" of freshmen, sophomores, jtmiors, and seniors. 



153 

The study Environment. When students described their study 

environments, they primarily identified either their dewelling or the 

library as the settings in which studying occured. Students studying 

at home frequently used either their bed or the kitchen table, and' 

enjoyed the opportunity to "take breaks" involving the refrigerator and 

the television set. 

The library was the most frequently identified campus location 

for studying. However, because, a number of students found studying in 

the library be distasteful and/or a source of stress, there were 

additonal (and fairly creative) campus settings described. Negative 

feelings about the library as an environmental setting (its institu

tional quality), negative psychological associations, and distractons 

created by the "social atmosphere" were the most frequently discussed 

sources of stress accruing to the library. On the other hand, a number 

of students emphasized the importance of the "distractions" for helping 

them to stay alert, and to maintain motivation to study through a 

"modeling effect.' 

These results suggest that, although library administrators may 

try to discourage creation of a "social atmosphere" in an undergraduate 

library, some students may benefit from that very kind of atmosphere. 

Perhaps a compromise solution could be found for those who find the 

social atmosphere distracting, and those who desire it by creating a 

setting that provides for, adequately separates, and identifies space 

appropria te for "more social" and "less social" acti vi ties. Such 

design might better serve student needs. 
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The Emotional Environment. In the emotional environment, 

family members, old/good friends, intimate relationships, and "self" 

were reported as providing major forms of support for the undergraduate 

students involved in the study. Mothers were identified as providing 

emotional support most fequently in the form of someone to listen to 

problems, and someone with whom to talk; boyfriends and girlfriends 

were described as supportive in providing physical intimacy and social 

companionship, and students identfied themselves as additional sources 

of important emotional support. Emotional support for academic 

pursuits was provided by parents, as was financial support. In the 

instance of emotional support and stress related to academics, "self" 

was identified as an important source of academic stress, as was 

"time." 

These results, and the mounting evidence, indicates the 

necessity to capture the dynamic nature of student interaction with 

their various "environments." The in'teraction between stress and 

support emanating from the same individuals and situations indicates an 

additive linear model is insufficent to adequate understanding of the 

complexity of undergraduate experience. 

The Living Environment. In the living environment, 

individuals were not quite as willing to shoulder the responsibility 

for stress as they were in the emotional environment with academic 

pursuits. Family members (usually parents) were 'identified as creating 

stress as were roommates or dormmates. Dwelling features that were 

identifed as stressful in the living environment included noise, 
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crowding, and the lack of privacy while those that provided isolation, 

quiet, or those that provided a unique opportunity (e.g. having a 

garden or a pet) were identified as supportive. 

The Social Environment. Support in the "social environment" 

was associated with friends with whom one could "do things," social, 

recreational, and athletic activities. The primary sources of stress 

were reported as involving the individuals in the "primary 

relationship," (e.g. differing life-styles or personalities), friends 

who create pressure for social interaction that detracts from the time 

available for the student role, and friends who are far away. In 

addition, the lack of time for self, for friends, and for the primary 

relationship were identified as important sources of stress in the 

social environment. Once again, the same people were identified"as 

supportive as were identified as stressful, and the perception related 

to the "lack of time" created stress. 

The Work Environment. Both support and stress were identically 

categorized from student discriptions according to the nature and 

quality of the job, management practices, and relationships with 

co-workers. Students identified jobs with variety, that were 

challenging, or where they could s~dy as supportive. Those that were 

routine, and unchallenging were described as stressful. Managers who 

were considered easy to work for were supportive, while those who 

exhibi ted racial discrimina tion, pr created "pressure" were stressful. 

When individuals socialized with co-workers they were described as 

supportive, but when co-workers were not open to socialization they 
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were described as stressful. However, students were apparently well 

satisfied with their work situation and identified few desired changes. 

Signs of Health and Stress 

Signs of Health. The major "signs of health" identified by 

this small, undergraduate sample included: increased physical activity 

in the form of exercize; increased socialization (e.g. "going out 

more"); having more time to spend with friends, self, and the person 

involved in the primary relationship; increased awareness of positive 

feelings such as security, openness and freedom; the lack of stress and 

worry; a changed perspective in which things were seen more clearly or 

more completely; thoughts about competency; increased spontaneity, and 

increased energy. These indicators of health were classified in broad 

categories of feelings, thoughts and perceptions, behaviors and 

actions, and physical indicators that reflected a line of inquiry along 

those lines. No comparisons could be made to Study One because 

investigations related to signs of health were not made in that study. 

Signs of Stress. The "signs of stress" identified in the 

second study included: feelings of anger, frustration and irritability; 

feelings of tenSion, anxiety and agitation; feelings of depression; 

negative feelings in general; self-doubt; a narrowed perspective; time 

constraints; difficulty in the thinking process such as difficulty 

in making decisions; increased expression of anger, frustration and 

irritability; increased withdrawal from social activities; compulsive 

action; increased physical indicators of nervousness and anxiety; 
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increased difficulty in sleeping; stomach problems; increased vulnera

bility and experiences of illness, and neck and back pain. 

Attempts to compare the signs of stress as identified from the 

factor categories developed for Study One with those identified from 

content analysis in Study Two indicated that a number of the signs from 

the second study could be re-classified within the factor categories of 

the first study. For example, most of the physical indicators such as 

neck and back pain could be re-classified within the Somatization 

factor while other signs could be classified as Tension, Depression, 

(lack of) Self-Esteem and Self Efficacy, Interpersonal Sensitivity, and 

Hostility. The major difficulties encountered in re-classification 

occurred with the distinctions that had been made in the second study 

between feelings of, and expressions of anger, frustration and 

irritability. Distinctions were made between feeling (experiencing) 

frustration or anger, and crying (expressing) because of frustration or 

anger. In addition, behavioral signs of stress that would include 

compulsive action were not included in any of the factof.categories 

developed for Study One. 

These results indicated an over-sampling by the scales used in 

Study One of the "feeling" and "thought" dimensions of symptomatology. 

While a few categories related to behavioral responses to stress, the 

majority of those in Study One did not. These discrepancies in survey

ing symptomatology may have produced some of the gender differences 

identified in Study One. For example, women in that study showed 

significantly higher factor scores for several predicted symptomatology 

factors and academic concern factors, while men showed only higher 
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factor scores for the self-evaluation factor of Type "A-Like" Bel'avior. 

The higher factor scores for women and the lower factor scores for men, 

in terms of stressful symtomatology and academic concern may l'ave been 

related to scales that over-sampled from the realm of distressed 

thoughts and feelings rather than including a balanced sample with 

behavioral indicators. These speculations could be examined in future 

studies by presenting differing mixtures of 

affective, cognitive, and behavioral indicators of stress. 

Coping and Adaptation 

When students discussed their approaches to "dealing with" or 

"coping with" stress, they most frequently described increased physical 

activity such as exercise as both a preventative measure and as a way 

to calm themselves after a stressful experience. Students did not make 

the distinctions as they had been made in Study One between Tension 

Reduction activities such as physical exertion and coping strategies. 

For them, physical exertion was a major form of coping. Additional 

forms of coping responses reported by the student sample included: 

cognitive re-evaluation and reformulation; avoidance (both passive and 

active; relaxation; seeking social support by either being with others 

or discussing problems with them, and emotional release through yelling 

or crying or physical activity. 

Students were able to identify a few specific coping strategies 

that they used in particular situations and with particular people. 

These specific coping strategies as opposed to the more general coping 



strategies were more easily re-classified according to coping stra

tegies identified in Study One. Perhaps the difficulty lay in the 

hypothetical nature of the situations identified in Study One for 

analysis of coping strategies being so decidedly different from those 

identified by students interviewed in Study Two. 
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Overall, students tended to use more "indirect" methods of 

dealing with stressful situations and people than they did those 

strategies that would be identified as "direct." In addition to a 

heavy reliance on social support seeking, students in the second study 

identified general avoidance strategies, including ignoring and denying 

stress, aggressive approaches that included taking it out on others, 

and withdrawal. 



CONCLUSIONS 

This work has examined health and stress £or an undergraduate 

student semple at a large, Southwestern university during the years 

1983 to 1985. The use of both large-scale, quantitative analyses o£ 

responses to a student li£e-style questionnaire, and the smell, 

qualitative analyses o£ responses to in-depth interviews have provided 

a broader perspective than could have been attained by using either 

approach exclusively. 

Study One explored the multivariate relationships among 

perceived level o£ stress" role setis£action, demographics, 

time-utilization, symptomatology, academic concerns, sel£-evaluation, 

coping strategies, and tension reduction activities. A total o£ 

twenty-seven £actors were extracted £rom sub-scales. Factor scores 

were used in combination with demographic variables, satis£action with 

roles, end perceived levels o£ stress to test a number o£ hypothesized 

relationships, create regression equations with smaller sets o£ 

predictor variables, end to create discriminant £unction equations£or 

group classi£ication. 

A number o£ the hypothesized relationships were rejected on the 

basis o£ results £rom this study, while a £ew predicted relationships 

were supported. Hypothosized relationships £or Perceived level o£ 

Stress were supported III that higher levels o£ perceived stress were 
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associated with directional predictions for a number of variables and 

factors. However, the only relationships near to or achieving statis

tical significance were positive reltionships between Perceived Level 

of stress and Tension, (academic) Work Overload and Type "A-Like" 

Behavior along with negative relationships with Academic Insecurity and 

Depression. The hypothesized negative relationship between high levels 

of perceived stress and low factor scores for Self-Esteem, Self 

Efficacy and Direct Coping Strategies were supported in directional, 

but not for statistical significance. 

Hypothesized mean factor scores for women were supported by a 

number of signficant relationships with Somatization, Tension, 

Interpersonal Sensitivity, (academic) Work Overload, Academic and 

Personal Insecurity, Self Care, Academic Preparation, and the 

non-direct Coping Strategy of Social Support Seeking. Women did not, 

however, demonstrate the hypothesized lower mean factor scores for 

Self-Esteem, Self-Efficacy or Direct Coping Strategies. In fact, women 

had significantly higher mean factor scores for Direct Situational 

(academic) Coping than did men. Men, on the other hand, acquired 

significantly higher factor scores for Type "A-Like" Behavior and 

Sensate Tension Reduction. And, overall, there were no significant 

differences in Perceived Level of Stress for men and women. 

Results from Study Two reaffirmed the importance of depression, 

self-esteem, somatization, social support seeking, and the physical 

means of reducing tension to the stress and coping experiences of 

undergraduate students. In addition, the importance of a narrowed 

cognitive perspective; behavioral expressions of anger, frustration, 
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and irritability; sleep difficulties, and compulsive actions such as 

eating and cleaning were provided as further "signs of stress." The 

results of Study Two also raised serious questions concerning the 

limitations of the scaled variables initially used in Study One. 

Specifically, attempts in Study Two to re-classify "signs of stress," 

according to factor categories obtained in Study One, indicated the 

scaled variables selected for use in Study One were biased toward 

cognitive and affective indicators, and that behavioral indicators had 

been "undersampled." This bias may have affected results in analyses 

where group differences were examined. For example, if certain groups 

were more prone to behavioral expression of stress, and/or awareness of 

behavioral indicators than were other groups, their factor scores would 

have been lowered, particularly in the area of symptomatology, where 

the bias appeared the greatest. 

Results from both studies raised a number of questions about 

coping responses and their efficacy in relation to the reduction of 

stress. The second study did not ask students to evaluate the 

successfulness of particular coping strategies, so there was no 

evidence as to perceptions of coping efficacy. A more thorough exami

nation of "indirect" methods of coping needs to be made including 

comparisons between cognitive, behavioral, and affective approaches. 

Currently, there is an underlying assumption that individuals who face 

a great number of stressful situations, but report themselves as "calm" 

or "unstressed" utilize the better coping strategies. This position 

seems untenable given the research suggesting individuals exhibiting 

Type A-Behavior associated with increased coronary risk frequently 
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ignore signs of stress and report themselves as unstressed in order to 

maintain motivation to complete tasks. Altogether, these relationships 

suggest the need for simultaneously examining signs of health and 

stress that include more behavioral measures. Perhaps the lack of 

gender difference in perceived level of stress in the face of the 

higher scores for wumen on a number of symptomatology, and academic 

concern factors indicates the efficacy of their coping strategies with 

cognitively and affectively "biased" indicators. 

Study One did indicate, however, that smaller sets of predictor 

variables using factor scores, demographics, and role satisfaction were 

produced through regression equations for perceived level of stress, 

student satisfaction, personal satisfaction, and work satisfaction. 

The equations accounted for significant, but only small to moderate 

amounts of variance in those areas (20, 25, 12, and 15 percent 

respectively). The interrelationship of all role areas and perceived 

level of stress could be seen by fully examining and tracing the full 

implications of the regression equation for personal satisfaction. 

Student satisfaction entered the regression equation for personal 

satisfaction, while perceived level of stress entered the regression 

equation for student satisfaction, and finally, work satisfaction 

entered the regression equation for perceived level of stress. The 

considerable overlap among role satisfactions and perceived level of 

stress indicated that the most important variables for their relat

ionship were those identified by their separate, but interrelated 

regression equations. Those variables included: the time-utilization 

factor of time spent caring for others; the symptomatology factors of 
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tension, and depression; the academic concern factors of (academic) 

work overload, and academic insecurity; the self-evaluation factor of 

self-esteem; the coping strategies of direct (academic) coping and 

direct situational (academic) coping, and interpersonal coping, and the 

tension reduduction factor of spectative tension reduction. 

Discriminant function analysis conducted with the 375 students 

in study One indicated differences in mean factor scores for groups 

based on gender, grade level, non-working and working students, and 

academic major. 

Individually, men and women in the sample obtained for Study 

One differed in that women demonstrated significantly higher mean 

factor scores for tension, academic preparation time, social support 

seeking, and direct situational coping while men demonstrated 

significantly higher mean factor scores for Type "A-like" behavior. 

In the sample obtained for Study Two, there were apparent gender 

differences in desired changes in the "student life." Men reported 

desires for more study time, and women reported desires for changes in 

the quality of instructors encountered in the classroom. These results 

indicate distinct differences in experiences and responses to stress 

and coping related to the academic environment. 

Students who were working at paid jobs, and students who were 

not working at such job, demostrated significantly different factor 

scores in a number of areas. Non-working students, on the average, 

carried more academic units, spent more time in academic preparation, 

but experienced greater academic insecurity. Working students tended 

to be at a higher grade level and to experience greater (academic) work 
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overload. Study Two indicated that those who were working (as well as 

those wl~ were majoring in science and engineering) experienced more 

"time pressure," by more frequently expressing dissatisfaction with not 

having enough time to spend with friends/socializing, and not having 

enough time for "self." In addition, the larger percentage of working 

men in Study Two identified having "more time to study" as a desired 

change in "student life." 

It is no wonder, then, that working students report fewer hours 

spent in academic preparation, but feel more (academic) work overload, 

and their experience of significantly less academic insecurity is 

probably related to the "threshold" concept suggested in Study One. 

Working stUdents are more concerned about simply having "time" to 

complete academic assignments that they don't have "time" to worry 

about how they compare to others, or about their relationship with a 

particular instructor might be. Academic insecurity doesn't reach 

threshold because it is a less salient feature of their academic 

experience than are "time pressures." 

For grade level, a number of significant differences in mean 

factor scores occurred 'for freshmen, sophomores, juniors and seniors. 

Freshmen displayed significantly higher tension, social support 

seeking, direct situational coping, and significantly lower self-esteem 

than did students at other grade levels. Sophomores demonstrated 

significantly lower scores for student satisfaction, social support 

seeking, practical tension reduction, and direct situational coping 

than other students. Juniors, on the other hand, had significantly 

higher mean factor scores for academic preparation time and student 
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satisfaction. Finally, seniors displayed significantly lower factor 

scores for academic preparation time and tension, as well as signif

icantly higher factor scores for practical tension reduction and 

self-efficacy (perceived control) than did students in the lower grade 

levels. 

Information resulting from study Two indicated a unique source 

of stress to be the changing expectations associated with the student 

role. The changing role expectations were reported as stressful 

primarily by freshmen, but were identified by students at other grade 

levels to have been "more stressful" when they were freshmen. 

Essentially, the change in student role involved being "required" to 

study, and/or to study in a different manner in order to receive satis

factory grades. Most students reported not having had to study in high 

school, described considerable difficulties with being able to focus 

for concentrated periods of time, and not being able to determine or 

extract the most important information. 

The scenario that emerged vaguely from Study One, but which 

distilled more clearly ~th information added from Study two was one 

identifying the elements related to a generalized academic life-cycle 

for undergraduate students. The greatest general academic stress 

appeared to occur during the freshman year (probably during the first 

semester) with the student trying a variety of different coping strate

gies including increased social support seeking to alleviate the stress 

tha t can only be alleviated by "learning to study." In trying to 

"learn to study," the student undoubtedly discovered the necessity for 

more academic preparation time and less socialization. The sophomore 
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year (or a portion thereof) was then spent in "shock" where the 

student withdrew from social interaction, used few coping strategies 

and was mostly dissatisfied with the student role. It was a year of 

adjustment in which priorities were re-arranged, new study habits were 

developed, and decisions made as to how to deal with the future. The 

junior year was one of both increased academic preparation time, and 

greater satisfaction with the student role (probably due to successful 

adaptation). Finally, the senior year was one in which the least 

amount of time was spent in academic preparation, the least amount of 

tension was experienced, an increase occurred in the use of practical 

tension reduction activities, and an increased sense of self-efficacy 

or perceived control emerged -- seniors had mastered the academic 

system. 

When group differences in factor scores were examined for the 

academic majors of science and engineering, business and liberal arts, 

group differences in gender, perceived level of stress, depression, 

academic insecurity and Type "A-like" behavior emerged as significant 

contributors to discriminant functions, while significant univariate 

F's indicated additional differences by academic group. Business 

majors reported significantly more type "a-like" behavior, academic 

insecurity, and an accommodating coping strategy with a hypothetical 

academic situation. Science and engineering majors had significantly 

fewer women majors, experienced less academic insecurity, used an 

interpersonal coping strategy, but experienced significantly higher 

levels of depression than did students in other academic majors. 

Liberal arts majors demonstrated significantly lower mean factor scores 
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for Type "A-like" behavior and depression, and were significantly more 

likely to engage in sensate tension reduction activities. 

One important question that was suggested from the results of 

discriminant function analysis for academic major concerns the role of 

the academic major curricula and program in helping to shape these 

differing patterns of experience and responses to factors of stress. 

Do individuals "self-select" into an academic major who already display 

particular stress-response tendencies, and/or do academic programs help 

to shape such tendencies? These questions become important issues when 

considered in light of the number of illnesses that have been 

implicated as related to chronic stress-response patterns. 

study Two suggested additional group differences in the 

academic experiences of undergraduate students in relationship to 

ethnicity. The reported experiences and responses of Hispanic women 

appeared distinct from those of their caucasian counterparts. However, 

because no Hispanic men, or other minority students were included in 

the sample, interpretation was cautioned. 

Each of the Discriminant Functions for Gender, Non-Working vs 

Working Students, Grade Level, and Academic major identified 

significantly different patterns of stress, coping, and tension 

reduction accompanying the academic experience for each of the groups 

examined. Study Two confirmed some of these results, and then expanded 

them to include ethnic-group differences in experience. Taken 

together, the results of discriminant function analyses, and the 

interview information provide strong evidence for a number of different 
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"subgroups" or "subcultures" within the academic setting that may have 

different, but predictable, patterns of health and stress. The results 

underscore the multidimensionality of the academic experience and 

suggest both a "life-cycle" and "subcultures" approach to understanding 

the experience of stress for undergraduate students. 

Additional information from Study Two included an examination 

of "purposes and goals" for the academic experience which were 

categorized as employment related (e.g. getting a good job); educa

tionally related (e.g. getting a good or well-rounded education); 

intra/interpersonally related (e.g. learning about self and others), 

and life-style related (e.g. enjoying the student life-style). 

Implications were that academic purposes and goals may change in 

relationship to gender, academic major, grade level, or other group 

classifications, but such relationships would need to be explored from 

a more quantitative approach utilizing a much larger student sample. 

The major distinct, and separate, contribution made by Study 

Two was a more detailed examination of both sources of stress and 

sources of support within each of a number of important undergraduate 

"environments" including: The academic-institutional environment; the 

study environment, the emotional environment, the social environment, 

and the living environment. In addition, the identification of desired 

changes in living situation, student life, social life, and work life 

were documented. The results indicated the dynamic interplay between 

sources of stress and sources of support as both were frequently 

identified as emanating from the same situations, and from the same 

people. 
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In the academic-institutional environment, stress was 

associated with unresponsive, non-accessible, disinterested, 

question-discouraging instructors and teaching assistants, or with 

teaching assistants who had a poor command of English. stress was also 

associated with poor programs (such as course content), poor materials 

(such as textbooks), and environmental features such as large classroom 

size, poor lighting, and noise. Finally, stress was associated with 

the previously mentioned change in role expectations for students. 

Support on the other hand was associated with instructors, 

and/or teaching assistants who were responsive and accessible to 

students, who showed interest in students and in the material 

presented, and who encouraged questions. Support was also identified 

with good programs (i.e. good course content, and programs designed to 

serve specialized student needs); good materials (such as textbooks or 

other materials used in the course), and environmental feateurs such as 

small size, good lighting and low noise levels. 

The study environment was marked by descriptions of stress 

related to negative feelings associated with the institutional nature 

of the main campus library, and the number of distractions occurring 

when attempts were made to study there. Support was identified in 

terms of accessibli ty to the refrigerator and television for "breaks" 

when studying at home. Support in the study environment on campus was 

described in terms of the specific spaces available, the lack of 

distractions, and the social atmosphere (e.g. distractions essential to 

stay alert, and that "model" studying behavior) associated with the 

main campus library. 
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Stress in the general emotional environment emanated primarily 

from conflicts between parents, while most support was derived from 

mothers who were available to listen, and to talk about problems. 

Additional emotional support was derived from other family members, 

"intimate relationships," old/good friends and "self." Emotional 

support in the specific area of academics also came from family 

members, intimate relationships, and financial assistance from parents. 

The major source of emotional stress specifically associated with 

academics was identifed with "parents' pressure for grades," and 

"self." 

In the living environment, stress for these undergraduate 

students was reported as emerging from conflicts ~ parents, with 

roommates, and from environmental features of the dwelling (e.g. noise, 

and crowding). Support was also provided by family members, intimate 

relationships, roommates, friends, and the dwelling (e.g. quiet, happy, 

access to social life). 

Sources of support in the "social life" included a large number 

of athletic, recreational and social activities along with family 

members, intimate relationships and friends. Stress was likewise 

associated with intimate relationships, friends, and family members, 

but also with time constraints. 

The work environment provided approximately equal frequencies 

of support and stress assigned to the nature and quality of the job 

(e.g. challenging vs. boring, or diversity of tasks vs. routine tasks); 

management practices (e.g. easy going vs. pressuring, or fair vs. 

unfair), and co-workers (social vs. unsocial). 
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The information on sources of support and stress from study Two 

provides a much fuller picture of the dynamic quality and the trans

actional nature of support and stress within the environmental contexts 

of student lives. Depending on the nature of the transaction, an 

individual or situation may be interpreted as supportive or stressful 

at any given moment in the dynamic of movement that is human life. The 

results also provide a starting point from which further examination of 

the nature of support and stress can be made. 

Overall, the results of this work suggests the following: 

1) Undergraduate student stress can best be understood from, 

and should be investigated more thoroughly from, both an academic 

"life-cycle" and "subcultures" perspective. Detailed examinations 

along at least grade level, gender, academic major, working versus non 

working students, and ethnicity should be made. 

These detailed investigations should include an initial compar

ison between factor analysis, multiple regression, and discriminant 

function analysis as the starting point for both data reduction, and 

identification of smaller sets of predictor variables. In other words, 

if regression or discriminant function analyses, instead of factor 

analysis, had been used in Study One to reduce the variable set with 

each sub-scale (e.g. symtomatology, etc.), would the resulting variable 

set have accounted for more or less of the total variance in each 

sub-scale than factor solutions? 

A second line of methodological investigation would examine the 

usefulness of performing factor analysis on each sub-scale according to 

the group classifications prior to regression or discriminant function 



173 

analysis. It may be more appropriate to first perform separate factor 

analyses for males and females, followed by regression analyses for 

perceived level of stress, student satisfaction, and so on. If a 

"sub-cultural" approach were taken, it would be important to emphasize 

group differences, rather than to dilute them with a more global 

analysis, before attempting to identify the best predictor variables. 

These methodological comparisons are necessary, because there is 

apparently no current information indicating the superiority of one 

procedure or approach over another. 

2) Systematic investigations involving the use of both 

quantitative and qualitative measures of health and stress should be 

undertaken either simultaneously, or in alternating succession as 

results from each may serve to in£orm the interpretation of results 

from the other. The usual proceedure is to perform inerviews using 

open-ended interview questions in order to identify the categories of 

questionnaire responses used in follow-up, large-scale surveys. 

However, reversing the order o£ the procedure when there exists a 

number of scales related to the measures to be taken, may be more 

fruitful. New, un-tapped dimensions, discrepencies in previously used 

measures, and con£irmation of previous categorization can be made. 

3) Future examina tions o£ health and stress in the 

undergraduate academic environment should be tied more closely to 

issues related to retention. Results of the studies conducted for this 

work, suggest that high periods o£ stress may occur during the £irst 

semester of the freshman year, revolve around issues of changing role 

expectations, and the acquisition of ef£ective study habits. Retention 
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intervention designed to mediate stress at that point in the academic 

life-cycle would address those issues. However, the sophomore year 

appears to be one of withdrawal and "shock," so retention interventions 

would be geared toward those experiences and behaviors. 

Although the greatest majority of undergraduate students in 

these two studies reported being satisfied with their student roles and 

only a very small proportion of them expressed experiencing "extreme 

stress," a large proportion of them did indicate "a lot of stress" when 

completing the questionnaire. Many in the interview situation reported 

having been under "extreme stress" at some point in their academic 

career. It is important to understand the dynamics involved in the 

relationship with retention, especially, for those few who do 

experience such stress in the academic environment. 
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~'T'TmF.NT LTFE-STYLE . AND ATTITUDF. SURVEY 

~!!!!!~ !!!!!Q£!!£!! 

ON THE FOLLOWING PAGES YOU WILL FIND A ~~ OF QUESTZONS CONCERNING 

SOME OF THE SITUATIONS 'rBAT S'l'UDEN'l'S FACE AS WELL AS SOME QUESTIONS ABOUT YOUR 

A'l"l'I'l'tlDE TOWARD CERTAIN THINGS. YOU WILL BE AS~D TO INDICATE THE IMPORTANCE 

OF THESE SITUATIONS, HOW FREQUENTLY YOU ENCOUNTER THEM, AND/OR HOW YOU THINK 

YOU MIG"n"'T RESPOlID TO THEM. 

SPECIFIC DIRECTIONS ARE GIVEN FOR EACH SET OF QUESTIONS. PLEASE READ 

THE DIRECTIONS AND POSSnn.E RESPONSES CAREFULLY AND ANSWER EACH ITEM IN '!'HAT 

SECTION BEFORE GOING ON TO THE NEX'l' SECTION. PLEASE 00 NOT LEAVE ANY ITEM 

BLANK. U YOU HAVE DUFICUL'l'Y CHool5ING A RESPONSE, PLEASE REMEMBER TO CHOOSE 

THE RESPONSE '!'HAT !!22! CLOSELY DESCRIBES YOUR THOUGH'l'S/FEELINGS. 

'l'HANK YOU FOR YOUR ASSISTANCE. 

INSTRUC'l'IONS: Please read the question!;! below and circle the number of the 
re~ponse that most closely corresponds to your thoughts and feelings about 
your life since the beginning of the current semester. 

1. How satisfied have you been with your life as a student this semester? 

Very Very 
Satisfied Satisfied Dissatisfied Dissatisfied 

1 2 3 4 

2. If you have a paid job, how satisfied have you been with your job since 
the beginning oftthis semester? If you have no job, check here: __ _ 

Very 
satisfied 

1 

Satisfied 

2 

Dissatisfied 

:3 

Very 
Dissatisfied 

4 

3. How satisfied have~"you been with your p~rsonal life outside of school 
and/work? 

Very Very 
Satisfied Satisfied Dissatisfied Dissatisfied 

1 2 3 4 

4. Rate the level of stress you have experienced since the begiruU.ng of 
this semester. 

A 
No Some lot of Extreme 

Stress Stress Stress Stress 

1 2 3 4 



INSTRUCTIONS: Please write in your response to the following questions. 
Where appropriate, circle or-check the correct category. 

BACKGROUND INFORMATION 
Age: ___ _ Sex: __ _ Hajor: _________________________ ___ 

Approximate G.P.A. : ______ _ Number of units carrying this semester ______ _ 

Grade level(circle one): Fr. 

MARITAL STATUS 

Soph. Jr. Sr. Grad. 

Harried ___ _ 
Separated_____ Divorced____ Widowed____ Not MArried ____ _ 

If married, number of previous marriages _____ • 

LIVING ARRANGEHEN'I' 

Live alone_____ Live with spouse/partner____ Live with roommates ___ • 

Number of children living with you ___ • 

TIME UTILIZATION: Please indicate the approximate amount of time per day that you 
spend in the following activities. Place an "X" on the line which corresponds to 
the number of hours for each acti vi ty. Remember, this is an approximation: Be 
as close as possible but do not worry about being exact. 
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o < 1 1-2 2-3 3-4 4-5 5-6 6-7 7-8 8+ 
bra. br; brs. brs. brs. brs. brs. brs. brs. brs 

5. Attending classes/labs. 

6. Studying/preparing for 
classes. 

7. Paid job 

8. Sleeping 

9. Eating 

10. Doing household chores 

11. Caring for children 

12. Personal care 
(e.g. shaving, bathing) 

13. Spending time with 
family or friends. 

14. Do~g·fami1y errands 

15. Do~g personal errands 

16. Exercising 

17. Relaxing alone 
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INSTRUCTIONS: On this and the following pages you will find a list of experiences, 
feelings or thoughts you may have had. Read each item carefully and then circle 
the number that best describes ~~ you have experienced these within the 
last month. including today. Do not skip any item, and circle your response clearly. 
If you-make a mistake or change your mind, erase or mark out your original answer 
and clearly circle the new response. 

HOW FREQUENTLY HAVE YOU EXPERIENCED: Never 
o 

1. Headaches...................................... 0 

2. Nervousness/Trembling.......................... 0 

3. Loss of sexual interest or pleasure............ 0 

4. Feeling critical of others..................... 0 

S. Feeling easily annoyed or irritated ••••••••• ,... 0 

6. Loss of appetite............................... 0 

7. Worrying about school while trying to relax.... 0 

8. Faintness or dissiness......................... 0 

9. Feeling low in energy/slowed down •••••••••••• '.. 0 

10. Trouble remembering things..................... 0 

11. Temper outbul:sts that you could not control.... 0 

12. Overeating..................................... 0 

13. Pains in heart or chest........................ 0 

14. Thoughts of ending your life................... 0 

lS. Feeling suddenly scared for no reason.......... 0 

16. Your feelings being easily hurt................ 0 
17. Trouble falling or staying asleep.............. 0 

18. Pains in lower back............................ 0 

19. Feeling blocked in getting thigs done.......... 0 

20. Feeling that others do not understand you or 
are W1syu;ta'thetic ••••••.•••••••••••.••••••••••• 

21. Feeling like crying but not being ab.l.e to •••••• 

22. Upset or sour stomAch •••••••••••••••••••••••••• 

23. Feelings of being caught or trapped •••••••••••• 

24. Heart pounding or racing ••••••••••••••••••••••• 

2S. Feeling that people are unfriendly or dislike 
you •••••••••••••••••••••••••••••••••••••• ,' ••••• 

26. Getting into frequent arguments •••••••••••••••• 

27. Blaming yourself for things •••••••••••••••••••• 

28. Tightness/tension in your muscles •••••••••••••• 

29. Feeling inferior to others ••••••••••••••••••••• 

o 
o 
o 
o 
o 

o 
o 
o 
o 
o 

Rarely ~~s Often 
1 2 3 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 



WITHIN THE LAST MONTH 
HOW FREQUENTLY HAVE YOU EXPERIENCED: 

30. Having to check and double check what you do 

Never 
o 

to insure correctness.......................... 0 

31. Feeling tense or keyed up...................... 0 

32. ShoUting or throwing things.................... 0 

33. Having difficulties relating to others......... 0 

34. Tr~uble getting your breath •••••••• ~........... 0 

35. Feeling lonely................................. 0 

36. Difficulty making decisions.................... 0 

37. Feelings of quilt.............................. 0 

38. Hot or cold spells............................. 0 

39. Baving your mind go blank...................... 0 

40. Feeling so restless you couldn't sit still ••••.• ~ 

41. Numbness or tingling in parts of your body...... 0 

42. Worrying too much about things................. 0 

43. Trouble concentrating.......................... 0 

44. Feelings of frustration........................ 0 

45. Feeling no interest' in things.................. 0 

46. Feeling like you don't'-fit in" anyplace....... 0 

47. Feeling weak in parts of your body............. 0 

48. Uncertainties about the meaning and direction 
of your life................................... 0 

49. Feeling everything is an effort................ 0 

SO. Feeling hopeless about the, future.............. 0 

51. Crying over insignificant things............... 0 

Rarely 
1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 
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Often 
3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 



INSTRUCTIONS: This is a list of experiences you mayor may not have had within 
the last month. Place an "X" on the line below the number which best represents 
your own experience. Remember, you are to think about the last month. If you 
make a mistake or need to change an answer, erase or mark through the original 
re~ponse and place a new "X" in the correct space. 
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HOW OFTEN HAVE YOU EXPERIENCED: Never 
o 

Rarely 
1 

Sometl.mes 
2 

Often 
3 

1. Baving difficulty with professors •••••••••••••• 

2. Not having enough time wiXb family ••••••••••••• 

3. Not having IllUch chOice in the courses you take. 

4. Bmotional tension and worry •••••••••••••••••••• 

5. Not getting enough exercise ••••••••••••••••••• 

6. Feeling totally overworked ••••••••••••••••••••• 

7. Not getting enough sleep/rest •••••••••••••••••• 

8. Conflicts between your own beliefs and what 
your being taught in school •••••••••••••••••••• 

9. Financial problems ••••••••••••••••••••••••••••• 

10. Not having enough time alone ••••••••••••••••••• 

11. Not having enough time with friends ••••••••••• 

12. Not eating regularly ••••••••••••••••••••••••••• 

13. Lack of feedback from professors about 
your work •••••••••••••••••••••••••••••••••••••• 

BOW QFTEN DO YOU WORRY ABOU'l': 

14. Getting behind in your work •••••••••••••••••••• 

15. Being put down by a professor in class ••••••••• 

16. LooSing friends due to time demands of 
school .••••...•.•.••.•.•....••......•.•.....•.. 

17. Not being understood by others when you 
talk in class •••••••••••••••••••••••••••••••••• 

18. Not being as "smart" as your classmates •••••••• 

19. Not having chosen the right major •••••••••••••• 

20. The grades you get-•••••••••••••••••••••••••••• 

21. What you will do after graduatio~ ••••••••••••• 

22. Being dependent upon other for financial 
support. ••••••••••••••••••••••••••••••••••••••• 

23. ~e possibility of failing a course •••••••••••• 

24. Not having close friends •••••••••••••••••••••• 

25. Baving too few "daees" •••••••••••••••••••••••• 

26. Not being able to finish school because of: 

A. Lack of interest. •••••••••••••••• 

B. Lack of money •••••••••••••••••••• 

C. Lack of abilitv ••••••••••........ 

Never 
o 

Rarely 
1 

Somet:l.mes 
2 

Often 
3 



I[NSTRUCTIONS; Here are ways you may sometimes feel. Please indicate how strongly 
you agree or disagree with the following statements by circling the number that 
best corresponds to your feelings About the statement. 
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Strongly Agree Agree 
1 

Disagree 
2 

Stronqlv D1sagree 
o 

1. I feel I am a person of wor~ At least 
on equal plane with others.............. 0 

2. I often find myself rushing my speech... 0 

J. There is really no way I can solve some 
of ~erpX'bblems I have.................. 0 

4. I hate to wait in lines................. 0 

5. I feel I h~ve A. number of good qualities 0 

6. I have little control over the things 
that happen to''1II8....................... 0 

7. I am a very competitive person.......... 0 

8. All in all I am inclined to feel I am 
a failure............................... 0 

9. I can do just about anything I really 
set my mind to do....................... 0 

10. I never have enough time to get the things 
done I need to::get done................... 0 

.1. I feel I do not have much to be proud of •• 0 

12. I often feel helpless in dealing with 
problems of life •••••••••••••••••••••••••• 0 

13. I ha~e wasting time ••••••••••••••••••••••• 0 

14. On the whole I am satisfied with myself ••• 0 

15. What happens to me in the future mostly 
depends on me ••••••••••••••••••••••••••••• 0 

16. I get impatient when people are slover 
at things than 1 am ••••••••••••••••••••••• 0 

17. I wish I had more respect forr.myself •••••• 0 

18. There is little I can do to change many 
of the important things in my life •••••••• 0 

19. I find it difficult to really relAX ••••••• 0 

20. I certaiDl~ feel useless at times ••••••••• 0 

21. I get irritated when people are late for 
appointments or dates with me ••••••••••••• 0 

22. At times I think I am no good at all •••••• 0 

23. I often hurry through meals so I can 
do other things ••••••••••••••••••••••••••• 0 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 
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2 

2 

2 

2 

2 

2 

2 
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3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 
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INSTRUCTIONS: Described below are three situations in which you might find yourself. 
Following each situation is a series of possible courses of action. Please indicate 
how likely you miqht be to take each course of action based upon knowledge of your-
15e1f· from past experience. ~!!l Z .!!!. ~ space below the nwnber which most 
closely corresponds to how l·ikely you are to follow the course of action described. 
Please, do not skip any situation o~ course of action. 

SITUATION #1: You are having difficulties in a relationship with a close, personal 
friend. You don't like some of the things this person 'has been saying and you don't 
like how this person has been ,acting toward you. 

HOW LIKELY ARE YOU TO: 
""';;;"--- ----

Extremely 
Unlikely 

o 

1. Try to ignore the difficulties ••••••••• __ _ 

2. Remind yourself about the positive 
characteristics of the person •••••••••• 

3. Discuss the problem directly with 
the person ••••••••••••••••••••••••••••• 

4. Wait for things to work themselves out. _____ _ 

s. Discuss the~situation with another 
close friend or family member •••••••••• ______ _ 

G. Stay away from the person for awhile ••• 

7. Drop the relationship completely ••••••• 

8. Take another course of action 
(Please specify) 

Unlikely 
1 

Likely 
2 

Extremely 
Likely 

3 

SITUATION #2: You are having difficulties in a course you are taking. You are having 
trouble understanding the material presented in class and in the textbook. 

HOW LIKELY ARE YOU TO: Extremely 
Unlikely 

o 

9. Devote more study time to that course ••• ___ _ 

10. Start a study group with another 
or other students in the course ••••••••• _____ _ 

11. Have someone in your family help you •••• ________ _ 

12. Drop the course ••••••••••••••••••••••••• ______ _ 

13. Try to work directly with the professor __ _ 

14. Get through the course the best you can. ____ _ 

15. Get a tutor ••••••••••••••••••••••••••••• ______ _ 

1G. Take another course of action 
Wlease specify) 

Unlikely 
1 

Likely 
2 

Extremely 
Likely 

3 



SITUATION 13: You are having a "personality conflict" with a professor. You 
think the professor treats students poorly and doesn't present the course 
material in an adequate manner. 

183 

HOW ~Y .. ~!QY. '1'0: Extremely 
Unlikely 

o 
Unl.:f.kely 

1 
L.:f.kely 

2 

Extremely 
L.:f.kely 

17. Accept the situation because there 
is little that could be done •••••••••• 

18. Talk directly with the professor 
about the problem •••••••••••••••••••• 

19. Talk with classmates/friends about 
the problem •••••••••••••••••••••••••• 

20. Tell yourself the situation could 
be worse ••••••••••••••••••••••••••••• 

21. Think about things you could say 
~t never talk to the professor ••••• 

22. Drop the course ••••••••••••••••••••• 

23. Talk with family members about the 
problem •••••••••••••••••••••••••••••• 

24. Take another course of action 
(Please specify) 

3 



INSTRUCTIONS: You may do many different things in order to relieve stress, 
reduce tension and try to relax. Below is a list of things that you might do. 
Please indicate how often you perform each activity IN ORDER TO REDUCE TENSION 
OR RELIEVE STRESS. If you perform the activity, but never do so in order to 
reduce tension or stress, you should indicate so by writing the number for 
"never." Then, identify the LEVEL OF TENSION REDUCTION you achieve when you 
perform the activity for that purpose. If you do not perform the activity in 
order to reduce tension, then you should indicate that you receive "no tension 
reduction" by circling the appropriate number. 
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FIRST: On the left side of the question, 
IiiCiic"ate how often you perform the acti
vi ty IN ORDER TO REDUCE TENSION. Write 
the number which corresponds to ho-w---
Ofte'il"YOil engage in that IIctivty to 
reduce tension and try to relax. 

SECOND) On the right side of the question, 
Iiid'iCate the LEVEL OF TENSION REDUCTION 
you achieve when you perform the activity 
for that purpose. If you do not perform the 
activity torreduce tension, you should 
indicate -no tension reduction" for that 
activity. Circle the number that corre
sponds to your level of tension reduction. 

o • Never for tension reduction. 
1 - Rarely for tension reduction. 
2 - Sometimes for tension reduction. Jl- Often for tension reduction. 

No 
Tension 

Reduction 
o 

1. Talk myself into calming down'........... 0 

2. Meditate................................ 0 

_______ -3. Talk with friends/family................ 0 

4. Get tnvolved in an entirely new activity 0 

5. Read about ways to deal with stress..... 0 

6. Pay closer attention to my nutrit~onal 
needs. • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • 0 

7. Get more organized...................... 0 

______ ' 8. Get away into "nature" for awhile....... 0 

9. Have a "good cry"....................... 0 

______ 10. Watch T.V............................... 0 

______ 11. Go to a movie........................... 0 

______ 12. Listen to mu.ic......................... 0 

______ 13. Have sex................................ 0 

______ 14. Sit in II hot tub or .auna............... 0 

_______ 15. Get more phy.ical exercise.............. 0 

______ 16. Try to laugh more....................... 0 

______ 17. Have a few drinks....................... 0 

Very 
Little 
Tension 

Reduction 
1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

Some 
Tension 

Reduction 
2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

A Great 
Deal of 

, Tension 
Reduction 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 
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~: Number corresponding to frequency. ~: Level of tension reduction. 

Ve~ 
A Great 

o • Never for tension reduction No Lit e Some Deal of 
1 • Rarely for tension reduction. Tension Tension Tension Tension 
2 • Sometimes for tension reduction. Reduction Reduction Reduction Reductiol 
3 • Oft.n for tension reduction. 

! 
0 1 2 3 

___ lB. Consume other drugs ••••••••••••••••• ; ••• 0 1 2 3 

___ 19. Get more .1eep/re.t ••••••••••••••••••••• 0 1 2 3 
___ 20. Participate in religious functions •••••• 0 1 2 3 

21. --- Re-evaluate the .ituation and set 
new prioritie ••••••••••••••••••••••••••• 0 1 2 3 

___ 22. Withdraw from people for awhile ••••••••• 0 1 2 3 
___ 23. Seek professional help from counselors, 

clergy or therapists •••••••••••••••••••• 0 1 2 3 

24. Eat ••••••••••••••••••••••••••••••••••••• 0 1 2 3 ---___ 25. Pray •••••••••••••••••••••••••••••••••••• 0 1 2 3 
___ 26. Try to socialize more ••••••••••••• : ••••• 0 1 2 3 
___ 27. Read for pleasure ••••••••••••••••••••••• 0 1 2 3 
___ 28. Work or .tudy ••••••••••••••••••••••••••• 0 1 2 3 

---29. Compare myself to others to remind 
myself of how much better off I am •••••• 0 1 2 3 

___ 30. Wait for things to calm down •••••••••••• 0 1 2 3 

___ 31. Other: P1ea.e specify 

0 1 2 3 

___ 32. 0 1 2 3 

___ 33. 0 1 2 3 

PLEASE RE-cBECX 'l'BIS SEC'l'ION TO SEE 'l'HAT YOU ANSWDED ~ QUES'l'ION ~: 
1) HOW OFTEN YOU PERFORM THE AC'nVI'l"Y'NO REDUCE '!'ENSlON. 
2) LEVEL OF TENSION REDUCTION ACHIEVED. 
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STRUCTURED INTERVIEW SCHEDULE 

Background Information 

1. Note gender. Obtain demographic information including: 

age; academic major; grade level; grade point average; number of units 

carrying for the semester; ethnicity; sources of monitary support; 

marital status, and living situation (e.g. dormitory, apartment, living 

alone or with roommates, etc.); working situation, and number of hours 

working per week. 

Role Satisfaction. Life-Style Satisfaction, and Perceived Stress 

2. Please describe to me your living situation (i.e. dorm, 

apartment, sorority, with roommates, with parents, etc.); your social 

life (where you go, what you do, with whom you spend time, etc.); your 

student life (e.g. your academic major, where, when, and how you study, 

etc.), and your work life (e.g. where you work, what you do, how you 

like it, etc.). 

How satisfied are you with your life in each of these areas? 

Is there anything you would change about your life in any of these 

areas? What kinds of stress do you encounter in these areas? 

Prompt: What do you like and not like about your life in these 

areas? 
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Purposes and Goals 

3. Please describe to me your purposes, goals, and objectives 

as a student. What would you like to "get from" your academic 

experience while at the university? 

Prompt: When you finish your education, what will you want to 

have had happen during your years as a student? 

Healthful and Stressful Environments 

4. Please think about the academic (including the classroom), 

the living, the study, the emotional, the social, and the work 

environments in which you lBrticipate on a day-to-day basis. What 

and/or who helps you to feel good (and bad) in these places? What/who 

helps you to do what you want to do, and be what you want to be in 

those places? 

Healthful and Stressful Symptomatology 

5. How do you know when you are physically, emotionally, 

and/or psychologically healthy, and when you're stressed? What "signs" 

let you know that things are going (or are not going) well for you? 

How do you feel, think, and act during those "healthy," and "stressful" 

times? 
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Prompts: What hinders you from doing what you want to do? 

Imagine you are in the (e.g. living) environment, 

what is it like there? What/who helps you to 

live there? What/who hinders your living there? 

Prompts: What else do you feel there? What else do you 

experience? What else do you think? What else 

do you do? 

Coping and Adaptation 

6. Please think about the unhealthy, or stressful situations, 

environments, and people you might encounter in your daily life. How 

do you deal with these situations, environments, and people? 

Prompt: What do you do so that these situations, environments, 

or people don't bother you? 

Prompt: What do you do if that doesn't work? What else do you 

do? 

Social, Emotional, Academic, and Work Support 

7. Who, (or what) provides you with support in these 

environments? Emotional Support? Social Support? Academic Support? 

Work Support? What form does the support take? When do you get the 

support? What does the person do to make you feel supported? 
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ROLE SATISFACTION, LIFE-STYLE, AND PERCEIVED STRESS 

Living Situation 

Very Satisfied: 

I'm very satisfied with my living situation. (4) 
Very satisfied, I have everything I want there. 
Very satisfied, my folks are great. 
Very satisfied, I like my roommates. 
Very satisfied, I have a separate guest house. 
Very satisfied, but it's time I was on my own. 
Very satisfied, it's much better than living in a dorm. 

Satisfied: 

I'm satisfied with it. (7) 
Satisfied, I like my parents. 
Satisfied, I like my roommate. 
Satisfied, I can't afford to live on my own yet. 
Satisfied, for now. 
Satisfied, it's the best place for me right now. 

Dissatisfied: 

Dissatisfied, my p'lrents hassle me about grades. (2) 
I'm dissatisfied, I don't get along with my roommates. 
Dissatisfied, I don't like one of my roommates. 

Very Dissatisfied: 

191 

I'm very dissatisfied, my roommate lies, she steals things from 
me, and she's addicted to drugs. 

Changes in Living Environment: 

No Changes. (12) 

Roommate. (4) 

I wish my roommate would be more considerate. 
I would like to see my roommate leave. 
My roommate, he's a slob. 
My roomma te • 
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Move out on my own. (3) 

It's time to move out on my own. 
I'm tired of fighting with my parents over grades, I want to 

move out on my own. 
If I had a place of my own, I wouldn't have a curfew. 

Miscellaneous: 

I wish my father would stop pressuring me to work on 
weekends for him, and then getting upset when my grades 
aren't good. 

I would like to have my family and friends living closer to 
me. They're in Chicago. 

I'd like to have more sunshine in my room for my plants. 
I want more space. It's too crowded here. 
I wish it were more private here. 
The noise, I'd like it to be less noisy. 
I would like more help maintaining the house. Since my 

brothers moved out, I'm the only one taking care of the 
property. 

I just want my parents to "get off my back" about grades. 
I would like to have more freedom to live my own life. 
My parents fighting. It would be easier for me if they 

didn't fight so much. 
Have a warmer house, the heating isn't good in my house. 

Social Life 

Very Satisfied: 

I'm very satisfied with my social life. (3) 

Satisfied: 

I'm satisfied with my social life. (5) 
I'm satsfied, but I wish I had more time to go out with my 

friends. (10) 
Sa tisfied , but I wish I had more time for "me." (2) 
Satisfied, but I'd like some close friends (2). 
I'm pretty satisfied, I mostly do what I want to do. 
I guess I'm satisfied. 
It's O.K. 



Dissa tisfied : 

I'm not satisfied at all ••• all I do is work and study. (2) 
Dissatisfied, I don't have a "steady" girlfriend. 

Very Dissatisfied: (0) 

Changes in Social Life: 

No changes. (8) 

Have more time to go out with friends and socialize. (10) 

I never get to see my friends anymore and I want to. 
I wish I had more time to see my friends. 
I'd like to be able to socialize more with myoId friends. 
More time. I would like to go out more and do things. 
See my friends more often. 
Have time to go out with my friends. 
I'd like to change the amount of time I have available to 

have fun -- to go out and do stuff with my friends. 
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I want more time. My friends are always asking me to go out 
wi th them, but I have to say no. I have to study. 

I wish I could see more of my good friends. 
I would like more time to "play." 

Have more time for myself (3) 

I have time for school and time for my friends, but that 
leaves no time for me. 

I don't have enough time to do things just for me. 
There's never enough time to do things just for myself. 

I wish I more "close" friends (2) 

I would like to have more close friends here. 
All my friends are at home and I don't get to see them very 

often, but I don't have any really close friends here. 

Miscellaneous: 

I would like to know more guys who aren't "stuck up." 
. I wish I had more time to relax. 

I would like to get my boyfried to socialize more. 
More time to spend with my girlfriend. 
My listening to everyone's problems in my family. 
I would like for my boyfriend and I to have more privacy 

from his children. They go everywhere with us. 
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I wish I could get over my girlfriend. We just broke up and 
I just can't seem to get over it, and go on with my life. 

Getting along better with my friends. Have things go 
smoother. 

I would like some changes in the sexual relationship with my 
boyfriend. He only thinks about his needs. 

Pressure from my girlfriend. She wants to get married, but 
I'm not ready for that. 

I would like to have my boyfriend here rather than in 
England. I don't like this long-distance romance. 

To be able to go out drinking and not worry about being 
"carded. " 

Student Life 

Very Satisfied: 

I'm very satisfied with my life as a student. I'm very 
fortunate. My relatives don't have a college educations. 
Most of them have worked in the fields. 

Very satisfied. People didn't think I could do it because I 
dropped out of school in my junior year to have my son. 

I would say I'm very satisfied. My parents came from Cuba and 
had to work their way up. I'm very glad to be a student. 

"Very satisfied. This is my last semester and I just got 
accepted to graduate school. I'm very excited. 

Satisfied: 

I'm satisfied with my life as a student (9) 
Satisfied, but I don't have enough time to study (3) 
I'm satisfied, but I wish I had better teachers (3) 
Satisfied, but I'm not very motivated when it comes to 

studying (2) 

Dissatisfied: 

I'm pretty dissatisfied. These large lecture classes are a 
joke. You don't learn anything and the teachers are never 
available. 

Dissatisfied. Most of my teachers, you ask them a question and 
they just tell you to find it in the book. 

I guess I'm pretty much dissatisfied. I can't seem to get 
interested in my classes, but then the instructors aren't 
either. 

You could say I'm dissatisfied. It's not wha t I expected". 
Teachers try to discourage you from asking questions. 



I'm dissatisfied with being a student. I don't have time to 
study, and work too. I like what I'm learning at work 
better. 

Very Dissatisfied: 

I'm disgusted with being a student. The instructors are 
destructive. They seem like they're all on "power trips." 

Changes in Student Life: 

No changes (7) 

Better teachers/T.A.'s (6) 

Have more time to study. (3) 

Miscellaneous: 

I wish I didn't have so much anxiety with tests. 
Have more motivation to study. 
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I wish I could feel more confidence. I just changed majors 
and I feel like I'm "way behind." 

I want to go to school in Italy. They have better schools 
there. 

Classes. I would like to have smaller classes. 
I would like to change my parents. They put too much 

pressure on me for grades. 
Study habits. I just don't seem to be able to study right. 
I wish I could get more interested in my classes. 
I would like to be finished, to have graduated, and be out 

there getting a good job. 
Those destructive instructors who just try to make students 

feel bad. They don't care about their students. 
Boring classes. I'd like to get rid of them. 

Work Life 

Very Satisfied: 

I'm very satisfied with my job. (3) 
I like my job a lot. The people I work for are just like 
family. 
My job is grea t. I can study there and everything. 
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Satisfied: 

I'm satisfied with my job. (6) 
I'm fairly satisfied with my job, but I'd rather be working at 

a permanent job rather than just part-time. 
I'm satisfied with my job most of the time, but then sometimes 

we get real demanding customers that are a "pain." 
Satisfied, but sometimes it gets pretty boring. 

Dissatisfied: 

I'm dis sa tisfied with the job. I like the people I work for 
but the job is just not challenging enough any more. 

I like working, but I don't like working for the people there. 
The manager doesn't like Mexicans, and I don't get my breaks 
when I'm supposed to. 

Very Dissatisfied: (0) 

Changes in Work Life: 

No changes: (10) 

Miscellaneous: 

I wish the managers didn't discriminate against people. 
I would really like to have a more interesting job. 
Getting a permanent job. 
Demanding customers. 
I would like to see the managers treat the employees better. 
I wish I got along better with the people I work with. 



PURPOSES AND GOALS 

Employment Related 

Job Qualities: 

To get a personally satisfying job. 
To get a job I enjoy. 
To get a challenging job, not routine. 
To get a secure job. 
To get a job that allows for independence. 

1~ 

To get a job with fixed hours, weekends off and no homework. 
To get a job where I make good money ($400 per week to start). 
To get a good paying job. 

Leads to success and happiness. 
Leads to supporting one's life-style. 

Clothes, cars, condominiums, buying gifts. 

Leads to a Good Job: 

Meeting people who will be contacts for the future. 
Getting good grades in order to get a good job. 
Gaining skills and knowledge that will lead to a good job. 

Get to the forefront of technology and optics. 
Writing skills and knowledge about writing. 

To Acquire a Specific Job or Job Skills: 

Nuclear engineering. 
Medical school. 
Dramatic arts. 
Be an effective teacher of English. 
Nurse, or doctor if I can. 
Career in which one can travel. 

Educationally Related 

General Educational Processes: 

Want a well-rounded education. 
Want to understand everything. 
To enjoy the process of learning new things, being exposed to 

new ideas. 
Having the opportunity to examine new areas of knowledge. 
To exapand my horizons. 
To gain exposure and experience. 
Get to know new ideas and people. 
Getting an education that can be applied to life in general. 



Specific Educational Process Goals: 

Getting good grades. 
Completing. 

Getting out. 
Getting diploma. 

Being the best student. 

Miscellaneous: 

It's not the grades, it's not the job. 
Satisfying father. 

Life-Style Related 

Enjoyment of Student Life: 

Enjoy going to school -- the student life-style. 
Enjoy being around educated people. 
To have fun. 

Go to the (athletic) games. 
Watch people. 

Learning about Self and Others 

Learning about Self: 

Learning what my abilities are. 
Capabilities and limitations. 

Doing my best. 
Learning humility. 
Gaining maturity. 
Gaining confidence. 
Learning how to make alternative plans for when things go 
wrong. 

Learning about Self in Relationship to Others: 

Learning about myself in relationship to other people. 
Where I belong. 
What my role in the world is. 

Developing communication skills. 
So I don't feel inferior to others. 
So I don't feel naive. 

Learning to make friends. 
Learning to trust my instincts about people. 
How to get along with people 
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STUDENT LIFE: SUPPORTS AND STRESSES 

Supports 

The Academic-Institutional Environment 

Support from people: 

Instructors 

Who have a sense of humor. 
Who are entertaining. 
Whom one can respect and admire. 
Who like their subject matter. 
Who like relating with students. 
Who communicate their subject matter well. 
With whom you can develop a personal relationship. 

Teaching Assistants 

Who explain material well. 
Who answer questions. 
Who help. . 
Who enjoy their work and can laugh at themselves. 
Who speak English. 

Classmates 

The cross section of ethnicities and ages in my 
French class. 

Good looking, attractive guy in one of my classes. 
Cohesive group -- I feel close with the students. 

Instructional Programs and Materials 

Career workshops. 
Easy classes. 
Good courses. 
Tutoring. 
Books that are understandable and interesting. 
Philosophy course is helping me "sort out" my 

religious beliefs. 

Environmental Features 

Adequate lighting in classrooms. 
Large lectures because you can feel anonymous. 
Small classrooms are more comfortable than large. 
Chemistry building is comfortable. 
I like my humanities classroom. 
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STUDENT LIFE: SUPPORTS AND STRESSES -- Continued. 

Stresses 

The AcademiC-Institutional Environment 

Stress from People 

Instructors 

Who teach poorly. 
Who don't communicate well. 
Who don't relate to their students well. 
Who use "sex" as a topic to interest students when it 

is irrelevant to the subject at hand. 
Who try to intimidate students. 
Who don't cover the material well. 

Teaching Assistants 

Who don't speak English well. 
Who don't care if the students pass or fail. 

Classmates 

Students who are childish. 
People who walk back and forth in the classroom. 

Stress £rom Instructional Programs and Materials 

Inadequate high school preparation. 
Changing majors and getting behind. 
Competitive, "weeding-out" classes. 
Lack of exposure in the lower grades to courses in 

the major. 
Having to do so much reading. 
Exams. 

Multiple choice exams. 
Timed exams. 

Boring, uninteresting, unmotivating classes. 
The financial stress of having to buy too many books 

tha t you don't use. Example, Humanities often 
use only one chapter in a book. 



STUDENT LIFE: SUPPORTS AND STRESSES -- Continued. 

Stress from Environmental Features 

Crowded situations. 
Gym class -- having to run in front of the Student 

Union. 
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Too many people in the classroom, unorganized aisles. 
When there are no desks and you have to use a lap 

board. 
Small classrooms -- intimidated by teachers and other 

students. 
Social Sciences Auditorium because it's not easy to 

concentrate there. 
Large psychology lectures. 
Large lecture classes. 
Desks too close to the next person for left-handed 

people. 

Stress from Role Expectations 

Fraternity members who harrass pledges by using their 
status. 

Adjusting to new expectations about grades. 
(i.e. you're actually expected to study). 

The first semester -- not knowing what to do. 
Failing a course. 
Getting grades lower than you thought you were going 

to get. 
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STUDENT LIFE: SUPPORTS AND STRESSES -- Continued. 

The Study Environment 

Supports 

Home and/or Own Room 

Dining room has a table. 
Study in the bedroom where I can open the window and 

let in fresh air. 
At a desk in the back room, away from everything, 
away from distractions. 
In my room, on the bed, propped up ~n pillows. 

I'm most at ease there. 
Least self-conscious. 
I can hide a way there. 

At the kitchen table if studying in groups or writing 
a lot. 

Reading in a recliner or lying on the floor. 
At the kitchen table where I have the convenience of 

the stereo and the refrigerator. 
Do math at a table. 
On the bed, in the bedroom. 
I use the desk when writing. 
At the kitchen table, where I can spread out --

that's where the computer is. 
At the dining room table where there is some noise 
and people around. 
In my room on the bed. 
At my sister's desk. 
At a table in my room. 
In my room because it's practical and comfortable. 

I have my desk, hamsters and hot plate. 
I study at home so I can read out loud. 
I study' in the dorm, in my room, on the bed with my 
feet propped up on a chair. 

Library 

It's spacious and no one bothers you. 
It has adequate lighting. 
There are no distractions and I can concentrate. 
I can study without problems. 
I study in the reserve bookroom. 
I study in a corner, at a table, by myself in the 
early morning and on weekends when it's not 
crowded. 
I study where there are some distractions in order to 

stay alert. 
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STUDENT LIFE: SUPPORTS AND STRESSES -- Continued. 

I study in a room, in the library to avoid 
distractions. 

I use the library for serious study. 
At a table by myself in the corner or at a table 
with others. 

I study in the library if I really need to get 
something done. 
I study with friends because I study better when 
others are around and studying too. 
I study in the library because I am less distracted 
when there are other people around. 
I study in the library for tests. 
I study in the library between classes instead of 
going home, because otherwise I would lose my 
parking space. 

Other places 

I study in the courtyard between Modern Launguages 
and the Psychology building. 
Near the fountain at the center of the mall. 
In a women's restroom with a couch. 
Student Union, third-floor lounge. 
In the hallways. 
In Louie's Lower Level. 

The Study Environment 

Stresses 

Home and/or Own Room 

Have bad lighting at home. 
No desk at home. 
In the dinning room the T.V. and stereo are on. 
In the kitchen the phone, the T. V. and the dryer are 

going and that distracts me. 
T.V. distracts. 
Noise distracts. 



STUDENT LIFE: SUPPORTS AND STRESSES -- Continued. 

Library 

I'm not comfortable in the library. 
In the library, it feels like I'm being watched. 
I feel alienated in the library. 
The library reminds me of having to write term 
papers. 
When it's busy, the noises and people distract me. 
I am not fond of the library. 
I hate the library setting. 
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There are too many people in the library, it's noisy. 
It's too relaxed at the library. 
There are too many distractions at the library. 
I don't study at the library because I can't smoke 
there and I smoke when I study. 
I can't concentrate in the library. 
I hate the science library. 

It's too quiet there. 
I can~study in a place that's so dead -

casketlike. 



STUDENT LIFE: SUPPORTS AND STRESSES -- Continued. 

The Social-Emotional Environment 

Emotional Supports 

Support From Family Members 

Mother 

Mother 

She shares with me what happened to her in her 
life and how she handled it, and encourages me 
not to put pressure on myself. 

Is fantastic! 
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Wants to make my life better and she introduced 
me to people who will help me. 

Mother 

Mother 

Mother 

Mother 

Mother 

Mother 

Mother 

Foster Mother 

She takes care of me. 
If she sees me "Goofing off" she' 11 kick me in 
the butt. 
I can tell her anything. 
She tells me not to worry. 
She encourages me. 

My mom's real good. 
She's understanding 
She's always there to talk to when I need to 
talk. 
She will sit doWn and talk with me. 

She respects my judgement -- she adds to it 
gives me another perspective, but the basic 
decision is mine. 

Open about things. 

Te 11s me to "keep hanging on, it's going to be 
hard ••• " 

Listens and encourages me. 

Never makes me feel inferior. 

Knows me very well. 
Gives me good advice. 
She's very honest. 
I can trust her judgement. 

Tells me someday I won't need any help. 
Talks to me. 
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STUDENT LIFE: SUPPORTS AND STRESSES -- Continued. 

Father We have things in common. 
We can sit and talk about anything. 

Father Is an "iron-fist" disciplinarian and supports my 
decisions. 

Father I can talk with him, but he doesn't offer 
solutions. 

Father Gives me independence. 
Encourages me to do new things. 

Father Is loving and affectionate. 

Family We confide in each other. 
Always have dinner together. 
After dinner conversations are great. 
We talk about all kinds of ideas. 

Sister Easy to talk with. 

Sister Encourages me and respects my decisions. 

Sister Listens and encourages me. 

Sister Listens and understands. 
Gives me advice. 
Can tell her things I wouldn't tell others. 

Little sister Makes and sends me cookies. 

Sister & Brother Talk with me. 
Joke with me about my graduating. 

Grandmother I talk to her most about things. 

Grandmother & Mother Provide me with the full range of emotional 
support. 

Brother-in-law He kids around with me. 
(playfully) hits me. 
Tries to analyze things and tell me where I went 
wrong. 
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STUDENT LIFE: SUPPORTS AND STRESSES -- Continued. 

Support from Intimate Relationships 

Boyfriend 

Boyfriend 

Boyfriend 

Boyfriend 

Boyfriend 

Girlfriend 

Girlfriend 

Girlfriend 

Know he will love me no matter what -- no matter 
how rotten I am. 
Never draws away. 
Shows me that there is more to life than school. 
Helps me relax more than anyone I know. 
Sees alternatives. 
Seems like a miracle, he's so sensitive to me 
and yet so strong. 

Very positive person. 
Always has something good to say. 
Affe c tiona te • 
Warm. 
When we talk it's a "real talk." 

Encourages me. 
Tells me to "keep on." 
Tells me he's proud I'm here (in school). 

Easy to talk to. 
"Pulls things" out of me. 
Makes things fun. 

Gives me affection. 
Brings me treats. 
Gives definite answers -- even if they're 
wrong. 

Gives me the full range of emotional support. 

Supports me in every realm of my life. 
She tells me I'm good looking. 
She teases me about other girls. 

Is a lot like my mom. 
Tells ~e not to worry. 
Encourages me. 
I can tell her anything. 
She concentrates on what I say. 



STUDENT LIFE: SUPPORTS AND STRESSES -- Continued 

Girlfriend 

Lady-friend 

Lover 

Encourages me. 
Is a good friend -- we were friends for a long 
time before we started dating. 
Talk with her about the situation. 
She tries to make me forget about it. 
She tries to get me in a better humor. 

Gives me positive reinforcement. 
Touching, hugglng, physical intimacy. 

Listens. 
Helps me pinpoint my problems. 
Cares enough to be honest. 
She's there and she cares. 

Support from Friends, Roommates and Fellow Workers 

Roommate & Neighbors (dormmates) 

Roommates 

Roommate 

Kidding & teasing. 
Letting me know I'm wanted. 
Giving me positive reinforcement. 
They know how I feel. 
Leave me alone when I need to be left alone. 
Draw me out when I need that. 

Have good time with them. 

Is a positive person. 
Even when she is under stress, she has time to 
talk with me. 

Neighbor/Good friend 

Attentive, notices how I'm feeling by my eyes. 
Helps me with my boyfriend -- got us together. 
Willing to talk. 
Always willing to listen. 

Friends/People at work 

Praise me. 
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I'f they're going out and I can't because I have 
to study, they tell me it's o.k. because I'm 
doing something to better myself. 



STUDENT LIFE: SUPPORTS AND STRESSES -- Continued 

Old Friends We see eye to eye on things. 
If I'm down they'll spend time with me and do 
whatever it takes to make me feel better. 

Old Friends We talk about our problems, but don't try to 
work them out. 
Call each other and visit. 

Old Friends Write letters. 
Call. 
I talk to them when I go home. 

Old Friends Skate together. 
Help each other work on our cars. 
Wait for each other after work. 
Spend so much time together. 
Do so much together. 
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Good Friends A giving person an "up-with-people" type person 
Helps with life decisions. 

Good Friend Listens. 
Is not critical. 
Tells me the good and bad points of something. 
Gives advice. 
Share good times together. 
Take little trips together. 
Call each other. 
Write each other. 

Good Friend Gives me a totally different perspective on the 
world. 

Good Friends (Group) 

We compliment each other a lot. 
We say "I love you. II 
If we're upset we give each other hugs. 
Include each other in everything -- we don't 
exclude any of the others. 
Don't talk behind each other's backs. 
Open with each other, not fake. 
Don't leave each other at bars. 



STUDENT LIFE: SUPPORTS AND STRESSES -- Continued. 

Support from Self 

Self I get the most emotional and psychological 
support from myself. 

Self· I keep myself motivated. 

Self Not taking school too seriously. 
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Self Thrilled about the opportunity to be a student. 

Self I feel priviledged going beyond family 
expectations and achievements. 

Academic Supports 

Support From Family Members 

Mother Helps with papers. 

Foster mother Tells me she's happy I'm going to school. 

Father Goes out of his way to help me. 

Father Helps me with my math. 

Parents Asks me how things are going. 

Sister Helps me with my French. 

Sister Helps me with my Psychology. 

Support From Intimate Relationship 

Girlfriend Tells me to "get my rear in gear." 

Support From Roommates and Friends 

Roommate 

Friends 

Study together. 

We relate on an intellectual level. 
She helps me with school decisions. 
She has faith in me. 



STUDENT LIFE: SUPPORTS AND STRESSES -- Continued. 

Financial Supports 

Support From Family Members 

Father 

Father 

Mother 

Foster Mother 

Provides financial support. 

If I ask for money there's no problem getting 
it. 

If it's money (I need) she'll get it. 

She takes care of my son for free. 

Emotional Stresses 

Stress From Family Members 

211 

Parents Parents who don't understand me. We can't talk 
about many things. 

Family Family fights and arguments. 

Mother Manic-depressive. 

Academic Stresses 

Stresses From Family Members 

Parents 

Parents 

Parents 

Parents 

My father didn't grauda te from high school. He 
tried to talk me out of going to college. They 
try to talk me into coming home to do what they 
"think" I want. 

Pressure for a specific academic major. 

Pressure for grades. 

Pressure from parents to put work before school. 

Stresses from Self 

Self Guilt from not trying as hard as I could/should. 

Self Lack of motivation. 
Being a senior and having already been 
accepted to graduate school. 

Self Severe test anxiety, hard to concentrate. 
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STUDENT LIFE: SUPPORTS AND STRESSES -- Continued. 

Self 

Self 

Self 

Self 

Self 

Self 

Self 

Self 

Adapting to student role. It's difficult to take 
instruction when you have been an adult making 
decisions for other people. 

Self pressure for grades. 

Course load too heavy. 

Imbalanced life with too much emphasis on school 

Cramming for exams. 

Too shy to speak up in class -- would like to. 

Learning discipline. 

Procrastina tion 

Stress From Time Constraints 

Not enough time to study because of work. 
Being behind in work. 



STUDENT PERCEIVED SIGNS OF HEALTH AND STRESS 

Feelings 

Happy 
Bubbly 
Excited about life 
Protected 
Warm 
Desirable 
Satisfied 
Relaxed 
Carefree 
Open toward others 

Thoughts and Perceptions 

Not worried 

SignS of Health 

Things don't bother me 
Take things in stride 
Can handle everything 
Feel better about what I'm doing 
Have more perspective on things 
Everything is great -- past, present and future 
Thinking about how to make money, how to capitalize on things 
Not thinking about school all the time 
The "world's at my feet" 
Thinking about the present, not the past or future 
"I'm €;9ing to do it" 
Get scared, I feel so alive I think I might get killed. 
Things start to cliCk 
I think positively 
I'm in a good frame of mind 

Things don't get to me 
Things can go in one ear and out the other 

Behavior and Actions 

keep up with my work 
Am more tolerant of others 
Play practical jokes 
Pay more attention to my child/do more things with him 
Laughter 
Smiles 
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Signs of Health -- Continued 

Get along with people 
Can talk to anyone about anything 
Friendly with people 

Try new things 
More spontaneous 
Spend time with others & talk 
Allow more time for myself 

Doing hobbies 
Relaxing 

More time to spend with friends 
Go shopping 
Call friends 
Go out more 
Have sex more often 
Talkative 
More outgoing 
Acting silly 
Listen to music 
Do things easily (i.e. without effort) 
Treat myself to things 
Being with friends 
Joking around 
Blowing off school for a day or two 
Acting goofy 
Doing thrilling things 
Getting the right amount of sleep 
Staying relaxed, letting things go by. 

Physical Indicators 

Ha ve a "normal" apeti te 
Feel better physically 
Not tired after sleeping 
Have more energy 

burst of energy 
energy to burn 

Adrenalin "rush" 
Getting enough sleep 

Activities 

Exercise mrder 
Work out 

Lift weights 
Run 
Basketball 
Bicycling 

Ride Motorcycles 

Swim 
Skate 
Skiing 
Yardwork 

Desire physical activity 

Play Tennis 
Play racketball 
Dancing 
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Feelings 

Bad mood 
Bad a tti tude 
Pessimistic 
Irritable 
Closed off 
Feel like crying 
Want to be alone 
Anger 

SignS of Stress 

"Put upon" -- responsible for the whole world 
Frustra tion 
Feel stupid and dumb 
Depressed 
Lethargic 
Bored 
Tired all the time 
Upset 
De spera tion 
Anxious 
Adrenaline flow 
Violent 

Like punching things 
Hitting walls 

Scared 
Loss of control 
Internal tension and pressure 
Moody 
Anxiety attacks 
Becoming more alert 

Thoughts and Perceptions 

Have doubts about my abilities 
Think selfishly 
Don't know what I want 
Think everyone is on my case 
Question my judgement 
Hard to make decisions 
Think about things rather than doing them 
Think badly about other people 
Time seems slowed down -- seems to drag 
Focus gets very narrow 
Time urgency 

Work never will be done 
Too msny things have to be done 
Things mve to be done now 
Lack of time 
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Signs of Stress -- Continued 

Time conflicts -- feel pulled in different directions 
Suicidal 

Don't care if I exist 
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Want to end everything/think how people would feel who found 
me 

Don't think I have any direction 
Feel loss and emptiness 

Think a lot and rapidly 
Erratic thinking 
Can't think straight 
Trouble concentrating 

Blanking out before exams 
"I skrewed up" 
Think about being a failure in the future (i.e. not getting my 

first or second choce job and having to settle for something 
just anybody can do) 

Inability to understand others (i.e how they behave and act) 
I'm not worth much 
Not creative 
Not open to possibilities 
Hate the world. 
Make things more difficult than what they are 
Feel like I'm going to fail 
Anxiety -- the more you attend to it the higher it gets 

Behaviors and Actions 

Keep things inside 
Yell 
Not relaxing 
Mean look on face 
Short temper 
Crying 
Cry easily 
Eating 

Uncontrollable eating 
Over eating 
Eating irregularly 

Angry 
Throw things 
Leave in car 
Hitting the wall 

Reacting unfairly, impatiently to those close to me 
Reacting in "off the wall" manner 



Signs of Stress -- Continued 

Sleep a lot 
Not going out socially like usual 
Get quiet 

Clam up 
Don't exercise "hard" 

Avoid others 
Overclean 

Nagging 
Act more "grungy" 
Don't plan ahead 
Get critical of others 
No drive -- want to stay by myself 
Taking it out on others 
Engage in sex more often 
Smoke pot every day or I don't feel good 

Physical Indicators 

Pain 
Neck 
Back 
Lower' back 
head (headaches) 
Back muscle spasms 

Naseauous 
Can't keep food down 
Quesy stomach 
Stomach knots up 
Want to throw up 
Stomach feels suspended in the air 

Can't eat certain foods 
Red in face 
Face gets hot 
Shaking 
Grinding teeth 
Sweating 

Body 
Hands 

Cold hands 
Getting Sick 

Inflamed tonsils 
Colds 
Flue 

Gulp in the throat 
Dry mouth 
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Signs of Stress -- Continued 

Teary 
Anemic 
High blood pressure 
Can't brea the 
Nervous 

Jittery 
Agitated 
Antsy 

Frequent urination 
Urinary tract infections 
Poor sleeping 

Insomnia 
Restless sleep 
Not enough sleep even when sleep a lot 
Feeling like sleeping 
Waking up tired 
Droopy like a noodle 
No energy 

Weight gain 
Acne 
Fluttering reart 

218 



Management 

THE WORK ENVIRONMENT: SUPPORTS AND STRESSES 

Supports 

Working for parent 
Working for personal acquaintance 
Like family 
Treats employees well 
Not pressuring "laid back" 
Exposing employees to a variety of tasks & skill-building 

opportunities 
Receiving a good evaluation of work and a raise. 

Fellow Workers 

Liking and socializing with 
Good staff, nice people 

Nature of Job 

Helps one to organize one's time -- set priorities 
Develop discipline 
Stabalizing force 
Kind that allows time to study 
Being able to tlork autonomously 
Low key -- no pressure 

Management 

Contact with children gives good feeling 
Allows/requires time away from school -- balances life 
Making good money 

Stresses 

Working for father -- work comes before school 
No breaks 
Racial discrimination (don't like Mexicans) 
Treats employees badly 
Can't get people to work together 
Unjust expectations. 
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THE WORK ENVIRONMENT: SUPPORTS AND STRESSES -- Continued 

Fellow Workers 

Don't fit in with fellow workers 
Don't get along with fellow workers 
Those I got along with quit or moved -- whole new group 
Don't carry their shere of the load 

Nature of job 

Dull 
Not enough time to do job well 
Peak periods of high intensity 
Too many hours 
Dealing with conflicts with customers 
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Not working is a stress because I have too much time on my 
hands: Have worked all my college life -- too much time 
to waste 



THE SOCIAL ENVIRONMENT: SUPPORTS AND STRESSES 

Supports 

Activities 
Dancing (7) 
Doing things with person in primary relationship 
Movies (13) 
Sports/Athletic activities 

Hiking(2) 
Bicycling(2) 
Working on cars 
Lifting weights 
Racing sand buggies 

Sorority/Fraternity activities(2) 
Dinners(3) 

Ice cream 
Bars(3) 
Church(2) 
4-Wheeling(3) 
Concerts(2) 
Theater 
Competitive bridge 
Skating 
Parties(3) 
Religious activities 
Talking on telephone 
Drinking (2) 
Doing drugs 
Hunting (2) 
Bar B Q,s 
Racketball 
Aerobics(2) 
Camping 
Skiing(2) 
Getting into nature 

Sabino canyon 
Renting video's 
Watching T.V. 
Travelling 
Role-Playing games (e.g. Dungeons and Dragons) 
Computer games 
Go to baseball games 
Go out on the weekends 
Reading 
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THE SOCIAL ENVIRONMENT: SUPPORTS AND STRESSES -- Continued 

Support from Relationships 

Having a primary relationship 
Doing things with same sex friends 
Doing things with mixed-sex friends 
Having friends 
Close affectionionate relationsip 
Roommate -- competition with (e.g. working out at Nautilus) 
Neighbors 
Children 
Spouses & primary relationship friends 
Adult children who are supportive 
Dormmates 

Always around 
Always something to do 
Parties 
Getting drunk together 

Doing things with roommates 
Parents provide cultural experiences (e.g. going to Europe 

and sightseeing) 
Family eats meals together and goes skiing together. 

Stresses 

Time Constraints 

Not enough time to 'take trips 
Not enough time to relax 
Not enough time for self 
Not enough time for primary relationship 
Not enough time to spend with friends 
Friends don't have enough time to spend with me 

Relationships 

No primary relationship - want one 
Too few close friends 
Friends with different lifestyles 
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try to get me to do things I don't want to (1. e • drugs) 
Friends with different responsibilities 

Don't understand why I have to study 
Friends who are not students and who work 

Have more money to do things 
Can go out during week 
Don't understand when I have to study 



THE SOCIAL ENVIRONMENT: SUPPORTS AND STRESSES -- Continued. 

Activities 

Primary relationship with a different life-style or 
persona111ty (doesn't like to socialize) 

Expectations of family and friends interferring with school 
work 

Being away from family 
Being away from close friends 
Spouse or primary relationship who only wants to socialize 

with "his/her" friends -- restricted social circle 
Conflicts with primary relationship 

Marriage 
Time spent together 

Being involved with a man who is going through a divorce 
Boyfriends = heartache and complications 
Peer pressure (i.e. drugs) 
Sexual problems 

Being under the dr~nking age 
Drugs 
Constrained opportunities 

Tucson boring 
Going to the same places and seeing the same people all the 

time 
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THE LIVING ENVIRONMENT: SUPPORTS AND STRESSES 

Feelings 

Independence 
Freedom 
No distractions 
Come and go as please 

Relationships 

Supports 

Husband and adult children supportive 
Get along well with parents/they support activities 
Get along well with siblings 
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Get along well with "intimate other"/they support activities 
Old friends 
Roommate good influence 
Parents provide financial support 
Mother is a good friend and cousin helps with housework 
Roommate is quiet and doesn't smoke -- we communicate, but 

don't socialize together. 

Housing Type 

Dorm 

House 

Access to social activities 
Always someone to talk with 
On the ninth floor, I know everyone, it's home 

Out in the country 
Ha ve a garden 
Parents house -- access to material goods i.e. stereo 

refrigera tor 
Space to study 
I have everything I want there 

Apartment 

Isolated and quiet -- I can listen to my music there 
I like my apartment -- It feels like a happy place 

I have a garden 
I have a cat 



THE LIVING ENVIRONMENT: SUPPORTS AND STRESSES -- Continued 

Feelings 

Stresses 

Sometimes frightening living alone 
Sometimes feel insecure 

Rela tionships 

Being away from family 
Problems with roommates 

Dissimilar lifestyles 
Cleaning habits 
Laziness 
Boyfriends at all hours 
Animals that make noises at all hours 

Negative lifestyle 
Ripps me off 
Lies 
Does a J.ot of drugs 
Mentally unstable 

Boyfriends whom I don't like 
Inconsiderate 

Problems/conflicts with parents 
Work expectations 
Pressure for grades 
Restricted freedom (i.e. curfew) 
Family arguments 
Family interaction 
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Expectation of emotional support -- none returned for me 
Parents don't let me make decisions 
Bad relationship with parents 

Bad relationship with siblings 

Housing Type 

Dorm 

Small room 
Crowded 
Noisy 
No sunshine for plants 



LIVING ENVIRONMENT: SUPPORTS AND STRESSES -- Continued. 

House 

Sole responsibilty for household maintenance 
No heat in winter 
Sharing room with small child 
No privacy 
No space 
It is cold and has inadequate lighting 
Bad location on a noisy corner with no grass, no 

privacy, open to the street 

Apartment 

Slightly crowded 
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COPING STRATEGIES: GENERAL 

Exercise 
Rtmning 
Aerobics 

Physical Activities 

High altitude jogging 
Weight Lifting 
3-wheeling/wear self out so don't feel tension 
Get busy physically so can work it out and rest well 
Work out 
Play piano: Bach etudes, fUgues 
Going to athletic club 
Swim 
Going for walks 
Ride bicycle 
Yard work 
Jogging regularly 
Basketball with friends 
Racketball 
Go dancing 

Social Support Seeking 

Communication 

Call mom a lot 
Call a close friend -- talk about situation 
Call a not-so-close friend talk about something else -- get 

mind off of problems 
Call a friend 
Talk on the phone 
Talk with sister 
Talk with a good friend 
Talk to mom 

Doing things with others 

Try to get time with friends 
Find people of similar lifestyle 
Spend time with friends in fraternity 
Spend time with old friends 
Go out with people 

227 

Being with friends -- get my mind off things and have a good 
time 

Do things with friends 



COPING STRATEGIES: GENERAL -- Continued 

Doing things alone 
Try to get a way f'rom it 
Listen to music 
Try not to think about it 
Put f'ewer demands on myself' 
Channel depression into anger 
Look f'or other responsibilities (to keep me occupied) 
Drink beer to relax 
Spend time "out of' doors" 
Run away physically and/or mentally 

Put up barrier/ignore people 
Do nothing 
Leave si tua tion 
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Leave the situation -- go do something novel (e.g. take a bus 
ride east) 

Busy self' with other things 
Eat 
Draw 
Nap 
Write 
Def'ensi ve attitude : "skrew them if' the can't take a joke" 
Try not to put it of'f' on another person 
Denial 

Ref'usal to aknowledge stress 
Putting it aside, not dealing with it 

Write to release anger 
Read -- lose self' in good book 
Read 

Work things out f'or self' so don't have to depend on others 
Warm baths 
Showers to relax 
Sleep 
Try to get reck into daily routines 
Shopping (at le,ast once per week) 
Crying alone 
Crying 
Feeling it through 
Think it out 
If' I know what the problem is, clean everything in sight 
If' I don't know what the problem is, I go to bed and go to 

sleep 
Sit, go to peacef'ul place 
If' I cant't do anything about it, just get throught it -

wait it out 
Religious training -- When things seem hopeless, believe in 
Devine providence is a comf'ort 



COPING STRATEGIES: GENERAL -- Continued 

Activities 

Go to concerts 
Ride motorcycles 
Do thrilling things 
Take a break from everything 
Think about tranquil things 

Scuba diving, skiing, my father 
Do something I've wanted to do but haven't for myself 
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(e.g. when I bombed a "chem" test, I bought an airbrush) 
Play with puppy 
Take special Sunday trips 

Cognitive Approaches 

Think it out 
Take an analytical approach to things 
Turn it over in my mind -- look at problem from all different 

angles 
Think about the situation in a different way 
Set goals so I won't get depressed and attack myself 
Try to get enough sleep 
Try to see ahead and schedule to prevent stress 
Deep breathing 
Make a goal for myself 
Identify the problem, figure out what to do, write it out 
Try to figure out what the problem is by writing 
Rearrange priorities 
Pay attention to nutrition 
Focus on having a "well-balanced" life 
Goal setting 
Study about vitamins and nutrition 

Aggressive Approaches 

Take it out on whoever is around 
Play practical jokes 
Get mad at other people 



COPING STRATEGIES: SPECIFIC 

Situations 

Fear of heights 
Talk to self: "Nothing's going to happen." 

Roommate too quiet 
Draw out orget used to quietness 

Dorm noise 
Get used to 

If it's work that has to be done 
I just get it done 

If it's a job 
I'll quit 

At work, have problem with fellow worker 
Talk with other, trusted worker about it 

At work with difficult customer 
Joke about the customer with other workers after 

the customer leaves 
Push feelings aside 
If potentially violent, laugh or try to talk my • 

way out of the situation 

If it's school 
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I'll look for reassurance that I'm not stupid from 
my lover, my mother and/or my friends 

I'll get tutoring and reassurance from a T.A. 
Consult teachers and talk with them 

If it's school 
I'll leave -- e.g. I took a year off 

If it's school, business, or my future 
I'll talk with my dad 

Stress from exams 
Deep breath, stare around go back to work 
Try to plow right through -- If I leave problems 

unanswered they sit in the back of my mind and 
distract me. 
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COPING STRATEGIES: SPECIFIC -- Continued. 

Test Anxiety 

Crowding 

People 

Deep breaths, do one problem at a time, try to 
relax 

Ignore 
stay quiet 
Don't say anything 

Ignore them 
stay away from them 
Walk away from them 
Don't confront, let it go for awhile, drop subtle 

hints, avoid the situation 
Let things they say go in one ear and out the other 
Talk with my girlfirend about it 
Try to look for a way to solve the problem 
Try to work it out in my head first 
Problem with boyfriend -- Talk with mom or 

girlfriend 
Problem with family -- Talk with boyfirend, he 

calms me down 
Problem with lover -- Confront the problem, talk it 

out 

Environments 

Avoid them 
Noisy -- use ear phones 
Leave for awhile 
Do what I can to change, but let others do what 

they have to do 

Miscellaneous 

Football 
Acknowledge fear of the person in front of me 
Face the fear with physical contact by hitting 

as hard as I can 

High blood pressure 
Ignore 

Fear of death 
Religious training gives faith 
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