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ABSTRACT 

The transition from adolescence to young adulthood has been recognized as a significant 

time in an individual’s life. This period in development requires adjustment, highlighted for 

many by the transition from high school to college. Emotional intelligence (EI) has been 

identified as a potential protective factor for emerging adults during this period of transition. The 

purpose of this study was to examine the role of EI on social and academic adjustment among 

college students and to investigate the moderating role of EI on the relation between perceived 

discrimination and college adjustment. Regression analysis found  statistically significant effects 

of Global EI and Self Control on academic adjustment and of Well Being on social adjustment. 

Further, a moderation analysis found that Global EI and the four factors of EI (Well Being, Self 

Control, Emotionality, and Sociability) were not significant moderators in the relation between 

perceived discrimination and social and academic adjustment. These findings demonstrate the 

importance of EI for academic and social adjustment among college students. These findings 

also highlight the need to explore other facets of EI beyond a global score and  determine which 

facets of EI can serve as protective factors for students during this transitional period. Future 

directions for research are also discussed to highlight the importance of collecting data across 

university campus around the country to compare results from different environments (i.e., HSI 

vs. PWI vs. HBCU; public vs. private)  as well as how university and college administrators can 

support the social-emotional wellness of students.  
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Chapter 1 

 Introduction 

Emerging adulthood represents a period in late adolescence and early adulthood between 

the ages of 18-25 years old (Arnett, 2000). The period and transition from adolescence to young 

adulthood has been recognized as a significant time in an individual’s life reserved for identity 

exploration, growth, change, and adjustment. It is also during this period that individuals begin to 

obtain the education and training they need to serve as a foundation for their desired career 

and/or life path, which can require a change in residency that accompanies a change in 

education—the entrance to college (Arnett, 2000).  

As reported by the Bureau of Labor statistics (2016), 69.7 percent of 2016 high school 

graduates were enrolled in colleges or four-year universities; 72.6 percent of enrollees for female 

and 65.8 percent for male. Students of Asian descent presented a higher enrollment rate (92.4 %) 

than their White (69.7 %), Hispanic/Latino  (72 %), and Black (58.2 %) counterparts. Despite an 

increase in the enrollment of minority students at higher education institutions, their adjustment 

from high school to college has been noted as a significant concern (Seidman, 2005). According 

to the National Center for Education Statistics (2017), only 21.4 percent of Black students, 31.7 

percent of Hispanic students graduate within four years compared to their White counterparts, 

who have a graduation rate of 45.2 percent.  

Colleges have begun to identify non-cognitive attributes that they hope students develop 

throughout their experience to prepare them for life after college, many themed around 

characteristics of high emotional intelligence (EI) (i.e., communication, interpersonal 

competence, critical thinking, emotional well-being; Feldmann, Aper, & Meredith, 2011). The 

Liberal Education and America’s Promise (LEAP) program developed through the American 

Association of Colleges and Universities (AAC&U) has identified various learning outcomes 
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that are parallel with EI such as problem-solving skills, ability to work within a team, and critical 

thinking, suggesting the importance of positive social-emotional functioning among college 

students in relation to academic success (AAC&U, 2010). Although much research supports that 

academic constructs such as self-efficacy and motivation are being utilized to predict college 

adjustment (Chemers, Hu, & Garcia, 2001; Turner, Chandler, & Heffer, 2009), less is known 

about the contributions of positive social-emotional functioning in relation to college success 

(e.g., emotional intelligence), particularly for minority students.  

EI is an individual’s ability to perceive, integrate, understand, and manage emotions 

(Schneider, Lyons, & Khazon, 2013). Individuals who have been identified as having low levels 

of emotional intelligence display difficulties in the accurate assessment and expression of 

emotion, effectively regulating emotional experiences, and struggling to use feelings to help 

guide behavior (Parker, Summerfeldt, Hogan, & Majeski, 2004).  In contrast, individuals who 

demonstrate high levels of EI have shown greater levels of emotional regulation, interpretation 

and expression, and understanding. Additionally, research has shown that students with higher EI 

have performed better on tests and earn higher grades, suggesting better academic college 

adjustment (Jaeger, 2003). These studies suggest that the construct of EI may be useful to 

examine how social-emotional factors contributes to successfully navigating the various changes 

that college presents, both socially and academically. 

Examining minority students’ adjustment and social-emotional functioning in this 

important developmental period is of particular significance because they are more vulnerable to 

a host of additional stressors, including racism, discrimination, traumatic stress, insensitive 

comments, questions of belongingness, marginalization, and potentially the dominance of a 

predominantly white institution (PWI) (Cokley, McClain, Enciso, & Martinez, 2013). PWIs are 

institutions of higher education where more than 50 percent of the institution’s students identify 
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as White/Caucasian, non-Hispanic (Brown II & Dancy II, 2010).  These added stressors 

associated with minority students’ experiences can lead to feelings of not belonging and 

inferiority and affect overall college adjustment (Cokley et al., 2013). This study examined 

college students’ perceived racial discrimination and academic and social adjustment and further 

explored the role of social-emotional functioning (EI) as a protective factor related to college 

adjustment.  

Challenges during the Transition to College  

Arkoff (1968) defined college adjustment as a student’s interaction with their 

environment, and college achievement measured by the student’s academic achievement and 

personal growth. To further explain student adjustment, researchers have found that academic, 

social, and personal-emotional adjustment is related to various college experiences such as 

creating and maintaining goals, evolution of identity, expectations, and the development of social 

networks (Baker & Syrik, 1999; Jdaitawi, Ishak, Taamanh, Gharaibah, & Rababah, 2011). In a 

review of literature, Crede and Niehorster (2012) identified eight common variables that 

influence adjustment to college, including demographic characteristics, prior achievement, 

college experiences, core self-evaluation and traits, state and trait affect, coping style, social 

support, and relationship with parents. Additionally, college adjustment is predictive of not only 

academic success/performance, but retention as well (Crede & Niehorster, 2012). Baker and 

Syrik (1999) argued that successful college adjustment can be contributed to a generally positive 

college experience, while those who struggle to successfully adjust have more negative 

experiences.  

A variety of challenges have been linked to positive college adjustment including 

psychological factors, socioeconomic factors, peer relationships, and emotional factors as well as 

the quality of the institution. There has been an increased focus on social-emotional functioning 
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and college adjustment (Parker et al., 2004). When transitioning to college, incoming students 

experience a plethora of emotions outside of anticipation and excitement, which include anxiety, 

personal and emotional problems, and other psychological forms of distress (Gerdes & 

Mallinckrodt, 1994; McGinley, Rospenda, Liu, & Richman, 2015).  Despite the opportunity that 

transitioning from high school to college presents, many students struggle to adapt to this new 

phase of life. In fact, it has been suggested that the first year of college is the most difficult for 

students (Aderi, Jdaitawi, Ishak, & Jdaitawi, 2013; Giddan, 1988; Sun, Hagedorn, & Zhang, 

2016). Abdallah, Elias, Muhyddin, and Uli (2009) found in a sample of first-year students that a 

number of students in their sample who scored low to moderate on adjustment did not continue 

on to their second year, underscoring the level of challenges that the first year of college 

experience represents.  

Students transitioning from high school to college experience a variety of novel stressors 

including moving away from home, adjusting study strategies, adjusting to lower academic 

structure, developing new relationships and maintaining old ones, new financial responsibilities, 

and adjusting to the new family dynamic (Crede & Niehorster, 2012; Parker et al., 2004). 

Moreover, students who struggle to adjust socially have shown signs of persistent loneliness, 

depression, and anxiety (Mounts, Valentiner, Anderson, & Boswell, 2006).  This pattern of 

maladjustment has also been evident in minority students. Research has shown that minority 

students report worse psychological adjustment to college when compared to their White peers 

(Gummadam, Pittman, & Ioffe, 2016; Smith, Chesin, & Jeglic, 2014).  

Racial and Ethnic Minorities and College Adjustment 

Racial and ethnic minorities entering college face the additional challenge of adapting to 

situations that are associated with their racial/ethnic background, which may include perceived 

discrimination, racial tension, stigmatization, and the perception that one’s ethnic group is 
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devalued in society (Feagin, Vera, & Imani, 1996; Huynh & Fuligni, 2012). This negative stigma 

associated with ethnicity can be experienced directly (e.g., perceived discrimination) or 

indirectly (e.g., awareness of how one’s ethnic group is devalued in society; Chavous et al., 

2003). Unfortunately, the experience of perceived racial and ethnic discrimination is not 

uncommon for minority students in the United States (Alvarez, Juang, & Liang, 2006; Bynum, 

Burton, & Best, 2007; Caldwell, Kohn-Wood, Schmeelk-Cone, Chavous, & Zimmerman, 2004; 

Hwang & Goto, 2008; Rankin & Reason, 2005). Due to more experiences with discrimination 

and racial tension, minority students may be particularly vulnerable during this transition to 

college (Huynh & Fuligni, 2012).  

The added challenge of racial and ethnic discrimination has been associated with negative 

adjustment across various minority groups (Verkuyten, 2008). However, race-related stress 

varies among the ethnic groups as well: African Americans, Hispanic/Latino Americans, and 

Asian Americans. African Americans reported the highest level of lifetime discrimination across 

the examined ethnic groups and described racial discrimination as more stressful than did 

Hispanic/Latino Americans and Asian Americans (Cokley, Hall-Clark, & Hicks, 2011) . Lopez 

(2005) conducted a study focused on race-related stress among Hispanic students and found that 

these students experienced increased stress due to racism throughout their freshman year. Asian 

American students are often stereotyped as the model minority (Lee, 1994) and typically 

perceived to be highly intelligent, hardworking, high achieving, and academic striving (Chang & 

Demyan, 2007) and not have emotional or adaptive problems (Cocchiara & Quick, 2004).  This 

myth of the model minority is extremely problematic because it oversimplifies the Asian 

American experience in higher education (Museus & Kiang, 2009). Despite the stereotypes 

placed on Asian American students being perceived as positive, they cause added pressure on 

Asian American students to excel in school, which can lead to increased anxiety and distress 
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(Cokley et al., 2013; Museus & Kiang, 2009). Further, Asian Americans have shown 

associations with lower social competence, decreased self-esteem, increase in substance abuse, 

lack of social connectedness, and depressive symptoms (Hwang & Goto, 2008; Lam, 2007; Lee, 

Pomeroy, Yoon, & Rheinboldt, 2005; Ying, Lee, & Tsai, 2000).  

Studies show that African American college students engage in increased tobacco use, 

demonstrate an elevation in blood pressure, and show trauma-related symptoms (Bennett, Wolin, 

Robinson, Fowler, & Edwards, 2005; Hill, Kobayashi, & Hughes, 2007; Pieterse, Carter, Evans, 

& Walter, 2010). Lastly, Hispanic/Latino college students show psychological distress, suicidal 

ideation, and depression (Hwang & Goto, 2008; Yosso, Smith, Ceja, & Solórzano, 2009). These 

outcomes suggest that experiences of racial and ethnic discrimination are associated with poorer 

adjustment for minority college students.  

Minority students report having a more negative view of interracial climates compared to 

their White peers. Huynh and Fuligni (2012) investigated within-person differences in the 

perceptions of blatant discrimination and awareness of one’s ethnic group being devalued by 

mainstream society in a group of 563 emerging adults who identified as ethnic minorities (e.g., 

Asian, Hispanic/Latino, etc…) as they transitioned through college. The results suggested that 

perceived discrimination decreased in the transition, but there was an increase in the sense of 

devaluation by mainstream society. This pattern was associated with depressive symptoms.  In 

summary, these findings highlight that college experiences of racial and ethnic minority students 

differ from their White peers, as they have additional stressors, such being victims of 

discrimination and racial tension that can impact their adjustment to college. According to Juang, 

Ittel, Hoferichter, and Gallarin (2016), discrimination can be conceptualized as an adversity, a 

high-risk factor that can lead to maladjustment.  

Consistent with a framework of risk and protective factors, college adjustment should be 
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understood along with resilience.  Resilience is defined as successful adaptation despite 

experiencing significant adversity (Clauss-Ehlers & Wibrowski, 2007). Further, students who 

have protective factors such as family and peer support, cognitive flexibility, and emotional and 

behavioral regulation are more likely to succeed in light of stressful events (Masten, 2001). 

Studies with Asian American students found that greater family support and cohesion reduced 

the outcomes associated with perceived discrimination.  Outcomes followed byas a result of 

experiences with discrimination can include, depressive symptoms and somatization (Juang & 

Alvarez, 2010; Noh & Kaspar, 2003). Further, African American students revealed that 

supportive parental behaviors help mitigate the links between experienced discrimination and 

psychological issues (e.g., conduct disorder) and increased substance use (Brody et al., 2006; 

Gibbons & Borders, 2010; Neblett Jr., Philip, Cogburn & Sellers, 2006). Interestingly, 

Hispanic/Latino students found supportive peer relations to be more beneficial against the effects 

of perceived discrimination that familial support (Rodriguez, Mira, Myers, Morris, & Cardoza, 

2003). In summary, these studies have identified supportive relationships as protective factors 

(e.g., familial support and peer support).  

Theoretical Framework 

The proposed study examined emotional intelligence as a protective factor against the 

effects of perceived discrimination on academic and social adjustment in a sample of college 

sophomore students, as the ability to use emotionally sound behavior during times of distress is 

an adaptive skill (Armstrong, Galligan, & Critchley, 2011). In the developmental systems 

framework, development is viewed as the process of growth that is related to multiple interacting 

factors that occur over the life span (Lerner & Castellino, 2002). According to Bronfenbrenner 

(1979), one’s developmental outcomes are influenced by a variety of influences, and each layer 

of influence is controlled by different systems. This multiple systems framework suggests that a 
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variety of factors, including biological, environmental, sociocultural, and others can impact a 

person’s developmental path (Oyama, Griffiths, & Gray, 2001). Therefore, it can be suggested 

that the positive or negative adjustment to college occurs in the context of the student’s 

background characteristics. These background characteristics include personal variables (e.g., 

race and EI) and interactions with their environment (e.g., perceived discrimination and 

perceived social cohesion).   

EI relates to various levels of emotional and behavioral regulation, such as the perceived 

ability to use emotions to guide behavior and the conscious awareness of the emotions 

individuals present along with recognition of the emotions in others (Schneider et al., 2013). The 

present study conceptualizes that perceived racial discrimination that minority students face is a 

risk factor for academic and social adjustment in college and that EI, their emotional 

competencies, moderates the risk.  

Research Questions 

 The purpose of this study was to examine the role of emotional intelligence on social and 

academic adjustment among college students. Specifically, the study investigated the moderating 

role of EI on the relation between perceived discrimination and college adjustment. The 

conceptual model is depicted in Figure 1. The study focused undergraduate college students 

given most challenges in students’ first year of college (Crede & Niehorster, 2012; Parker, 

Summerfeldt, Hogan, & Majeski, 2004). Therefore, collecting data during this transitional period 

would allow the researcher to obtain an accurate view of how they are adapting socially and 

academically to this new environment.  

The following research questions were investigated: 

1. Does EI predict academic college adjustment?  It was hypothesized that students with 

high levels of EI will be associated with greater academic adjustment (i.e., higher GPAs).   
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2. Does EI predict social adjustment on campus?  It is hypothesized that students with 

higher levels of EI will show higher levels of overall social adjustment. 

3. Does EI moderate the relationship between perceived discrimination and college 

academic and social adjustment? It was hypothesized that students with high EI will not 

be as negatively impacted by perceived discrimination, and as a result demonstrate better 

academic and social adjustment. 

 

 

Figure 1. The moderating effect of EI on the relation of discrimination and college adjustment. 

 

  

Perceived 
Discrimination 

Emotional  
Intelligence 

College 
Adjustment 

(Academic and 
Social Adjustment) 
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Chapter 2 

Literature Review 

Models of Emotional Intelligence: Ability  

This study focused on the impact of EI on the adjustment to college; therefore, it was 

important to define this term and acknowledge its various models. Mayer and Salovey (1993) 

defined emotional intelligence (EI) as an extension of social intelligence, a term coined by E.L. 

Thorndike, and described EI as an individual’s capacity to recognize their own emotions and the 

emotions of others, to discriminate between different emotions and appropriately label them, to 

use emotional information to guide thoughts and behaviors, and to manage and/or adjust 

emotions to adapt to environments or achieve one’s goal(s).  

The EI framework overlapped with Gardner’s (1983) theory of intrapersonal intelligence, 

which discusses the ability to access a range of emotions and affects and to discriminate and 

accurately labeling them, allowing the individual to connect to their feeling life. Further, EI was 

developed based on the fundamental theories of intelligence and emotions creating an ability-

model of EI (Mayer, Salovey, & Caruso, 2004). Largely influenced by the work of Binet, 

Thorndike, and Wechsler, intelligence is a broad construct that has been described in a variety of 

ways; however, it is generally seen as the capacity to engage in abstract thinking, in addition to 

the ability to learn and adapt to an individual’s environment (Mayer et al., 2004).  

Similar to intelligence, EI does not have a universally accepted definition, but it is viewed 

as a guide for our behaviors: what to avoid and confront. Emotions can also alert us to certain 

stimuli that require attentional priority. Emotions often arise as a response to an internal or 

external event that has positive or negative value to the individual (Salovey & Mayer, 1990). EI 

operates on primarily emotional information, which is based on the idea that emotions hold 

information about relationships and their value (Mayer, Salovey, Caruso, & Sitarenios, 2001).  A 
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person’s emotions toward an object or individual can change as the relationship evolves.  

Despite the conscious memory of these relationships, emotions accompany these 

interactions. EI describes the ability to recognize our related emotions, their meaning to the 

relationship, and use them during reasoning and problem-solving processes (Mayer, Caruso, & 

Salovey, 1999). Further, processing emotional information has been described as an evolved area 

of communication for mammals involving the understanding of relationship among people 

(Pessoa & Adolphs, 2010). However, unlike language, which is the most institutionalized 

between the two forms of communication, emotions are understood as an emerging information 

source. For example, verbal intelligence is deeply rooted in the traditional structure of education 

practices, evidenced by various assessments used in schools to measure a student’s capacity to 

verbalize their knowledge, whereas emotional information processing does not have the same 

focus. Meyer and Salovey (1990)  argue that EI should be viewed as an aspect of intelligence and 

conceptualized EI as a four-branch ability model: 1. the ability to perceive emotion, 2. the ability 

to use emotion to promote thought, 3. demonstrate emotional understanding, and 4. emotional 

management. These areas are hierarchal from perception (bottom) to management (top). 

Branches one (perception and expression of emotions) and two (emotions to facilitate thought) 

are thought to involve moderately distinct information processing that is connected to the limbic 

system, while emotional management is connected to the individual’s overall plan and execution 

of goals (higher-order processes) (Mayer et al., 2004).   

Branch One involves the ability to accurately identify and express emotions, which 

allows the individual to discriminate between neutral and hostile situations. Emotions can be 

identified via facial or postural representations and verbal or other communication methods. 

Branch Two, thought promotion, describes the “ability to generate and use emotions to enhance 

thinking includes altering emotion to redirect cognitive processes, obtain new perspectives, and 
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enhance problem-solving or creativity” (Schneider, Lyons, & Khazon, 2013, p.1). Branch Two 

differs from the others in that it involves using emotions to promote reasoning, and the other 

three involve reasoning various aspects of emotions. Branch Three, understanding, has shown to 

have the strongest link to cognitive intelligence, and has a strong relation to abstract reasoning 

(Mayer et al., 2001). This branch describes an individual’s capacity to accurately understand 

emotional information, the way they combine, and their causes and consequences. Lastly, Branch 

Four, emotional management, requires the individual to be open to feelings and use them to 

facilitate growth, even during moments of duress. Emotions are often managed to achieve goals 

and depend on the individual’s level of social awareness and self-knowledge (Barrett, Gross, 

Christensen, & Benvenuto, 2001; Mayer et al., 2004).  

In summary, Mayer and Salovey defined EI in a way to be viewed as an ability type of 

intelligence. Because they characterized EI as an “ability” in their theory, measures using this 

framework should be akin to other intelligence measures (Mavroveli & Sanchez-Ruiz, 2011).  

EI in Mixed Model  

The mixed model of EI, endorsed primarily by Reuven Bar-On (Kewalramani, Agrawal, 

& Rastogi, 2015), views EI as both a personality trait and ability. The mixed model of EI is 

heavily influenced by the work of Darwin, Thorndike, and Wechsler. Darwin’s emphasis on the 

relationship between emotional expression and survival/adaptation is a strong foundation for 

Bar-On’s theory. He also pulled Thorndike’s suggestion of social intelligence and its relationship 

to performance, in addition to Wechsler’s position on the importance of non-cognitive factors for 

behavior (Bar-On, 2006).  

Bar-On’s model consisted of five components of EI: interpersonal, intrapersonal, 

adaptability, stress management, and general mood (see Table 1). These components explain an 

individuals’ ability to “understand and express themselves, understand others and relate with 
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them, and cope with daily demands” (p. 14) using their emotional and social abilities (Bar-On, 

2006). Further, Bar-On emphasizes the importance of managing emotions, and the ability to 

adapt to change or solve social or personal problems (Bar-On, 2002). This model was more 

inclusive than Mayer and Salovey’s ability model because it also included personality-related 

traits (e.g., optimism and adaptability), which separated this model from being confined to the 

specifications of other intelligences (Livingstone & Day, 2005; Mayer, Caruso, & Salovey, 

1999).  

Table 1.  
 
EQ components, subcomponents, and definitions by Bar-On (2006) 
 
EQ Components Definition of Assessed Skills 

Interpersonal: 
 
1. Self-regard 
2. Assertiveness 
3. Independence 
4. Self-Actualization 
5. Emotional self-awareness 

Self-awareness and self-expression 
1. To accurately perceive, understand, and accept oneself 
2. To effectively and constructively express one’s emotions 

and oneself 
3. To be self-reliant and free of emotional dependency on 

others 
4. To strive to achieve personal goals and actualize one’s 

potential 
5. To be aware of and understand one’s emotions 

 
Intrapersonal: 

1. Empathy 
2. Social Responsibility 
3. Interpersonal 

Relationship  

Social awareness and interpersonal relationship: 
1. To be aware of and understand how others feel 
2. To identify with one’s social group and cooperate with 

others 
3. To establish mutually satisfying relationships and relate 

well with others 
 

Stress Management: 
1. Stress Tolerance 
2. Impulse Control  

Emotional management and regulation: 
1. To effectively and constructively manage emotions 
2. To effectively and constructively control emotions 
 

Adaptability: 
1. Reality Testing 
2. Flexibility 
3. Problem-solving 

Change Management: 
1. To objectively validate one’s feelings and thinking with 

external reality 
2. To adapt and adjust one’s feelings and thinking to new 

situations 
3. To effectively solve problems of a personal and 

interpersonal nature 
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General Mood: 

1. Optimism 
2. Happiness 

Self-Motivation: 
1. To be positive and look at the brighter side of life 
2. To feel content with oneself, others and life in general 
 

 

Trait EI Model 

The trait EI theory served as a different approach to EI in that it is prominently analyzed 

under the category of an “ability”; however, research argues that it is impossible to gain a valid 

view of a person’s emotional “ability” from a self-report measure (Petrides, 2010). Petrides, 

Perez-Gonzalez, and Furnham (2007) offered the following definition of trait EI: “Trait EI is 

defined as a constellation of emotional self-perceptions located at the lower levels of personality 

hierarchies and measured via the trait emotional intelligence questionnaire” (Petrides et al., 2007, 

p. 26). This theory was developed to acknowledge the inherent subjectivity that comes with 

reflecting, evaluating, and reporting one’s personal emotional experiences. Therefore, trait EI 

focuses on viewing EI as a personality trait as opposed to a “competency” or “ability” (Petrides, 

2010). Trait EI focuses on assessing “emotion-related self-perceptions via self-report measures” 

(Petrides, 2011). These criteria allowed this framework to be used outside of the categorization 

of cognitive ability or intelligence. The trait EI model consists of 15 specific facets (see Table 2).  

Table 2 
 
Trait EI subscales and definitions by Petrides (2001)  
 

Trait EI Subscales Definitions 
Emotion Expression The ability to accurately and efficiently communicate one’s 

emotions with others.  
Empathy 
  

To effectively see the world from another individual’s 
perspective. The ability to perceive and understand the needs, 
feelings, and desires of another person.  

Self-motivation  
  

The quality of being determined and preserving. Fueled by 
intrinsic motivation and have a desire to produce high quality 
work.  

Emotional Regulation 
 

The assessment of a person’s short-, medium-, and long-term 
control over their own feelings and emotional state.  
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Happiness  A positive emotional state in the context of the present and not 
the past or future.  

Emotional Expression The level at which an individual is able to effectively 
communicate their feelings/emotions to others  

Social Awareness This scale represents social adaptability, sensitivity, and 
perception.  

Low Impulsiveness This measures an individual’s decision-making process. The 
ability for an individual to think before they act; engaging in a 
reflection process prior to engaging in a behavior.   

Emotional Perception The ability to have a clear understanding of one’s own feelings 
as well as being able to decode the emotional expression of 
others  

Self-Esteem A person’s evaluation of themselves.  
Assertiveness They are able to clearly articulate their wants and needs. They 

are able to advocate for themselves, compliment others, and ask 
for things they need.  

Emotion Management  The ability to manage the emotional state of another person 
(e.g., motivate, calm, encourage others).   

Optimism Relates to forward thinking abilities and well-being; overlap 
with the happiness subscale.  

Relationships Establishing and maintaining social relationships with others.  

Adaptability The ability to adapt to new conditions and environments; 
flexibility. 

Stress Management The ability to handle high-stress situations in a calm and 
effective manner due to the development of effective coping 
strategies.  

 

 Similar to the other models of EI, individuals found to have high levels of trait EI are 

often described as flexible and sanguine and hold the self-perception that they have high inter 

and intrapersonal competencies (O’Connor, Nguyen, & Anglim, 2016). Further, scores on 

measures of trait EI have been shown to correlate with peer and teacher ratings/perceptions of an 

individual’s behavior (Mavroveli et al., 2007; Petrides, Frederickson, & Furnham, 2004; 

Petrides, Sangareau, Furnham, & Frederickson, 2006) and flexibility in coping style and 

psychological well-being (Mavroveli et al., 2007; Petrides et al., 2004).  

Many of these models significantly overlap in their conceptualization of EI, with the 

primary view that high EI helps predict how successful an individual will be in navigating 
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relationships, situations, and personal experiences. However, the primary difference that should 

be noted between the trait and ability models is their distinction between typical and maximal 

performance (Barnes & Morgeson, 2007; Mavroveli & Sanchez-Ruiz, 2011; Petrides & 

Furnham, 2003). Trait performance refers to what an individual will do in a given situation and is 

considered a long-term portrait of an individual’s behavior (i.e., average functioning), while 

maximal performance is what an individual has the ability to do when exerting their maximum 

effort (Barnes & Morgeson, 2007; Zeidner & Olnick-Shemesh, 2009). Trait EI is measured via 

self-report measures and closely aligns with personality traits, whereas ability EI is measured 

through maximum performance assessments where there are predetermined correct and incorrect 

answers and intends to be adjacent to the characteristics of cognitive ability (Petrides, 

Frederickson, & Furnham, 2004). The trait EI model provides a broader conceptualization of EI 

because it acknowledges self-perception of emotional competencies and the use of EI in daily 

life circumstances (Zeidner & Olnick-Shemesh, 2009).  

Because this model accounts for the subjectivity inherent with self-report procedures for 

data collection while providing a strong conceptualization of EI, the study adopted this model of 

EI to examine college students’ adjustment.   

EI and Academic Adjustment  

In the current study, awareness and control over emotional impulses is thought to 

influence the probability that a student will successfully adjust to college, both socially and 

academically. There is an ample research that focuses on the relationship with intelligence (IQ) 

and achievement (Richardson, Abraham, & Bond, 2012); however, there are also studies that 

have demonstrated how EI relates to academic performance.  

 Petrides et al. (2004) examined the relationship between trait EI, academic performance, 

adverse behavior, and cognitive ability (IQ measured with the Verbal Reasoning Test (VRT)) in 
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a group of 650 British students who were in Grade 11 (equivalent to Sophomore year in high 

school in the American school system). The researchers examined academic performance 

through reviewing student scores from national examinations in a variety of academic areas. 

Petrides and colleagues (2004) found evidence that EI impacted cognitive ability and academic 

performance. Their findings suggested that students who had a low IQ, but high trait EI 

demonstrated a stronger academic performance (measured through grade attainment) than those 

with low IQ and low trait EI. This finding is significant because it shows that an individual who 

has a low IQ, but the ability to manage the stress associated with the demands of school and seek 

out support, will not be as impacted by the stress associated with academic performance and 

achieve higher grades.  

 The results from this study also showed that trait EI was negatively correlated with 

unexcused absences and students who produced low scores of EI had a higher probability of 

being expelled from school (Petrides et al., 2004). Furthermore, Paker et al. (2004) conducted a 

longitudinal study that examined students transition from high school to college. They used a 

four-branch model of EI that consisted of intrapersonal abilities (the ability to recognize and 

label one’s own emotions), interpersonal abilities (the ability to identify emotions in others and 

empathy), adaptability (being able to adjust one’s own emotions and behaviors based on 

changing environments and situations), and stress management (resisting impulsive behaviors). 

They used the Emotional Quotient Inventory short-form (EQ-I Short) to examine these four-

branches. At the beginning of the year, the researchers administered the EQ-I Short to 1st year, 

full-time students, and at the end of their first year, they examined their scores in relation to their 

academic performance. Two groups were identified including academically-successful (GPA of 

80%-equivalent to 2.7 or higher GPA) and less-successful (GPA 59% or lower). They found that 

the students in the successful group scored higher in the EI areas of intrapersonal abilities, 
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adaptability, and stress management.  

 Parker, Hogan, Eastabrook, Oke, and Wood (2006) then extended their research by 

examining the impact of EI on student retention. In a sample of 1,270 college freshmen, they 

found that those who did not withdraw from the university after their first year performed better 

on measures of emotional and social competence (Parker et al., 2006).  

 These studies support the hypothesis that higher scores on EI measures correlates with 

students being more academically successful (as measured by GPA and grades), greater levels of 

academic performance overall, and greater levels of retention. However, there are limited 

empirical studies on the impact of EI on academic adjustment in college students.  

Measuring Academic Success 

 Many college institutions reference certain predictors of ability or future academic 

success before granting admission to college hopefuls. Well researched predictors included GPA 

and SAT/ACT scores (Caskie, Sutton, & Eckhardt, 2014; Romanelli, Cain, & Smith, 2006; 

Zajacova, Lynch, & Espenshade, 2005). However, college is not a student’s first time gaining 

academic experience, suggesting that some students arrive better prepared to succeed than others. 

Kuh, Kinzie, Buckley, Bridges, and Hayek (2006) suggest that there are experiences, contexts, 

and methods of teaching that impact a student’s level of preparedness as they enter college. 

Based on a comprehensive review of the literature, Kuh et al. (2006) offered the following 

definition: “student success is defined as academic achievement, engagement in educationally 

purposeful activities, satisfaction, acquisition of desired knowledge, skills and competencies, 

persistence, attainment of educational outcomes, and post-college performance” (p. 5). The 

consequence of low academic performance (e.g., low GPA) suggests the student is adjusting 

poorly to the new academic environment; increasing the probability that they may dropout 

(Gillock & Reyes, 1999; Murtaugh, Burns, & Schuster, 1999). 
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The successful completion of a course is often represented through grades and/or GPA 

(York, Gibson, & Rankin, 2015). Many American institutions place a large emphasis on GPA 

and SAT scores as a measure of academic success, and often a grade of a C or better as reaching 

a level of competence over presented material. Although studies have found that GPA is not the 

only indicator of positive college adjustment across different races of people (Zajacova, Lynch, 

& Espenshade, 2005; Torres & Solberg, 2001), it is a well-researched construct that can be self-

reported by participants. For the purposes of this study, academic adjustment was measured 

through self-reported GPA.  

EI and Social Adjustment  

 It has been suggested by numerous theorists that a sense of belongingness is necessary for 

human survival; that humans are not designed to be isolated (Levett-Jones & Lathlean, 2009; 

Mouradtidis & Sideridis, 2009). The definition of belongingness for this study was adapted from 

Levett-Jones and Lathlean (2009). Belongingness is the level at which a student feels secure, 

welcomed, involved, valued, and respected by their peers, faculty, and administration at their 

university; connected to a specific group and the feeling that their personal and professional 

beliefs are compatible and similar to those within the group (Levett-Jones & Lathlean, 2009), 

and for the purposes of this study, belongingness is examined as a part of the social adjustment 

construct.  

Maslow’s hierarchy of needs (1943) included a level called “belongingness and love 

needs” where he suggested that people yearn for human affection and relationships. Maslow 

suggested that the neglect of this need was at the foundation of maladjustment in individuals. 

Bowlby’s attachment theory (1973) also highlights the need for the formation and maintenance 

of social relationships. Further, studies have produced results that suggest that the innate need for 

belongingness (Baumeister & Leary, 1995; Lee & Robbins, 1995) in addition to the need to 
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relate to others (Deci & Ryan, 2000). These findings helped explain the profound impact that 

social adjustment can have on a student’s perception of his/her college experiences (Anderman 

& Freeman, 2004).   

Consistent with these findings, Berger and Milem (1999) found that active involvement 

(e.g., organizations, sports, clubs, on-campus employment, student-faculty interactions) was 

positively correlated with social adjustment. They used the Early Collegiate Experiences Survey 

(ECES) to assess student behaviors and perceptions of peer and institutional support and the 

Freshman Year survey to measure level of involvement on campus. However, it should be 

considered that belongingness extends beyond the need of generalized social contact (i.e., 

interactions with strangers). Belongingness includes the experience of interpersonal relationships 

that are stable and predicted to continue over a long period of time (Levett-Jones & Lathlean, 

2009).  

 A sense of belongingness is not objective; it is a perceived feeling of cohesiveness. 

Positive perceptions of belongingness lead to higher levels of involvement and more successful 

social adjustment (Berger & Milem, 1999). Berger and Milem (1999) found that students who 

became involved on campus early in the Fall semester were more likely to stay socially involved 

throughout the school year, predicting greater academic persistence (e.g., retention). 

Additionally, the perception of faculty support was hypothesized to be impactful on students who 

struggled to fitting in socially with their peers. Students who perceived to have quality 

relationships and interactions with faculty showed greater levels of commitment to the institution 

and academic persistence, despite low social involvement (e.g., lack of participation in clubs, 

organizations, interactions with peers) (Berger & Milem, 1999). Moreover, minority students at 

PWIs who are involved with ethnic organizations (e.g., African American Student Affairs 

(AASA), Asian Pacific American Student Affairs (APASA), Adalberto and Ana Guerrero 
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Student Center), on campus demonstrate a greater sense of belongings to the institution, 

suggesting positive social adjustment (Sidanius, Van Laar, Levin, & Sinclair, 2004). 

However, strong emotional skills are necessary for students to seek out these social 

supports (Lopes, Salovey, & Straus, 2002). Having emotional competence is important for 

quality social interactions as it helps convey information regarding the social encounter, people’s 

thoughts, feelings, and intentions (Lopes, Brackett, Nezlek, Schutz, Sellin, & Salovey, 2004). 

High EI is related to high social competence; individuals who are found to have high levels of EI 

typically have stronger support systems and less mental health issues (Vandervoort, 2006).  

Lopes, Salovey, and Straus (2003) conducted a study examining emotional intelligence of 

college students using the Mayer-Salovey Caruso Emotional Intelligence Test (MSCEIT; Mayer, 

Salovey, & Caruso, 2002). They found that students with higher scores for “managing emotions” 

did not experience as much conflict and hostility within their close friendships. These same 

students were also found to have experienced more support, companionship, and love with their 

parent(s).  

Lopes and colleagues (2004) conducted a similar study, which examined EI and the Big 

Five personality traits to see if these two variables could predict the quality of social 

relationships. The study investigated EI (measured by the MSCEIT) and the quality of 

friendships among 118 college students.  The results showed that the emotions subscale was 

correlated with self-perceived positive interactions and the individual’s friends made similar 

reports. The significance of these results remained consistent after removing variance explained 

by the Big Five components (Lopes et al., 2004). These results from this study allow for the 

inference that individuals with high EI are able to sustain quality relationships.  

Using the trait EI framework, Mavroveli and colleagues (2007) investigated the 

connection between psychological well-being and peer relations in a group of high school aged 
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adolescents. They hypothesized that EI would show a negative correlation with maladaptive 

coping methods, somatization, and depression and a positive correlation with flexible coping 

strategies. For peer relations, they hypothesized that EI would be negatively associated with 

antisocial behaviors categorized as disruption and aggression, and positively correlated with 

prosocial behaviors including cooperation and leadership.  

Their results confirmed their hypotheses that students with high trait EI were less 

susceptible to depression and somatization compared to students with low trait EI, and students 

with high trait EI also demonstrated better coping skills. Students with high trait EI were also 

rated more positively by their peers and perceived to demonstrate more prosocial behaviors that 

were recognizable by their peers (Mavroveli et al., 2007). The conclusions from the peer 

relations portion of this study corroborate the findings from a previous study on the relationship 

between trait EI and peer relations at school for children (Petrides, Sangareau, Furnham, & 

Frederickson, 2006). These findings are significant because they align with the conceptualization 

of EI being a protective factor against psychological distress.  

Expanding on the research that high levels of EI relate to the ability to accurately identify 

emotions in others, Petrides and Furnham (2003) conducted a study that required first year 

psychology students (mean age=20.27 years) to identify emotional expressions (i.e., happiness, 

sadness, disgust, fear, etc…) of other individuals (both male and female) on a screen connected 

to a PC. They found that students with high trait EI were able to identify the emotions faster than 

those with low trait EI. This is significant because it emphasizes individuals with high trait EI do 

demonstrate better emotional perception and suggests that these individuals would also show 

greater levels of awareness toward emotionally charged stimuli. Additionally, these individuals 

are more likely to demonstrate higher levels of socio-emotional functioning (Petrides & 

Furnham, 2003).  
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Additionally, Wentzel and McNamara (1999) found a strong positive correlation between 

peer acceptance and prosocial behaviors. Coie et al. (1982) found that adolescents who were well 

liked by their peers demonstrated supportive and cooperative behavior, whereas those who were 

less popular (i.e., liked the least) exhibited behaviors that were perceived as disruptive, 

aggressive, and/or elitist. In a group of elementary aged students, Wentzel (1991) found that, 

identified popular students were rated by their peers as more trustworthy, adaptable in social 

situations, and responsible. Considering these findings, it is important to consider the association 

between peer acceptance and feelings of loneliness and/or belongingness in students. It can be 

hypothesized that the demonstration of prosocial skills may also be related to feeling of 

perceived social cohesion (Mouratidis & Sideridis, 2009).  

Wentzel and colleagues have expanded their research and found that the demonstration of 

prosocial behavior was positively linked to both peer acceptance and reciprocated friendships 

(i.e., mutual friendship relationships) (Wentzel, Barry, & Caldwell, 2004). Not only has the 

pursuit of prosocial goals been positively associated with peer acceptance (Crick, 1996; Eronen 

& Nurmi, 2001; Newcomb, Bukowski, & Pattee, 1993; Ojanen, Grönroos, & Salmivalli, 2005; 

Wentzel, 2003), but also with satisfaction with peer relations (Jarvinen & Nicholls, 1996) and 

negatively correlated with loneliness (Gable, 2006). Researchers have also found that perceived 

belongingness is associated with increased motivation (Anderman & Anderman, 1999), greater 

academic achievement (i.e., higher GPA) (Anderman, 2002; Anderman, 2003), decreased rates 

of dropout (Wehlage, Rutter, Smith, Lesko, & Fernandez, 1989), and better overall wellbeing 

(Shochet, Dadds, Ham, & Montague, 2006), emphasizing its importance to successful college 

social adjustment. Most of the studies that examine perception of social cohesion in relation to 

area of social adjustment are conducted on adolescents. However, the results emphasize the 
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significance of emotional competencies across the lifespan, and why they are necessary to 

establish social supports at the college level. 

Lack of perceived belongingness can lead to feeling of social inferiority, isolation, and 

loneliness (Mellor, Stokes, Firth, Hayashi, & Cummins, 2008). Research shows that persistent 

feelings of loneliness can result in negative social adjustment (Nicpon, Huser, Blanks, 

Sollenberger, Befort, & Kurpius, 2006; Parker & Asher, 1993). 

Asher and Paqette (2003) defined loneliness as an emotional state that arises internally 

due to a deficit in the quality of social relationships with peers that results in the presentation of 

negative affect and evokes social distress. Although loneliness is not considered pathological 

when experienced sporadically, research has found persistent loneliness to be associated with 

negative adjustment in students (Asher & Paquette, 2003). Loneliness has shown to predict 

higher rates of absence, lower academic achievement, and difficulty navigating social 

relationships in middle school students (Juvonen, Nishina, & Graham, 2000). Findings have also 

shown a negative correlation between loneliness and active participation during classroom 

activities (Parkhurst & Asher, 1992). In freshman college students, loneliness has been 

associated with depression (Wei, Russell, & Zakalik, 2005), learning burnout (Lin & Huang, 

2012), and negative academic adjustment (Bekhet & Zauszniewski, 2012).   

For example, in the study conducted by Wei et al (2005) they found that in a sample of 

308 college freshmen, perceived social self-efficacy mediated the impact of attachment anxiety 

and loneliness on what? because they had established a social support system on campus. In 

contrast, students who had experiences of loneliness and attachment anxiety also demonstrated 

lower levels of social efficacy. The impact of loneliness suggests that the student may not be 

socially integrated on the college campus.  

Race and College Adjustment at Predominately White Institutions 
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 Various non-White racial/ethnic groups have had experiences of discrimination and 

oppression in American society. Blacks were legally enslaved for centuries and then had to fight 

legal segregation. Individuals with Hispanic/Latino, Native American, and Asian backgrounds 

have been subjected to a history of colonization, economic oppression, physical displacement, 

and military conquest (Fisher, Wallace & Fenton, 2000). Even ethnic Whites (e.g., Jews, Irish, 

Italians) have experienced discrimination on American soil leading to barriers for education and 

economic opportunity (Fisher et al., 2000). This extensive history of oppression and 

discrimination continues to be perpetrated in our society, despite equality/civil rights laws. 

 This long history of discrimination towards minority groups has resulted in a variety of 

negative psychological outcomes that have been shown to influence these students’ academic 

and social adjustment to college. In addition to the typical stressors associated with the transition 

to college, minority students, particularly those at predominately White institutions (PWIs) tend 

to face additional stressors that impact their transition (e.g., perceived discrimination, isolation, 

psychological distress). Further, research has demonstrated that there is an academic 

achievement gap between minority students and their White counterparts; this deficit is seen 

heavily in the Black community as a whole (Lee, 2002; Neblett et al., 2006; Williams, 2011).  

Perceived Discrimination 

 This study examined perceived discrimination in relation to college adjustment as 

opposed to prejudices. An individual can hold negative beliefs about a group and never act on 

them, whereas discrimination is differential treatment towards members of a different group as a 

result of prejudice thoughts about the members of such group (Karlsen & Nazroo, 2000). 

Unfortunately, experience with perceived discrimination is not abnormal for minority students in 

the US (Juang, Ittel, Hoferichter, & Gallarin, 2016). In studies with individuals over 18 years of 

age, perceived discrimination has been associated with decreased sense of self (e.g., lowered 
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self-esteem), changed perception of the individuals’ surroundings, decreased mental health, and 

overall poor social adjustment among people of color (Gee, Spencer, Chen, Yip, & Takeuchi, 

2007; Harrell, 2000; Juang et al., 2016). Perceived discrimination has also been labeled as a 

variable impacting a student’s integration into their environment, both social and academic 

(Cabrera, Nora, Terenzini, Pascarella, & Hagedorn, 1999; Wong, Eccles, & Sameroff, 2003).  

 Chou, Asnaani, and Hofmann (2011) examined the role of perceived discrimination from 

the perspective of 793 Asian, 951 Hispanic, and 2,795 Black Americans and how that related to 

DSM-V diagnoses (i.e., mood, anxiety, substance use, and eating disorders). They found 

thatperceived discrimination were related to pathology across all three of the ethnic groups 

included in the study, suggesting the link between perceived racial discrimination and college 

adjustment. Further, early research that examined withdrawal behavior of minorities and non-

minorities found that negative campus climate (prejudice and discrimination) was responsible for 

student withdrawal (Hurtado, 1994; Hurtado, Carter, & Spuler, 1996; Miranda, Polanco-Roman, 

Tsypes, & Valderrama, 2013).  

 Cabrera et al. (1999) associated experiences of prejudice and discrimination with a 

deterioration in psychological well-being. If students experience psychological distress, it is 

expected for them to engage in maladaptive behaviors and thought processes resulting in 

increased isolation (negative social adjustment).  

 The following section outlines the experience of dominant minority students in higher 

education and highlight how instances of perceived prejudice and discrimination affect their 

academic and social adjustment.  

The African American Experience 

 According to a 1999 national survey, approximately 50% of African Americans reported 

experiencing discrimination in their lifetime (Kessler, Mickelson, & Williams, 1999). Similar 
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experiences have been reported by African Americans at PWIs. In a study by D’Augelli and 

Hershberger (1993), 89% of African American college students reported hearing individuals 

make negative comments about their ethnic group and 59% reported being verbally insulted. 

African American students at PWIs tend to view the campuses as more aversive and isolating 

than their White counterparts and less attentive to their concerns (Smedley, Myers, & Harrell, 

1993). The increased chance of African American students experiencing events of perceived 

discrimination has put them at risk for a variety of psychological issues (Anglin & Wade, 2007; 

Pieterse, Carter, Evans, & Walter, 2010; Prelow, Mosher, & Bowman, 2006). It has been 

suggested that learning to effectively cope with perceived discrimination is an important and 

normal developmental step for Black adolescents (Coll, Crnic, Lamberty, Wasik, Jenkins, 

Garcia, & McAdoo, 1996; Spencer, Dupree, & Hartmann, 1997).  

 When compared to their Hispanic/Latino, Asian American, and White peers, African 

American students consistently endorse more frequent negative experiences (Ancis, Sedlacek, & 

Mohr, 2000; Suarez-Balcazar, Orellana-Damacela, Portillo, Rowan, & Andrews-Guillen, 2003). 

Specifically, in the study conducted by Ancis et al. (2000), African American students reported 

more experiences with the perceived pressure to conform to stereotypes, biased treatment by 

faculty and staff, and racial-ethnic hostility; similar results, at a lower rate, were endorsed by the 

Hispanic/Latino and Asian American students who participated in the study. Moreover, African 

American students who experience discrimination exhibit poorer psychological adjustment 

during their college experience (Prelow et al., 2006).  

 In a study of 136 African American students from a PWI where they comprised 8.5% of 

the undergraduate population, Prelow et al. (2006) examined the impact of perceived 

discrimination and found that 98.5% of participants had experienced an instance of 

discrimination within the past year in which the study was completed. The results also showed 
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that the experience of perceived discrimination had a negative impact on their psychological 

well-being, a finding mirrored in other studies, and resulted in the perception of a lack of social 

support for the students in this sample. Overall, experiences with perceived discrimination was 

positively correlated with symptoms of depression and showed a negative correlation with life 

satisfaction.  

 As a moderator to this experience, Museus (2008) found that involvement in “ethnic 

student organizations” was aligned with positive college social adjustment for African American 

students at PWIs. It was suggested that these student organizations provided cultural familiarity, 

advocacy, and validation for these typically marginalized students. These findings demonstrate 

the importance of social integration for minorities students in relation to overall college 

adjustment.  

Due to this elevated risk, particularly for students at PWIs, it is important to determine if 

a strong social-emotional foundation (i.e., high EI) is a variable determining successful college 

adjustment, despite experiencing perceived discrimination. 

The Hispanic/Latino Experience 

The Hispanic/Latino population is one of the fastest growing populations in the US 

(Crockett, Iturbide, & Torres Stone, 2007) and the second largest minority group enrolled in 

higher education institutes (Bureau Labor of Statistics, 2016). Despite the rate of their growth 

and prominence in the US population, many Hispanic/Latino students are subjected to 

experiences of racial and ethnic discrimination, which has been shown to negatively impact their 

adjustment. Discrimination is such an impactful stressor that Hispanic high school students who 

experienced being discriminated against were less likely to enroll in a 4-year college after 

graduation (Taggart & Crisp, 2011).  
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In the Ancis et al. (2000) study, Hispanic/Latino students were found to experience the 

least amount of perceived discrimination and racial-ethnic hostility compared to the other ethnic 

groups, a finding that does not reflect other studies. However, in a study including 79 

Hispanic/Latino students, it was found that these students had an increased probability of being 

accused or suspected of deviant behavior (i.e., stealing, breaking the law, plagiarism, and 

indolent) (Hwang & Goto, 2008). Villegas-Gold and Yoo (2014) conducted a study where they 

examined how Mexican American college students at a large public university coped with 

discrimination. They found a negative correlation between discrimination and subjective well-

being.  

In 1996, Hurtado and colleagues conducted a research study that examined Hispanic 

students’ level of adjustment during their second year of college, at four-year universities across 

the country, using the Student Adaptation to College Questionnaire (SACQ), the National Survey 

of Hispanic Students (NSHS) (provided longitudinal data of college experiences), Integrated 

Postsecondary Educational Data Systems (IPEDS), and institutional data preserved by the Higher 

Education Research Institute located at UCLA. Pre-college information (e.g., student 

background, college preferences, level of college preparedness) was collected through the 

Student Descriptive Questionnaire (SDQ), which was administered during their SAT 

examination.   

The SACQ measure assesses adjustment through a multi-faceted lens by acknowledging 

four areas of adjustment: academic, social, personal-emotional, and attachment. Two-hundred 

and three students participated in the study. The population for this sample was unique because 

the researchers’ target population consisted of high achieving Hispanic/Latino students (i.e., 

students who had national high scores on the PSAT) who were heavily recruited by various 
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colleges and universities; this fact is significant because their academic history suggests that they 

theoretically should demonstrate academic success at the college level.  

Interestingly, the researchers found that college size and Hispanic/Latino enrollment has 

an impact on students’ level of social adjustment. They found that Hispanic/Latino students who 

attended private schools and/or school with higher rates of Hispanic/Latino enrollment reported 

better social adjustment than those who did not. Further, it was found that students who 

perceived their campus as being hostile toward diversity showed decreased adjustment in all 

areas on the SACQ, demonstrating the impact that perceived racism and discrimination can have 

on overall student adjustment. On the NSHS survey, which was comprised of open-ended 

questions, many students noted campus climate as an area of difficulty, particularly during their 

first year. Some students specifically noted the “bias against my ethnicity” and being treated 

“inferior” by individuals who knew their ethnicity. Consistently, researchers who have 

investigated college adjustment have found that negative campus climate, in the form of racial 

tension, has a negative impact on student adjustment, particularly their social adjustment.  

Research has shown the importance of successful social adjustment for Hispanic/Latino 

students. For example, Levin et al. (2006) conducted a longitudinal study that followed 252 

students through their fourth academic year at a 4-year university. The researchers found that 

Hispanic/Latino students who reported a strong sense of belonging to the institution showed 

greater levels of academic achievement.  

Acknowledging the burden that discrimination places on Hispanic/Latino students is 

important when assessing their level of adjustment. Other studies have found moderators against 

racial and ethnic discrimination including in-group friendship, social support (i.e., family, upper-

class peers), and student-centered faculty (Hurtado et al., 1996; Hurtado & Carter, 1997; Levin et 
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al., 2006); however, level of EI has not yet been examined, demonstrating the significance of this 

study.  

The Asian American Experience 

 Asian American students are often viewed as “the model minority,” and as a result, 

viewed to be immune from the experience and impact of discrimination and racism (Lee, 1994; 

Huynh & Fuligni, 2012). Because of the “model minority” myth, Asian American students are 

often excluded from higher education research, thus resulting in the continuance of ignorance 

and an inaccurate view of their adjustment experience (Museus & Kiang, 2009). Museus and 

Kiang (2009), defined the model minority myth as, “the notion that Asian Americans achieve 

universal and unparalleled academic and occupational success.” (p. 6). Studies that have 

examined the impact of discrimination on Asian Americans have found that it has a negative 

impact on their physical and psychological well-being, a finding that has also been well-

documented among Hispanic/Latino and African Americans (Ong, Burrow, Fuller-Rowell, Ja, & 

Sue, 2013).   

 Ong and colleagues (2013) investigated the relationship between racial micro-aggressions 

and the well-being among Asian American students. This study focused on 152 Asian American 

freshman college students in New York. Throughout the study, participants filled out a “daily 

diary” where they documented racial micro-aggressions that they experienced on a daily basis. 

Somatic symptoms were evaluated using an abbreviated physical symptom checklist, and 

participants were asked to rate their daily positive and negative affect using a 5-point Likert scale 

response method.  

 During the course of the study, 78% of participants reported experiencing at least one 

micro-aggression within a two-week time frame. Additionally, a racial micro-aggression was 

experienced on 18% of the days where the study was active. The most common form of micro-



EMOTIONAL INTELLIGENCE AND COLLEGE ADJUSTMENT 
 

 

41 

aggression experienced by this sample of participants was categorized as “alien in own land,” 

meaning it was assumed that the individual was born in another country. Further, the individuals 

who reported more experiences of the racial micro-aggressions had poorer psychological well-

being. Additionally, negative affect and the presence of somatic symptoms increased on days 

where the participants were subjected to experiencing the micro-aggressions (Ong et al., 2013). 

These findings are significant because they allowed the participants to report on the events the 

day it occurred versus reflecting on previous experiences. The results from this study corroborate 

the findings by Sue, Bucceri, Lin, Nadal, and Torino (2009). Their research team investigated 

instances of experienced micro-aggressions, the impact these experiences had on the participants, 

and coping strategies the participants used. This study found eight themes in the micro-

aggressions experienced by participants, some of which were documented in Ong et al. (2013): 

“(a) alien in own land; (b) ascription of intelligence; (c) denial of racial reality; (d) exoticization 

of Asian American women; (e) invalidation of interethnic differences; (f) pathologizing of 

cultural values and communication styles; (g) second-class citizenship; and (h) invisibility”(pg, 

190). 

 However, despite these experiences with micro-aggressions, the “model minority” myth 

perpetuates the idea that Asian Americans are immune to discrimination, while also adding the 

expectation of academic excellence (Museus, 2008). Data from the National Survey of Student 

Engagement showed evidence that African American and Asian American students show the 

least amount of satisfaction in their college experience compared to other racial and ethnic 

groups who were surveyed (Kuh, 2003).  

 In the study by Museus (2008), ethnic student organizations served the same purpose for 

Asian American students as they did for African American students: they provided cultural 

familiarity, advocacy, and validation. For example, the setting in which this study was conducted 
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showed that Asian cultural groups advocated for the inclusion of Asian American Studies 

courses to be included in the university’s curriculum in order to promote an increase of Asian 

American awareness. Students who joined these organizations reported feeling “welcomed” and 

“accepted”, allowing them to connect with other individuals who share their cultural background. 

This suggests that similar to African American students, ethnic student organizations, help 

influence positive social adjustment for Asian American college students (Museus, 2008).  

 Similar to the studies that focused on other racial and ethnic groups (e.g., Hispanic/Latino 

and African American), researchers have found factors that serve as moderators for experiences 

of discrimination. However, the results of these studies demonstrate the importance of including 

Asian American students in the assessment of the impact of EI as a moderator against perceived 

discrimination and academic and social adjustment.  

Summary of Literature Review 

 An extensive review of literature reveals that EI has been shown to have an impact on 

academic and social adjustment for college students. However, despite this research, little is 

known about the role of EI on the effect of students’ perceived discrimination on academic and 

social adjustment, when compared to their White peers. Studies have consistently demonstrated 

that perceived discrimination have had a negative impact on all students’ adjustment, including 

White students. Little is known about the potential moderating role of EI on academic and social 

adjustment when students experience racial discrimination. 
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Chapter 3 

Method 

Participants 

The participants for the study were recruited from a large university in a Southwestern 

state. The study was open to all undergraduate students enrolled at the university: both full-time 

and part-time students were invited to participate.  

During Fall 2016, total undergraduate enrollment consisted of 34,072 students. The Fall 

2016 class had 7,753 new freshmen, with 41.4% of new freshman identifying as a racial/ethnic 

minority. The retention rate from freshman year to sophomore year for the last documented 

cohort (Fall 2015) was 80.5% (n=6,961). For underrepresented minorities (URM), the retention 

rate was 77.6% (n=2,110).  A total of 555 students participated in the current study; 46.4 percent 

of the participants identified as minorities. The demographics of the participants are summarized 

in Table 3. The participants’ demographic characteristics mirrored the demographics of the 

university population. The majority of participants were White (n=295) and Hispanic (n=123), 

followed by Asian (n=64), those who identified as “Other” (n=47), and Black (n=26).  

 

Table 3.  
Descriptive statistics of participant demographics  

 

Participant Total (n=555) 
Demographic Characteristic % n 
Race   
                White 52.5 295 

Black 4.6 26 

Asian 11.4 64 
Hispanic/Latino 21.9 123 

Other 8.5 47 
Gender   
                Female  69.4 390 

Male 28.6 161 
Transgender .4 2 
Other .4 2 

Grade   
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                Freshmen 22.6 127 
Sophomore 27.4 154 
Junior 22.8 128 
Senior 26.0 146 

 

Measures 

The instruments utilized in this study included (1) a demographic form, (2) the Student 

Adaptation to College Questionnaire (SACQ; Baker & Siryk, 1999)-Social Adjustment subscale, 

(3) the Trait Emotional Intelligence Questionnaire—Short Form (TEIQue–SF; Petrides, 2009), 

and (4) the Racial Climate Scale (RCS; Reid & Radhakrishnan, 2003). See these measures in 

Appendix A.  

Demographic Form. On the demographic form, participants were asked to provide their age, 

gender, credits completed, credits in the current semester, race, and campus club/organization 

participation. Their responses were provided through forced choice, when appropriate.  

For the race portion of the demographic form, the following categories were provided for 

participants to choose from: Caucasian, Black/African-American, American Indian/Alaskan 

Native, Asian, Native Hawaiian, Other Pacific Islander, Hispanic/Latino, and “How Do You 

Choose to Identify”. Due to the discrepancy between the number of participants in each category, 

American Indian/Alaskan Native, Open Choice (How Do You Choose to Identify), Native 

Hawaiian, and Other Pacific Islander, were combined into one category renamed “Other”.  

Student GPA. The participants were asked to report their most recent, cumulative GPA. 

GPAs were reported on the 4.0 scale with grade equivalents being as follows: “A” is a 4.0, “B” is 

a 3.0, “C” is a 2.0, “D” is a 1.0, and “E” is a 0.0.  

Social Adjustment. The Social Adjustment subscale of the Student Adaptation to 

College Questionnaire (SACQ; Baker & Siryk, 1999) was utilized to examine students level of 

social adjustment on campus. The 20-item subscale examined how one copes with the 

interpersonal demands associated with transitioning to college. Each item consisted of a 9-point 
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response scale ranging from “applies very closely to me” to “doesn’t apply to me at all.” Out of 

the 20 items on this subscale, 6 were negatively keyed, and were reversed scored. In order to 

clarify responses, the response choices were edited from the 9-point response scale ranging from 

“applies very closely to me” to “doesn’t apply to me at all to a 5-point response scale labeled, 

“strongly agree” to “strongly disagree,” and the 6th option to choose “N/A” was added.  

This subscale consists of four clusters: General, Other People, Nostalgia, and Social 

Environment. The General cluster (7 items) examined the extent and quality of participation in 

social activities and overall social functioning. Other people (7 items) examined the participants’ 

involvement and development of relationships with other people at their institution. Nostalgia (3 

items) focused on how individuals were coping with relocation and being physically distant from 

their social nucleus at home. Lastly, the Social Environment cluster (3 items) included questions 

that examined the participants’ satisfaction with the social opportunities/environment on campus. 

Sample items from this subscale included “I have several close social ties at college,” and “I am 

very involved with social activities in college.” The coefficient alphas for this subscale ranged 

from .83 to .91 (Baker & Siryk, 1999). The coefficient alpha for the current sample was .91.  

Emotional Intelligence. The Trait Emotional Intelligence Questionnaire—Short Form 

(TEIQue-SF), derived from the original, full version (TEIQue), was used to assess level of EI for 

participants in this study. The TEI-Que-SF is a self-report questionnaire with 30 items and yields 

a global score of EI. Responses were recorded using a 7-point Likert Scale ranging from 

1=Completely Disagree to 7=Completely Agree. Questions included items such as “I usually 

find it difficult to regulate my emotions,” and “I often find it difficult to see things from another 

person’s viewpoint.”  

 The validity of the TEIQue-SF has been demonstrated through studies that examined the 

role of EI on coping with stress (i.e., coping methods and related outcomes) (O’Connor et al., 
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2017). In this study, the researchers found that the TEIQue-SF has incremental validity and 

construct validity when assessing for emotion-focused coping in the face of stressors (O’Connor 

et al., 2017).  

 One of the strengths of the TEIQue-SF is that it had a robust conceptual foundation 

(O’Connor et al., 2011). The TEIQue-SF was developed after the literature acknowledged the 

difference between trait and ability EI, and was designed specifically to assess trait EI under the 

15 facets, which are outlined in Table 2 (O’Conor et al., 2011; Petrides & Furnham, 2001). The 

TEIQue-SF was designed to be an efficient measure of global EI.  The two items from each facet 

were chosen for the short form based on their relationship with the corresponding total subscale 

scores (Petrides & Furnham, 2006). This method allowed the designers to ensure that the short 

form measure covered all facets of trait EI while maintaining internal consistency (∝male =.84, 

∝female=.89) (Petrides & Furnham, 2006). Further, this trait-based measure accommodated for the 

subjectivity associated with self-report measures of EI (Petrides, Pita, & Kokkinaki, 2007), as it 

required the participant to reflect on previous emotional experiences.  

The psychometrics properties of the short form were evaluated in a two-part study by 

Cooper and Petrides (2010) using item response theory (IRT). The first study included 1,119 

individuals from universities and the general community. The second study consisted of 866 

participants who were also recruited from universities and the general community. They found 

that most of the items (with the exception of items 4, 7, and 25) have high discrimination 

parameters and good reliability. Overall, the data from both studies suggests that the TEIQue-SF 

has good psychometric properties. The coefficient alpha for this measure for the overall measure 

in this study is .91. The coefficient alphas for the four subscales for the current sample are as 

follows: Well Being (a=.88), Self Control (a=.70), Emotionality (a=.72), Sociability (a=.70).  
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 The use of the TEI-Que—SF for academic purposes was free to use for researchers. The 

measure and SPSS syntax for scoring was openly available for research purposes (Petrides & 

Furnham, 2006). This measure was chosen to assess level of trait EI due to its availability, sound 

psychometric properties, and length. This brevity of this measure decreased the likelihood of 

response-fatigue of participants, increasing the probability that participants will complete the 

survey in one sitting.  

Discrimination. The Racial Climate Scale (RCS; Reid & Radhakrishnan, 2003) is an 

eight-item self-report measure that examines perceptions of racial climate on college campuses at 

the undergraduate level. There were two subscales included in this measure: Racial Experiences 

and University Perceptions. The Racial Experiences subscale focused on negative racially 

charged events experienced by students. These experiences were focused around interactions 

with other students, faculty, and staff. The University Perceptions subscale examined students’ 

view towards their university’s dedication and commitment toward creating a climate that 

supports/encourages diversity. One question from the University Perceptions subscale was not 

included (“The [Native American] school mascot is an appropriate symbol for the university”) 

because it did not apply to the university or the target population for this study.  

 The items in this measure were recorded using a 5-point Likert scale (1=strong agreement 

to 5=strong disagreement). Lower scores indicate positive perceptions of the racial climate on 

campus. Items were reversed for the Racial Experiences subscale, so that higher scores can 

reflect a more favorable view of the university campus climate. Sample items included “I have 

experienced racial insensitivity from other students,” and “The university has made a special 

effort to help racial and ethnic minority students feel like they “belong” on campus.” Reid and 

Radhakrishnan (2003) reported the following reliability coefficients for the two measures: Racial 

Experiences (∝= .70) and University Perceptions (∝=	 .76).  
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 Although research has supported the notion that minority students have more experiences 

with perceived discrimination (Cabrera & Nora, 1994; Cabrera, Nora, Terenzini, Pascarella, & 

Hagedorn, 1999), this survey was administered to all participants in the study. Cabrera and 

colleagues (1999) conducted a study examining the role of perceived discrimination on 

adjustment when comparing White and African American students. They found that although 

White students had less experience with prejudice and discrimination, the impact on social and 

academic adjustment was similar to what has been exhibited by minority students (Cabrera et al., 

1999). This finding presented by Cabrera and colleagues emphasizes the importance of assessing 

this variable in relation to EI and adjustment both social and in relation to students’ perception of 

campus climate. The coefficient alphas for this measure suggest good internal reliability. The 

total measure had a coefficient alpha of .87. The Exploration subscale had a coefficient alpha 

.81, and the Commitment subscale has an alpha of .85.  

Data Collection Procedures 

Prior to data collection, all procedures and measures in this study were approved by the 

Institutional Review Board (IRB) at the university. The questionnaire was reviewed by faculty 

and graduate students to ensure readability and flow. Participants for this study were primarily 

recruited through introductory level psychology and communication courses, students in the 

Africana Studies Department, and cultural centers at the university. The following cultural 

centers were contacted for participation: African American Student Affairs (AASA), Asian 

Pacific American Student Affairs (APASA), Adalberto and Ana Guerrero Student Center, Native 

American Student Center (NASA), Women’s Resource Center, and LGBTQ Affairs.  

 Many of the courses in these departments required research involvement, which served as 

an incentive to participate in the research being conducted on campus. Further, providing 



EMOTIONAL INTELLIGENCE AND COLLEGE ADJUSTMENT 
 

 

49 

specific outreach to various cultural organizations on campus increased the probability of 

minority student involvement in the study.  

Professors/staff from participating classes and organizations were asked to distribute the 

surveys via email or Desire 2 Learn (D2L), which is an online platform used for assignments, 

extra credit, and reminders in educational settings. An open invitation was posted on the 

announcement page of each class on D2L or at the bottom of the email, inviting students to 

participate in the study. The students who chose to participate were able to access the link at the 

bottom of the announcement that directed them to a site on Qualtrics where they were able to 

access the information page for the study. Students received instructions on how to access the 

surveys via D2L or email.  

Participants were provided a brief overview of the study via an information page, and 

then asked if they were willing to participate. The information page was presented on the first 

page of the Qualtrics link, prior to exposure to the surveys. The information page informed 

participants about the study, risk, time required to complete study, and benefits to participating. 

Students were asked if they are 18 years old or older and provided a “yes” or “no” response. 

Students who selected “no” were not be allowed access to the surveys. Students who check “no” 

to say they are below 18 years of age were locked out of the survey, as they are not old enough to 

participate, as they would require parental consent.   

Students were reminded that their participation in the study was entirely voluntary and 

they were allowed to skip any items or terminate their participation in the study at any time. 

Students were informed that their participation in the study would not impact their academic 

performance, relationship with professors, or the researcher in any way.  

All participants were asked to complete the demographic form before starting the 

surveys. The surveys were estimated to take approximately 20-30 minutes to answer in its 
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entirety and were designed to be completed in one single session. To ensure participant 

anonymity, students were not asked to provide any identifying information (e.g., name, student 

ID, date of birth).  

Data Analysis  

Participants answered survey questions through the Qualtrics portal. Responses were exported to 

SPSS. Preliminary analyses included running descriptive data, identifying outliers, and assessing 

results for normality. A MANOVA was also conducted to assess differences among study 

variables.  Lastly, the PROCESS Micro (Hayes, 2018) system was used to conduct the 

moderation analyses. PROCESS Micro (Hayes, 2018) was used to reduce the number of tests 

needed for analysis and control for the family-wise alpha rate (Hayes & Rockwood, 2017). Table 

4 includes research questions, hypotheses and the corresponding statistical analyses.  

 Missing values were addressed via expectation maximization (EM).  The 

conceptualization of the EM algorithm is to calculate the maximum likelihood estimates for the 

missing data points by replacing the missing data with complete data likelihood (Dong & Peng, 

2013). This method is beneficial because it allows for all participants to be included in analysis 

(Kang, 2013).  
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Table 4 
 
Research Questions, Hypotheses, Variables, and Statistical Analyses 
 
Research Questions and Hypotheses 
 

Variables Statistical Analysis 

Research Question 1: Does EI predict academic college adjustment?  

H1: EI will be associated with greater 
academic adjustment (i.e., higher 
GPAs)  

Criterion Variable: 
GPA 
 
Predictor Variables: 
Global EI 
Well Being 
Self Control 
Emotionality 
Sociability  

Regression  

Research Question 2: Does EI predict social adjustment on campus?  

H2: EI will be associated with overall 
social adjustment. 

Criterion Variable: 
Social Adjustment scale of 
SACQ 
 
Predictor Variables: 
Global EI  
Well Being  
Self Control 
Emotionality  
Sociability  

Regression 

Research Question 3:  Does EI moderate the relationship between perceived discrimination and 
college social and academic adjustment?  

H3: EI will moderate the relationship 
between perceived discrimination and 
college adjustment.   
 

Criterion Variable: 
GPA 
Social Adjustment scale of 
SACQ 
 
Moderating Variable:  
Global EI  
Well Being 
Self Control  
 
Predictor Variables: 
Discrimination-Racial 
Experiences subscale from 
the Racial Climate Scale  

Linear regression with 
PROCESS Micro (Hayes, 
2018).  
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Chapter 4 
 

Results  
 

Preliminary Analyses 
 
 The current study investigated the relationship between emotional intelligence and 

academic and social adjustment among college students. Table 5 summarizes the descriptive 

statistics for the study variables. The TEIQue-SF ranged from 1 to 7, with M = 4.96 and SD = 

.89 for the global EI score. The mean, standard deviation, skewness, and kurtosis for the four 

subscales of the TEIQue-SF are presented in Table 5. The SACQ scores ranged between 1 and 7 

(M = 44.13; SD = 15.19). Lastly, the Racial Climate Survey consisted of the two scales: Racial 

Experiences Scale, which ranged between 5 to 25 (M =20.78; SD = 4.13). All measures had 

skewness and kurtosis values below one, except for the TEIQue-SF total scores, suggesting that 

participant responses on the measures resembled a normal distribution.  

Table 5  

Descriptive Statistics of Study Variables.  

Measure M SD Range Skewness Kurtosis 

TEIQue--SF 4.96 .89 1-7 -.9 2.82 

Well Being 5.40 1.18 1-7 -.73 .16 

Self Control 4.52 1.00 1-7 -.15 -.19 

Emotionality  5.11 .92 1-7 -.26 -.50 

Sociability  4.85 .95 1-7 -.10 -.33 

SACQ 48.10 14.54 20-100 .35 -.20 

Racial Climate Scale           

           Racial Experiences 9.22 4.13 5-25 .89 .07 
 
 A MANOVA was conducted to examine potential differences in the study variables by 

the participants’ race, gender, and class status; however, the multivariate model was not 

statistically significant: F(80, 3198.81)=.97, p=.57; Wilk’s L=.86, partial h2=.02. The univariate 
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models indicated no statistically significant difference by gender, race, and class status. The 

means and standard deviations by each group are presented in Table 6. Because of no significant 

group differences, the subsequent analyses did not consider group differences.  
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Table 6  

Participant Mean and Standard Deviations Across Independent and Dependent Variables  

Dependent Variables 

 Global EI 
 

Well Being Self Control Emotionality Sociability GPA 
Racial 

Experiences 
SACQ 

Independent 
Variables 

 
 

 
       

 M SD  M SD M SD M SD M SD M SD M SD M SD 
Race                  

White 5.03 .78  5.44 1.15 4.58 .94 5.12 .91 4.85 .95 6.00 1.05 20.93 4.10 47.30 15.53 

Black 4.75 .95  5.03 1.40 4.46 1.00 4.87 1.03 4.65 .94 5.65 1.32 20.46 5.80 47.24 13.91 

Asian 5.02 .77  5.54 1.11 4.43 1.09 5.12 .99 4.82 .84 5.97 .98 20.81 3.83 50.71 13.01 

Hispanic/Latino 4.99 .81  5.30 1.18 4.48 1.07 5.13 .88 4.90 .99 6.10 .97 20.53 4.02 48.95 13.61 

Other 5.00 .89  5.48 1.20 4.42 1.14 5.10 .94 4.86 1.06 5.98 .94 20.85 3.95 47.38 14.28 

Gender                  

Male 5.09 .75  5.51 1.08 4.66 1.00 5.19 .90 4.90 .93 5.98 1.06 21.41 3.67 48.86 14.49 

Female 4.96 .82  5.36 1.20 4.47 1.00 5.07 .92 4.83 .95 6.01 1.02 20.55 4.28 47.62 14.70 

Transgender 4.68 1.15  5.42 .59 4.42 .12 4.69 1.15 4.42 2.47 6.00 .00 22.00 4.24 51.19 19.53 

Choice   5.45 .82  6.75 .35 4.42 2.24 6.13 .53 4.42 .35 6.00 1.41 19.00 5.66 67.50 12.02 

Grade Level                   

Freshman 4.96 .78  5.39 1.18 4.52 1.00 5.08 .91 4.75 .90 6.01 1.07 21.02 4.07 49.80 14.60 
Sophomore 5.00 .79  5.44 1.13 4.51 .99 5.05 .97 4.88 .94 5.98 .99 20.88 3.86 48.39 14.81 

Junior 5.02 .87  5.44 1.21 4.48 1.08 5.12 .90 4.91 1.00 6.03 1.04 20.80 4.31 48.71 15.22 
Senior 5.03 .79  5.36 1.19 4.58 .97 5.20 .88 4.84 .97 5.97 1.04 20.53 4.28 45.64 13.88 
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Table 7 shows a correlation matrix with the study variables. The lowest correlation was 

between GPA and SACQ (r = -.08, n = 555, ns). There was a significant correlation between 

GPA and the Racial Experience subscale of the RCS (r =.13; n = 555, p<.01). The correlation 

between GPA and EI was statistically significant (r =.14; n = 555, p<.01). The correlation 

between EI and the Racial Experiences was also statistically significant (r = .24; n = 555, p<.00). 

Additionally, the correlation between the Racial Experiences subscale and SACQ was 

statistically significant (r = -.21, n = 555, p<.00). The relationships that showed statistical 

significance, should demonstrate similar influence in the regression analyses.  

The four subscales of emotional intelligence (Well Being, Emotionality, Self Control, and 

Sociability) were examined in their relationship with GPA.  The following relationships were 

statistically significant: between GPA and Well Being, r(552)=.12, p=.00; and between Self 

Control and GPA, r(552)=.14, p=.00. However, no statistically significant relationship was found 

between Emotionality and GPA, r(552)=.03, p=.43 or between Sociability and GPA, r(552)=.07, 

p=.11. The relationships between the SACQ total scores and the four subscales of the TEIQue-

SF (Well Being, Self Control, Emotionality, and Sociability were not statistically significant.  

These results suggest that when the regression analysis is run; there should be a statistically 

significant relationship between Well Being and GPA and Self Control and GPA.  

Table 7 

Study Variables Correlation Matrix  

______________________________________________________________________________ 
 1 2 3 4 5 6 7            8           9         
______________________________________________________________________________ 
1. Well Being           1   
2. Self Control .55**   
3. Emotionality .54** .44**  
4. Sociability .51** .42** .49**   
5. EI Global  .85** .75** .78**         .73**   
6. Racial Exp.      -.01            -.03     -.01            -.03.      -.02   
7. Uni. Percep.      .00             .06**    -.01             .06         .04             01   
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8. SACQ              -.07             .01         .02            -.02        -.02            .03        .24**  
9. GPA                  .12**         .14**     .03             .07         .14**         .01       -.03        .03        1 
_____________________________________________________________________________ 
Notes. Racial Exp.=Racial Experiences Subscale; Uni. Percep.=University Perceptions subscale; 
SACQ=Student Adaptation to College Questionnaire—social adjustment subscale. **p<.05 
 

Research Question 1. Does EI predict academic college adjustment? 

 The results of simultaneous multivariate linear regression indicated that EI Global is a 

significant predictor of GPA, F(1,552)=10.87, β = .14, p <.01, R2 = .02. The four individual 

facets of EI were further examined as predictors in a separate regression analysis. The model was 

statistically significant, F(4,549)=3.75, β = .16, p <.01, R2 = .03, but Self Control (t = 2.30, β = 

.12, p <.05) was the only significant predictor in this model. These results suggest that out of the 

study variables, global EI and Self Control have influence over academic college adjustment, as 

measured by the student’s GPA. The results are presented in Table 8.  

Table 8  

Regression analysis: Predicting academic adjustment 

__________________________________________________________________________ 
Predictors Standardized  t value p  
 Coefficients 
___________________________________________________________________________ 
Well Being          .09    1.63   .10 

Self Control         .12    2.30   .02 

Emotionality         -.07   -1.39   .17 

Sociability         .01      .17   .87 
___________________________________________________________________________ 
 
Research Question 2: Does EI predict social adjustment on campus?  
 
 The results of simultaneous multivariate linear regression indicated that Global EI is not a 

significant predictor of SACQ, F(1, 554)=.32, β = .02, p >.05, R2 = .02. A model with the four 

subscales of the TEIQue-SF in a separate regression analysis was not statistically significant, 
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F(5,550)=1.39, p >.05, R2 = .12. Of the four subscales, Well-being (t =-2.50, p <.05) was the 

only significant predictor. This suggests, that Well Being is the only study variable that has a 

statistically significant influence on social adjustment for students. A student’s perception on 

their general Well Being also relates to their perception of their social adjustment on campus. 

results are presented in Table 9.  

 
Table 9 
 
Regression analysis: Predicting social adjustment  
___________________________________________________________________________ 
Predictors Standardized  t value p 
Coefficients 
 
___________________________________________________________________________ 
Well Being          -.14              -2.50                .01 

Self Control          .06    1.19     .24 

Emotionality          .07              1.27   .21 

Sociability        -.00               -.06   .95 
 
 
 
Research Question 3. Does level of EI moderate the relationship between perceived 
discrimination and college social and academic adjustment?  
 
 The PROCESS macro for SPSS (Hayes, 2018) is a statistical tool that was designed to 

run observed variable path analysis-based moderation and mediation analyses and conditional 

process analyses. PROCESS uses ordinary least square regression to provide estimates of model 

coefficients, standard errors, t- and p-values, and confidence intervals. For this research question, 

a moderation analysis was conducted to examine what direction of influence EI has on the 

relationship between perceived discrimination and college adjustment. Six models were tested. 

The first three models examined the interaction between EI (W) and perceived discrimination 

(X) and its impact on GPA (Y). In the next three models, EI (W) was also examined as a 
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moderator for the relation between perceived discrimination (X) and social adjustment (Y).  

Given a pattern of relations among the four subscales of the TEIQue-SF, the RCS, GPA, and 

SACQ, separate models were run with two EI facets (Self Control and Well Being) as a 

moderator.   

 In the analysis related to GPA, all of the models were statistically significant (Table 10).  

However, in each model, coefficients of EI and discrimination were not significant.  

Furthermore, no interaction terms were statistically significant.  For example, Model 1 examined 

the contributions of discrimination, Global EI, and discrimination x Global EI to GPA.  Although 

the overall model was significant, F(3,543)=4.45, p<.05, R2=.02, Global EI and discrimination 

did not contribute to the prediction of GPA.  Also, the interaction between Global EI and 

discrimination was not significant (β = .02, t = 1.52, ns)  

Model 2 examined the contribution of GPA, Well Being, and discrimination X Well 

Being and results showed that this overall model was significant F(3,543)=3.09, p<.05, R2=.02. 

However, Well Being and discrimination did not contribute to the prediction of GPA (β = .00, t = 

.76, ns). 

Lastly, Model 3 examined the moderating effect of Self Control.  Although the model 

was significant, F(3,543)=4.58, p<.01, R2=.02, Self Control was not a statistically significant 

moderator (β = -.02, t = 1.62, ns) in the relation between perceived discrimination and GPA.  

Table 10  

Moderating effect of EI on GPA 
____________________________________________________________________________ 
Variables Coefficients SE t  
 
____________________________________________________________________________ 
Model 1 (R2 = .02, F=4.45, p< .05) 
 Discrimination      -.09       .68            -1.44      
 EI-Global                 -.00       .13              -.02 
 D x EI                   .02                  .01                    1.52 
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Model 2 (R 2= .02, F=3.09, p<.05) 
Discrimination                           -.07      .05        -1.49 

 EI-Self Control    -.01                 .11          -.10 
 D x EI-SC                 -.02                 .01         1.62 
 
Model 3 (R2=.02, F=4.58, p<.01) 
 Discrimination                -.03      .05                     -.67 
 EI-Well Being      .05                  .09           .50 
 D x EI-WB                 .01      .01           .76 
____________________________________________________________________________ 
 

 In the analysis related to GPA, all of the models were not statistically significant (Table 

11). In each model, coefficients of EI and discrimination were not significant.  Furthermore, no 

interaction terms were statistically significant. For example, Model 1 examined the contributions 

of discrimination, Global EI, and discrimination x Global EI to social adjustment.  The overall 

model was not significant, F(3,545)=.20, p>.05, R2=.00 , Global EI and discrimination did not 

contribute to the prediction of social adjustment.  Also, the interaction between Global EI and 

discrimination was not significant (β = .04, t = .20, ns).  

Model 2 explored social adjustment, Well Being, and discrimination X Well Being, and 

the model was not significant F(3,545)=.92, p>.05, R2=.01. Further, the interaction between Well 

Being and perceived discrimination was not significant (β = -.87, t = .04, ns).  

 Lastly, Model 3, which is predicting social adjustment with discrimination, Self Control, 

and discrimination X Self Control, was not significant F(3,545)=.23, p>.05, R2=.00. The 

interaction between Self Control and discrimination (β = .06, t = .15, ns) was also not significant.  

Table 11. 

Moderating effect of EI on Social Adjustment 
____________________________________________________________________________ 
Variables Coefficients SE t  
 
____________________________________________________________________________ 
Model 1(R2=.00, F=.20, p>.05) 
 Discrimination        -.09        .92         -.09 
 EI-Global        -.63      1.90         -.33 
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 D x EI          .04       .18          .20 
 
Model 2 (R2=.01, F=.92, p>.05) 

Discrimination        -.09       .66         -.13 
 EI-Self Control     -1.24     3.15         -.39 
 D x EI-SC         .06       .15          .42 
 
Model 3(R2=.00, F=.23, p>.05)  
 Discrimination        .07       .72          .09 
 EI-Well Being       -.87     1.31         -.66 
 D x EI-WB        .01       .13          .04 
____________________________________________________________________________ 
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Chapter 5 
 

Discussion  

There is a great deal of research that examines how emotional intelligence can serve as a 

protective factor in different settings. However, very few studies examined EI and its 

relationship with overall academic achievement and social adjustment. Further, there was a 

present need to engage in research that examines how EI can serve as a moderating variable for 

perceived discrimination and college success, measured by academic achievement and social 

adjustment. Examining students’ adjustment and social-emotional functioning during emerging 

adulthood is of particular significance because they are more vulnerable to a host of additional 

stressors, including racism, discrimination, traumatic stress, questions of belongingness, and 

general transition into adulthood (Cokley, McClain, Enciso, & Martinez, 2013). The purpose of 

the current study was to examine the role of emotional intelligence on social and academic 

adjustment among college students. Specifically, the study investigated the moderating role of EI 

on the relation between perceived discrimination and college adjustment. 

It was hypothesized that students with high levels of EI will have greater academic 

adjustment (i.e., higher GPAs), show higher levels of overall social adjustment, and are not as 

negatively impacted by perceived discrimination. In this study, global EI significantly predicted 

academic adjustment, as measured by GPA. However, when the four factors of EI were explored, 

Self Control was the only factor that significantly impacted academic achievement.  In relation to 

social adjustment, Well Being was the only EI facet that was shown to have a significant 

association. Taken together, the results of this study indicate that different aspects of EI may be 

associated with academic and social adjustment.  Considering previous studies, that have used 

the TEIQue-SF have often focused on examining overall EI or a global score (Petrides, 

Frederickson, & Furnham, 2004); Petrides & Furnham, 2000), they also found significant 
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findings when the factors were explored individually. Further, the findings from the present 

study call for examining various factors of EI in future studies. 

Emotional Intelligence and Social Adjustment 

It was hypothesized that emotional intelligence predicts social adjustment.  The current 

study found that Well Being is the only factor of EI in this study that impacted social adjustment.  

Global EI, Self Control, Emotionality, and Sociality were not shown to be significant variables.  

A possible link between Well Being and social adjustment under the framework of trait 

EI has not been explored. However, various studies have found positive correlations between 

psychological Well Being and social adjustment for students (Swenson, Nordstrom, & Hiester, 

2008). Considering Petrides’ (2001) definition of Well Being, the result of this study is likely 

due to students’ ability to seek out continued contentment and satisfaction through integration on 

campus with peers and social groups, as measured through the SACQ. There were no group 

differences in the current study, suggesting that this factor of EI is important to social adjustment 

across race and age groups.  

Non-significant findings for other aspects of EI are incongruent with most research. 

Mavroveli and colleagues (2007) used a trait EI framework to investigate the connection 

between psychological well-being and peer relations in a group of high school aged adolescents. 

They found that high trait EI was positively correlated with psychological well-being; however, 

they did not explore the connections across the four factors: Well Being, Self Control, 

Emotionality, and Sociability. The incongruent results could be due to the use of a different 

measure from previous studies (i.e., TEIQue-SF).  Further, the current study included a number 

of participants who did not complete the SACQ in its entirety. The amount of missing data might 

have affected the findings for this research question.  
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Emotional Intelligence as a Moderator for Perceived Discrimination 

 Research has documented the extensive history of racial discrimination towards minority 

groups, which has resulted in a variety of negative psychological outcomes that have been shown 

to influence these students’ academic and social adjustment to college. That is, perceived 

discrimination was associated with lower levels of sense of self (e.g., lowered self-esteem), 

changed perception of the individuals’ environment, diminished mental health, and poor 

adjustment (Gee, Spencer, Chen, Yip, & Takeuchi, 2007; Harrell, 2000; Juang et al., 2016). The 

current study examined the role of emotional intelligence as a moderating variable that may 

buffer the effects of perceived discrimination on academic and social adjustment. The current 

study examined all ethnic groups due to the theory that perceived discrimination is subjective; 

therefore, anyone can have those experiences.  

 The results of this study showed that Global EI and the four factors of EI used for this 

study were not significant moderators for perceived discrimination among college students in 

relation to academic achievement (i.e., GPA). This finding, particularly about Global EI 

significance, is not consistent with other research findings. In previous studies, the two factors of 

EI, Well Being and Self Control, have been examined in research as moderators for perceived 

discrimination; however, those factors were not conceptualized through the lens of trait EI for 

those studies. Other researchers have found evidence of the importance of social and emotional 

competence and academic achievement and retention, although they did not examine in the 

context of discrimination, which made this study unique. Social and emotional wellness, which 

can be explained through Petrides’ (2001) model of trait EI, have been linked to retention rates in 

college students (Parker et al., 2006). Given previous research in this area, the results from this 

study were perplexing, particularly because in this study, Self Control was found to be a 

significant predictor of academic adjustment.   
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  A moderation analysis found no support for social adjustment, either. Since the 

hypothesized moderation has not been tested previously, it is difficult to explains the unexpected 

findings.  However, given the theoretical rationale, future studies should further examine the 

roles of EI and social adjustment As mentioned above, it is also possible that the amount of 

missing data for the social adjustment measure (i.e., SACQ) is a factor. Additionally, the limited 

number of minority student participation and lack of diverse academic fields represented in the 

participant group, could also have an impact on the results. Perhaps, if minority students who are 

in the STEM fields were represented in this study, the results would be more aligned with 

previous research findings.  

Practical Implications  

The LEAP program identified various learning outcomes that are parallel with EI such as 

problem-solving skills, ability to work within a team, and critical thinking, suggesting the 

importance of positive social-emotional functioning among college students in relation to 

academic success (AAC&U, 2010). Administrators at college campuses can use EI curriculum as 

a tool to help first year college students experience better adjustment to the college campus and 

overall culture. For example, Self Control and Global EI both showed to have influence on 

academic adjustment in the current study. Well Being showed to have a significant influence on 

social adjustment for college students.  

Colleges can use data from this study to establish supports for students, specifically first 

year college students to assist with the high school to college transition. Self Control and Global 

EI showed to relate to academic adjustment, measured via GPA. To address academic 

adjustment, colleges and universities can integrate supports to help students with time 

management, mentors, and check-ins to help students who need additional support staying 

organized and on top of their course work. Further, mental health facilities on campus can focus 
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on social-emotional supports to help students prioritize their school work, while not feeling 

overwhelmed by external stressors and peer pressure.  

By colleges and university promoting inclusivity and safety, students may feel a general 

sense of Well Being and overall satisfaction. By universities and colleges highlighting 

inclusivity, organizations, clubs, student activities, will encourage students to integrate into 

college life and culture. The results from this study provide support that students’ overall Well 

Being impacts how they adjustment to the university environment.  

School Psychology Implications. In the field of school psychology, this information can 

also be useful for school-based practitioners. Emotional intelligence as a theory can be related 

back to most social-emotional and behavioral interventions. This study found that the Self 

Control aspect of EI was related to academic achievement and Well Being influenced social 

adjustment in a positive direction. Interventions that are tailored to increasing Self Control and 

Well Being (e.g., mindful breathing, grounding techniques, lift the burden, etc…) may increase 

students ability to engage academically and show better self-regulation skills.  

Further, the principles included in the Trait EI model are often emphasized in social 

emotional learning curriculum (e.g., Mind Up, Social Skills Improvement System). The results 

of this study demonstrate that certain EI factors have a positive influence over academic and 

social adjustment, and research has shown that EI can be developed/improved across the lifespan 

(Tsaousis & Kazi, 2013). With the information, practitioners in the field can assess how they can 

relate various interventions to aspects of EI to further develop those social-emotional skills.  

Study Limitations  

 It is important to address the limitations of the current study and acknowledge how these 

limitations could have impacted the results. First, although the sample size was representative of 

the demographics of the participating university, the generalization of these findings to other 
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PWIs may not be appropriate. Primarily, students in Humanities department were recruited for 

this study, and there was significant recruitment from the cultural centers at the university. 

Results may have been  different if students from other departments such as, Science, 

Technology, Math, and Engineering fields were recruited. Further, the sample size of this study 

included only two percent of the total undergraduate population at the university; thus, the results 

of this study may not be representative of the population as a whole, again limiting 

generalization.  

 Second, all of the measures used in this study were self-report, which often leads to 

biased responses from participants. Biased responses on self-report measures used for research 

purposes are not uncommon. This is often due to a variety of factors including selective memory, 

exaggeration, social desirability responding, and a possible misunderstanding/misinterpretation 

of the questions (Rosenman, Tennekoon, & Hill, 2011).  

 Third, not applicable “NA” was also an available response on the SACQ. Due to NA 

being an option on this measure, participants had the option to opt out of answering potentially 

all of the questions. This leads to the fourth limitation, missing data. Approximately 48% of 

participants of this study did not complete the SACQ in its entirety. The missing data was 

addressed via EM so the researcher could include all participants in the analysis (Kang, 2013). 

Although the analyses addressed missing data, original data completed in its entirety is always 

best practice when analyzing collected data. Fortunately, due to the large sample size in this 

study, the researcher was able to maintain power and had the ability to detect significant 

differences that may have been present among the participants, of which none were detected.  

 Lastly, there was significantly more female participants in this study (N=390) than male 

participants (N=161), resulting in females comprising 70% of the study participants. 

Additionally, there were very few transgender or gender fluid participants in the study (N=4). 
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Petrides and Furnham (2000) examined gender differences on the TEIQue and found that males 

had higher levels of self-reported EI than females, suggesting that gender can have an influence 

over self-perceived levels of EI. However, in the current study, no significant differences were 

found between gender and EI scores for overall EI or any of the four facets.  

Future Directions for Research 

 Various research studies have suggested and found evidence to support the importance of 

emotional intelligence and adjustment across the age range. However, very limited research is 

available on college students; particularly college students in the United States through the lens 

of the trait emotional intelligence model (Petrides, 2001). While this study examined EI among 

college students at a large, PWI, public university—it could be useful to 1) consider EI 

differences among students at public university in comparison to private universities, and 2) 

group differences between trait EI for students who attend PWIs, HBCUs, and Hispanic serving 

institutions (HSI).  

The findings from this study showed that global EI does not always have a significant 

relationship with adjustment. Future research can break down the theory of trait EI and explore 

the relationship between various EI facets and variables. One important research study in 

particular would be to identify which facet of EI provides the most protection against typical 

stressors among undergraduate students, including perceived discrimination. Additionally, a 

research study that examines cultural contexts as it relates to Trait EI theory would be helpful 

information to have, as research around EI extends to diverse participant groups.   
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Appendix A 

Demographics Form 

Are you 18 years or older?  

• Yes 

• No 

What is your race? 

• Caucasian/White 

• Black/African-American 

• American Indian/Alaskan Native 

• Asian 

• Native Hawaiian 

• Other Pacific Islander 

• Hispanic/Latino 

• How do you choose to identify?  

Gender 

• Male 

• Female 

• Transgender 

• How do you choose to identify? 

What is your age? (Please use numbers only; ex: 19) 

Class Status 

• Freshman 

• Sophomore 

• Junior  
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• Senior 

How many credits have you completed (Pleasure use numbers only—example: 63)? 

What is your cumulative GPA? 

• 3.6-4.0 

• 3.0-3.5 

• 2.5-2.9 

• 2.0-2.4 

• 1.5-1.9 

• 1.0-1.4 

• 0.0-0.9 

Are you involved in a fraternity or sorority on campus? 

• Yes 

• No 

Are you involved in sports, activities, or clubs at UA? 

• Yes 

• No 

Is English your second language?  

• Yes 

• No  

 

 

 

 

 



EMOTIONAL INTELLIGENCE AND COLLEGE ADJUSTMENT 
 

 

70 

Appendix B 

TEIQue-SF 
  
Instructions:  Please answer each statement below by putting a circle around the number that best reflects your degree 
of agreement or disagreement with that statement. Do not think too long about the exact meaning of the statements.  
Work quickly and try to answer as accurately as possible.  There are no right or wrong answers.  There are seven 
possible responses to each statement ranging from ‘Completely Disagree’ (number 1) to ‘Completely Agree’ (number 
7). 
 
 

     1 . . . . . . . . . 2 . . . . . . . . . . 3 . . . . . . . . . . 4 . . . . . . . . . . 5 . . . . . . . . . . 6 . . . . . . . . . . 7 
       Completely                       Completely  
       Disagree                      Agree 

 
1.  Expressing my emotions with words is not a problem for me. 1 2 3 4 5 6 7 
2.  I often find it difficult to see things from another person’s 
viewpoint.   

1 2 3 4 5 6 7 

3.  On the whole, I’m a highly motivated person. 1 2 3 4 5 6 7 
4.  I usually find it difficult to regulate my emotions. 1 2 3 4 5 6 7 
5.  I generally don’t find life enjoyable. 1 2 3 4 5 6 7 
6.  I can deal effectively with people.   1 2 3 4 5 6 7 
7.  I tend to change my mind frequently. 1 2 3 4 5 6 7 
8.  Many times, I can’t figure out what emotion I'm feeling. 1 2 3 4 5 6 7 
9.  I feel that I have a number of good qualities. 1 2 3 4 5 6 7 
10.  I often find it difficult to stand up for my rights. 1 2 3 4 5 6 7 
11.  I’m usually able to influence the way other people feel. 1 2 3 4 5 6 7 
12.  On the whole, I have a gloomy perspective on most things. 1 2 3 4 5 6 7 
13.  Those close to me often complain that I don’t treat them right. 1 2 3 4 5 6 7 
14.  I often find it difficult to adjust my life according to the 

circumstances. 
1 2 3 4 5 6 7 

15.  On the whole, I’m able to deal with stress. 1 2 3 4 5 6 7 
16.  I often find it difficult to show my affection to those close to 

me. 
1 2 3 4 5 6 7 

17.  I’m normally able to “get into someone’s shoes” and 
experience their emotions. 

1 2 3 4 5 6 7 

18.  I normally find it difficult to keep myself motivated.   1 2 3 4 5 6 7 
19.  I’m usually able to find ways to control my emotions when I 

want to. 
1 2 3 4 5 6 7 

20.  On the whole, I’m pleased with my life. 1 2 3 4 5 6 7 
21.  I would describe myself as a good negotiator. 1 2 3 4 5 6 7 
22.   I tend to get involved in things I later wish I could get out of. 1 2 3 4 5 6 7 
23.  I often pause and think about my feelings. 1 2 3 4 5 6 7 
24.  I believe I’m full of personal strengths. 1 2 3 4 5 6 7 
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25.  I tend to “back down” even if I know I’m right. 1 2 3 4 5 6 7 
26.  I don’t seem to have any power at all over other people’s 
feelings. 

1 2 3 4 5 6 7 

27.  I generally believe that things will work out fine in my life. 1 2 3 4 5 6 7 
28.  I find it difficult to bond well even with those close to me. 1 2 3 4 5 6 7 
29.  Generally, I’m able to adapt to new environments. 1 2 3 4 5 6 7 
30.  Others admire me for being relaxed. 1 2 3 4 5 6 7 
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Appendix C 

Student Adjustment to College Questionnaire (SACQ)* 
 

The 67 statements on this form describe college experiences. Read each one and decide how well it 
applies to you at the present time (within the past few days). For each statement, select the asterisk at the 
point in the continuum that best represents how closely the statement applies to you. Select only one 
asterisk for each statement. 
 
1. I feel that I fit in well as part of the college environment. 
2. I have been feeling tense or nervous lately. 
3. I have been keeping up to date on my academic work. 
4. I am meeting as many people, and making as many friends as I would like at college. 
5. I know why I’m in college and what I want out of it. 
6. I am finding academic work at college difficult. 
7. Lately, I have been feeling blue and moody a lot. 
8. I am very involved with social activities in college. 
9. I am adjusting well to college. 
10. I have not been functioning well during examinations. 
11. I have felt tired much of the time lately. 
12. Being on my own, taking responsibility for myself, has not been easy. 
13. I am satisfied with the level at which I am performing academically. 
14. I have had informal, personal contacts with college professors. 
15. I am pleased now about my decision to go to college. 
16. I am pleased now about my decision to attend this college in particular. 
17. I’m not working as hard as I should at my course work. 
18. I have several close social ties at college. 
19. My academic goals and purposes are well defined. 
20. I haven’t been able to control my emotions very well lately. 
21. I’m not really smart enough for academic work I am expected to be doing now. 
22. Lonesomeness for home is a source is of difficulty for me now. 
23. Getting a college degree is very important for me. 
24. My appetite has been good lately. 
25. I haven’t been very efficient in the use of study time lately. 
26. I enjoy living in a college dormitory. (Please omit if you do not live in a dormitory; any 
university housing should be regarded as a dormitory.) 
27. I enjoy writing papers for courses. 
28. I have been having a lot of headaches lately. 
29. I really haven’t had much motivation for studying lately. 
30. I am satisfied with the extracurricular activities available at college. 
31. I’ve given a lot of thought lately to whether I should ask for help form the 
32. Lately, I have been having doubts regarding the value of a college education. 
33. I am getting along very well with my roommates(s) at college. (Please omit if you do not have a 
roommate.) 
34. I wish I were at another college or university. 
35. I’ve put on (or lost) too much weight recently. 
36. I am satisfied with the number and variety of courses available at college. 
37. I feel that I have enough social skills to get along well in the college setting. 
38. I have been getting angry too easily lately. 
39. Recently I have had trouble concentrating when I try to study. 
40. I haven’t been sleeping very well. 
41. I’m not doing well enough academically for the amount of work I put in. 
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42. I am having difficulty feeling at ease with other people at college. 
43. I am satisfied with the quality or the caliber of courses available at college. 
44. I am attending classes regularly. 
45. Sometimes my thinking gets muddled up too easily. 
46. I am satisfied with the extent to which I am participating in social activities at college. 
47. I expect to stay at this college for a bachelor’s degree. 
48. I haven’t been mixing too well with the opposite sex lately. 
49. I worry a lot about my college expenses. 
50. I am enjoying my academic work at college. 
51. I have been feeling lonely a lot at college lately. 
52. I am having a lot trouble getting started on homework assignments. 
53. I feel I have good control over my life situation at college. 
54. I am satisfied with my program of courses for this semester/quarter. 
55. I have been feeling in good health lately. 
56. I feel I am very different from other students at college in ways that I don’t like. 
57. On balance, I would rather be home than here. 
58. Most of the things I am interested in are not related to any of my course work at college. 
59. Lately I have been giving a lot of thought to transferring to another college. 
60. Lately I have been giving a lot thought to dropping out of college altogether and for good. 
61. I find myself giving considerable thought to taking time off from college and finishing later. 
62. I am very satisfied with the professors I have now in my courses. 
63. I have some good friends or acquaintances at college with whom I can talk about any problems I 
may have. 
64. I am experiencing a lot of difficulty coping with the stresses imposed upon me in college. 
65. I am quite satisfied with my social life at college. 
66. I’m quite satisfied with my academic situation at college 
67. I feel confident that I will be able to deal in a satisfactory manner with future challenges here at 
college. 
 
 
Student Adaptation to College Questionnaire (SACQ) 
 

Participant’s adjustment to college will be measured by the SACQ. The original SACQ 
(Baker & Siryk, 1984) was created over a three year period using successive academic freshman 
classes and included 52 items. The present SACQ is a two-page 67 item assessment composed of 
four sub-scales measuring academic adjustment (24 items), social adjustment (20 items), 
personal-emotional adjustment (15 items), and goal commitment-institutional attachment 
(15 items). It can be administered individually or in groups and takes approximately 20 minutes 
to complete. Scores are rated on a 9-point Likert scale ranging from Doesn’t apply to me at all. to 
Applies very closely to me. (Baker & Siryk, 1989; Dahmus & Bernardin, 1992). 

The purpose in developing the SACQ was to create a way to assess needs for early 
counseling interventions and to provide the research needed for institutional interventions (Baker 
& Siryk, 1984/1989). Research, counseling and institutional interventions have been the most 
common uses of the SACQ (Dahmus & Bernardin, 1992). The SACQ has been found to be a 
psychometrically sound instrument. For reliability the alpha coefficients are .81 to .90 for 
academic adjustment, .83 to .91 for social adjustment, .77 to .86 for personal-emotional 
adjustment, .85 to .91 for goal commitment-institutional attachment, and .92 to .95 for the full 
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scale. Validity has been demonstrated by data indicating that the SACQ is significantly associated 
with student academic performance and GPA (.17 to .53, p <.01), personal-emotional adjustment 
and contact made with university counseling services (-.23 to .34, p < .01), and commitment 
institutional attachment and attrition (-.27 to -.41, p < .01). 

Comparisons with social adjustment have not been found statistically significant (Dahmus 
& Bernardin, 1992). Compared with such measures as the Mental Health Inventory (Veit & Ware, 
1983), State-Trait Anxiety Inventory (Spielberger, 1983), Tennessee Self-Concept Scale (Fitts, 
1965), and the Psychological Distress Inventory (Lustman, et al., 1984) the SACQ revealed 
significant correlations (Dahmus & Bernardin, 1992). As just discussed the SACQ is a valid and 
reliable questionnaire for the measurement of an individual’s adjustment to college. In addition, a 
review of pertinent literature (see Chapter 2) shows that the SACQ has been used in many studies 
to explore the relationship with parental attachment. 
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Appendix D 

Racial Climate Survey Questions 
 

Racial Experiences 
I have experienced racial insensitivity from other students.  
I have experienced racial insensitivity from faculty 
The interracial climate on this campus is tense 
In my opinion, this campus is more racist than most.  
Students of other races or ethnic groups seem uncomfortable around me.  
 
University Perceptions  
The university makes a genuine effort to recruit racial and ethnic minority students.  
The university fosters respect for cultural differences.  
The university has made a special effort to help racial and ethnic minority students feel like they 
“belong” on campus.  
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Appendix E 

IRB Approval 
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