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Abstract approved:

The aim of this investigation was to develop an Adjustment Assessment 

Instrument for Omani College Students. The adjustment instrument items were 

constructed and grouped into academic, family, social and personal adjustment 
areas common to Omani college students. The content validity of the adjustment 
instrument was determined by utilizing two Delphi panels. The first panel 
examined the instrument items which represented Omani students' adjustment 
areas. The second panel determined the instrument items' content domains and 
the appropriateness of their dimensions. The revised 190 item instrument was 

administered to 30 Omani Students at Sultan Qaboos University (SQU) in order 

to test the wording of the items and determine the actual time for the completion 
of the instrument. One item was dropped from the instrument leaving 189 items, 
including 70 positive and 119 negative items. The developed adjustment 
instrument was administered to 400 Omani students at SQU. 

Internal consistency reliability and test-retest reliability for the developed 
instrument were investigated. The test-retest reliability was determined by 
administering the instrument to 37 subjects using two week intervals between 

the two tests. In addition to reliability consideration, construct validity was 

determined by examining (a) instrument dimensionality, (b) factor analysis, (c) 

item analysis, and (d) internal consistency. 

The results revealed that the developed adjustment instrument possessed 
high reliability estimation which was adequate for individual measurement. 
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In addition, the results supported the construct validity of the instrument as an 
adjustment measure. The results of the correlation matrix of the developed four 

dimensions and of the inter-factor correlation of the adjustment questionnaire 
provided evidence for the multidimensionality of the instrument. Also, factor 

analysis results confirmed that the developed instrument consisted of four 

dimensions: academic, family, social and personal adjustment. Moreover, item-

total correlation finalized the instrument, which included 58 items, of which 25 

were positive and 32 negative. These items were retained as adjustment item 

statements for the final Adjustment Instrument for College Students. The results 

of the internal consistency measurements provided additional support for the 

construct validity of the final adjustment instrument. 
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Developing and Validating an Adjustment Assessment Instrument for  
College Students in the Sultanate of Oman  

CHAPTER 1  

INTRODUCTION  

The decision to attend college and leave home is one of the most 

important parts of the transition to adult life. At this stage of life, students go 
through great changes in growth and development. During this transition, some 
students may experience confusion and conflict in developing and establishing a 

separate adult identity or perhaps even a different identity in a new 
environment. Lokitz and Sprandel (1976) described it as follows: 

Entering freshmen appear to be plagued by the question 
'who am I'. Prior to the college career they were defined by 
their parents' place within the community, by their place in 
high school and by their place within the peer group. 
Without these supports, many of the students feel stripped 
of their social identity. Not only must they redefine 
themselves academically, where all students are bright, they 
must redefine themselves socially (p. 276). 

Students bring to college such characteristics as family background 
(socio-economic status, parental values), personal attributes (gender, race, 
academic ability, personality traits) and pre-college experiences, which interact 
with various features of the college environment and lead to various degrees of 
integration into the institutional system, either academically or socially (King, 

1973; Tinto, 1975). 

College students with conflicts at this developmental stage may complain 

directly or indirectly of loneliness and anxiety; or they may have academic, 

vocational, or interpersonal problems that are rooted in family conflict (Valdes 
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and McPherson, 1987). As Loktiz and Sprandel (1976) have pointed out, more 

than 70% of a college freshman sample admitted to being homesick during the 
first year. Students' success in adjusting to college life and to other aspects of the 

transition to adult roles is related to the degree of their maturity and their self-

structure. It is very important to identify those students having problems and 

intervene with them (Baker & Siryk, 1984; Cooper & Robinson, 1984; Schwitzer, 

Robbin, & McGover, 1993). 

Sultan Qaboos University (SQU) is the only university in the Sultanate 

of Oman. It opened in September 1986, and the first group of students were 

enrolled in five Colleges: the College of Education and Islamic Sciences, the 

College of Medicine, the College of Engineering, the College of Science and the 

College of Agriculture. The College of Arts was established in September 1987, 

and in September 1992 the College of Commerce and Economics was opened. By 

1993/1994, a total of 3,500 students were enrolled in the different colleges, of 

whom 65% were women (Oman '94, 1994). In the fall semester of the 1995-1996 

academic year, 4834 students were enrolled in the seven colleges, of whom 2549 

were females and 2285 were males (Admission and Registration, personal 

communication, March 9, 1996). 
Twenty five years ago, there were only three schools for men in the whole 

of the Sultanate of Oman: in Muscat, Muttrah and Salalah. The total number of 
male students was 909 (Oman '92, 1992). There were no schools for females. 
There were Koranic schools located in the towns and villages. These Koranic 

schools provided basic reading and writing skills in classes often held under the 
shelter of trees. However, over a period of 25 years, Oman changed radically. 
The education development plans carried out throughout the country provided 
modern education and trained not only children and youths, but also adults. In 
1993/94, 42 new schools were opened. There were 920 schools, institutes and 

teacher training colleges in the Sultanate, with a total of 453,984 students, 

including 9,708 adult students by 1993/1994 (Oman '94, 1994). The number of 
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Omani teachers was 8,515 out of a total of 20,073 teachers (Oman '94, 1994), and 

the rest were recruited (from other countries, mostly Arabic-speaking). 
The structure of the educational system in Oman includes six years of 

primary education, followed by three years of preparatory education and three 
years of secondary education. The enrollment in the primary schools normally 

starts at the age of six, and students complete the preparatory level at the age of 
14 to 16. The results of a national examination determine student admission to 
either secondary school or to technical institutions. During the second year of 
secondary education, students choose to enter either the Art Stream or the 

Science Stream. In the Art Stream the educational emphasis is on social studies, 

literary studies and a general science course. In the Science Stream the emphasis 
is on science, mathematical subjects, and general courses in social and literary 

studies. The national examination, Omani Secondary School Certificate 
Examination (OSSCE), takes place during the last year of secondary education 

(12th-grade). It determines students' admission to Sultan Qaboos University, 
teacher training colleges, or getting a scholarship to study abroad. University 
admittance is highly competitive for two reasons: first, it is the only university 

in Oman, and students prefer to pursue their education in their own country; 
second, the number of students admitted is limited to approximately 1,000 

students per year. 
Students who enroll at the university, males and females, come from 59 

regions (wilayats) in Oman. Many of these students come to Muscat (the capital) 

for the first time and live on campus in separate residence accommodations for 
males and females. They are separated from their parents and family 
geographically and psychologically for the first time. 

Few studies of adjustment to college among Omani students have been 

conducted. It is of current interest and vital importance to examine the 

adjustment of students who are currently enrolled in Sultan Qaboos University. 

Adjustment is significant in respect to academic success, social integration, 

personal physical/psychological health and family attachment. However, an 
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instrument for measuring student adjustment for Omani students has not been 
developed. The first step in measuring Omani students adjustment is to 
construct an adjustment instrument for the population of interest, in this case, 

college age students. 

Statement of the Problem 

The primary goal of this study was to develop and validate an 
Adjustment Assessment Instrument for College Students in the Sultanate of 

Oman. A primary consideration of the study was whether the adjustment 
instrument would consist of a unidimensional or a multidimensional scale. 
According to Hambileton (1989), a unidimensional scale or instrument assesses 

one single psychological dimension, theoretical construct, ability or trait, and is 

adequate to explain or account for the examination of a test score and the 
interrelationship between pairs of test items. On the other hand, a 

multidimensional scale or instrument assesses more than a single dimension, 

ability or trait which underlies a set of observations. Once a developed scale has 
proved to be multidimensional, the question becomes, what and how many 
dimensions or components will underlie the construct of adjustment? 

Objectives of the Study 

The primary research objectives of this study include the following: 
1.	 To develop a valid and reliable instrument for the assessment of 

adjustment among Omani students which incorporates 

adjustment factors identified from literature. 

2.	 To conduct factor analysis in order to determine whether the 

developed instrument reflects a unidimensional or the intended 
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multidimensional aspects of adjustment among Omani college 

students. 
3.	 To confirm the factors that are related to adjustment among the 

students if adjustment is found to be multidimensional. 

Significance of the Study 

Most studies in the area of student adjustment to college indicate that 

adjustment to college has crucially related to academic success, family 

attachment, social integration and personal health of students' lives. Well 

adjusted students are more successful academically, more integrated socially, 

have more secure attachment bonds, and are healthier persons physically and 
psychologically. When students leave the home culture to enroll at a university, 
they enter a host culture and many experience difficulties, including a sense of 

loss from not belonging to either culture. According to Smith and Fuller (1995), 
during students' transition to college, they go through two transition experiences 
at the same time: the developmental transition between late adolescence and 

young adulthood, and the transition to a new, foreign, and unknown 
environment. However, students' difficulties with the college transition are 
frequently hidden beneath developmental transition difficulties. Many research 
studies conducted in the United States indicate that students' difficulties and 
problems may result in a decision to withdraw from the university, or perhaps 
cause additional difficulties in academic, attachment, social, and personal areas 
of their lives. In addition, some students experience physical or psychological 

symptoms. The value of understanding the college student adjustment process, 

with its multifaceted and complex aspects, is very important. Such 
understanding can be used to help students have fewer problems in academic, 
social, and personal areas of their lives during the college years, and can 

contribute to their personal productivity and healthy sense of well-being. 
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At Sultan Qaboos University, many students have recently experienced 

academic, family, social and personal difficulties during their college years. Some 

students have withdrawn from the university. By 1993, a total of 32 students had 

withdrawn from the university (M = 22, F = 10), and in 1994 a total of 24 students 

withdrew (M = 19, F = 5 ). During the academic years 1991-95, a total of 133 students 

(M = 94, F = 39) officially withdrew from the university, of which 70 students (M = 

62, F = 8) withdrew unofficially, and 3 students ( = 1, F = 2) withdrew for other 
reasons (Admissions and Registration, SQU, Oct 18, 1995). 

Other students were at risk of withdrawing. By the second semester of 1996, 

101 students were on academic probation (Admission and Registration, Jan 22, 

1996). Many students had changed majors by transferring between departments in 

the same college, while others had transferred between colleges. Student transfers 

between colleges is increasing. Student transfers by years are as follows: 91/92 = 75 

students; 92/93 = 43 students; 93/94 = 54 students; 94/95 = 71 students, 95/96 = 126 

students (Admission and Registration, SQU, Nov, 1995). 

The transfer process is costly. It is not easy, for the students or for the 

administrative officers. It creates paper work and is time consuming. In addition, 
withdrawals, dropouts, failures and transfers are considered an educational 
waste for any education system in any country. Moreover, they are problematic 
for educational and developmental planning, especially in developing countries 
(Saleh, Abase, Taha, 1992a). 

A Counseling Center has not been established at Sultan Qaboos university 
at the time of this study. Currently students can get help from two social 
workers who are appointed by the Student Affairs Services, from their academic 
advisers, or from counseling with their professors. As a result dual relationships 

often exist between the faculty members and the student. It is very important to 
assess Omani students' adjustments to the university and to determine the kind 
of students services they need. 

This study fulfills a need to explore the adjustment process of Omani 

students and the adjustment areas important to them in the college environment. 
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No instrument has previously been developed to measure students' adjustment 
to college among college-age Omani students. To adapt an instrument from one 

culture and apply it in different culture without consideration of cultural 
differences is like using a culturally loaded test on a culturally different 
population (Lonner, 1985; Fouad, 1993; Murphy & Davidshofer, 1994). 

According to Jensen (as cited in Murphy Sr Davidshofer, 1994) verbal content 

tests and tests which require recall of past-learned experiences are culturally 
loaded tests. These tests are biased in their content and internal structure (Fouad, 
1993). Cultural differences affect the reliability and construct validity of the test 

(Lonner, 1985). In addition, a comparison with the norm group is not valid, and 

cross-cultural assessment problems will appear when adapting a foreign 

instrument (Lonner, 1985; Fouad, 1993). Therefore, this study developed an 

adjustment instrument appropriate for college-age Omani students. This is a 

necessary first step for a preliminary assessment of adjustment of college 

students in this population. It also explored academic, attachment, social and 
personal adjustments areas among Omani students during their college years. 
The instrument developed for this study provides a contribution to the research 
of college adjustment and identifies the construct and dimensions of the process 

of adjustment significant to college students in the Omani population. 

Definitions 

The definition of terms used in this study, are provided below: 
Adjustment "1. A harmonious relationship with the environment involving the 

ability to satisfy most of one's needs and meet most of the demands, both 

physical and social, that are put upon one. 2. The variations and changes 

in behavior that are necessary to satisfy needs and meet demands so that 

one can establish a harmonious relationship with the environment." 

(Wolman, 1989, p. 9) 
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Factor analysis: "... is a statistical technique used to identify a relatively small 
number of factors that can be used to represent relationships among sets 

of many interrelated variables"(Norusis, 1988, p. B-41). 

Rotating factors: "...the rotation phase of factor analysis attempts to transform 
the initial matrix into one that is easier to interpret"(Norusis, 1988, p. B-

53). "One purpose of factor rotation is to help the investigators determine 

which factor solution to report" (Tinsley and Tinsley, 1987, p. 420). 

Oblique rotation: A method by which factors are allowed to correlate with one 

another (Hederson, 1991). 

Orthogonal rotation: "...is to achieve a simple structure. This means that we 

would like each factor to have nonzero loading for only some of the 
variables. This helps us interpret the factors. We would also like each 

variable to have nonzero loading for only a few factors" (Norusis, 1988, 

p. B-54). A method by which factors aren't allowed to correlate with one 

another (Hederson, 1991). 
Varimax method: " A variety of algorithms are used for orthogonal rotation to a 

simple structure. The most commonly used is the varimax method, which 
attempts to minimize the number of variables that have high loading on a 
factor. This should enhance the interpretability of the factor" (Norusis, 

1988, p. B-54). 

Summary 

Chapter 1 illustrates an overview of the proposed research study, 
including a statement of the problem and the objectives of the study. The 

significant of the study is described and the purpose of developing an 

adjustment instrument for Omani college students is identified. 
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CHAPTER 2  

REVIEW OF RELATED LITERATURE  

In this chapter, the literature relevant to the study of student adjustment 
to college and the measurement of that adjustment is reviewed. The material is 
presented in four sections: 

1. The Concept of Adjustment. 
2. A Theories Perspective on Adjustment. 
3. College Student Adjustment. College Student Adjustment. 
4. Measuring College Student Adjustment. 

The Concept of Adjustment 

The meaning of adjustment was borrowed from the biological concept of 
adaptation. The concept of adaptation from a biological perspective refers to the 
means changes in an organism's structure, function or behavior that leads 

toward homeostasis (a steady state) within the organism and facilitates the 
survival of the species in the first degree (Atwater, 1987; King, 1973; Whitman, 

1980). However, adjustment is a complex interaction between the developing 
individual and the surrounding environment (Whitman, 1980). Adjustment is 
a creative assessment process of inner and outer factors in people and their 
environment, respectively, that changes and directs social behavior according to 
social norms or standards in the attempt to achieve equilibrium states, or in the 
attempt to change their environment to meet needs in a satisfactory manner. 

"Adjustment" as a word, replaced the term "mental hygiene" in the 1950s 
in college courses, and the meaning of adjustment was expanded (Brodsky, 
1988). As Brodsky explained, "adjustment" came to mean normality, internal 
harmony, social competence, mastery of changing demands and self-fulfillment. 
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Normality, as an adjustment concept, means the absence of problems arising 
from both an internal state and an external social environment. Internal 
harmony, as a part of adjustment, is satisfied when the individual is free from 

the internal struggle and conflict between his or her own personal needs and 
values. Social competence, as an adjustment process, is accomplished when 

the individual deals effectively with the social environment so that his or her 

goals are reasonably met. Management of the changing demands of rapidly 
changing social conditions in a successful manner is a part of adjustment. The 
definition of self-fulfillment as a component of adjustment includes an 
individual's having internal harmony, social competence, mastery of changing 

demands and the ability to move toward his or her own potential. Potential 
includes an individual's emotional potential, intellectual potential, interpersonal 
potential, and general potential for achieving satisfaction and happiness in his 

or her life. 

Kaplan and Stein (1984) defined adjustment as, "...the process by which 
an individual attempts to cope with, master, and transcend the challenges of life 
by utilizing a variety of techniques and strategies"( p.3). Adjustment is a process 
that leads toward dynamic feedback between the individual and environment, 
wherein both the individual and environment may be transformed or changed 
(King, 1973). Adjustment as a concept can be difficult to understand; as a process 
it is not definite, and the starting and ending points are not clear. Kaplan and 
Stein pointed out two qualities that help in understanding adjustment. First, the 
process of adjustment requires continuous change. Second, people develop 
consistent patterns of adjusting to these constant changes by using certain coping 
strategies. 

Adjustment patterns were classified by Homey (1945) in terms of three 

very broad types of responses to deal with problems. First, some people respond 

by moving toward the problem; such people "compliant types", move toward 
others and integrate with others to fulfill their own need for love by being 
friendly, agreeable and cheerful. These people are often talkative and outgoing. 
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Moving toward the problem in this manner is similar to an adjustment pattern 
caused by focal fear, ailments, and anxiety states identified by Shaffer and 
Shoben (1956). Second, according to Homey, other people, "detached types" 

respond by moving away from problems; such people move away from others 
because of fear of becoming too involved and dependent on others. They remain 
aloof, quiet and reserved. These people are often seen to be cold and unfriendly. 
Shaffer & Shoben (1956) identify this pattern as adjustment by escape. Third, yet 

other people, "aggressive types", respond by moving against problems; such 

people react aggressively to demonstrate an excessive need for power by being 
loud, insulting and demanding. Shaffer and Shoben (1956) call this adjustment 

by defense. These are not pure patterns, and many subtle variations may exist. 
In Horney's view, a person needs to use all three of these adjustment patterns in 
order to reach healthy adjustment. On the other hand, if a person is locked in 
one pattern to an excessive degree he or she is considered to be maladjusted. 

In fact, flexibility is an important aspect of healthy adjustment. It is 

unhealthy to over-rely on any single method of dealing with problems (Atwater, 
1987; Kaplan & Stein, 1984). However, each individual responds and behaves 

according to distinctive and consistent patterns (Homey, 1945). These patterns 

include thoughts, feelings and behaviors (Atwater, 1987; Homey, 1945) as well 
as culture (Atwater, 1987), and collectively they form a part of a person's 

personality (Mischel 1968). According to Kaplan and Stein (1984), an important 
part of healthy adjustment is an individual's ability to consider problems as they 
arise and to respond to them according to his or her needs. It takes special will 
power and awareness for an individual to admit that the strategy he or she has 
been using is not working, and to recognize the need to switch to a different one 
when it is necessary. 

Derlega and Janda (1986) describe the characteristics of well-adjusted 

individuals: (1) They hold accurate perceptions of external reality in evaluating 

the situations of other people and of internal reality in evaluating themselves 

(congruity). (2) Their primary concern is with the present, but they are able to 
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benefit from their past and plan for their future. Therefore, they have a sense of 
balance between the past, present and future that enables them to get the most 
out of life. (3) Well-adjusted people choose challenging and satisfying careers in 

order to become adjusted in all areas of their lives. (4) They are able to achieve 

intimacy in social relationships. (5) Well-adjusted people have the capacity to 

express a full range of real feelings without experiencing excessive and 
inappropriate emotions. And, (6) they hold positive self concept. There is a 
strong relationship between self-concept and general level of adjustment in life. 

Individuals who hold negative self-concept have relatively high levels of 

anxiety. Also, they tend not to feel comfortable with themselves, so they are less 

accepting of others. Therefore, they are maladjusted. 

A Theories Perspective on Adjustment 

Psychodynamic Theories 

According to psychodynamic theory, during their developmental growth, 
most people go through the psychosexual stages and continuously face 
conditions that produce psychological problems (Atwater, 1987; Derlega and 

Janda, 1986). As a result the dynamic theorists view adjustment negatively and 
view psychological problems as inevitable in everyone's life ( Atwater, 1987; 
Derlega & Janda, 1986). A healthy, adjusted individual is one who has no serious 
abnormal symptoms that represent maladjustment (Atwater, 1987; Derlega and 
Janda, 1986). As Atwater (1987) explained, there are a variety of symptoms of 

maladjustment, which all share the common features of a weakened ego and 

weakened coping mechanisms. A healthy adjustment can be achieved through: 
(1) Maximizing instinctual gratification, while minimizing punishment and 

guilt; (2) learning to make practical concessions; and (3) successfully managing 

and compromising with the inner conflict forces in life (Atwater, 1987). 
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Social Learning Theories 

Learning theory research has not defined adjustment, however 

researchers have studied normal rather than abnormal behavior (Atwater, 
1987; Derlega and Janda, 1986). According to Derlega and Janda (1986), 

learning theorists would define adjustment as the ability to cope constantly 
with environmental changes and challenges. Healthy adjustment consists of 
maximizing the competencies and coping skills of individuals and improving 

their interaction with the environment (Atwater, 1987). Individuals change their 
learned interpsychic or interpersonal conflict by changing their social behavior, 

and by learning to use a wide range of cognitive variables, such as problem-
solving skills and the power of self-reinforcement (Atwater, 1987). 

Humanistic Theories 

From a humanistic theories view, adjustment is interpreted in terms of the 

individual's growth tendency (Atwater, 1987; Derlega & Janda, 1986). 
Maladjusted individuals are those who live as if there were no inherent growth 
tendency (Atwater, 1987). Atwater (1987) pointed out several definitions of 

adjustment by humanistic theorists as follows: 

In terms of Roger's phenomenal self, the maladjusted accept 
their limited, defensive self as their inevitable state of 
existence. In terms of May's human freedom, they've made a 
decision, if only by default, to deny a considerable part of 
themselves and life. And in terms of Maslow's concept of 
self-actualization, maladjusted people have settled for the 
conventional life based on security and boredom rather than 
on the more challenging choice to actualize themselves 
(P. 44)-
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A healthy adjustment is a life-long process, leading to self-actualization 

(Bruno, 1983). Self-actualized persons "according to Maslow, have attained the 

highest level of personal adjustment, and can make good judgments, have an 
ability for personal growth, and appreciate life to the fullest" (Derlega and 
Janda, 1986. p15). These people get the main source of satisfaction from their 

own individual development and growth rather than from other people, things, 
or culture (Derlega & Janda, 1986). Also, they are free from threat, anxiety 

(Derlega & Janda, 1986), conflict and tension, as well as from defensive coping 

that accompanies their experiences (Atwater, 1987). Therefore, they behave in 

ways that are consistent with their own values and self-concept (Derlega & 
Janda, 1986), and tend to transcend the imperfections of their environment or 
society (Atwater, 1987). 

Cognitive Theories 

According to Derlega and Janda (1986), cognitive theorists have not 
defined adjustment. However, Ellis might define healthy adjusted people as 

those who think in logical, rational and scientific ways that prevent 

psychological distress. In addition, Beck's definition of maladjusted people 
might describe those individuals who think poorly or illogically about 
themselves and their immediate environment. These are people who develop 
self-deprecation and self-blame rather than positive self-concepts or "schemata" 
(characteristic sets to view the world), and who reach illogical conclusions when 
evaluating themselves and their futures (Derlega & Janda, 1986). 
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Behavior Theories 

Behavior theorists as well have not defined adjustment. They view all 

behavior as a normal outcome of normal learning processes (Whitman, 1980). 

Unwanted behavior is a normal outcome of learning under special, often 
anxiety-provoking circumstances (Whitman, 1980). Therefore, maladjustment 

occurs when the person's undesired behavior is present. Optimal adjustment, 
according to behaviorist perspective, could be achieved as follows: (1) by 

maximizing individual's awareness of all the circumstances that produce the 
unwanted behavior or which prevent the wanted behavior from occurring; 

(2) by requiring the individual to monitor and record both the behavior and the 
related circumstances to determine the important alternative; (3) by rewarding 
the wanted behavior and punishing the unwanted behavior; and (4) by 
continually assessing the effectiveness of the produced behavior and accessing 
new information about other needs (Whitman, 1980). 

In summary, the concepts of having control over one's life (Derlega and 

Janda, 1986) and recognizing the potential for growth were presented in all 
theoretical frameworks. Therefore, in brief, the healthy, adjusted individual is a 
person who is capable of directing his or her own life (Derlega and Janda, 1986). 

College Student Adjustment 

Adjustment demands arise either from within the individual's own 
characteristics or from situations and interactions with other people; and all 
adjustment issues have some of both components (Brodsky, 1988). Students' 

adjustment to college is complex and multifaceted, and includes demands, tasks 

and strategies varying both in kind and degree (Baker and Siryk, 1984; Cooper 

and Robinson, 1988; Krotseng, 1992). Every person in a new environment 

experiences a state of disequilibrium for some period of time, and the duration 
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and intensity of this imbalance is different for each individual. The variables 
which affect the adjustment process are numerous and their interactive effects 
complex. They include the characteristics of both the individual and the 
institution. The adjustment process for a student enrolling in college involves 

a reorganization of cognitive maps, learning new rules for interaction, changing 

previously learned definitions of experience, and acquiring skills needed to 
perform in the new situation (Spradley and Phillips, 1972). Student's specific 
behaviors or personality characteristics in the college environment are not 
adjustive or maladjustive per se, but rather adjustive in some environments and 
not in others (King, 1973; Lopez, Campbell, and Watkins, 1986). In fact, adjustive 

behaviors may become maladjustive when environmental situations change 
(King, 1973). 

College adjustment is a process of learning to meet new demands and 
integrating into the college environment (Lopez, Campbell, and Watkins, 1986). 
Students' primary concerns in college depend on their personal profiles, 
perceptions and experiences which vary from environment to environment 
(Zitzow, 1984). Typically in the first year of college, students' major concerns are 
their academic and intellectual competence (Lokitz and Sprandel, 1976; Uperaft 

and Gardner, 1989; Mayes and McConatha, 1982 ). Later, their focus turns 

toward social concerns (Lokitz and Sprandel, 1976; Mayes and McConatha, 
1982), such as social identity, social security, validation of their existence from 

significant adults, building relationships in the new environment (Lokitz and 
Sprandel, 1976), a sense of career direction, maintenance of personal health and 
wellness, and the integration of values and beliefs into a philosophy of life 
(Uperaft and Gardner, 1989). Moreover, two elements appear to be very 
influential during the first year of college: social location (on or off campus 
residency), and the students' social world (advisers, faculty members, classes, 

and campus activities). Even so, one study indicated that the majority of the 
students at the end of the second semester had resolved many of the frustrations 
that resulted from their new environments (Lokitz & Sprandel, 1976). 
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Four types of student adjustment to college will be discussed in the next 

section: academic, family attachment, social, and personal adjustment. Students' 
academic concerns, academic performance, academic motivation, and perception 

of their academic ability during the school years affect both academic and 
overall adjustment. Attachment to the family of origin, characteristics of family 

interaction, family relationships, family support systems, and separation from 

the family in order to attend college play significant roles in adjustment to 

college life. Social adjustment, including overall social functioning in the, ollege 
environment, social concerns, social support and social relocation, e.g., making 
new friends, social groups, also play important roles in adjustment to college. 

Personal adjustment is affected by personal concerns, environmental stresses, 

individual personality characteristics, lack of psychological symptoms, and by 
a general sense of physical and psychological well being. 

Academic Adjustment 

The transition from high school to university life is stressful for some 

students, who may experience many academic adjustment problems. Wilson 
(1984) points out the pedagogical differences between high school and university 

education in developing countries as follows: high school education encourages: 
memorizing study materials, dependence on the instructor and dependent 
learning skills. To the contrary, university education encourages: independent 
learning, comprehending and critically analyzing study materials, and using 
different independent study skills, such as, using the library, taking notes 
and scan reading. Germ's (cited in Welson, 1984, p. 7) study with Australian 

University students confirms that there is a fundamental pedagogical differences 

between high school and university. The greater the difference in instruction and 
evaluation methods, the more adjustment problems are experienced by the 
students when entering the university environment. The following section 



18 

explores studies which have considered student academic adjustment problem 
associated with academic concerns, academic performance, academic 

motivation, students' expectations of college experiences, and other related 
variables. 

Academic Performance 

Academic performance (GPA) is related to many areas of students' 
college experience. Edwards and Waters (1982) found that students' (N =155) 

academic verbal ability was significantly correlated with academic performance, 

academic job involvement (the degree to which the course work is central to the 

person's self-perception), course satisfaction, and satisfaction with college in 
general. In another study, Nelson, Scott and Bryen (1984) surveyed 400 students 

selected randomly from a population of 1,551. Students' satisfaction with 

academic performance affected their academic integration, social integration 
(Scott & Bryen, 1984) and positive interaction experiences with their social peer 
groups (Pantages and Creedon, 1978). The nearer the students were located to 
campus, the greater was their academic performance. Thompson, Smiratedu and 

Rafter (1993) investigated over 5,000 students from two freshman classes. They 

found that on-campus residence students progressed and performed better 
academically (GPA) than did commuters. Ginter and Dwinell (1994) reported 
academic performance (GPA) correlated with student's (N = 91) short and long 
duration of loneliness. Positive correlation was reported between academic 
performance and frequency of loneliness, but not intensity of loneliness for the 
long duration group. Student self-esteem wasn't significantly correlated with 

academic performance, but was negatively correlated with short and long 
duration of loneliness. 

In one study, Baker and Siryk (1984a) demonstrated that the higher the 

student academic motivation was, the higher was their high school class rank 
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and academic performance in the first college semester. In another study, 

Livengood (1992) reported that students who invested greater effort in 

academic behavior and personal development tended to have higher academic 
performance. However, students' low performance might affect not only 
academic self-concept, but perceptions of their ability to control their academic 

success as well (Griffore & Griffore, 1982). Griffore and Griffore (1982) described 

the nature and extent of changes in selected personality variables among high 
and low performing students based on their grade point averages after one term 
of attending college. The subjects in this study were 304 freshman students, 

including 205 females and 99 males. Several instruments were administered to 
measure personality variables. The pre-test and post-test were administered for 
all four selected dependent variables as follows: academic self-concept, 

debilitating test anxiety, facilitating test anxiety, and academic locus of control 

(the belief that the student is able to control his or her performance instead of 

allowing it to be determined by other persons or events). The analysis involved 

comparisons between the high and low group for all the four personality 
variables. Differences between the high and low performing groups were found 
in academic self concept, sense of academic futility and facilitating text anxiety. 

Comparing the pre-test to the post-test, a significant difference was found only 
for academic self concept. At post-test time, however, not only had self-concept 

been augmented, but group differences were also found for sense of academic 
futility and facilitating anxiety. Specifically, at post-test, the lower group was 
distinguishable from the upper group in terms of a lower academic self-concept, 
sense of academic futility, and lower facilitating anxiety. Changes during the 
term occurred largely in the low performing students. Reciprocal relationships 

were shown to exist between many personality characteristics, such as academic 

self-concept, debilitating test anxiety, facilitating test anxiety, academic locus of 

control and performance. 

The previous studies point out that college students' academic 

performance is related to verbal ability, which facilitates academic job 



20 

involvement, course satisfaction, and satisfaction with college in general. And 
another aspect, students' satisfaction with their academic ability helps them to be 
better integrated academically and socially, and in addition, helps them 
experience a positive interaction with their peer group. Students who performed 
better academically were living on campus and experienced a short duration of 

loneliness. The higher the students' motivation, the higher was their 
performance. High-performance students worked harder to improve their 
academic behavior and personal development, and also had high academic self-

concept to succeed. 

Arabic researchers in some Arabic countries have shown interest in 
college students' academic performance and academic adjustment. Investigating 
the relationship between the academic performance and academic adjustment of 
Jordanian students, Alrehani, Alsheikeh and Dawood (1987) used a Jordanian 
Arabic-adapted version (Abu-Taleb, 1979) of College Inventory of Academic 

Adjustment (CIAA) (Borow, 1949) to measure students' academic adjustment. 

The sample of 955 students was randomly selected from the total student 
population of the university. The results indicate that students' academic 
performance was related to their high school grade point average and academic 
adjustment to college. Further results of the research indicated that time 

management and study skills are the most critical dimensions of academic 
adjustment affecting student performance during college years. Similar results 
were reported by Alsheraah (1983). He found significant differences in the total 
score of academic adjustment (Arabic adapted version of CIAA) between high 
achievers and low achievers (IS =240). The differences were apparent for 
curricular adjustment, maturity of goals and level of aspiration, study skills and 
practices, and for mental health dimensions of academic adjustment. In another 

study, Taha, Saleh and Abase (1992) surveyed 302 Emirates students selected 

from different colleges, and from four levels of education at the university. 

Seventy three percent of the sample were women. They also used a Jordanian-

adapted Arabic version of CIAA to measure students' academic adjustment. 
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They found that from student academic adjustment they could predict academic 
performance. The results of the study provide evidence that freshmen academic 
performance was related to curricular adjustment and study skills dimensions of 
academic adjustment. On the other hand, upper class student academic 

performance was related to maturity of goals and level of aspiration, and also by 
mental health dimensions of academic adjustment. Gender differences were 
significant; women's high school grade point average and academic adjustment 
were related to their academic performance, while for men only high school 

grade point averages were related to academic performance. 
Factors that negatively influence Omani students' academic performance 

were investigated from student and faculty points of view by Ibrahim, Yahya 

and Al-Barwani (1993a). They found that students (N = 861) stated the following 

factors (in decreasing order): size/level of academic requirements and student's 
ability/time aren't compatible, academic courses lack verity and attractiveness, 

maladjustment of self with environment, insufficient student pre-orientation and 
absence of college academic guidance, and inadequacy of allocated time for 

academic work. To the contrary, the faculty (N=199) stated the same variables 

but in different order, except for the third and fifth variables. From their point of 
view insufficient student pre-orientation and the absence of college academic 
guidance were reported as the most influential factors, followed by size/level of 
academic requirements and students ability/time aren't compatible. No 
differences between internal factors(under the students' control) and external 
factors that negatively influenced student academic performance were reported 
by the students. Not surprisingly, the faculty reported internal factors negatively 
influencing student academic performance. From their point of view these 
factors were related to students and their pre-preparation for college, but not to 

the college education system. 

In another study, Ibrahim, Yahya and Al-Barwani (1993b) reported that 

the national exam (OSSCE) during the last year of secondary school predicted 

freshmen GPA's for the second semester, but not for the first semester. The 
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above findings confirm that students' first semester is a period of adjustment 
and stabilization of academic performance due to the differences in learning 
skills and teaching methods between high school and college (Ibrahim, Yahya 
and Al-Barwani, 1993b). 

Arabic students' performance at college was not only related to their high 

school GPA, but also to their academic adjustment. Highly adjusted students 
performed and managed their time better at college. Under-class students were 
more satisfied personally, better adjusted to college education in general, and 

better satisfied with their selected majors in particular. In addition, they had 
good study skills and academic practices. On the other hand, upper-class 

students were more mature in their academic and life goals, had higher levels of 

aspiration, and had better psychological/emotional health. However, factors that 
negatively influenced students' academic performance were reported in a 
different order by the students than that reported by the faculty. In addition, the 
faculty reported that these factors were internal factors and under the students' 

control. The first semester at college is the most stressful period for many 
students. They must not only adjust to the college environment, but also become 
familiar with new learning and teaching skills, as well as instruction and 
evaluation methods if they are to stabilize their academic performance. 

Variables and Academic Adjustment 

Several variables impact students' academic adjustment during their 
university life. Abu-Taleb (1979) investigated the relationship between some 
student-related independent variables and academic adjustment. A sample of 
889 freshmen was selected from one junior college, of which 78.5% of the sample 

were male students. The Jordanian-adapted Arabic version of the CIAA was 

used to measure students' academic adjustment. The average scores and the total 
scores of academic adjustment were found to be above average for the study 
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population. The only exception was for the mental health dimension. This 
indicated that the students lacked psychological security, had frequent mood 
changes, felt severe anxiety and disturbance, and were occupied with day-

dreaming most of the time. Students in the teacher training program were more 
academically adjusted than were the students in the economic and engineering 
programs. However, not surprisingly, there weren't any significant differences 
for other variables in the study, such as age (all the students were new 

freshmen), gender (females were only 21.5% of the total sample), and student 
status at the university (full-time students vs. part-time students). In one study 
Alrehani and Hamdi (1987) studied the relationship between student related 

independent variables and academic adjustment. The researchers used Stepwise 
Multiple Regression Analysis to investigate the contribution of the independent 
variables (gender, GPA in high school, educated in private schools or 

government schools, Art Stream or Science Stream before college, education 

level, GPA in university, major, temporary place of residency, permanent place 
of residency, level of father's education, and level of mother's education) to the 

variance in the dependent variable (academic adjustment).They found that when 
taking the whole sample as one group, the student's university grade point 
average, mother's level of education, major, and gender were the variables 
contributing to 35% of the variance in academic adjustment (total score). The 

analysis was repeated by the researcher on each of the subscales separately. The 
result indicated that the same variables contributed to the variance in academic 
adjustment, as did one other variable, the father's education level. In another 
study, Saleh, Abase and Taha (1992) found that Emirates students who were 
forced into a particular major were less academically adjusted (Arabic version of 

CIAA), especially on the curricular adjustment, maturity of goals and level of 
aspiration, and mental health dimensions of academic adjustment. Those 

students who transferred to the major of their choice were better academically 
adjusted, especially on the curricular adjustment and mental health dimensions 
of academic adjustment. 
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College GPA, major, selection of major, gender, and the mother's level of 

education have been found likely to contribute to Arabic students' academic 
adjustment or maladjustment to the university environment. 

Academic Concerns 

During college years, new students tend to have many primary academic 

concerns regarding their college experiences. In the following section, studies 
that have dealt with student academic concerns are presented. 

In a qualitative and quantitative longitudinal study, Lokitz and Sprandel 
(1976) used three methods of gathering data. They formulated the hypotheses 

from one method and tested it with two other methods. A sample of 668 

students was randomly selected from one university population. The geographic 
distribution and gender percentages were controlled within the sampling 
subjects. The study was designed as a four-year longitudinal investigation. The 
students were interviewed twice a year for one hour during the four year period; 
all interviews were conducted by the same interviewer to formulate the 

hypotheses for the study. The attitude scale was administered at various times 
during the year. Students were asked to rank their attitudes in four categories: 

academic, social, family, and financial. A questionnaire which covered the areas 
listed on the attitude scale and the students' overall reactions to their first year 
was mailed to the students. The result of the Loktiz and Sprandel study 
indicated that the students' major concern during the first year was about their 
academic competence. The students had an intense desire for high grades. 
However, when students had come to accept their academic rankings, their focus 
turned toward social concerns. 

A study of over 2,000 freshmen (Sagaria, Higginson, & White, 1980) 

revealed that course scheduling, choice of major, and sources of academic 
information were the three highest-ranked academic concerns. The study 
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reported no significant difference between the male (N=1,253) and the female 
students (N=1,310) for academic concerns. In another study, the college students' 

( N = 1,000) primary concerns were in the areas of improving study skills (math 

and writing), reducing test anxiety, speaking up in class, effectively using the 
library, adjusting to teachers' expectations, and getting more help from advisors 
(Weissberg, Berenton, Cote, Cravey, and Heath, 1982). They noted that females 

expressed a stronger concern regarding being comfortable while speaking up in 
class; on the other hand, males reported being concerned about taking better 

notes. Improving math skills was a major concern for the upper-class students, 

while information about majors was the primary concern for under-class 
students. One investigator conducted a longitudinal study over a three year 
period with 114 students (Bauer, 1995). Bauer reported upper-class students put 
greater effort in academic and personal-social activities and made more 
academic and social gains than were made by underclass students. Upper-class 
students spent more time in the library, interacting with faculty, working in the 
students' campus organization, and interacting with students other than under-
class students. On the other hand, underclass students invested more effort in 
writing, working on science applications and procedures, and college housing. 

The purpose of Mayes & McConatha's (1982) work was to obtain 

information about the problems and concerns of incoming students at a 
university. The sample of 248 students (102 males and 146 females between the 
ages of 17 and 20) was randomly drawn from 1,500 students. Analysis of data 
revealed no gender differences in the students' ranking on the four major areas 
of concerns from most frequent to least frequent. adjustment to college work; 
social and psychological relations; personal and psychological relations; and 

finances, living conditions and employment. However, there were significant 

gender differences found in the next seven problem areas (ranked in descending 

order): (1) morals, religion and social; (2) recreational activities and health; (3) 

physical development and the future; (4) vocational, educational and courtship; 

(5) sex and marriage; (6) home and family; and (7) curriculum and teaching 
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procedure. The researchers compared their findings with previous studies and 
noticed the perceived problem areas had changed, except with regard to 
students' concerns with social and personal relationships. 

According to Mayes & McConatha (1982), the shift in problem areas may 

reflect general changes in society. Inflation, rising costs, and unemployment 
may have led to increased student concern for finances and employment. This 
area of concern moved from a ranking near the lower end of the scale in 1969 

to one of the top four major problem areas in 1980. In fact, the emphasis of 

counseling programs has shifted recently from students' personal needs toward 
a career counseling focus. Lucas (1993) investigated a small sample of college-

aged students; 80% of the sample were African-American. The study's results 

indicated that students ranked career concerns (lacking knowledge about their 
own interests and talents regarding career choice) as a third problem area. 
Students also worried about study skills, time management, exam performance, 

financial difficulties, assertiveness, career information, and skills to make a 
career choice. 

Investigating African students, Wilson (1984) studied the adjustment 
problems of Zambian freshmen students (N = 242). Wilson pointed out the 

highest ranked from forty adjustment problems reported by Zambian students. 
They were as follows (in decreasing order): Obtaining the prescribed texts for 

course work, university dining facilities, amount of academic work needed to 
be done, the techniques of learning and studying at a university, instructor 
evaluation systems for students, adopting a critical approach to the study 
materials, teaching methods, obtaining necessary motivation to study, being 
forced to take a particular academic program, financial problems for buying text 
books, getting academic advising, understanding academic work rather than just 
memorizing it, financial problems for personal needs, and residence hall 

accommodation. In addition, Wilson (1984) reported that fourth-year Zambian 

students' (N = 60) most severe adjustment problems were as follows: obtaining 

the prescribed texts for course work, being forced to take a particular academic 
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program, and completing required academic work. These adjustment problems 
were similar to the types of problems experienced by the freshman students. 
Investigating student concerns, Dawoud (1994) reported the highest ranked 

problems experienced by Jordanian newcomers (N = 1116) to the university as: 

selecting courses; lack of information about the programs and the activities 
offered at the university; lack of information about geographic location of 

colleges, departments, and classes; not having enough time to study; lack of 
knowledge in using the library; fear of failure; lack of knowledge in writing 
research papers and reports; lack of student services that provide help and 

consultation. However, Alamayra (1988)and Alesaee (1989) found that Jordanian 

students' (N =582 N = 495) highest ranked problems were in the economic and 
financial areas. Alamayra (1988) also, reported that students (N = 582) further 
experienced adjustment problems in the following areas: academic, social, 

psychological, and health. She also pointed out that men reported more 
adjustment problems than women. Men experienced adjustment problems in 
administration and transportation areas and in social and economical areas. 
However, women experienced problems in academic, health-related, and 
psychological areas (Alesaee, 1989). Dawoud (1994) found that women were 
more satisfied with university life than men, and she explains further that 
women in Jordanian society have fewer choices than men after graduation from 

high school, which leads them to be more satisfied with university life. 
Omani students' academic difficulties were investigated by Ibrahim, 

Yahya and Al-Barwani (1993a). The researchers compared students' assessments 
of their own academic difficulties and faculty assessments of the students' 
academic difficulties. The sample of 861 students, including 55.5% males, as well 
as that of 199 faculty members including 88.4% males, were studied at different 
colleges and at all undergraduate educational levels. 

Ibrahim, Yahya and Al-Barwani (1993a) reported that the most frequent 
academic difficulties ranked by the student were as follows: the excessive 

amount of academic courses required to study for the academic semester, lack of 
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the field experiences and practical activities, inadequate ability to manage and 
plan the time, insufficient relationship between a required course and their 
major, exams which required memorizing materials, some faculty lectures which 
lacked sequence and organization, absence of personal motivation to study, 
disinterest in a particular academic program, exam difficulties, lack of flexibility 

of the academic system at the university, lectures which lacked discussions and 

dialogue, irrelevance of classes, no preparation for college education during 

their secondary school education, long duration of the academic day, lack of 

comprehension skills and study skills, inexperience in self-direction and 
independence, not using varied evaluation methods, excessive homework 

assignments and reports, unsuitability of teaching methods, the weak 
relationship between faculty members and students, and difficulty in adjusting 
to college life (38 ranked from 42 difficulties). 

The most frequent academic difficulties experienced by students from the 
facultys' point of view were: weak science preparation during secondary 

education, inadequate learning skills, absence of personal motivation to study, 
students' inexperience at being independent, inadequate ability to manage and 
plan time, disinterest in particular academic programs, difficulties in the 

language used for teaching, insufficient ability to write notes during lectures, no 
preparation for college education during secondary education, non-recognition 
of class importance, differences in teaching methods between college education 
and secondary education, exams which required mainly memorized study 
materials, students' willingness to participate in discussions and dialogues, 
excessive numbers of required courses during the academic semester, faculty 
lectures which lacked sequence and organization, and difficulties in 
social/personal adjustment (21 ranked from 40 difficulties). 

Researchers are in general agreement that students' concerns during their 
college years are similar in different cultures, however their importance differs 

from one culture to another and varies over time. College student concerns 

include the areas of academic, social, financial and career problems. In 
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industrialized countries academic problems have been the primary concern of 
students, followed by social, career and financial problems, with the exception of 
one study, which reported that financial concerns have been the highest ranked 
among college students (Andrews, 1987). 

In developing countries, the results of the studies on student concerns 
aren't compatible. Financial problems have been the highest ranked in some 

studies by students, followed by academic concerns. However, in other studies, 

academic concerns and difficulties got the highest rank by the students. 

Academic Motivation 

Academic motivation not only affects students' learning goals and 

academic success but also their adjustment to college. One investigator examined 
125 (73% female; 27% male) freshmen students' beliefs about their academic 

motivation (negative and positive effort/ability), goal choice (learning or 

performance goal to specific course work by choosing specific professors), and 

confidence in academic success (Livengood, 1992). Results indicated that 

learning-oriented students placed positive value on reasoning, and high 
confidence in learning to develop academic ability. Moreover, they chose 

challenging course-work with learning-oriented professors, and in spite of their 
grades, they were highly satisfied. On the contrary, students who were 
performance-oriented were motivated to validate their academic ability and 
therefore chose easy course-work with performance-oriented professors, had 
low learning confidence, earned high grades, but were less satisfied. In an earlier 
study, Baker and Siryk (1984b), examined students' academic motivation and 

academic adjustment by conducting a longitudinal study with three freshman 

classes. They used several criteria to validate the academic subscale of the 

Student Adaptation to College Questionnaire (SACQ) and the academic 

motivation scale. The validation criteria included academic performance, high 
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school class rank, annual honors, election to Phi Beta Kappa, and general and 
departmental honors at graduation. Both scales were highly correlated with 
validation criteria. The academic scale was also highly correlated with the 
motivation scale. Highly motivated students were highly adjusted to the college, 

a finding which substantiates the work of Livengood. 

Expectation of College Experience 

The first year of college is the most critical period for establishing 

adjustment patterns. Some students hold unrealistic individual expectations; 

others overestimate their ability to adjust to the university environment. This 
may lead students into serious difficulties. Baker, McNeil and Siryk (1985) 

examined the discrepancies between expectations and reality perceptions of 

students' self-assessed adjustment to college. More specifically, they examined 
students' expectation of self in the adjustment process to the college experience 
over time. The term, "freshman myth" is used by Stern (as cited in Baker et al; 

1985, p. 94) to indicate discrepancies between idealistic expectation of college 

experience prior to matriculation, and actual adjustment after enrollment at the 
university. The sample included more than 300 students (136 male; 172 female) 

from two universities. The adapted version of an adjustment instrument called 
Anticipated Student Adaptation to College Questionnaire (ASACQ) was mailed 
during the summer prior to enrollment in order to assess expectations. After 
eight weeks of the first semester and at the fifth week of the second semester, 
participants completed the Students Adaptation to College Questionnaire 
(SACQ). Results indicated that students who showed 10% - 15% or more in 

differences between the anticipated and actual adjustment scores earned lower 

grade point averages, were more likely to withdraw from the university, and 

were less likely to graduate in eight semesters. 



31 

The anticipated and actual adjustment of college students or the 
"freshman myth," was measured in one study by Cooper and Robinson (1988). 

The collection of the data was done differently in this study than in previous 
studies. The researchers collected their data from students in large group 
settings to avoid the self selection factor which occurs in surveys that require 
return-mail responses. Their sample of 261 freshmen was randomly selected 

from newly enrolled students. During three of six, 2-day freshman orientation 
programs, 199 (161 male and 38 female) students completed the anticipated 

adjustment portion of the Anticipated Student Adaptation to College 
Questionnaire (ASACQ). After four months, a total of 261 participants completed 

the ASACQ and the Students Adaptation to College Questionnaire (SACQ). 
Two hundred and forty seven students of the 261 had selected engineering and 
science majors. Students overestimated their ability to adjust to the different 

academic and developmental demands of college in the social and institutional 
attachment areas. The discrepancy between expected and actual adjustment was 

larger in the academic adjustment category. Comparing this study with previous 
studies, Cooper and Robinson (1988, p.127) reported, "The students in this study 
had anticipated academic adjustment scores equivalent to the sample in the 1985 

study by Baker et al.". 

In another longitudinal study of anticipated and actual adjustment Gerdes 
and Mallinckrodt (1994) examined students' (N = 208) anticipated and actual 
college adjustment experiences. They used the ASACQ scale for their study, and 
followed up with the SACQ scale after the seventh week of student 
matriculation. After six years, the researcher investigated participants' academic 
standings through their academic records. Gerdes and Mallinckrodt reported 
that students had overestimated their adjustment ability in academic and social 

areas of college experience. 

The discrepancies between expectation and reality lead students to low 

performance, dropout, and sometimes to delay their graduation. Several 

researchers have pointed out that some students overestimate their academic 



32 

ability while others over estimate their social ability, creating difficulties, which, 
if severe, can lead to maladjustment. 

In summary, academic adjustment is not a simple process. It is influenced 

by a number of factors, such as academic performance and competence, primary 
academic concerns, academic motivation, financial employment, and student 

expectations of college experience. Gender and students' level of education have 

been the most contributing demographic variables for students' adjustment 
levels during their college years. 

Family Adjustment 

Attachment is the tendency to stay close to important adults (Derlega and 

Janda, 1986). Family attachment seems important for effective adjustment in the 

college student's life. According to Sprinthall and Collins (1988), the family 

plays two independent roles in a youth's independence development. First, 

independence is involved in developing several aspects of behavior and feelings, 
such as physical independence, economic independence, and autonomy in 
values and judgments. Second, independence is defined with respect to what a 

culture or community expects from the individual. "Family members in different 
cultures and subcultures follow their cultural norms and values regarding ties 
to their families" (p. 246). In the next section, studies that deal with students' 
separation-individuation, family interaction, family relationships, family 
attachment, and family support systems which facilitate students' adjustment to 
college are summarized. 
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Geographical and Psychological Separation 

To attend college, some students separate from their families 

geographically and psychologically and integrate into a new culture (college 

culture). The initial geographical separation can facilitate the development of 

independence from parents (Wilson, Anderson, & Fleming, 1987; Sullivan and 

Sullivan, 1980). For example, Sullivan and Sullivan (1980) reported that students 

who were geographically separated from their families (residents on campus) 
believed that their parents allowed them more independence, and they were 
more satisfied with the degree of independence experienced in their relationship 

with their parents than were commuter students. 
Separation-individuation is a process of increasing a student's sense of 

differentiation from parents and achieving some degree of self-definition and 

independence. Several studies have investigated students' psychological 
separation from parents and their adjustment to college. In one study, Laps ley, 

Rice & Shadid (1989) examined the relationship between psychological 

separation and adjustment to college. Their samples included 130 freshmen 

(78 male and 52 female with mean age of 18.47) and 124 upper-class students 

(70 male & 53 female with age range of 20 to 26). They used year (under-

classmen vs. upper-classmen) and gender as variables. Multivariate analyses 
of variance was calculated to assess group differences on the measures of 
psychological separation and adjustment to college. Separation from parents 
was assessed as functional independence, emotional independence, conflictual 
independence, and attitudinal independence. Functional independence 
was defined as a student's ability to manage his or her personal affairs 
independently. Emotional independence was defined as a student's level of 

freedom from parental support needs, approval and closeness. Conflictual 

independence was defined as a student's level of freedom from excessive guilt, 
anxiety, resentment, and anger toward parents. Attitudinal independence was 
shown as the degree to which a student's attitudes, values, and beliefs are 
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different from those held by the parents. Laps ley, Rice, and Shadid found that 
personal-emotional adjustment was strongly related to psychological separation, 
especially functional and emotional independence from the mother and 
conflictual independence from the father. Moreover, students in their freshman 

year who showed more psychological dependencies on the mother and father 

made a poorer social and personal-emotional adjustment to college than did 

students in other years. Gender differences also were apparent, with female 

students showing more functional, emotional, and attitudinal dependencies 

on the mother and emotional dependency on the father than the male students. 

The researchers pointed out that the previous finding didn't seem to translate 
into poor college adjustment, but could be a reflection of the feminine 

orientation toward relationships, attachment, affiliation, connection, communion 
and bonding, rather than autonomy (Laps ley, Rice & Shadid, 1989). Quintana 

and Kerr's (1993) research results indicated that students' nurturance and 
dependency needs from their parents were more important for female college-

age students; whereas, male college-age students showed excessive struggles to 

be independent. 
Relationships between adolescent separation-individuation, family 

cohesion, and college adjustment were investigated by Rice, Cole & Laps ley 

(1990). Over two hundred students, 138 men and 102 women from different 

colleges were studied. The mean age was 19.32. Three adolescent separation-
individual measures, two family cohesion measures, two college adjustment 
measures (Student Adaptation to College Questionnaire and College Inventory 

of Academic Adjustment), and one measure of social desirability were used. 
Students completed the package in two hours and in random order on two 

separate occasions. The exploratory factor analysis (oblique rotation) implied 

that the individuation measures assessed the process of separation-individuation 

in two different ways; the degree to which the student is functionally and 

emotionally independent from parents, and the feelings associated with 
particular separation experiences. Positive separation feelings from parents 
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measurement was defined as, "hopeful, non anxious, and unresentful reactions 
to a variety of separation experiences" (Rice et al., 1990, p.200). They found that 

the positive separation feelings measurement was a better predictor of college 

adjustment than independence from parents or family cohesion. Students who 
reported positive feelings about separation also reported being well adjusted to 
university life. 

In a study conducted by Rice (1992), a longitudinal design was used to 

assess the gender differences in students' separation from their parents from 

their freshman to their junior year and to determine the interrelationship 

between individuation and adjustment over time. The sample of the study 
consisted of 130 freshmen who participated in a previous study which was 

carried on by Laps ley et.al (1989). The sample completed measures of 

separation-individuation and college adjustment early in their freshman year. 
In Rice's follow-up study, 81 of the previous sample (there was a 62% return rate 

of the original freshman group) completed measures in their junior year. In 

addition, another cross-sectional sample of 61 juniors completed the measures 

for the first time. Responses to items on a measure of independence from parents 
were recorded. Half of the items were designed to measure independence from 
the mother; the other half described independence from the father. The Student 

Adaptation to College Questionnaire (SACQ, Baker & Siryk, 1984) was 
administered to the students. The results of Rice's study showed a stronger 
association among separation-individuation and college adjustment variables in 
the junior year than in the freshman year, and a different pattern of association 
between these variables for males than females. 

Increases in functional, emotional, and conflictual independence from 

both parents were observed in both males and females, in addition to academic, 

social, and personal adjustment. Juniors in Rice's (1992) study were better able to 

manage their daily affairs, were less emotionally dependent on parents, and 

were less angry or resentful toward parents than they were as freshmen. Rice 
speculated that the college environment helps students to become attitudinally 
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independent, because it stimulates students' previously held beliefs and values. 
Unexpectedly, students' attitudinal independence did not change over time. 

The longitudinal analyses also revealed no link between prior separation-

individuation scores and later reports of adjustment to college. Moreover, the 

earlier adjustment of males was predicted by conflictual independence from 

fathers, and the earlier adjustment of females was predicted by later 
independence from fathers. Psychological separation-individuation did not 
appear to influence academic adjustment in the freshman or the junior year. 

Separation-individuation was significantly associated with social and emotional 

adjustment for female students; however, it was not for male students. Female 

students' dependence on the father was significantly associated with social 

adjustment; and their conflictual independence from the mother was associated 
with emotional adjustment to college. However, Rice stated those female 

students may have experienced adjustment difficulties during their freshman 

year. In the junior year, separation-individuation was significantly associated 

with social adjustment for female students; in addition, it was significantly 

associated with emotional adjustment for both genders. Female students were 
better adjusted socially in the junior year than in the freshman year. Male 

students' separation-individuation was significantly associated with emotional 

adjustment, and to a degree, with social adjustment in the junior year. Rice 
concluded that students' adjustment level during the freshman year predicted 
junior male students' conflictual independence from the father, as well as junior 
female students' general dependence on the father. 

The work of Holmbeck and Wandrei (1993) assessed freshmen students' 
cognitive constructions (beliefs) of the home-leaving process , family 

relationship, separation-individuation issues, and personality variables 

(adaptability to change and instrumentality) in relation to adjustment to college. 

Participants for the study were 286 students of whom 104 were male and 182 

were female. Seventy-seven percent of those students were white, 16% were 

African American, and 7% were of other ethnic groups. Adjustment variables 
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were examined by measuring students self-esteem, social support, depression, 
state anxiety and physical symptoms. Results indicated that separation-
individuation issues, family relations, and personality variables predicted 
students adjustment more than home-leaving status. A healthy balance between 
closeness and distance in the relationship with the parents, and the quality of 

family attachment helped students to adjust to college during the first year. 
Moreover, students' perception of their high adaptability level to change and 
control their environment were associated with their positive adjustment to 

college. Gender differences showed that men's dependency denial was 
associated with maladjustment (low self-esteem, low social support, high 
depression, high anxiety, and high physical symptoms). Women's dependency 

denial was associated only with social support. High levels of separation 

anxiety, enmeshment seeking, and low perceptions of adaptability to change for 
women were associated with high depression and more physical symptoms. 
Holmbeck and Wandrei concluded that men and women meet their individual 

developmental needs differently in their adjustment to college. 
In 1994, Palladino Shultheiss and Blustein investigated conflictual and 

attitudinal independence and adolescent-parent attachment in association with 
college student development and adjustment. Subjects for this study were 73 

female and 66 male undergraduate students with a mean age of 19.1. The 
participants were from different ethnic backgrounds, and the sample was 74% 
Caucasian, 10% African American, 9% Asian, 3% Hispanic, 1% Indian; and 3% 

didn't report their ethnic background. Forty four percent were freshman, 27% 
were sophomores, 15% were juniors, and 14% were seniors. College student 
development (measures of students' progress in resolving psychological tasks), 

college student adjustment (measured by the SACQ), psychological separation, 
and parental attachment were used as variables for the study. It was found that a 
positive relationship existed between development and adjustment for female 

college students. Women who had progressed further in academic autonomy 
and had developed mature interpersonal relationships were more well adjusted 



38 

academically and personally. However, women who had less parental 
attachment and more attitudinal independence from parents tended to show 
lower progress in developing purpose and academic autonomy. Men's college 
adjustment and development were also significantly associated. Men who had 

progressed further in academic autonomy and were better adjusted 
academically and personally showed more attachment to their mothers. 

The previous studies confirm that the geographical separation, 
psychological separation, and positive separation feelings from the parents 
facilitate college students' different aspects of independence and development. 
Those students are better adjusted to university life. In addition, the difference 

between men and women's independent aspects are apparent. 

Family Interaction 

Family interaction plays a significant role in students' college adjustment. 

Lopez, Campbell, & Watkins (1988) studied 554 college students; 222 were male, 

332 were female and the mean age was 20.0 years. The authors of the study 

measured characteristics of family interaction that had been previously 

associated with college student maladjustment. The characteristic interactions 

studied were parent-child role reversal, marital conflict, fear of separation, 
psychological characteristics of late adolescence, and student adjustment to 
college; the latter was determined by the use of the SACQ. The return rate of 

the research battery was 75%. Seventy percent of the sample were freshmen and 
sophomores. The samples of both genders were randomly split into two halves 

which created four separate groups. Canonical analyses were used 

independently on the data from each group to identify independent relations 

(roots) between the four scales measuring psychological separation and the four 
scales measuring student adjustment. Lopez, Campbell, and Watkins pointed 
out that students who reported a problematic family structure had angry-
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rebellious or angry-dependent relationships, and a conflictual separation with 
their parents. With respect to the other students who had a healthy family 
structure, conflict-free separation and dependent attachments to parents were 

reported. The researchers reported that advances in separation were not 
uniform. 

In a study carried out by Hays and Oxley (1986), it was found that 

students' interaction frequency and conflict with family members was stable 

during the fourth, eighth, and the twelfth weeks of assessment. Moreover, 

commuters interacted with family members more frequently than on-campus 
residents. Berman and Sperling (1991) reported that commuters showed higher 

parental concerns (emotional and behavioral basis of the ongoing relationship 

with the parents) during the beginning and at the end of the semester, i.e. after 
three months than the on-campus residence students. However, both groups 
reported less concern toward their parents over time. Sullivan and Sullivan 

(1980) investigated the relationship between commuter and resident college 

students and their respective parents. The sample of the study included 242 
white male students from four states. Results indicated that resident students 
believed their parents communicated better with them than did the parents of 
commuter students. 

The above studies point out that a healthy family structure provides a 
conflict-free separation from parents which facilitates student college 
adjustment. However, if conflict with family members is present it remains 
stabile over time. Students' parental attachment and parental relationship 
concerns also remain stabile for a period of time and then start to decrease. 

Residents on campus are less concerned about their parental relationships, 
interact with family members less frequently, but feel their parents communicate 

better with them than do the parents of commuters. 
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Family Relationships 

Parents' relationships with college-age daughters and sons influence the 

students' sense of psychological well-being. A study done by Quintana and Kerr 
(1993) showed that first and second year college-age students' (N = 87, male 47; 

and female 40) engagement in supportive relationships with parents was 
strongly associated with absence of psychological complaints of depression and 

anxiety. Students who were involved in relationships with their parents in which 

their separateness and individualism were mirrored, acknowledged, and 
supported showed absence of depression complaints. On the contrary, students 
who reported psychological complaints, such as depression, experienced 
separation anxiety, rejection anxiety, and denial dependency in their 
relationships with parents. In a study of 30 female and 30 male students, 

Sabatelli and Anderson (1991) found that students who perceived their 
relationship with their parents to be dysfunctional were highly depressed. 

Moreover, students who experienced less warmth, concern, respect, and 

empathy in relationship with their parents, especially the mother, reported being 
anxious. In another study carried on by Sullivan and Sullivan (1980), it was 

shown that students who were residents on campus reported increases in their 
parents' affection toward them, increases in their own affection toward their 

parents, and in the total affection in the student-parent relationship. 
Researchers generally agree that strong supportive relationships between 

students and their parents contribute to the absence of depression and anxiety 
experienced by the students at college. Therefore, students adjust better to the 
college environment. 
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Family Attachment 

Secure attachment bonds facilitate the student's transition to a new college 

environment. The work of Berman and Sperling (1991) with 89 freshmen college 

students (59% female, 80% Caucasian) was conducted to examine the 
relationship between attachment to parents and emotional distress during the 
freshman year. Measures were administered during the first three weeks and 

again after three months. Students' emotional states were measured through 

depression and anxiety levels. Attachment was measured through salience 

(intensity of continued parental attachment), parental preoccupation (frequency 
of parental thoughts), and parental concern (emotional and behavioral continual 

attachment). Gender differences were demonstrated. They indicated that males 
showed a decrease in parental concern toward their mother over time, whereas 
females retained an ongoing concern toward the mother. Attachment was more 

intense and continual over time for female students, but they didn't experience 
any depression. Although the male students were less attached to the parents in 
general, males who experienced strong attachment were depressed. Berman and 

Sperling stated that commuters and resident students were equally attached 
toward the mother during the first three weeks of the semester. However, on-
campus residence students' attachment toward the mother decreased over time, 
while commuters' attachment stayed at the same levels. In another study, Lopez, 
Campbell, & Watkins (1988) reported that there was a relationship between 
conflicted parent-student attachments and college adjustment for both genders. 
Gender differences showed that in problematic family structures male students 
were conflictually dependent but attitudinally detached, while female students 
were more conflictually, and functionally/emotionally attached to parents. The 
researchers pointed out that conflictual parent-student attachment may produce 
emotional difficulties for students that could affect other aspects of college 

adjustment. 
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The relationship between students' attachment and adjustment in time of 
distress was examined by Rice and Waley (1994). The attachment variables 

consisted of students' affective, cognitive and behavioral aspects of trust, 

communication and alienation in attachment relationship. Adjustment was 

measured by using three scales from SACQ (Baker, & Siryk, 1984b): the 

academic adjustment scale, the social adjustment scale, and the personal-

emotional scale. One hundred and thirty one students with four different majors 
participated in the study; 33 were male and 98 were female. The two instruments 

were administered to the students during the third (early), ninth (middle), and 
fifteenth (late) week of the semester. Rice and Whaley found that during the 

third week of the semester, academic adjustment and emotional adjustment to 

college were predicted by the female students' attachment to both parents. In 
addition, social adjustment was predicted better by the female's attachment to 

the mother than to the father. However, the male's attachment failed to predict 
adjustment to college. Similar results during the ninth week appeared for 

females with one exception; the attachment to both parents predicted social 
adjustment. For both genders, attachment predicted adjustment during the 
fifteenth week of the semester. Attachment to the father was more important for 

males. For females, attachment to the mother predicted social adjustment, and 

the relationship with both parents predicted academic and personal-emotional 
adjustment. 

Recently, Rice, Fitz Gerald, Waly and Gibbs (1995) conducted two separate 

studies to investigate changes in college students' attachment to their parents 
and its association with separation and college adjustment. The first cross-
sectional study sample included 233 students (42 male and 40 female); of those 

students 141 were upperclassmen (73 male and 68 female). Two measures of 

adjustment were used for this study; the SACQ and the College Inventory of 

Academic Adjustment (CIAA). The most informative finding of this study was 

the demonstration of a strong relationship between secure attachment to parents 

and separation-individuation and adjustment to college. In addition, the results 
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of the study supported the view that secure attachment facilitated students' 
adjustment to college for both genders. Highly secure-attached students showed 
higher scores on SACQ's academic, social, and emotional adjustment scales than 

insecurely-attached students. Also, scores on curricular adjustment, goal 

maturity, study skills, and mental health (emotional adjustment) of CIAA scales 

were higher for securely-attached students than for insecurely-attached students. 
The securely-attached students had positive feelings about separation from the 

parents. The female students reported higher levels of trust and communication 

on attachment variables than the male students. Comparison between upper-

classmen and freshmen revealed that upper-classmen were better adjusted and 

more independent than freshmen. Unexpectedly, securely-attached students 
showed higher dependency on their parents than insecurely-attached students. 
This second study, which Rice et. al conducted, was longitudinal and was 
implemented with 81 students over a two-year period. The results indicated that 

attachment to parents for both genders were revealed to be stable from the 
freshman to the junior year. Female students' attachment to peers remained 
stable over time; however the same results didn't appear for male students. 
Securely-attached students showed higher academic, emotional and curricular 

adjustment, higher academic and life goal maturity, and were less independent 
from parents than insecurely attached students. The results further indicated that 
the independence from parents of securely-attached students stayed stable over 
time. Rice et. al conclude that "... studies of attachment relations and their 
developmental and adaptational derivatives have proven particularly important 
in investigating of the adjustment late adolescent college students" (1995, p.472). 

The previous studies indicate that secure parental attachment stays stable 

over time. In addition, it facilitates students' academic, personal, and social 

adjustment in particular and adjustment to college environment in general. 

Students who have secure attachment bonds with their parents experience 

personal satisfaction, adjustment to college education, satisfaction in their 
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majors, mature college goals, and mature life goals. Female and male parental 
attachment contributes differently in the ways students adjust to college life. 

Family Support Systems 

Family support systems help students' transition to college. Henton, 

Lamke, Murphy, and Haynes (1980) speculated that students' transition to 

college without family support could generate a crisis state. They carried on a 

study to examine the relationship between freshman college students' family 
support systems and crisis reaction of entering college. The sample of the study 
consisted of 182 first-semester freshman; 57 were male and 125 were female, 

with a mean age of 18.5. The crisis reactions included feelings of tiredness, 
exhaustion, helplessness, inadequacy, confusion, and physical symptoms along 

with anxiety. Also measured were disorganization of functioning and work 
relationships, family relationships, social relationships and social activities. 
Students were also asked to indicate their initial impression about college life. 
Finally, they were asked to report their personal adjustment level and their 

functioning in general. The researchers noted that students who reported a high 
crisis state had less family support, and negative, overall initial impressions of 
college. Students who reported a higher crisis state lived a greater distance from 
home, wanted to go home more often, had fewer family relatives living in the 
college community, and were less adjusted personally to college. In one study, 
students who participated in supportive relationship with parents, authority 
figures and peers, reported less psychological complaints (Quintana, & Kerr, 

1993). In another study, students who were less supported by the peer group 

showed the highest levels of depression but not anxiety (Sabatelli, & Anderson, 

1991). Relationships with faculty and significant adult figures facilitated the 

shifting of students' dependencies (Henton et. al, 1980), and attachment bonds 

(Rice et. al, 1995) from the parents to other support groups in the socially and 
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academically competitive college environment. All these relationships contribute 

to students' adjustment to college. 
In summary, numerous studies have cited common, family factors 

contributing to students' academic, social and personal adjustment. It is 
generally believed that family factors are related to student-parent geographic 
separation, psychological separation, family interaction, family relationships, 

family support systems, and to secure attachment bonding. Gender played a 
significant role in student connections with the family which influenced 

students' academic, social, personal adjustment and adjustment in general. 

Social Adjustment 

Humans are social beings. They live with others, therefore, adjustment, as 

well as maladjustment are social concepts (Derlega and Janda, 1986). It is 

important to study individuals' adjustment or maladjustment in the context of 
their relationships with others (Derlega and Janda, 1986). In the following 
section, studies which have considered students' overall social functioning in the 
college environment are summarized, and elements such as social concerns, 

social support, social relocation, and the ability to deal with being away from 

home are considered. 

Social Concerns and Expectations 

College-age students report different social concerns and expectations of 

their social experiences in the college environment. Beard, Elmore, and Lange 

(1982) analyzed 265 college student questionnaires on personal-social 

development, vocational development, and academic development. They 

reported that the students' primary concerns, in that order of importance were 
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about interpersonal relationships, completion of assignments, sexual matters, 
and personal problems. The authors suspected that the fact that 70% of the 

sample was female may have influenced the results. 

Investigating students' expectations of college environment 

characteristics, Pate (1970) studied a random sample of 180 students the summer 

before their college attendance and then eight months later, by administering the 
same measures of expectation. The college environment characteristics Pate 

examined were practicality, community, awareness, propriety, and scholarship. 

The results revealed a discrepancy between what students expected earlier and 
what they expected later in the college environment. Significant differences were 

reported in the areas of environment practicality (practical, instrumental 
emphasis on the campus), community (describing a friendly, cohesive, group-
oriented campus), awareness (emphasizing political, poetic, and personal 
meaning), and scholarship (describing scholarly environment). Students' 
expectations in the area of propriety, such as a polite and considerate 

environment, didn't change. 
Studies on social concerns and expectation reveal that students are mainly 

concerned about their personal relationships, sexual matters, and personal 
problems. And another aspect, practical, instrumental, warm, friendly, cohesive, 
group oriented, and accepting college environments are expected by many 

college students. 

Social Support 

The quality and quantity of social support resources available to students 
on campus affect their transition and can improve their adjustment to college. 

Two investigators, Hays and Oxley (1986), examined the relationship between 

social network development and adjustment to college. The study was 

conducted on 89 single, white, freshmen, including 47 females and 42 males. 
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Fifty-five students were commuters and lived with their parents, while 34 were 

residents on campus. The social network variables studied included composition 
of social network, intimacy of relationships, similarity of the members' attitudes 
and values, proportion of mutual friends, frequency and location of interaction 

with the support group in the social network. The researchers used a 
questionnaire containing 12 items for assessing students' adjustment to college. 

The instrument measured students' general satisfaction, both with college life 
and happiness with specific aspects of college life. Psychological well-being was 

also assessed by measuring depression, anxiety, interpersonal sensitivity, 
obsession-compulsion, and somatization. The research battery was administered 

to the subject three times, at the fourth, eighth, and twelfth week. The 
psychological well-being measure was administered only at the twelfth week. 

Hays and Oxley found that at the fourth week, the number of fellow students 
within the freshmen students' network has the variables most strongly related to 
college adjustment. Moreover, college adjustment was positively correlated with 

the variables of similarity of members, frequency and the number of different 
interactions. Not surprisingly, the direct forms of support (advice, emotional 

support, task assistance) were not found to be strongly related to freshmen's 

adjustment to college, but to psychological well-being. Moreover, fun and 
relaxation in the network function were most consistently related with college 

adjustment, especially for students who lived on campus. 
It is of note that Hays and Oxley needed to conceptualize students' 

adjustment to college more broadly than solely in terms of students' general 
satisfaction both with college life and happiness with specific aspects of college 

life. The researchers pointed out that the intimacy of the freshman's network was 

associated with the amount of emotional support that available through network 
members. Finally, only the number, size and amount of relaxation and fun 

provided by the network were strongly significant with students' adjustment to 

college by the second and third administration of the questionnaire. Also, social 
networks increased as students became integrated into campus housing; 
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however, the number of new freshmen entering the social network became less 
important as the semester progressed. Gender differences were apparent; female 
students contacted their network more frequently, interacted more with females, 
received more emotional and information support than did male students. Hays 

and Oxley concluded that the social network characteristics of role models, 
socialization opportunity and social validation assisted in students' integration 
into peer groups, and promoted their adjustment to college in the early stages of 

their transition to college. 
The purpose of Schwitzer, Robbins, & McGovern's (1993) study was to 

explore the interaction effect between students' goal instability levels and their 

social support on adjustment over the first freshman semester. The sample of the 
study was selected from college freshman enrolling in an orientation to 
university life course. They were between the ages of 17 and 23 years old. Of 113 

students, 41% were male and 59% were female. The independent variables were 

defined as follow: (a) goal instability to measure students' self-perceived 
consolidation of goals; (b) classroom environment--to measure student's 
appraisal of aspects of the psychosocial environment of a classroom experience; 
and (c) interpersonal support evaluation list-- to measure the perceived 
availability of environmental psychosocial support resources. The dependent 

variable for the study was The Student Adaptation to College Questionnaire 

(SACQ), used to measure students' adjustment to college. 
The results of the study confirmed Schwitzer, Robbins, & McGovern's 

expectations; the interaction effects of goal instability and both classroom 
support in a freshman seminar and support naturally found in the university 
social environment occurred and mediated normal first-year adjustment for 
some students. Students with a moderate level of goal instability were not 

affected by social support. On the other hand, students with the highest reported 

self-consolidation used the available social supports both within and outside the 
classroom. They made a more effective transition to the university environment 
and had higher levels of semester-end adjustment. In another study, Robbins, 
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Lese, and Herrick (1993) investigated the relationship between social support 

and goal instability (students self-perceived consolidation of goals) as predictive 
variables for college adjustment among college-age students. The sample of the 

study included 198 students with a mean age of 18.34. Forty-one percent of the 

student were men; fourteen percent were black. Academic and personal college 

adjustment was measured by two scales of the SACQ instrument. Robbins, Lese, 

and Herrick found high goal-directed students had higher academic adjustment, 
whereas, low goal-directed students had lower academic adjustment. Gender 

and race variables predicted students' personal adjustment. African American 
students showed higher personal adjustment than White American students. 
High goal-directed students had higher personal adjustment, whereas, low 
goal-directed students had lower personal adjustment. The researchers also 

reported that high goal-directed students' interaction with social support 
resources helped them to adjust more personally, while low goal-directed 
students didn't show the same results. Surprisingly, at times of stress, low 
goal-directed students benefited from social support and showed higher 
personal adjustment, whereas, high goal-directed students didn't gain any 

benefit from social support resources. 
In summary, researchers reported that direct or indirect support systems 

at college influenced in positive directions student's happiness, satisfaction with 
college life, psychological health, and adjustment to the university environment. 
Students with high goals benefited from classroom support, social support and 
campus activity programs, which played important roles in their transition, 
integration and adjustment to college. 

Intervention Groups 

Social intervention groups promote students' integration and transition 
process; in addition, they facilitate students' adjustment to a new college 
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environment. Henton, Lamke, Murphy, and Haynes (1980) note that, college-age 

students are required to integrate new people and situations into their lives. 

According to Terrenzini and Pascarella (1978), the definition of the social 

integration construct includes the frequency and quality of contact with peers, a 

sense of shared values in nonacademic areas, and involvement in the non-

academic life of the institution. Bryant, Banta, and Bradley (1995) surveyed over 

2,500 students from five different institutions. Participants reported that the 
benefit from campus activities programs was very important to social integration 

dimensions, such as physical well-being, stress reduction, respect for others, 

friendship, and self-confidence in that order of importance. Racial differences 

indicated that minority students ranked those dimensions (in descending order): 
self-confidence, sense of adventure, respect for others, friendship, problem-

solving skills, balance/coordination, stress management, time-management 
skills, belonging/association, and physical well-being. Students reported that 
social activities provided them with interaction opportunities with faculty and 
adult figures on the campus, and helped them to integrate socially to college. In 
another study, Nelson, Scott, and Bryan (1984) pointed out that students who 

participated in campus social activities were socially integrated in college 

environment and were less at risk for attrition. 
Attending an orientation session of small discussion groups was useful 

for students, particularly those who were vulnerable during this time of their 
lives (Kirshner, 1974). In another study, a three- session (two hours each) 

program insured the students' transition from high school to college. The 

program provided information and work sheets which consisted of: (a) mapping 
skills for a new environment in the areas of campus, geography of services, 
knowing how to locate students services, broadening the focus from campus to 

the surrounding community, and summarizing/strategy-making of the 
information provided in the session; (b) problem-solving strategies dealing with 

relevant skills, such as making decisions, solving problems by using homework 

tasks, exercises, discussing elementary mistakes that result in over simplified 
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thinking about a problem and its definition; and (c) developing competencies to 
identify specific dimensions of the transition to campus and practicing the above 
tasks in their personal lives (Knott & Daher, 1978). Although no statistics were 

presented, Knott and Daher felt that the intervention group helped students' 
transition to college, reinforced the student's developing self-esteem, assisted 
students in taking risks, and provided them with opportunities for personal self 
growth. Dawoud's study (1994) on a Jordanian sample (N = 1,116) confirmed 

that newcomers were concerned about decision-making skills to select courses 

for registration, geographical location of students services, colleges, department 

and classes. Dawoud encouraged colleges to provide comprehensive orientation 

sessions for newcomers during their enrollments to help facilitate students' 
transition into the university environment. Positive results were also reported 
from a study using an intervention group to facilitate students' coping with 
psychological separation (Valdes and McPherson, 1987). The intervention group 

was called, " leaving home". The group's main objective was to focus on family 

of origin and individuation concepts, and strategies for coping with 
psychological separation. Participants reported more realistic and accepting 
perceptions of self and family after working with the intervention group. 

In a qualitative and quantitative study, Baker & Siryk (1986) examined the 

practical usefulness of the Student Adaptation to College Questionnaire (SACQ) 

in intervention, and the efficacy of the intervention. Freshman students (549) 
completed the SACQ during the eighth week of the first semester. Sixty-seven 
students were interviewed and placed in one of the two comparison groups 
either adjusting well to college or having difficulty in one or more areas of 
college adjustment. During the one to two hours of non-structured, individual 
interviews, the students' individual scores were discussed, and input from each 

student was recorded concerning their attitudes toward SACQ, difficulties in 

areas of adjustment, and self-perceptions about their own adjustment. In 

addition, the students were provided with specific advice, information or 

recommendations surrounding their personal difficulties. The SACQ was re-
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administered during the eleventh week of the second semester. The effects of 

intervention through pre-post-testing on the two comparison groups taking the 
SACQ revealed that a higher proportion of less-adjusted students (33.8%) than 
well-adjusted students (16%) had withdrawn from the university by the end of 
the eight semester (chi square analysis, p = .05). A multivariate analysis of 

variance repeated measure was used for all four scales for both the students who 

had been interviewed and hadn't been interviewed. Analysis was performed 
separately for the less-adjusted and the well-adjusted groups. It revealed, that the 

result from the less-adjusted group approached significance. Analysis of 
variance interaction term showed that the scores of the less-adjusted students 
who hadn't been interviewed increased from 4% to 6.2% across the scales on the 

SACQ. The less-adjusted students' interview score increased from 16% to 25.2%. 

Well-adjusted students appeared to have declines or slight increases, with the 
interview groups change approaching significance. The only scale which didn't 
show any significant improvement in adjustment score after the interview in the 

less adjusted group was the academic adjustment scale. Baker & Siryk, also 

reported that there was some evidence that early intervention is more useful for 
the less-adjusted students, while later intervention is more useful for well-

adjusted students. 
Intervention groups varied in their size, structures, purposes, goals, 

techniques, and types of students included. The common feature of intervention 
groups was the facilitation of transition and integration processes for students' 
college life. In addition, those groups increased students social and personal 

adjustment. 

Social Location 

Many studies have documented the importance of students' social 
location during college years on academic, social, and personal adjustment. 
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Living on/off campus differences among 115 students (29% commuter students 
and 71% resident students) were studied by Wilson, Anderson, and Fleming 
(1987). They found that students who were living off campus had poorer 

personal adjustment, were less trusting, showed less overall ego identity, and 

had greater involvement and investment in parental relationships than residence 

hall students. Also freshman commuters perceived themselves as more 

emotionally tied to their families of origin. Looking at the differences between 
185 resident students and 116 commuter students regarding their adjustment to 
college, Graff and Cooley (1970) found that regardless of the students' ability 

level the two groups differed in their adjustment scores. Students who 
commuted had poorer mental health and academic adjustment and less maturity 
in their goals and aspirations according to a study examining students concerns. 
Off campus students (277 students) considered the housing item to be very 

unimportant, but residence hall students (2,334 students) ranked the housing 
item higher, and both groups ranked all other items in the same order (Sagaria, 
Higginson, and White 1980). Further research indicates that students who lived 

off campus ranked the housing category ninth, with the bottom categories each 
moving up one position. Graff and Cooley (1970) recommended that faculty 
advisers need to be sensitive to the needs of commuter students because their 

needs are different than those of resident students; commuter students should be 
informed periodically of the available cultural and recreational programs; in 
addition, special orientation programs should be designed to facilitate commuter 
students' integration into college life and activities (Graff, and Cooley, 1970; 

Sagaria, Higginson, and White 1980, Henton etal, 1980). 
Researchers have agreed in a general way to the importance of students' 

social location in assessing students' needs to promote better adjustment. Living 

on campus has positively influenced students' ego identities, trust levels, 
emotional ties to their parents, mental health, college goal maturation, life goal 
maturation, social integration, issues in personal and academic adjustment areas. 

However, these students were all concerned about housing issues. 
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In summary, several researchers indicate the importance of social 

adjustment to college experience. Students experience interactions and a social 
context with a variety of new people in a foreign environment different from 

that experienced in high school. Social networks, social intervention groups and 

social locations have been seen to significantly prompt students' transition, 

integration, and adjustment to college culture. 

Personal Adjustment 

Personal adjustment involves not only the ability to function academically 

and socially in college culture but also the ability to function physically and 

psychologically. 

Raskin and Rogers (1989) define psychological adjustment as "...the 

consistency, or lack of consistency, between an individual's sensory and visceral 
experiences and the concept of self. A self-concept that includes elements of 

weakness and imperfection facilitates the symbolization of failure experiences. 

The need to deny or distort such experiences does not exist and therefore fosters 
a condition of psychological adjustment" (p. 170). Consequently, as Rogers 

explained, maladjustment occurs when the size of the difference between 

experience and the self increases, and as a result, self-esteem is lowered (Derlega 
& Janda, 1986). Psychological adjustment includes flexibility and involves the 
degree to which various parts of the personality system function together. The 
balance involves motivating factors, such as needs, drives, and goals; directional 

factors such as beliefs, attitudes, and values; skill factors, including cognitive 
ability and coordination; appraisal; and control factors, such as self-concept, 

conscience, and defense and coping mechanisms (King, 1973). During the college 

years, some students experience discrepancies between their anticipated and 

actual personal adjustment to college. Underestimation of adjustment ability in 
personal areas was reported by some students (Gerdes and Mallinckrodt, 1994). 
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Those students were more likely to make use of psychological services (Baker 

and Siryk, 1985). The following section will summarize studies of students' 

personal concerns and problems, life stresses and personal adjustment as well as, 

the general sense of physical and psychological well-being. 

Personal Concerns and Problems 

Many studies have explored the psychological and physical, personal 

areas that affect the adjustment to college life by students. In one study of 1,000 

students, Weissberg, Berentsen, Cote, Cravey, and Heath (1982) reported that 

concerns in personal areas include managing time, speaking in class in a relaxing 

way, budgeting money, increasing self-confidence, handling stress and anxiety, 
building personal relationships, initiating relationships, learning leadership and 

decision making skills, and accepting criticism without being upset. Females 
expressed significantly stronger concerns than males in dealing with personal 

conflicts, expressing opinions and thoughts, controlling weight and developing 
independence. On the other hand, male students' primary concerns were in 
understanding more about love and intimacy. The most important areas of 
concern for upper-class students were making decisions, developing a healthier 
lifestyle, accepting criticism, feeling comfortable in social gatherings, improving 
relationships with the opposite sex, handling feelings of jealousy, understanding 
the self better, exploring feelings of death and dying, and handling thoughts of 
suicide when comparing them with under-class students. Upper-class students 
had more concerns in improving relationships with the opposite sex and with 

suicide than other students. In another study carried on by Lucas (Lucas, 1993) 

female college-age students reported that their primary concerns were 

nervousness, stress, depression, loneliness, and conflict in relationships, whereas 

male participants were more concerned about their grades and study skills. 
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One investigator (Andrews, 1987) compared students' assessment of their 

own problems and of students in general. Andrews studied a sample of 293 

students of whom 71% lived on campus, 61% were males, and 39% were female 

with a median age of 21.0 years. Andrews found that the most frequent 

problems ranked by the students for themselves and for students in general 
were identical. The problems identified were finances, study skills, exam 
anxiety, career choice, assertiveness, general tension, selecting a major, and 

depression. Gender differences were significant, women indicating problems 
with feeling tense, weight control, deaths in the immediate family over the last 

six months, and sexual discrimination in employment. Men identified problems 

with finance, anger, and having no immediate relatives. 
In another study, Almutawaa' (1991) surveyed 548 (15-24 years old) 

Emirates students to investigate the students' primary problems and concerns. 
It was found that the students' problems in the personal area included, in 
descending order, choosing the right marriage partner, fearing the future, day-

dreaming, speaking with parents about personal problems, getting married 
without knowing the partner, testing with high anxiety, feeling shy while asking 
questions, feeling depressed without any reason, having academic difficulties, 
not expressing sexual concerns with parents, handling parents' high 
expectations, having difficulties concentrating on studies, not having 

recreational activities, feeling uncomfortable with the opposite sex, having 
difficulties speaking in a relaxed way with the opposite sex, feeling nervous, 
difficulties in expressing opinions and thoughts, and feeling shy. Not 
surprisingly because of religious values, students ranked having suicidal 
thoughts the least important of 130 problems. 

College students' personal concerns and problems are numerous and vary 

from one culture to another, according to socio-cultural standards, values, 

norms, traditions, and unspoken assumptions. 
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Life Stresses and Personal Adjustment 

Problems with personal adjustment are commonly known as general 
psychological distress experienced by students during their college years. Hays 

and Oxley (1986) reported that students' participation in a social network was 

associated with fewer psychological symptoms, such as depression, anxiety, 
sensitivity, obsession-compulsion and somatization. Frazier and Schauben (1994) 

looked at the relationship between stressful life events and female college 

students' adjustment. Their sample included 282 female students, of which 32% 

were freshmen, 25% were sophomores, and 16% were juniors. The sample was 

composed of different ethnic backgrounds; 80% European American, 12% Asian 

American, 4% African American, 2% Hispanic American, and 1% Native 

American. The age range was between 17 to 56 years old, with a mean age of 26. 

Frazier and Schauben measured events students had experienced during the 
past six months and rated stressful events on a five-point Likert Scale. 

Adjustment to college was measured through psychological symptoms 
(somatization, anxiety, phobic anxiety, psychoticism, interpersonal sensitivity, 
depression, paranoid ideation and hostility), which indicate overall distress, and 
disruption in basic beliefs (basic beliefs about oneself and others in the area of 
power, trust, esteem and intimacy) and the world (safety). The five most 
frequent stressful events experienced by female students were test pressure, 
financial problems, rejection by someone, relationship breakup, and failure 
of a test. Students identified the most stressful life events as their experiences 
with the death of a significant other (such as partner, friend, or family member), 
a relationship breakup, involvement in a violent relationship, and parental 

separation or divorce. Frazier and Schauben also found students who 
reported more stress and rated those events as more stressful, reported more 
psychological symptoms and more disrupted beliefs than those experiencing less 

stress. Asian American (12%) women scored higher than European American 
(80%) on overall distress, and were less adjusted to college. In another study, 
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Waelde, Silvern, and Hodges (1994) investigated 247 college-age students' 

stressful life events and gender role associations along with self-reported 
depression and suicidality. The results indicated that men who felt high 

achievement stress and high masculinity had low self-reported suicidality 
scores. Women who felt high interpersonal stress, and high femininity had low 

self-reported depression (but higher than men). Moreover, womens' 
interpersonal events and mens' achievement events were related to suicidality. 

Leong, Mallinckrodt & Kra lj (1990) examined possible cross-cultural 

variations in stress and adjustment among Asian graduate students in 
comparison to Caucasian graduate students. The total sample of their study was 
440 students. The variables for the study included life stress, physical health, 

and psychological health complaints. They found that Asian students 
experienced fewer stressful life events than did Caucasian students. Even so, the 

overall psychological health status of the two racial groups was not significantly 

different. Asians had fewer concerns about alcohol and drug problems, but 
greater levels of difficulty with memory, paranoid thinking and hallucination. 
These differences were discussed as either real racial differences or differences 

attributable to problems associated with cross-cultural assessment. In another 
study, Cheng, Leong, and Geist (1993) investigated the differences of 

psychological distress between college-aged Asian and Caucasian students. The 
sample consisted of 151 students including 62 males and 89 females, of which 48 
were Caucasian, 27 were Black, 25 were Hispanic, and 50 were Asian. The 
Asians were international students; 69% were from Taiwan, 23% were from 

Korea, 5% were from Japan, and 3% were from the Philippines. The age range 

was from 18 to 25. Psychological distress was measured through somatization, 
obsessive-compulsive, interpersonal sensitivity, depression, anxiety, phobic 

anxiety, hostility, paranoid ideation, and psychoticism. The results indicated 
significant group differences between Asian students who reported more 
personal and emotional problems than Caucasian students. Asian students 

scored higher on obsessive-compulsiveness, interpersonal sensitivity, 
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depression, phobic anxiety, paranoid ideation, and psychotic behavior. The 
researchers concluded that the differences between the two groups were due 
either to cultural differences or to situational stressors experienced by 
international students. Finally, Frazier and Schauben (1994) pointed out that 

individuals perceive stressful events quite differently and rate them differently; 
and that counselors, therefore need to be careful in making generalizations 

regarding the meaning of events for individuals, particularly for individuals 
from different cultures. 

During the college years, students who had discrepancies between their 
anticipated and actual personal adjustment to college were more likely to make 
use of psychological services (Baker and Siryk, 1985). In students' personal 

adjustment areas, Cooper and Robinson (1988) found a decline from expectation 

to actual adjustment, although it was not significant. Gerdes and Mallinckrodt 
(1994) reported that students underestimated their adjustment ability in personal 

areas. 

The previous studies designated students as having stressful life events. 
Students who reported being stressed experienced psychological symptoms and 
disrupted beliefs. Moreover, stress was related to depression and anxiety. 
Significant differences were reported between Asians and Caucasians 
psychological health, physical symptoms and psychological distress. In addition, 

Asians reported experiencing more personal and emotional problems than did 
Caucasians. 

Adjustment is not a simple process. It is influenced by a number of factors 
such as academic, social, family and personal. In order to assist students in 
making a successful adjustment to college, Mayes and McConatha (1982) have 

made several recommendations. Universities must regularly assess students' 
needs and provide comprehensive services to each of the new and regular 

groups of students. Counseling Centers should provide orientation programs, 

acquainting students with the availability of counseling services. Universities 
should provide training and seminars for peer counselors, such as residence hall 
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directors and assistants with whom students might be more willing to interact. 
Also, the above services should be offered to academic advisers, social workers, 

and administrative staff who serve the students in university settings. 

Measuring College Student Adjustment 

For the purposes of the present study, six measures of adjustment are 
reviewed. The instruments reviewed are the Student Adaptation to College 

Questionnaire (SACQ), the College Inventory of Academic Adjustment (CIAA), 

the College Maladjustment Scale (MT), the College Adjustment Rating Scale, the 

Inventory of Student Adjustment Strain (ISAS), and the Adjustment to 

University Society Questionnaire. 

Student Adaptation to College Questionnaire 

The most revealing study which measured students' college adjustment 
was the longitudinal study conducted by Baker & Siryk (1984b). In their 

literature review, they pointed out that the complexity of the process of 

adjustment resulted in most of the research attempting to explain attrition. These 
attempts resulted in the development of some measures which address various 
dimensions of students' experience and relate them to attrition. Few studies have 
correlated students' experiences with other behaviorally relevant variables, and 
few have contributed to our knowledge regarding students' adjustment. 
However, most studies use attrition as their criterion measure, and although 
attrition is an appropriate criterion of adjustment, it is not specific. Students may 

discontinue enrollment in a college or university for many reasons unrelated to 

the quality of adjustment. Baker and Siryk pointed out that the major interest 
that most studies had with respect to the adjustment measure was to predict 



61 

attrition, not to measure adjustment per se. They noted that students who 

experience difficulty tend not to respond to or participate in adjustment 
programs offered at the university. Therefore, there is a need to identify students 
with adjustment problems if the schools are to intervene early. As Baker and 

Siryk (1984b) have stated, "There is not currently available an instrument of 

demonstrated reliability and validity for assessing student adjustment to college 
in its various aspects" (p. 179). The purposes for Baker and Siryk longitudinal 

research were twofold: first, to provide a source of dependent variables to 

determine various attributes of the person and environment which are related to 
adjustment to college; and second, to provide a diagnostic instrument which 
could be used for early identification of students who are susceptible to 

adjustment difficulties or who are presently having these difficulties. The 

Student Adaptation to College Questionnaire (SACQ) was constructed in the 
belief that adjustment to college is multifaceted, that there are a variety of tasks 

and demands which require a variety of coping skills or adjustments, and that 

adjustment is unique for each individual. SACQ contains five scales which 
measure academic, social, and personal-emotional adjustment along with 

institutional and/or goal commitment. The academic adjustment scale contains 

24 items which reflect educational demand characteristics of the college 

experience. The social adjustment scale has 20 items relevant to various aspects 

of social demands that are part of the students' experiences. The personal-
emotional adjustment scale contains 15 items which assess the student's 
psychological and physical feelings. The fourth scale of the SACQ is attachment-
goal commitment, which is composed of 15 items assessing the student's feelings 
about being in college, and more specifically, about attending his/her particular 

institution. The final scale constitutes the sum of scores for all items (the full 
scale score). The full scale score is an index of overall adjustment. In developing 

the SACQ new college freshman were administered the instrument eachyear 
for a period of three years. The final sample was 734 students. These students 
were at Clark University, an urban residential institution in Worcester, 
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Massachusetts. The students had average grades in high school of B or better, 
stood in the top quarter or fifth of their class, and had average, verbal Scholastic 
Aptitude Test scores in the middle 500's. 

The internal consistency reliability of the SACQ was measured by using 
Cronbach's alpha. The reliability for the 1977, 1978, and 1979 years were full 

scale, .92-.94; academic scale, .82-.87; social scale, .83-.89; personal emotional 

scale, .73-.79; and for the general sub scale, .84-.88. Median intercorrelations 

among the scales ranged from .42 to .73, with the correlation between social and 

institutional commitment scales due to item overlap. The above reliability were 

measured by correlating each scale's sores to the full scale instead of item-total 

correlation for each subscale. Baker and Siryk used independent criteria which 
represented important behaviors, decisions, or accomplishments in the lives of 
students. The external criterion variables used as determining predictive validity 

were: measures of attrition, being known to a psychological services center; 

freshman year grade point average; election to Phi Beta Kappa; and selection for 

dormitory assistant position. The relationship between attrition (non enrollment 

at the third semester) and institutional-goal commitment was significantly 
negatively correlated, and increased from the first test to the second freshman 
year test. The correlation between all other scales and attrition were consistently 

non-significant (with the exception of the social adjustment scale) and predicted 
negative direction. Use of the Psychological Services Center was consistently and 
very negatively related to personal-emotional scale. The academic scale was 
found to be consistently and significantly related to grade point average during 
the freshman year. Significant relationships also were found between the 
personal-emotional scale and the full scale with this variable. The social 

adjustment scale and the social activities checklist were significantly correlated. 

Moreover, the social adjustment scale was found to be significantly related to 

decisions regarding application for the dormitory assistant position. 

Baker and Siryk recognized some weaknesses of their study. The data 
were from one university; the alpha coefficient for the personal-emotional was in 
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the .70s, which indicated a need for further improvement; and further 
exploration of the validity of the subscales through use of additional external 
criteria is needed. The researchers didn't provide any information about the 
content validity of the instrument. 

College Inventory of Academic Adjustment 

Much earlier, Borow (1949) had conducted a study to measure academic 
adjustment. The College Inventory of Academic Adjustment (CIAA) was 

developed. Borow was interested in the role of certain arbitrarily defined, non-
intellectual characteristics in shaping the achievement of college students. The 
instruments Borow used had six categories: curricular adjustment, maturity of 
goals and level of aspiration, personal efficiency (planning and use of time), 

study skills and practices, mental health, and personal relations (with faculty 

and associates). The author used freshman grade-point average and the index of 
academic adjustment as two criteria to assess the CIAA contribution in 

explaining the relationship between academic promise and later scholarship. 
The content validity of the CIAA was estimated through counselors' clinical 
judgments in allocating items to adjustment categories. Borow assessed the 
usefulness of the six categories in identifying sources of academic maladjustment 
by using well known trait tests as a criteria. The researcher confirmed the 
College Inventory of Academic Adjustment to be interdependent among its six 
categories. 

Correlation of grades with the adjustment inventory were .30 and with an 
aptitude test .30. This, according to Borow (1949), suggested something different 

than aptitude was being measured by the instrument. This was further 

substantiated by the fact that the aptitude measure was correlated .49 with 
achievement (grades), and when the adjustment inventory composite was added 

for predictive purposes, a multiple correlation of .60 was derived. The researcher 
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also divided the sample into two groups. One group achieved below what was 
expected, based on their college aptitude scores and the other group succeeded 
above what was expected, based on their aptitude scores. 

The results of Borow's study provided evidence that most of the items 
appeared to possess similar characteristics of validity for both genders; however, 

overachievers and underachievers were differentiated on the third category of 
personal efficiency and on the global composite scale. Women who acquired 
their academic promise scheduled their daily activities and used their time more 
effectively, expressed more satisfaction with college life and with their curricular 

choices, and reported fewer symptoms of emotional maladjustment than did 
those who fell beneath scholastic expectation. Borow concluded that the 

individual test item responses are more important searching tools than subscales 
or the full scale scores for counselors during the diagnostic counseling. 

Abu-Taleb (1979) translated the CIAA into Arabic and administered it to a 

sample of 130 students who were selected randomly from new freshmen 

students at one junior college in Jordan. The content validity of the inventory 

was measured through university faculty judgment that the Arabic items 
measured the same content as the original CIAA. The concurrent validity of the 

CIAA (Arabic version) was measured by using two methods: first, correlation of 
CIAA total scores with the grades were .48. Second, the mean difference between 

the two groups' high achievers and low achievers yielded significance with a t 
test (p = .01) as follows: 7.96 for curricular adjustment, 7.71 for maturity of goals 

and level of aspiration, 7.38 for personal efficiency (planning and use of time), 

8.47 for study skills and practices, 10.84 for mental health, 5.56 for personal 

relations (with faculty and associates), and 14.24 for the global composite scale. 

The reliability of the CIAA Arabic adapted-version was estimated through the 

test-retest method. The inventory was given a second time, two weeks after the 

first administration (1I = 90). The results yielded an r of .82 for the six subscales 
and .88 for the full-scale. 



65 

College Maladjustment Scale 

In a study conducted by Kleinmuntz (1960), the researcher adapted and 

validated The College Maladjustment Scale (MT) from the Minnesota 

Multiphasic Personality Inventory (MMPI) items in order to measure the 

differences between adjusted and maladjusted college students. The criterion 
was whether the students had been to a psychiatric clinic or had taken a routine 
health screening examination. The scale contained 43 true-false items, which 

were selected from 566 items, and discriminated between the groups or the 
genders at the .01 by using Rhi coefficients (.287). In the first study, 566 items 

were administered to two groups of students. One group, "criterion adjusted," 

consisted of 40 students randomly chosen from the MMPI records. These records 
were obtained from individuals who came to the clinic for the routine mental 

health screening examination required by the Teachers College, but who hadn't 

requested prior psychiatric treatment. The second group, "criterion 
maladjusted," were 40 students who had voluntarily contacted the clinic, and 
who had remained in psychotherapy for a minimum of three interviews. Forty-
three items were analyzed; the mean difference between the two groups yielded 
significance with a t test 9.57, R = .001. 

In the second study, consisting of female students, a group of fifty 
available MMPI profiles was re-scored with the 43 item scale. There were twenty 
one maladjustment students in this second group (male & female) who 
voluntarily consulted the Bureau of Measurement and Guidance at Carnegie 
Institute of Technology. There was convincing and strong evidence that the two 

group differed with a t test of 9.44, R = .001. 

Kleinmuntz (1960) reported that there were a number of characteristics 

which described the maladjusted group. The maladjusted group expressed 

characteristics, such as feelings of ineffectualness and worthlessness, pessimism 

about their future, a lack of self confidence, procrastination, nervousness, 
anxiety, tendency to somatize, and feeling that much of the time life is a strain. 



66 

Even though the results of the study are informative, Kleinmuntz didn't 
estimate the reliability of his instrument. Therefore, in 1961, Kleinmuntz 
conducted several studies to validate, cross validate, norm and test the reliability 

of the MT by using a test-retest method at intervals of three days. The researcher 
pointed out that the 85 items were more reliable than the 43 items. For the results 

of the test-retest on the first group (.11 = 60), the r was .93. On the other group 

(N. = 35), the same items were administered in reverse order; the results yielded 

an r of .89. For the third group (LI = 28), the test-retest r was .88. The MT, scale 

identified maladjusted students, but it was found not to be an adequate test for 

prediction. Separate norms should be computed for specific groups in specific 
universities. Kleinmuntz concluded that maladjusted students should be 
referred to counseling. However, the authors only measured one facet of student 

adjustment to college. 

The College Adjustment Rating Scale 

An instrument (The College Adjustment Rating Scale) was developed by 

Zitzow (1984) to measure college students' self-assessment of stressful concerns 

within the academic, social, personal and family-home environment. The pilot 
study included 131 students and was completed to refine the final instrument. 
Participants for the study were chosen randomly from four universities. The 
characteristics of the participant group included 46% male, 54% female, with age 
in years as follows: 18 (31%), 19 (28%), 20 (13%), 21 (11%), over 21 (17%). Class 

characteristics were: freshman (32%), sophomore (27%), junior (22%), senior 

(17%), and graduate level (2%). Race characteristics were: Caucasian (65%), Black 

(20%), Native American (3%), and other (12%). Zitzow used factor and item 

analyses to determine the items' internal consistency. The final instrument 

contained the same number of questions for each environment after dropping, 
placing and altering the items which failed to correlate. The final study's random 
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sample was from four colleges, with a minimum of 250 participants from each 
college. 

The construct validity of the instrument was assessed by comparing the 

students' responses on the College Adjustment Scale to those referred and those 

not referred for counseling. The results yielded significantly higher stress scores 
using a chi-square analysis (p = .01) for students referred to counseling in each of 
the four environments on the total score. The reliability of the instrument was 

measured through test-retest. The instrument was given a second time, two 
weeks after initial administration, to 161 respondents at one of the colleges, 

yielding a moderate Pearson correlation (.67 to .79) for the four environments, 

with the highest correlation (.82) in total score comparison. 

The result of Zitzow's study indicated that the student's stress was first in 
the academic environment, next in personal environment, then in social 

environment, and last in family-home environment. The most stressful items 
experienced by students were as follows : getting good grades, studying for a 

test, taking a test, getting excellent grades, and performing activities such as 

giving a class presentation or writing a research paper. The researcher concluded 
that the college academic environment is varied in its demands on adjustment. 

The Inventory of Student Adjustment Strain 

Measuring the adjustment with international students, Crano and Crano 
(1993) investigated 251 students (119 males and 132 females) from Brazil, 

Ecuador, Paraguay, Venezuela, and Uruguay. They analyzed the stresses and 
adjustment strains that are experienced by international students. The authors 

developed an Instrument of Student Adjustment Strain (ISAS) for research 

purposes with 5-point scale. The instrument measured students' perceptions of 
the strains that arise from language difficulties, relationships with others, 

academic problems, and other problems most frequently mentioned by 
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international students. The students completed a self-concept measurement in 
their language before arriving in the United States. Students were administered 
the same measure of self-concept along with the ISAS after arriving in the 

United States at the fourth month and the six month. Self-concept test-retest 

reliability was significant (r = .61, .70). The correlation between the measure of 

self-concept items and adjustment strain items was negative and significant (at 
< .01). The result suggested that changes were associated between the self-

concept and the adjustment variables and were obtained independent of the 
students' initial self-concept status. Moreover, the correlation between students' 

ratings of their experience and ISAS was significant at both measurements. 

Crano and Crano estimated the reliability by using coefficient alpha of .92, .88 

and the test-retest method (r. = .63, £ = .001). Construct validity of the ISAS was 

measured by determining the items and arranging them into psychologically 
meaningful clusters by analyzing the data via a principle component factor 
analysis with varimax rotation. Six factors were extracted (with loading of 0.40 at 

>1.0): education, host, English, problems, personal and social, with a total of 38 
items. 

Adjustment to University Society Questionnaire 

Al-lail (1993) developed an adjustment questionnaire for research 
proposes a scale with dichotomous items (yes/no) to measure Saudi students' 
adjustment to university society. The initial questionnaire consisted of 97 items, 
measuring four dimensions: social, disciplinary, emotional, and academic. 

The questionnaire contained 81 items: 22 for the social dimension, 16 for the 

disciplinary dimension, 21 for the emotional dimension, and 22 for the academic 

dimension. Content validity was assessed by five administrative judges from the 
fields of psychology, sociology and education. The final questionnaire included 

74 items and was administered to 40 students. The construct validity of the 
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questionnaire was measured through estimating the correlations as follows: first, 
between the four dimensions and the total score, the results for the four 
dimensions were: social, .68; disciplinary, .48; emotional, .73; and academic, .86. 

Second, between each item and the total score of the dimension, the correlations 

ranged between .32 and .99. The items which didn't meet the previous criteria 
were dropped. The final questionnaire items consisted of 44 items of which 18 

were positive items and 26 were negative. The split-half reliability of the 
questionnaire yield significantly an r of .87. 

Al-lail surveyed a random selection of 200 students from all colleges. The 

return rate of the survey was 87%. He found gender differences for adjustment 
to university society. Men were more adjusted to university society than women. 
However, marital status, student nationality, college, major, changing the major, 

and the level of education were insignificant variables for the study. 

In summary, many researchers have developed adjustment instruments to 
measure college students' adjustment, the purpose of which was either to 
develop a test or to conduct research. Their adjustment instruments varied in 
construction, sample collection, types of students, demographic variables, 

statistical analysis, validity, reliability, and findings, making generalizations 
from the adjustment internment literature difficult. 

Gains have been made in understanding the student adjustment to college 
process by addressing academic, social, personal, emotional, and satisfaction 
with college environment. The literature review validated the importance of 
several aspects of the family of origin in promoting students' adjustment during 
most critical stage of their lives. One researcher included the family as an 
important factor or dimension during the development of adjustment 
internment. Therefore, this study fulfills a need to explore students' adjustment 

to college through the development and validation of an adjustment instrument 
for college students. Specific areas of college adjustment have included issues of 

academic, social, family and personal consideration. 
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Chapter 2 has incorporated a review of the literature related to the present 

study in four areas: (a) the concept of adjustment, (b) theories perspective on 
adjustment, (c) college students adjustment, and (d) measuring college student 

adjustment 



71 

CHAPTER 3  

RESEARCH DESIGN AND STATISTICAL METHODS  

This chapter presents a discussion of the research design and statistical 

methods used for the study. It is divided into the following sections: scale 

development, Delphi panel, pilot study, sample, item analysis, reliability, 
validity, and sample selection. The purpose of the study was to develop and 

validate an Adjustment Assessment Instrument for College Students in the 

Sultanate of Oman. 

Scale Development 

According to Nunnally (1970), an adjustment instrument is a self-

inventory measure of personality traits, attributes or characteristics. The first 

step in developing an instrument is to create and select the items that measure a 

particular construct. There are basically three ways to construct and group the 

items: rational scales, empirical scales or factor-analytic scales (Reckase, 1990; 

Murphy and Davidshofer, 1994). Empirical scale method, though widely used in 

the United States, has the limitation of not explaining the underlying 
components of instrument content (Nunnally, 1970). Factor-analytic scale 

method was chosen for the following reasons: First, the whole instrument 

relating to personality construct (adjustment) must be hypothesized; second, 
homogeneous items must be developed, and the items must be subjected to 

factor analysis (Nunnally, 1970). Murphy & Davidshofer (1994) state, "The 

strength of this method is that it yields instruments with psychometric 
properties generally superior to those constructed by either of the other two 

methods" (p.177). Nunnally (1970) has pointed out that the purpose of 

constructing an instrument is to investigate factors of human ability and 
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personality by conducting factor analysis. Factor analysis, according to Cattell's 
approach, is not a data-reduction technique, but a method for discovering 
underlying causal traits (Anastasi, 1988). In this study, the instrument 

construction and item grouping were done by using a factor analysis technique. 
With the use of any new measure, a theoretical understanding of the main 

domains of the instrument construct is important. Also, it guides the 

development of the initial item pool (Nunnally, 1970; Golden, Sawicki, and 

Franzen, 1990). Nunnally (1970) points out that "Although in many cases there 

are no formal hypotheses regarding the existence of attributes, at least the 
investigator should have an informal hypothesis that can be communicated to 
others" (p. 213). 

The first step of this research methodology was to form an informal 

hypothesis from the student adjustment literature review. The informal 

hypothesis is that significant adjustment issues arise in four main areas of a 

student's life: academic, family, social and personal adjustment. Each of these 

dimensions included a number of types of items that were used to measure the 
construct of adjustment. According to Cronbach (1984), the definition of the 

dimensions should include, "The appropriate range of tasks, stimuli, or 

situations. The kinds of response the observer or scorer is to count. The 

statement that tells the test-taker what he is to do (p. 145)." These dimensions 

and their types were assessed in developing a bank of items from several 
sources. In this study the bank of items for the instrument were developed and 
gathered from reviewing the following sources: 

(1) Liturature on students' adjustment to college. 
(2) Measures of adjustment. 

(3) Other measurements related to college students' academic, 
family, social, and personal issues. 

(4) Students' interviews concerning their problems. 

(5) Unpublished data about Omani students' problems. 
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(6)	 The input from practical experts who work and deal with Omani 

students problems. 
Half of the items were written negatively and the other half were written 

positively. Edwards' (1957) fourteen criteria were used in writing the item 

statements. For example, some criteria dealt with clarity, verb tense, length of 

statement; and the use of such words as "none," "all" and "only," were used as a 
guide. Kline (1986) provided examples of twelve items that are obviously 
socially desirable or undesirable. These items were avoided during instrument 
construction. Also, Kline's criteria were used to avoid writing socially desirable 

items. The item statements were written and presented in the Arabic language. 

The item bank consist of 450 statements measuring students' college adjustment. 
The item bank should include from two to four times the number contained in 

the final instrument (Nunnally, 1970; Golden, Sawicki and Franzen, 1990). An 

initial item pool of 246 statements were chosen from the item bank. Eighty 
statements were worded positively and 166 statements were worded negatively. 

The responses to each item were written using a five point likert scale 

ranging from 1 to 5: 

1 = always, 

2 = often, 

3 = occasionally, 

4 = rarely, or 
5 = never. 

The Delphi Panel 

The second step in this study was to check the content validity of the 

instrument. Content validity means that the result of the test items should reflect 

what the researcher intended to measure. Borg & Gall (1989) have pointed out 

that content validity is different from face validity, which refers to the 
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evaluator's appraisal of what the content of an instrument measures. Each item 
of the instrument should be within the boundaries of structured content 
domains; however, in some cases it is difficult to provide descriptions of content 

domains (Murphy & Davidshofer, 1994). Content validity represents a judgment 

regarding the degree to which an instrument provides an adequate sample of a 
behavior domain of interest (Guion, 1977) and the representatives with which 
item content cover that domain (Messick, 1989). In building the instrument, it is 

important to check the content validity of the instrument by "experts in the 
field," who will judge the appropriateness of the included items in the 
instrument. The best way to accomplish that is through utilizing a DELPHI 

panel (Courtney, 1991). 
Two such panels were selected for this purpose. The first panel was 

selected to examine how the instrument items represent Omani students' 

adjustment areas. In this case, the panel included "practical experts," who work 
and deal with students' problems at the University. Their names are shown in 
Appendix A. This panel evaluated the initial instrument of items representing 

students' common problems. From the suggestions of the "practical experts," the 
instrument was revised and was ready for the second panel. 

The second panel (Delphi process) was utilized to determine how well all 

of the instrument items reflected the content that they were intended to measure 

and if they were appropriate to their dimensions. Therefore, the instrument was 
presented according to the separation of the four dimensions. Item statements 
were arranged under the dimension to which they belonged. The dimensions: 

academic adjustment, family adjustment, social adjustment and personal 
adjustment. For this second review, the panel included eight "professional 
experts" in the field of Education and Psychology who work in the Department 
of Psychology and the Education, the Psychology Unit at Sultan Qaboos 

University. All of them were male; Five had graduated with Ph.D. degrees from 
American universities; two members had received a Ph.D. degrees in Egypt; and 

one had been awarded a Ph.D. in Britain. Their names are shown in Appendix B. 
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The Delphi panel process consisted of the following phases (Linston & 
Turoff, 1975; Courtney, 1991): 

1.	 Each panel member, after having explored the adjustment concept, 

was asked individually to review each instrument item, to evaluate 
the representative of adjustment content, appropriation to the 

proposed dimension and the wording of each item, and to respond 
with a judgment: retain, reject, or retain by modification. After 
examining the panel members' comments and suggestions, 

revisions were made and panel members' new statements were 
added. The whole instrument was revised and prepared for 
the second round. 

2.	 During the second round, each panel member was asked to rate 
each item of the revised instrument according to its importance 
on a four-point Likert scale in the following range: 

4 = extremely important, 

3 = important, 
2 = of little importance, or 

1= unimportant. 

After examining the panel members' feedback, the instrument was 
revised and finalized. 

3.	 The final instrument for the study included the items which 
received agreement by at least 87.5% of the panel members. 

The eight panel members reached consensus of agreement for 190 items, 
including 70 positive and 120 negative items. The results of Delphi rounds one 
and two are included, separately, as Appendices C and D. The final 

questionnaire, as a result of applying the Delphi procedure, was then ready for 
application in a pilot field study. 
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Pilot Study 

The pilot study served to field-test the final instrument (Dawis, 1987). The 

subjects for the pilot study included 30 students, selected from the student 

population at Sultan Qaboos University. The pilot study tested the wording of 
the items and determined the actual time for the completion of the instrument. 

Nannully (1970) advised that researchers who work with self-inventories ask the 

subjects, at least once, how they interpreted each item on the instrument. The 
instrument was administered to the students. After that, an interview was 
conducted with the subjects for two hours, to discuss with them how they 

interpreted each item on the instrument. As a result, one item was dropped 
because the subjects gave a different interpretation than what the item intended 

to measure (see item no. 209, Appendix D). The item measured a religious value 

rather than depression or suicide. The results of the pilot study finalized the 
instrument, including 189 items (Appendix E). 

Sample 

The subjects for this study included 400 female and male college-age 

students enrolled at Sultan Qaboos University in the Spring of 1996. Participants 
for the study were selected from all four years (Freshman, Sophomore, Junior 

and Senior Classes) from the Art and Science colleges of the university. In 

addition, commuters and on-campus residence students were included in the 
study. All participants were Omani students. Demographic data, such as grade 

point average, gender, age, college, residency, and the year of enrollment were 
gathered. 
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Item Analysis 

According to Murphy and Davidshofer (1994), estimating the 
discriminating power of each test item is accomplished through comparing 
extreme groups: subjects who had high test scores (those in the top 27%-33%) 

with subjects who had low test scores (those in the bottom 27%-33%). In 

addition, computing the difference between the two groups and dividing it by 
the total number of the subjects, will yield the D index. The small D index for an 

item indicates that the item didn't have any discriminated validity. A negative 

D suggests that the item discriminates in the wrong direction. The item-total 
correlation of each item is the most important method of item analysis for the 
instrument construction. The item-total correlation can be interpreted the same 

as for the D index and add additional conformity that the item is discriminative. 

In addition, the items that correlate most highly with total scores are the best 

items (Nunnally, 1970; Abde-Gaid, Trueblood, Shrigley, 1986; Murphy and 
Davidshofer, 1994). This study was based on a four dimension scale 
development. Therefore, item-total correlation seemed appropriate to be applied 
after assessing the underlying dimensions or factors of adjustment 

questionnaire. 

Reliability 

A reliable test is one that yields consistent scores each time it is 
administered to the same subject. Courtney (1991) defines reliability as a concept 

concerned with consistency, stability, and dependability of measurement " The 

reliability coefficient quantifies reliability by summarizing the consistency (or 

inconsistency) among several error prone measurements"(p.20). Feldt and 

Brennan (1989) further explain: 

http:measurements"(p.20
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To the extent that error is present and behaves randomly, it 
will produce distortion in the ranking of individuals within 
a group and obscure the true score differences among 
examiners. Thus, error depresses the correlation coefficient 
between two experimentally independent measurements on 
each of N persons. The correlation coefficient therefore 
constitutes indirect evidence of the presence of random 
measurement error (p.105-106). 

There are several empirical tests for estimating reliability. One test for 
reliability uses equivalent forms. However, it is expensive and time consuming 
to have alternative tests (in terms of content, response processes, and statistical 

characteristics). It is always difficult to construct two parallel measures to 
estimate the reliability of the measure. Murphy and Davidshofer (1994) point out 
that if the alternate forms were poorly constructed, the reliability of the 

instrument will be low as a function of the lack of equivalence between the two 
instruments. 

Another test for reliability is the split-half method. Using this method, it is 

necessary to measure a problem with an equivalent test for two separate test 
administrations. Cronbach (1951) states, " Such a coefficient is a property of a 
pair of tests, not a single test"(p.298). There are many ways to split an instrument 

to assess its reliability, but it is difficult to agree on one particular method 

(Murphy & Davidshofer, 1994). 

Test-retest is a third test for reliability. "The reliability coefficient in this 

case is simply the correlation between the scores obtained by the same persons 
on the two administrations of the test"( Anastasi, 1988, p.116). However, the time 
interval of testing reliability correlation has always been a problem. The 
characteristic or attribute that is being measured may change between the test-
retest time; the experience of taking a test may change the subjects score on the 

test; carry-over effects may change the subjects scores if the interval is short 

between the test and retest; and it is expensive and time consuming (Anastasi, 

1988; Murphy & Davishofer, 1944). Murphy and Davidshofer (1994) state that 
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the test-retest method is more like stability coefficients rather than reliability 
coefficients. They encourage the researcher to use the test-retest method only for 
assessing the long-term stability of a measure. "Retest reliability shows the 

extent to which scores on a test can be generalized over different occasions; the 

higher the reliability, the less susceptible the scores are to the random daily 
changes in the condition of the test takers or of the testing environment" 

(Anastasi, 1988, p. 117). Therefore, test-retest method was used for this study. 

The coefficient alpha is the most widely used and important method of 

measuring internal consistency to estimate an instrument's reliability (Nunnally, 
1970; Anastasi, 1988; Murphy & Davidshofer, 1994). Coefficient alpha method 

compares each item to every other item on the instrument, and it is a function of 

the total item numbers and the average intercorrelation among those instrument 
items (Murphy & Davidshofer, 1994). When the internal-consistency reliability is 

high, the error is small. In addition, the relation of the test score to the true score 
is great (Kline, 1986). The Instrument is considered more reliable if it is 

administered to heterogeneous groups where individual differences are extreme 
(Murphy & Davidshofer, 1994), and if it includes homogeneous items on each 

test of the instrument that measure one construct (Nunnally, 1970). Therefore, 
the coefficient alpha was also used to estimate the reliability of the instrument 

for this study. 
However, with a long instrument, the coefficient alpha formulas enable 

the instrument to be reliable, even if the inter-item correlation is small. 
Therefore, only the final items' reliability was estimated. There is a direct 
relationship between the validity and the reliability of an instrument; but a 
highly reliable instrument may lack validity (Courtney, 1991). Therefore validity 

is also important. 



80 

Validity 

Validity refers to the appropriateness of inferences from instrument scores 

or other forms of assessment. Validity answers the questions concerning what 

can be properly inferred from instrument scores. Different strategies for 

validating inferences from instrument scores will be discussed in the following 
section. They are: content validity, concurrent validity, predictive validity and 
construct validity. 

According to Cronbach (1984) and Muller (1986), content validity 

requires: first, to outline the domain that is needed to be measured; second, to 

establish each content subdivision; third, to write or select the items that reflect 

the domain that is needed to be measured; and fourth, to judge whether each 
item is measuring what it intended to measure. However, content validity by 
itself is not a sufficient validation technique because it lacks a statistical index 
(Muller, 1986). 

Murphy & Davidshofer (1994) combine predictive validity and concurrent 
validity as two general methods for assessing criterion-related validity methods. 

Concurrent validity is established when an instrument is correlated with the 
criteria which are in effect at the time of the data collection, representing the 

present (Murphy & Davidshofer, 1994). The difference between concurrent 
validity and predictive validity is that the instrument scores of the former are 
correlated with present criteria, whereas the second instrument scores are 
correlated with future performance criteria. In predictive validity, the 
instrument's scores should correlate with future orientation, and should be 
obtained after administering the instrument (Nunnally, 1970; Courtney, 1991; 

Murphy & Davidshofer, 1994). Also, another difference between predictive 

validity and concurrent validity is that the coefficient of the former is obtained in 

a random sample of subjects under the study, whereas, the second coefficient is 

obtained in a preselected sample (Nunnally, 1970; Murphy & Davidshofer). The 
main problem in using the preselected sample is that the range restriction is 
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raised, which reduces the correlation between instrument scores and criterion 
measures (Nunnally; 1970; Murphy & Davidshofer, 1994). Moreover, it is more 

meaningful to validate the instrument with another measurement rather than 

with real-life criteria. The criterion measurement should demonstrate a 
significant construct or have predictive validity (Nunnally, 1970; Borg & Gall, 

1989). In addition, administering the instrument to other populations and even 

using it in another setting is out of the question (Nunnally, 1970). However, 
there are several advantages to using concurrent validity. It is practical, easier to 

conduct, and collect the data (Murphy & Davidshofer, 1994). 

According to Cronbach (1984), construct comes from "construe, a 

construct is a way of organizing what has been observed. Construct validity 

provides the means to assess the pattern of relationship between instrument 
scores and the set of behaviors in a specific construct. "A construct could be 

defined as underlying variables established through research. It serves an 
organizational purpose and has a scientific basis. Therefore, construct validity 

determines to what extent a test measures a theoretical construct or trait" 
(Maloney & Ward, 1976, p.71). 

Factor analysis (which is very much like constructs) is a method 

frequently used for estimating validity by identifying the underlying 

components of instrument content which describes the extent to which each item 
in the instrument reflects each of the components or dimensions being tested 
and, if this pattern of relationships does indeed exist (Nunnally, 1970; Anastasi, 

1988; Golden, Sawicki and Franzen, 1990; Courtney, 1991; and Murphy & 

Davidshofer, 1994). Factor analysis is a "...statistical technique for analyzing the 

interrelationships of behavior data" (Anastasi, 1988, p 154). Moreover, the major 

function of factor analysis is to determine whether a scale is unidimensionl or 

multidimensional (Courtney, 1991; Millman & Greene, 1989)." Dimensionality is 

the conceptual homogeneity or heterogeneity of the each content domain in an 

instrument, and is reflected in the number of test scores"( Millman & Greene, 

1989, p.341). The difference between multidimensional and unidimensional 
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instruments, as Millman and Greene (1989) explain it, is that the former has 

multiple test scores which are inferred from different sets of items, and the latter 
implies that a single test score is inferred from a homogeneous set of items, and 
its complexities are uniform across items. In addition, they confirm that 

assessing content validity is useful for an instrument of very concrete domains. 

On the other hand, construct validity is used for instruments designed to 
measure abstract attributes, and the combination of both represent very strong 
evidence for the validity of an instrument (Millman Greene, 1989; Mueller, 1986). 

Internal Consistency estimates the correlations of subtest scores with total score, 

and as a result, it is a measure of the items' or subscales' homogeneity which 
relates to construct validity (Anastasi, 1988). Therefore, besides content validity, 

construct validity was estimated for this study through the use of factor analysis 

and internal consistency measurements. 

Sample Selection 

The subjects for this study were selected from Sultan Qaboos University's 

undergraduate student population. Due to the use of factor analysis, a statistical 
technique to assure accurate data interpretation, at least 300 subjects were 
required. Tinsley and Tinsley (1987) recommend the use of 5 to 10 subjects per 
item and that the total sample shouldn't include over 300 subjects when using 
factor analysis. However, Nunnally (1970) encourages using a minimum of or 
more than 300 subjects, even when using factor analysis. The subjects for this 

study consisted of 400 students. Quota sampling procedures were used for the 

sample selection. The characteristics of the target population, such as gender and 

educational level, were obtained from the Registrar's office at Sultan Qaboos 
University (Appendix F). A matrix describing the relative proportion of gender 

and educational levels was assigned to each cell in the matrix representing the 
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target population. Each cell was assigned a weight of the two elements, gender 
and educational level, appropriate to their portion of the total population of the 

study. The data collection was based on the created matrix (Appendix G). 
The data collection was from persons having all the characteristics of a 

given cell. For this study it was important that the gender and the educational 
level provide a reasonable representation of the total population. 

Collection of the Data 

The first step was to obtain two approvals prior to the data collection. The 

first approval was from the Human Subjects Committee of Oregon State 
University. A valid translation is required when translating items into English, 

and the language should be examined carefully. Any discrepancies in content 
and concepts across items and between the two forms (English and Arabic) 
should be eliminated (Hu lin, Drasgow & Parsons, 1983; Fouad, 1993). Therefore, 

the questionnaire was translated by the researcher into English. Discrepancies 
between the English and Arabic forms were determined by one faculty member. 
The second approval was from the Vice Chancellor's Office of Sultan Qaboos 
University. The researcher then had official contacts with the Assistant Dean of 

the College of Education and Islamic Science (the Director of the research 
center), the Assistant Dean of the College of Science, the Assistant Dean of the 
college of Agriculture, and the Assistant Dean of Student Affairs prior to data 

collection within these Colleges. 
During the sixth, seventh, and eighth weeks of the second semester, the 

administration of the questionnaire to subjects of the study was carried out by 

the researcher during normal lecture hours with permission from the instructors. 
On some occasions, with one exception, the researcher had to arrange special 

meeting times with students in vacant college classrooms. Testing conditions 
influence instruments' reliability (Nunnally, 1970; Golden, Sawicki & Franzen, 
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1990; Courtney, 1991). Therefore, the testing conditions were the same for all 
participants. 

There wasn't any advance research purpose given to the students prior to 
the testing time. The above procedure was adopted in order to reduce the 

possibility of sampling bias. If the questionnaire had been given to students to 

complete in their own time, or if they had been given advanced warning of the 

questionnaire being administered, then it might have been possible that only 

maladjusted students would have responded and quite possibly many students 
would not have shown up, thereby causing the sample to be biased. 

The students were provided with a short introductory explanation, 
including the purpose of the research, proposed contributions of the study, and 

additional matters of ethical concern. Students who chose to participate were 

provided with the directions for responding to the test items and to the 
computer scan sheets. Then they were asked to complete the demographic data 

indicative of personal characteristics which have been found to be related to 
college adjustment. They were then asked to respond to the questionnaire. The 
general reaction to the questionnaire was favorable and very minor problems of 

cooperation were encountered; actually many students stayed after the lecture 
hour wanting to discuss their difficulties. Counseling sessions were provided for 
these students. 

All the data collection was completed within three weeks, not including 

time required for retest data collection. The retest data collection occurred two 
weeks after the initial administration of the questionnaire. 

The following chapter presents the analysis and psychometric properties 
of the questionnaire. 
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CHAPTER 4  

RESULTS AND DISCUSSION  

The primary objective of this study was to develop an instrument to 
identify and group the academic, social, family and personal adjustment areas 

common to Omani college students. The secondary objective was to determine 

whether the developed adjustment instrument is unidimensional or 
multidimensional. Four hypothetical dimensions of adjustment questionnaire 

were developed during the construction stage. According to Guilford (1978) " 

the initial planning should emphasize the formation of hypotheses as to what 
factors are likely to be found in the selected domain and as to the probable 

properties of such factors"(p. 316). 
This chapter presents the results of the data analyses in two sections. The 

first section provides the reliability results of the adjustment instrument, as 
examined by reliability and stability coefficients. The second section 
demonstrates the results of the construct validity of the developed instrument by 
presenting instrument dimensionality, item analysis and internal consistency 

results. 

Reliability 

Reliability Coefficient 

The reliability of the instrument was assessed using Coefficient Alpha, 

based on the consideration that the coefficient alpha "...is the most efficient 

measure of reliability" (Kline, 1986, p. 124). The reliability coefficient of the 58 

items of the developed adjustment instrument was r of .81. 
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Stability Coefficient 

The stability coefficient was measured by the test-retest method, with 37 

subjects. The adjustment instrument was given a second time, two weeks after 

initial administration. The result for the global scale yielded a high Pearson 

correlation, an r of .81, R = .001. The results indicate that the adjustment 

instrument is stable over time (Golden, Sawicki, Franzen, 1990). 

Construct Validity 

Instrument Dimensionality 

A correlation matrix was obtained for the four theoretically developed 
dimensions of adjustment in order to screen the instrument for 
unidimensionality and multidimensionality. The coefficients for the adjustment 

questionnaire dimensions ranged from .60 to .49, which indicated a weak 

relationship among the four dimensions of adjustment. The questionnaire was 
found to be multidimensional. It was found that the academic, social, family and 

personal dimensions of adjustment could be independent, so further testing was 
required at this stage. 

A factor analysis method was used for the purpose of determining 
specific components and interdependence among the 189 items of the adjustment 
questionnaire. The following factor analysis procedures were recommended by 
Jackson (1969, as cited in Golden, Sawicki and Franzen, 1991). A correlation 

matrix was subjected to the principle component (PC). The data were factor 

analyzed using the oblique rotation technique. The correlation matrix of the 

inter-factor correlation of the four-factor solution confirmed that the factors are 

dependent. The coefficient for the factors ranged from a low negative of .23 to a 
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high positive of .53. The results of oblique rotation analysis confirmed that the 

adjustment questionnaire is multidimensional. 
The orthogonal rotation technique (unique factors) with Varimax criterion 

was used as the best simple structure (Dawis, 1987). The data were factor 

analyzed three separate times with factor solutions of four, five and six. Only 

seven items were extracted on factor-six of the six-factor solution. The five-factor 

solution contained items on factor five which were the same items as those on 

factor four of the four-factor solution. After carefully examining each factor to 

account for variance and to account for the total variance explained by factor 

solution, item loading and item homogeneity for each factor, the five-factor 
solution and four-factor solution were compared (recommended by Tinsley & 

Tinsley, 1987). The four-factor solution was then chosen. Based upon four-factor 

solution, it was apparent that each factor reflected an adjustment construct. 
Accordingly, the four factors identified as adjustment components were named 

as follows: 

Factor 1: Personal Adjustment. 

Factor 2: Family Adjustment. 

Factor 3: Academic Adjustment. 

Factor 4: Social Adjustment. 

Using a Varimax rotation, it was expected from the statistical analysis 
matrix that variance down columns would be conserved, creating a large first 
factor (personal adjustment), this is partially due to the computational procedure 
(Golden, Sawicki & Franzen, 1990). It was also apparent that when item loading 

was high for one factor, it was either zero, negative, or lower for others (there 

was no overlap). Dawis (1987) describes three choices for researchers if an item 

is selected for more than one factor as follows: (a) to assign the item to the factor 

with the highest loading, (b) to assign the item to all the scales for which it was 

selected, or (c) to leave it out. Therefore, items with double loading were 
assigned to the appropriate factor, based on their hypothetical construction, and 

based on their highest item-total correlation during the item analysis stage. 
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These items were items 71 and 97, which were assigned to the academic 

subscale. 
Selection of the items for each factor were based on those with a loading 

of 0.30 or above. This loading is commonly used and has been recommended as 

providing some interpretive value (Dawis, 1987; Tinsley & Tinsley, 1987; Kline, 

1986). The adjustment pre-final questionnaire items determined from factor 
analysis were composed of the retained 138 items taken from the original 189-

item questionnaire. The results for the four factors are presented in the following 

section. 

The first factor extracted 64 statements describing the latent variable 

(DeVellis, 1991), personal adjustment. The item loading on this factor ranged 

from a low of 0.33 (item 187) to a high of 0.63 ( item 171). The second factor 

generated 27 adjustment statements representing the latent variable, family 

adjustment. Factor loading ranged from 0.68 (item 45) to 0.33 (item 157). The 

third factor defined 27 adjustment statements outlining the latent variable, 
academic adjustment. Factor loading ranged from 0.61 (item 50) to .32 (item 

123). The fourth factor produced 20 statements of adjustment. These statements 

illustrated the latent variable, social adjustment. The item loading on this factor 
ranged from a low of 0.35 (item 68) to a high of 0.61 (item 50). The results are 

provided in Appendix H. 
According to DeVellis (1991), the results of factor analysis were confirmed 

to the hypothetical development of the adjustment questionnaire. First, the 
results confirmed that the number of latent variables underlying the 
corresponding item included four factors, the same hypothetical number the 
investigator expected. Therefore, the factor analysis results validated the 
expected factor structure of the adjustment construct. Second, the results gave 

confirmation to the prior item grouping developed by the researcher and which 

had been confirmed by Delphi panel members. Construct validity was achieved 

through the application of factor analysis techniques. 
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Item Analysis 

Golden, Sawicki, and Franzen (1990) recommend item analysis after 
initial creation of the questionnaire by factor analysis. They further state " Scale 

factors analytically derived may be shortened by determining the least number 

of items that maximize prediction of the characteristic of interest"(p. 29). The 

item-total correlation is the most important method of item analysis for the 
instrument construction. Therefore, item total correlation was used for this 

study. A cut off of .20 for coefficient between items (item-total correlation) is 
recommended by Nunnally (1970) and Kline (1986). For this study a cut off of .30 

was used to reduce the scale lengths. The final adjustment instrument contained 

58 items, with 32 negative and 25 positive items (Appendix I). 

The results of the item analysis for the four factors of the adjustment 

questionnaire are illustrated in the following section. 

Subscale 1, Personal Adjustment 

The personal adjustment subscale includes 20 items. Item-total 

correlations ranged from a high of .62 (item 171) to a low of .36 (item 81). 

The personal adjustment statements and item-total correlations for the items 
drawn in the first subscale are shown in Table 4.1. The internal consistency of 
the personal adjustment subscale is estimated by Alpha coefficient; and the 

results yield r of .88. 

Table 41 Subscale 1, Personal Adjustment. 

Item Personal Adjustment Statements Corrected  
Item-total  

Correlation  
91 I don't know what to do with my life. .6270  
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Table 41 Subscale, Personal Adjustment, Continued. 
CorrectedItem Personal Adjustment Statements 
Item-total 

Correlation 
171 I am worried but I don't know why. .6262 

151 I feel that the problems are accumulating to the extent 
.5855that it is difficult for me to deal with them. 

122 I feel that my existence in this life is trivial. .5670 

135 I am experiencing difficulties in understanding my 
.5484self. 
.5467100 I feel that others misunderstand me. 

26 I am bothered by thoughts I can't get rid of. .5459 

35 I am bothered by my low abilities, like a lot of my 
.5396peers. 

89 I feel that a lot of people hurt my feelings. .5286 

62 I feel lonely even when I am surrounded by others. .5061 

21 I believe that I can't get rid of the sad emotions that I 
.4784experience. 

65 I lose interest in the things and activities that used to 
.4614make me happy. 

156 I believe things would be better if I wasn't alive. .4599 

120 I am bothered by the way people treat me. .4530 

57 I am worried for not having any talents. .4497 

422234 I feel guilty a lot 

182 I experience difficulties in starting any work. .4191 

124 I have trouble managing my spare time effectively. .3944 

189 I get occupied with daydreaming which prohibits me 

from doing a lot of work. .3742 

81 I worry immensely when the examination time gets 
.3681closer. 
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The personal adjustment subscale listed in Table 4.1 above measured 
psychological well-being items such as: depression, anxiety, loneliness, self-

confidence, and social and personal psychological health items. 

Further discussion follows. 

Generally, the personal adjustment subscale assesses students' 

psychological well-being. In this present study, findings were in agreement with 

previous studies. Items that assess students' depression (91, 122, 21, 65, 156) 
were in agreement with studies from Andrews (1987), Almutawaa' (1991), Lucas 

(1993), Waelde, Silvern & Hodges (1994), and Frazier & Schauben (1994). These 

researchers found that college students do indeed experience depression, and it 
has been observed to be more prevalent among female students (Lucas, 1993; 

Waelde, Silvern & Hodges, 1994; and Frazier & Schauben, 1994). Depression has 

been more specifically associated with both genders' adjustment to college 

(Holmbeck and Wandrei, 1993). College students commonly reported not only 

high exam anxiety (Griffore & Griffore, 1982; Andrews, 1987; Almutawaa', 1991; 

Lucas, 1993; and Frazier & Schauben, 1994), but also that life stresses were 
associated with general anxiety, affecting their adjustment to college (Abu-Taleb, 

1979; Weissberg et.al, 1982; Cheng, Leong, and Geist, 1993; Holmbeck and 

Wandrei, 1993; Frazier and Schauben, 1994). These findings confirmed the 

results of item 171 and 81 which measure college-age student anxiety. Item 62 

is in agreement with Lucas (1993), that one of the primary concerns of female 
students was loneliness. In addition, Lokitz and Sprandel (1976) reported that 
70% of college freshmen reported being homesick and feeling lonely, which 

corresponds positively with item 62. Self-confidence items 35, 57 and 182 in this 

study are supported by previous research results of Weissberg et.al (1982), 

Andrews (1987) and Lucas (1993), which indicated that college students are 
concerned about their abilities; and the greater their self-confidence, the better is 

their adjustment to college (Holmbeck and Wandrei, 1993). Items 100, 89, and 

120 assess social personal psychological health. These items may reflect how 
a person perceives external reality in evaluating situations or other people, 
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according to Derlega and Janda (1986), that well-adjusted individuals hold 
accurate perceptions of external reality. Supportively, Beck illustrated that 

individuals who think poorly or illogically about themselves and their 
immediate environment might be considered as maladjusted (Derlega & Janda, 
1986). Other studies have found that some college-age students have inadequate 

abilities to use and plan time effectively (Alrehani et al., 1987; Ibrahim, Yahya 

and Al-Barwani, 1993a), concurring with the present research findings (item 

182). Item 189 agrees with the findings of Almutawaa' (1991), who reported that 

day-dreaming is the third highest ranked concern among college students. 

Similar research results were found by Abu-Taleb (1979). Items 135, 151, 26 and 

34 demonstrated that psychological symptoms and life stress are experienced by 

college students. This has also been determined by many other researchers 
(Leong, Mallinckrodt and Kra lj, 1990; Cheng, Leong and Geist, 1993; Hays and 

Oxley, 1986; Frazier and Schauben, 1994; and Waelde, Silvern, and Hodges, 

1994). In addition, these researchers observed that students report and 

experience psychological symptoms that correspond to their cultural differences. 

Moreover, it has been found that psychological symptoms and life stress 
definitely affected student adjustment to college (Frazier & Schauben, 1994; and 

Cheng, Leong & Geist, 1993). 

Subscale 2, Family Adjustment 

The second subscale consists of 14 adjustment statements, all of which 
had an item-total correlation of .37 or higher. Item-total correlation ranged from 
.68 (item 45) to .37 (item 170). Internal consistency of this subscale is r of .87. The 

results of the item analysis for the family adjustment subscale is illustrated in 

Table 4.2. 
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Table 4,2 Subscale, 2, Family Adjustment. 

Item Family Adjustment Statements Corrected 
Item-total 

Correlation 
45 I get encouragement from my father, mother, or both 

to express and discuss my opinions with them. .6894 

87 I am encouraged by my father, mother or both 

parents to participate in decisions-making. .6676 

188 I am satisfied with my family life. .6045 

101 I rely on my father, mother, or both parents when I 
run into problems that I can't solve by myself. .5916 

15 I get help from my father, mother, or both parents to 

instantly solve any kind of problems as it occurs. .5819 

52 I feel that my family life is happy. .5797 

117 I feel my father's, mother's, or both parents love and 

support for me. .5570 

46 I can express my feelings to my family. .5215 

32 I follow my father's, mother's, or both parents advice 

in both small and big issues. .5111 

1 I feel that an atmosphere of understanding fills our 
home more than I find in any other place. .4766 

108 I enjoy attending family gatherings. .4745 

148 I discuss daily matters with my father, mother, or 
both parents. .4633 

37 I feel that my father, mother, or both of my parents 
are giving me the chance to become independent. .3987 

170 I feel that my father's, mother's, or both of parents' 

trust in me doesn't change even when I fail at 

something. .3793 
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The family adjustment subscale included items assessing independence, 
family relations, parental support, involvement in family life, and satisfaction 

with family life. Additional observations follow: 
Family adjustment subscale item findings correspond with the results of 

many studies. Items 101, 15, 32, 37, 45, and 87 concerning student independence 

are verified by Laps ley, Rice & Shadid (1989) and Rice (1992), who noted that 
different aspects of independence from parents contributed to students' college 
adjustment. It is important to note that students who are inexperienced in self-

direction and independence encounter academic difficulties at college (Ibrahim, 

Yahya and Al-Barwani, 1993a). Research findings have emphasized that 
supportive family relationships relate to the lack of depression and anxiety in 

students' lives (Sabatelli and Wandrei, 1991; Quintana and Kerr, 1993), and to 

their adjustment to college life (Holmbeck and Wandrei, 1993). These findings 

are consistent with the results on the present research items 1, 188 and 52. Items 

117, 46, 170 and 148 account for the presence of a family support system, siding 

with the research conclusions of Henton et.al (1980) that student who lack family 

support experience high crisis states, are less well-adjusted, and have negative 
impressions about college life. Moreover, these students report more 

psychological complaints (Quitana and Kerr, 1993). 

Subscale 3, Academic Adjustment 

The third subscale consists of 12 items measuring student academic 
adjustment. These items had item-total correlations which ranged from .38 (item 

126) to .53 (item 91). The internal consistency of the academic subscale was an r 

of .81. The results of the analysis are provided in Table 4.3. 
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Table 4.3 Subscale 3, Academic Adjustment. 

Item Academic Adjustment Statements Corrected 
Item-total 

Correlation 
164 I feel my father's, mother's, or both parents' 

expectations of me are higher than my academic 

abilities can achieve. .5028 

75 I feel that my academic major leads to a career that 

I don't want. .5018 

71 I don't complete all the work that I start because I 

doubt my abilities. .4948 

48 I believe that even if I worked harder, things 

wouldn't change for the better. .4932 

97 I feel I am a failure. .4851 

54 I feel the desire to transfer from my present major 

to another. .4851 

28 I am finding it difficult to complete course 

requirements. .4808 

74 I feel that there is a difference between my 

previous life-style and college life which affects 

my adjustment to college life. .4731 

18 I am worried about choosing my career or work 
after graduation because I am not sure of my 

interests, potentials, and abilities. .4451 

111 I am thinking about dropping a course this 

semester. .4158 

126 I am late in completing my course requirements, 

no matter how hard I work. .4017 

I forget what I studied when the exams are handed 

out. .3493 

53 
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The academic adjustment subscale demonstrated the measurement of 
academic competence, academic difficulties and satisfaction with present major 

and future career. Several observations are worthy of mention. 
Research studies have demonstrated the importance of academic 

competence (items, 48,71, 164 and 97) to students' academic success in college 

(Loktiz and Sprandel, 1978; and Griffore and Griffore, 1982). Students have 

revealed feeling that they are failures (item 97). This has been expressed as one 

of the highest ranked items among study population samples (Dawoud, 1994). 
Items 28, 126 and 53 address students' academic difficulties. These items match 

up with findings from several studies which have recognized student academic 
difficulties. Additionally, students have difficulties in keeping up with academic 

work and assignments (Mayes & McConatha, 1982; and Beard, Elmore & Lange, 

1982), either because they lack the skills (Ibrahim, Yahya and Al-Barwani, 1993a; 

Dawoud, 1994), or because the work is excessive (Wilson, 1984; and Ibrahim, 

Yahya and Al-Barwani, 1993a). Moreover, some students have revealed concerns 

about their exam performance (Mayes and McConatha; 1982 and Ibrahim, Yahya 

and Al-Barwani, 1993a). Item 53 revealed that students forget what they studied 

when they take an exam, supporting the findings of Ibrahim, Yahya and Al-

Barwani (1993) which corroborated students' difficulties with exams that 
required memorization of the course materials. The findings on items 54 and 75 

agree with those provided by Sagaria, Higginson and White (1980), Wilson 
(1984), and Andrews (1987), who found that choice of major was one of the 
highest ranked student academic concerns. Moreover, Alrehani and Hamdi 
(1987) found choice of major to be an important contributing variable in 
academic adjustment for college students. Saleh, Abase and Taha (1992) have 

noted that when less academically adjusted students transferred to the major of 

their choice they became better academically adjusted. Lucas (1993) and Mayes 

and McConatha (1982) have validated the importance of college students' career 

concerns. Sample students ranked career concern (knowledge about their own 
interests and talents regarding career choice) as a third problem area (Lucas, 
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1993). The above-mentioned research findings have corroborated the findings of 

the present research on item 111. 

Subscale 4, Social adjustment 

The fourth subscale contains 12 adjustment statements, all of which had 

an item-total correlation of .31 or higher. Item-total correlation ranged from .62 

(item 50) to .31 (item 12). Internal consistency of this subscale is r = .7965 The 

results of the item analysis for the social adjustment subscale is illustrated in 

Table 4.4. 

Table 4.4 Subscale 4, Social Adjustment 

Item Social Adjustment Statements Corrected 
Item-total 

Correlation 
50 I participate in social activities that introduce me to 

others. .6213 

133 I enjoy participating in different activities at the 

university. .5250 

55 I participate in at least one social activity at the 

university. .5025 

33 I discuss the things that are important to me with 

one of my professors. .4654 

162 I easily express my opinions and ideas in class. .4590 

I can build new relationships and friendships 

easily. .4342 

172 I schedule some time each week for a sports 

activity. 4110 

2 

27 

I can easily be intimate with a group of friends. .4067 
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Table 4.4 Subscale 4, Social Adjustment, continued. 

Item Social Adjustment Statements Corrected 
Item-total 

Correlation 
113 I prefer to attend social activities at the university 

instead of staying at home or in the dorm. .3974 

13 I build friendships with people from different 

dorms. .3862 

43 I feel that my professors understand and support 
me in many of my personal matters. .3805 

12 I ask for help from my academic advisor whenever 

I face difficulties in my studies. .3195 

The social adjustment subscale results indicate that it assesses social 

integration, social relationship and social support. At this point, several 

observations are worthy of mention. 
Items 50, 133, 55, 113, 43 and 172 measure college-age students' social 

integration with the college environment and support Bryant, Banta & Bradley 

(1995) who found that campus activity programs facilitated students' college 
social integration, affecting physical well-being, stress reduction, respect for 
others, friendship and self-confidence. In addition, Hays and Oxley (1986) noted 
that fun and relaxation on campus promoted student adjustment, especially for 
campus residents. Moreover, Nelson, Scott & Bryan (1984) stated that 

participation in campus social activities not only helped students to integrate in 

to college culture, but also lessened residents risk of attrition. On campus, direct 

forms of support such as advice, emotional support and task assistance, 
maintained students' psychological well-being (Hays and Oxley, 1986). 

Supportively, Quintana and Kerr (1993) verified that students who had 



99 

supportive relationships with authority figures expressed less psychological 
complaints. Also, student validation of existence from significant adults (Loktiz 

and Sprandel, 1976) and academic advisers (Wilson, 1984) were the most 
important student social concerns during college. The findings of these studies 

are in agreement with item 33, 43 and 12. Item 13, 2 and 27 indicate that student 

peer relationships are important aspects of student life during the college years. 

These items corroborate the previous findings of Quintana and Kerr (1993), who 

reported the influence of peer relationships on students' psychological 
complaints, depression (Sabatelli and Anderson,1991), and adjustment to college 

(Hays and Oxley, 1986). Moreover, students' major concern is to build new 
relationships in the college environment (Lokitz and Sprandel, 1976; and Beard, 

Elmore and Lange). Finally, item 162 replicates the same finding from Weissberg 

et.al (1982), who reported that students were concerned about speaking up in 

class. 

Internal Consistency 

The internal consistency coefficient of each of the hypothetically 

developed dimension of the 189 items of the adjustment questionnaire were 
examined. The results indicated: for 48 items of the academic dimension yielded 
an r of .63, 43 items of the social dimension resulted in r = .59, 46 items of the 

family dimension resulted in r = .68, and 52 items of the personal dimension 

resulted in an r = .83. 
The internal consistency of the developed adjustment instrument was 

improved by using factor and item analysis methods. The results of the 
developed instrument subscales demonstrated the following coefficients: r = .81 
for 12 items of the academic adjustment subscale, r = .796 for 12 items of the 

social adjustment subscale, r = .87 for 14 items of the family adjustment subscale 

and r = .88 for 20 items of the personal adjustment subscale. 
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The results provided evidence that the items' homogeneity increased. 

This means that each item in a particular subscale measured essentially the same 

factors or latent variables. 

Summary 

In this chapter, the results of the reliability and validity tests of the 

developed Adjustment Instrument for College Students were presented. The 

reliability coefficient was determined by utilizing coefficient alpha for the 

subscales and the global scale. The results revealed that alpha reliability (internal 

consistency) for the personal adjustment subscale was .88, for the family 

adjustment subscale the coefficient was .87, for the academic adjustment subscale 

the coefficient was .81, for the social adjustment subscale the reliability 

coefficient was .796 and for the global scale was .81. Finally, the results of a test-

retest reliability analysis revealed that the stability coefficient for the Adjustment 

Instrument for College Students was .81 and significant at p of .001. 

Construct validity was determined by examining, instrument 
dimensionality, factor analysis, item analysis and internal consistency. With 

regard to instrument dimensionality, results verified that the correlations 

between the developed four subscales row scores ranged from .49 to .60, which 

indicated that the adjustment instrument is multidimensional. 
A principal component analysis was utilized to determine specific components 

(item grouping) among the items of the developed adjustment instrument. A 

four-factor solution generated factor loading that accounted for 138 items of the 

189 adjustment statements. The item analysis was conducted by using item-total 

correlation. The results revealed that the personal adjustment subscale included 

20 items, the family adjustment subscale contained 14 items, the academic 

adjustment subscale contained 12 items and the social adjustment subscale 

contained 12 items. Finally, internal consistency validity for the adjustment 
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instrument was examined. The results showed that the internal consistency for 
the 189 development adjustment instrument subscales row scores ranged from 
.63 to .83. The internal consistency for the factor and item analyzed adjustment 
instrument subscales was improved, ranging from .88 to .79, while the internal 

consistency validity for the global scale was .81. As a result, 58 items (including 

25 positive and 32 negative items were retained as adjustment item statements 
for the final Adjustment Assessment Instrument for College Students. 
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CHAPTER 5  

IMPLICATIONS AND RECOMMENDATIONS  

This chapter is divided into two sections. The first section presents the 

related implications of the present study, and the second section presents 

recommendations for further research. 

Implications for the Present Study 

The finalized adjustment assessment instrument for Omani college 

students included 58 items. The results of this study verified the reliability and 

validity of the developed instrument. Although further cross-validation is 

recommended for the present study, the following implications of the developed 

adjustment instrument for college students are submitted: 

1.	 Dependency was a critical issue for Omani students as estimated 

from the items which assessed independence or dependence. 
Faculty advisei.s need to be sensitive to the needs of the students, 

especially the first year students. Positive support relationships 
between students and significant adults facilitate the shift of 
student dependencies away from parents (Henton eLal, 1980) 

to other significant adult support and may gradually help the 

development of independence. It is worth to noting that a 
supportive relationship with faculty advisors helps students' 

integration to the college environment. 

2.	 In counseling sessions, the counselor may use the individual 

adjustment instrument items as a diagnostic tool to assess student 

adjustment demands. 
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3.	 Counselors may use the subscales to estimate a student's area of 
maladjustments and then select appropriate counseling theory and 
strategies to effectively meet students counseling needs. 

4.	 After cross-validating, the adjustment instrument may be used 

during the orientation week with freshmen to determine different 
adjustment aspects. Workshops, special groups, orientation 
programs, individual counseling sessions or group counseling 
sessions should be provided further to help students meet their 

adjustment demands and facilitate their integration to the college 
environment. 

5.	 The adjustment instrument may be used to estimate university 

student adjustment needs, followed by the provision of various 
kinds of students services, such as social networks, social 

intervention groups, and programs that help students to adjust to 
the college environment. 

Recommendations for Further Research 

Based on the results of this study, recommendations for further research 

are presented below: 
1.	 For the present study quota sampling procedures were used for 

sample selection. Replication of this study is recommended with 
a random sample taken from the SQU undergraduate population. 

2.	 The reliability and validity testing of the adjustment instrument  
supported by this study, cross-validation should be done from  
within the same target population.  

3.	 The concurrent validity of the Adjustment Instrument for College 

Students, particularly criterion-related validity, was not established 
by this study. Therefore, it is recommended that criterion-related 
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validity be determined for the adjustment instrument by 
correlating a specific criterion to each adjustment subscale 

separately. 

4.	 After criterion-related validity has been determined, it is 
recommended that norms be established to assess adjustment 

aspects for Omani college-age students. 

5.	 Cross-cultural studies in other Arabic-speaking countries would  
contribute valuable input to the cross-cultural reliability and  

validity of the adjustment instrument.  

6.	 Through factor analysis the personal adjustment subscale (first 
factor) generated 54 items. The item-total correlation for these items 
ranged from .30 to .60, except for item 96 which had a correlation of 

.26. The alpha coefficient for this subscale was .92. This indicates 

that the scale has a high internal consistency reliability. In further 
applications of the instrument item 96 should be deleted. To 

increase the balance of negative and positive items for greater 

validity and reliability, redundant positive item statements which 
parallel existing negative-phrased items should be added to the 
questionnaire. The construct validity and reliability for the new 

questionnaire, should then be estimated. 

7.	 Finally, further studies related to Omani college student  
adjustment will provide additional understanding of college  

adjustment among Omani students.  
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Names of Delphi Panel Members 

Fatma Al-Hamdan Nasir Al-Alawi 

Student Social Service Student Health and 
Officer. Caring Services 

Officer. 

Muna Al-Bahrani Zaid Al-Humod 

Social Worker Social Worker 

Bader Basim Waheda Almerei 

Male Student Dorm Female Students 

Adviser Adviser 
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Educational Psychology Clinical Psychology 
Educational Research & Statistic 

Dr. Farouk I. Abu-ouf Dr. Monther Damen 
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Testing and Evaluation Student Development 

Dr. Osama S. Abo-Sree Dr. Yousif H. Yousif 
Social Psychology Social Psychology 

Dr. Rida R. Habib Dr. Yusuf Qtami 
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Academic Adjustment 

Academic Adjustment Item Retain Reject Retain with 
Modification 

1 I am worried about not knowing which 
careers are appropriate for my major 

Suggested modification 
2. I dislike my major at the university. 

Suggested modification 
3. I am bothered that my academic advisor is 

not familiar with my area. 
Suggested modification ; 

4. I don't know the right study sl4s. 
Suggested modification 

5. I am worried about choosing My future 
career because I am not sure of my interest, 
potential, and abilities. 

Suggested modification 
6. I am suffering from intense concentration 

during lectures. 
Suggested modification 

7. I am satisfied that my future plans are clear. 
Suggested modification 

8. I am ready to take the exams in the courses 
that I am now taking. 

Suggested modification 
9. I am satisfied with my academic 

performance. 
Suggested modification 

10. I don't study as much as my classmates. 
Suggested modification 

11. I try to benefit from and enjoy my courses. 
Suggested modification 

12. I ask help from my academic advisor with 
any difficulties in my studies. 

Suggested modification 
13. I worry when examination times come 

closer. 
Suggested modification 

14. I know how to use the library effectively. 
Suggested modification 

15. I perform higher and better in the courses 
that interest me. 

Suggested modification 
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Academic Adjustment Item Retain Reject Retain with 
Modification 

16. I daydream a lot while I am studying. 
Suggested modification 

17. I feel that professors' expectations of me are 
greater than my academic abilities. 

Suggested modification 
18. I feel that course requirements such as 

preparing reports and research papers are 
beyond my abilities. 

Suggested modification 
19. I am late in completing course requirements, 

no matter how hard I work. 
Suggested modification 

20. I am organized in my studies, so my course 
requirements are ready on time. 

Suggested modification 
21. I feel that I don't get enough information 

about my study plan from my academic 
advisor. 

Suggested modification 
22. I know the appropriate place for studying. 

Suggested modification 
23. I feel bored in the lectures, so I keep busy by 

drawing or writing in my notebook. 
Suggested modification 

24. I prepare to work a long time before I 
actually start to work. 

Suggested modification 
25. I feel sleepy and tired when I try to study. 

Suggested modification 
26. I don't hesitate to ask for help to overcome 

life's difficulties. 
Suggested modification 

27. I finish my course assignments, such as 
research papers or reports at the last 
moment. 

Suggested modification 
28. I force myself to study some of the 

university's uninteresting courses. 
Suggested modification 

29. I don't find any difficulty in expressing my 
opinions in front of the professor and the 
students. 

Suggested modification 
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Academic Adjustment Item Retain Reject Retain with 
Modification 

30. I can't recall pages from course work which I 
recently read. 

Suggested modification 
31. I lose my concentration due to small things 

while I study. 
Suggested modification 

32. I write unimportant points during the 
lectures which affects my exam results. 

Suggested modification 
33. I quickly get bored from studying and quit 

after a little while. 
Suggested modification 

34. I try to improve my skills and habits of 
learning and studying. 

Suggested modification 
35. I know how to summarize and understand 

the important points when studying for my 
courses. 

Suggested modification 
36. I arrange for myself an appropriate 

atmosphere for studying. 
Suggested modification 

37. I discuss with one of my professors the 
things that are important to me. 

Suggested modification 
38. I can't concentrate on the activity or work 

that I am doing. 
Suggested modification 

39. I forget what I studied when the exams are 
handed out. 

Suggested modification 
40. I find it difficult to study continuously for 

more than an hour or two. 
Suggested modification 

41. I get confused when the professor asks me 
unexpected questions. 

Suggested modification 
42. I feel that my grades are not appropriate for 

the hard work I do. 
Suggested modification 

43. I lack the ability to express myself which 
affects my reports and exam performance. 

Suggested modification 
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Academic Adjustment Item Retain Reject Retain with 
Modification 

44. I perform less academically because of my 
carelessness. 

Suggested modification 
45. I have difficulty in adapting to college 

education. 
Suggested modification 

46. I plan my daily schedule to do the things 
that urgently need to be done. 

Suggested modification 
47. I become so nervous during the exams that I 

forget information I know. 
Suggested modification 

48. I am afraid of my results in some courses. 
Suggested modification 

49. I get worried and tense during exams. 
Suggested modification 

50. I feel that there is so much course work that 
there is not enough time to finish it. 

Suggested modification 
51. I chose my major according to my interests 

and potential. 
Suggested modification 

52. I wish my professors were more 
understanding and supportive of me 

Suggested modification 
53. I enjoy preparing reports and research 

papers. 
Suggested modification 

54. I am worried because of my desire to get 
high grades in courses. 

Suggested modification 
55. I like to work toward a particular goal which 

I set for myself. 
Suggested modification 

56. I am thinking about withdrawing from some 
courses. 

Suggested modification 
57. I feel that I have been forced into a major 

that leads to a career that I don't want. 
Suggested modification 

58. I don't benefit from the academic advisors' 
help in solving my problems. 

Suggested modification 
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Academic Adjustment Item Retain Reject Retain with 
Modification 

59. 1 find it difficult to adjust quickly to 
university learning. 

Suggested modification 
60. I feel that the academic courses I am taking 

are beyond my abilities. 
Suggested modification 

61. I don't need time management to study 
effectively. 

Suggested modification 
62. I feel the desire to transfer to another college. 

Suggested modification 
63. I feel the desire to transfer to another major 

related to my present major. 
Suggested modification 

64. I am proud that I joined this university. 
Suggested modification 

Additional suggestions: 
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Family Adjustment 

Family Adjustment Items Retain Reject Retain with 
Modification 

1.	 I feel the pain of living away from my 
family.  

Suggested modification  
2.	 I feel that love and care are not as present in 

my family as they are in other families.  
Suggested modification  

3.	 I feel that my father, mother, or both parents 
treat me with a lot of cruelty.  

Suggested modification  
4.	 I feel that my father, mother, or both parents 

trust me.  
Suggested modification  

5.	 I am bothered by feelings of anger that I 
have for my father, mother, or both.  

Suggested modification  
6.	 I need assistance and approval from my 

father, mother, or both parents for 
everything I have to do. 

Suggested modification 
7.	 I feel that my obligations toward my family 

take a lot of my time.  
Suggested modification  

8.	 I get sad every time I think of my family. 
Suggested modification 

9.	 I express my opinions even if I disagree with 
my father, mother, or both.  

Suggested modification  
10. I get encouragement from my father, mother, 

or both parents to express my opinion and 
discuss it with them. 

Suggested modification 
11. I feel that my father, mother, or both of them 

exaggerate in reminding me of my 
weaknesses. 

Suggested modification 
12. I depend on my personal experience more 

than on what I learned from my parents.  
Suggested modification  

13. I feel guilty when I don't obey my father, 
mother, or both of them.  

Suggested modification  



125 

Family Adjustment Items Retain Reject Retain with 
Modification 

14. I talk with my father, mother, or both 
parents about things that are not related to 
my personal family problems. 

Suggested modification 
15. I am afraid of failing to live up to my 

father's, mother's, or both parents' 
expectations of me. 

Suggested modification 
16. I believe that my goals, values, and 

principles are different from those of my 
father, mother, or both of them. 

Suggested modification 
17. I feel that my family members are neglecting 

me. 
Suggested modification 

18. I assist my father, mother, or both parents in 
making decisions. 

Suggested modification 
19. I am bothered by not feeling in harmony 

with my family. 
Suggested modification 

20. I am afraid of my father, mother, or both 
parents. 

Suggested modification 
21. I don't like staying at home because we fight 

constantly. 
Suggested modification 

22. I don't get a chance to express my feelings to 
my family. 

Suggested modification 
23. I find difficulty in discussing personal issues 

with my father or mother. 
Suggested modification 

24. I get worried when I think about my parents. 
Suggested modification 

25. I stop talking to avoid problems between me 
and my father, mother, or both parents. 

Suggested modification 
26. I like attending family gatherings. 

Suggested modification 
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Family Adjustment Items Retain Reject Retain with 
Modification 

27. I rely on my father, mother, or both parents 
when I run into problems that I can't solve 
by myself. 

Suggested modification 
28. I feel that my father, mother, or both of them 

love and support me. 
Suggested modification 

29. I am bothered by my father's, mother's, or 
both parents' criticism. 

Suggested modification 
30. I get annoyed when I remember how I left 

my family. 
Suggested modification 

31. I can easily express my disagreement with 
my father's, mother's, or both parents' ideas 
in things that are related to me such as 
choosing a career. 

Suggested modification 
32. I make my plans without any interference 

from my father, mother, or from both of 
them. 

Suggested modification 
33. I feel that my father, mother, or both of them 

treat me equally. 
Suggested modification 

34. I feel that my father, mother, or both parents 
misunderstand me. 

Suggested modification 
35. I treat my father, mother, or both of them as I 

should. 
Suggested modification 

36. I find that an atmosphere of understanding 
fills our home more than I find in any other 
place. 

Suggested modification 
37. I feel I often disappoint my father, mother, 

or both parents. 
Suggested modification 

38. I depend on my father, mother, or both 
parents to take care of a lot of my personal 
responsibilities. 

Suggested modification 
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Family Adjustment Items Retain Reject Retain with 
Modification 

39. I feel that my father, mother, or both of them 
respect and emotionally support me. 

Suggested modification 
40. I find my father, mother, or both of them 

interfering with my personal matters 
Suggested modification 

41. I remember and miss my family a lot 
Suggested modification 

42. I am satisfied with my family life. 
Suggested modification 

43. I feel that my family doesn't accept my 
friends. 

Suggested modification 
44. I feel that my father, mother, or both of them 

prefer my siblings over me. 
Suggested modification 

45. I find my father's, mother's, or both parents' 
expectations of me are beyond my academic 
abilities. 

Suggested modification 
46. I feel that my father, mother, or both of them 

prefer males over females. 
Suggested modification 

47. I follow my father's, mother's, or both 
parents' advice in both small and the large 
issues. 

Suggested modification 
48. I feel an urgent desire to leave my parents' 

house. 
Suggested modification 

49. I find myself free of my family's control. 
Suggested modification 

50. I feel that my father's, mother's, or both 
parents' trust in me doesn't change even 
when I fail in something. 

Suggested modification 
51. I prefer to live away from my family 

Suggested modification 
52. I feel that my family life is happy. 

Suggested modification 
53. I help my father, mother, or both of them 

inside and outside the house. 
Suggested modification 
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Family Adjustment Items Retain Reject Retain with 
Modification 

54. I cannot reveal my secrets to my father, 
mother, or to both parents. 

Suggested modification 
55. I want to have more freedom from my 

father, mother, or from both of them. 
Suggested modification 

56. I am bothered by the habits and behaviors of 
my family members. 

Suggested modification 
57. I am bothered by the conflicts between my 

family members. 
Suggested modification 

58. 1 obey my father, mother, or both of them 
without question. 

Suggested modification 
59. I find that my father, mother, or both parents 

interfere in my choice of friends. 
Suggested modification 

60. I feel that my father, mother, or both parents 
are giving me the chance to become 
independent. 

Suggested modification 
61. I discuss my daily concerns with my father 

and mother, or both parents and find they 
listen to my opinions. 

Suggested modification 
62. I get help from my father and mother or both 

parents to solve any problem I have instantly 
as they occur. 

Suggested modification 
63. 1 feel that my friends have more freedom in 

doing whatever they want to than I have. 
Suggested modification 

64. I need my father, mother, or both of them to 
decide what I should do. 

Suggested modification 

Additional suggestions: 
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Social Adjustment 

Social Adjustment Items Retain Reject Retain with 
Modification 

1.	 I find that transportation is difficult from the 
house to the university.  

Suggested modification  
2.	 I choose to participate in social activities that 

introduce me to others.  
Suggested modification  

3.	 I can build new relationships and 
friendships easily.  

Suggested modification  
4.	 I feel frightened and confused when I enter a 

room filled with people.  
Suggested modification  

5.	 I prefer to be with people from my 
hometown during social gatherings and 
celebrations. 

Suggested modification 
6.	 I join at least one social activity at the 

university.  
Suggested modification  

7.	 I enjoy participating in different social 
activities at the university.  

Suggested modification  
8.	 I like to meet new people. 

Suggested modification 
9.	 I help my friends to get over difficulties. 

Suggested modification 
10. I prefer to dress like my friends. 

Suggested modification 
11. I prefer staying at home or in the dorm 

instead of attending social activities.  
Suggested modification  

12. I feel that I lack an intimate friendship with 
someone.  

Suggested modification  
13. I seek help from my friends when I face any 

problem.  
Suggested modification  

14. I lack a friend who shares my interests, 
ideas, and concerns.  

Suggested modification  
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Social Adjustment Items Retain Reject Retain with 
Modification 

15. I have difficulty in meeting people and 
introducing them to others. 

Suggested modification 
16. I prefer to exchange visits with a group of 

people rather than with one person. 
Suggested modification 

17. I feel that my social relationships negatively 
affect my studies. 

Suggested modification 
18. I feel happy to join my hometown people 

during holidays. 
Suggested modification 

19. I feel that social activities don't interest me. 
Suggested modification 

20. I maintain a balance between my personal 
needs and others' needs. 

Suggested modification 
21. I feel that being with people of the opposite 

sex inhibits my freedom to express my 
opinions. 

Suggested modification 
22. I prefer not to participate in social activities 

with which I am not familiar. 
Suggested modification 

23. I wait for others to start a conversation with 
me. 

Suggested modification 
24. I ignore my friends whom I haven't seen for 

a long time, unless they initiate the 
conversation. 

Suggested modification 
25. I find difficulty in making friends with 

people from different dorms. 
Suggested modification 

26. I seek a classmates' help when I face a 
difficulty. 

Suggested modification 
27. I am not interested in participating in social 

activities in my dorm. 
Suggested modification 

28. I get confused and tense when I participate 
in some exercises and activities. 

Suggested modification 
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Social Adjustment Items Retain Reject Retain with 
Modification 

29. I am silent when I am with a group of people 
having conversation. 

Suggested modification 
30. I feel that others misunderstand me. 

Suggested modification 
31. I miss having a person whom I can trust and 

to whom I could convey my personal 
problems. 

Suggested modification 
32. I schedule a period of each week for a sports 

activity. 
Suggested modification 

33. I participate in activities to enjoy being with 
my friends more than I enjoy the activity 
itself. 

Suggested modification 
34. I can easily rebuild old relationships after a 

period of separation. 
Suggested modification 

35. I prefer to limit my social contacts so they 
indude only close people. 

Suggested modification 
36. I experience difficulties in effectively using 

my spare time. 
Suggested modification 

37. I don't feel comfortable when I am with a 
group of people whom I don't know. 

Suggested modification 
38. I prefer to do what my friends suggest rather 

than planning my own goals. 
Suggested modification 

39. I find it difficult to talk to people whom I 
have recently met. 

Suggested modification 
40. I can easily be intimate with a group of 

friends. 
Suggested modification 

41. I feel that my social relationships are 
superficial and temporary. 

Suggested modification 
42. I do not meet the person whom I can trust. 

Suggested modification 
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Social Adjustment Items Retain Reject Retain with 
Modification 

43. I introduce myself to others at social 
gatherings and celebrations.  

Suggested modification  
44. I get flustered when I meet people for the 

first time.  
Suggested modification  

45. I don't exercise enough. 
Suggested modification 

46. I rebuild my relationship with a friend I 
have not seen for a long time.  

Suggested modification  
47. I feel happy when new people want to know 

me.  
Suggested modification  

48. I find I can talk easily with members of the 
opposite sex.  

Suggested modification  
49. I feel I can build friendships with members 

of the opposite sex.  
Suggested modification  

50. I feel that I am loved by my friends. 
Suggested modification 

51. I find that my social life indudes only my 
family members.  

Suggested modification  

Additional suggestions: 
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Personal Adjustment 

Personal Adjustment Items Retain Reject Retain with 
Modification 

1. I feel lonely even when I am surrounded by 
others.  

Suggested modification  
2. I find it difficult to concentrate on one thing 

for a sustained period of time.  
Suggested modification  

3.	 I carry out my decisions instantly. 
Suggested modification 

4. I think it is necessary to be nice to others in 
all situations.  

Suggested modification  
5. I believe my interests are different from the 

interests of others.  
Suggested modification  

6. I feel that my life is similar to the lives of my 
peers.  

Suggested modification  
7. I disagree with other's ideas more than I 

agree with them.  
Suggested modification  

8. I lose interest in the things and activities that 
used to make me happy.  

Suggested modification  
9.	 I am afraid to ask about what I don't know. 

Suggested modification 
10. I am experiencing physical pains. 

Suggested modification 
11. I feel happy when I am by myself. 

Suggested modification 
12. I work hard to hide my shy feelings. 

Suggested modification 
13. I solve my daily problems when they occur, 

and I don't need anybody's help.  
Suggested modification  

14. I please others even if it costs me a lot. 
Suggested modification 

15. I don't complete all the work that I start 
because I doubt my abilities.  

Suggested modification  
16. I can dearly talk about my long term goals. 

Suggested modification 
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Personal Adjustment Items Retain Reject Retain with 
Modification 

17. I don't know what to do with my life 
Suggested modification 

18. I am quite satisfied with myself about a lot of 
things. 

Suggested modification 
19. I am not afraid of confrontations with others. 

Suggested modification 
20. I analyze my intentions and motivations. 

Suggested modification 
21. I prefer to do activities and work that have 

clear and defined results. 
Suggested modification 

22. I feel that a lot of people hurt my feelings. 
Suggested modification 

23. I feel that problems are accumulating to the 
extent that it is difficult for me to deal with 
them. 

Suggested modification 
24. I am worried about someone or something. 

Suggested modification 
25. I get confused and tense whenever I think of 

the accumulated work that I have to do. 
Suggested modification 

26. I take an active role in discussions with a 
group of friends. 

Suggested modification 
27. I can't express my real feelings to others. 

Suggested modification 
28. I think of the possible results before I engage 

in any new or difficult work. 
Suggested modification 

29. I feel that I have to be perfect in everything I 
do, even in the unimportant things. 

Suggested modification 
30. I make my decisions in a spontaneous way. 

Suggested modification 
31. I am experiencing difficulties in 

understanding myself. 
Suggested modification 

32. I get bothered easily and by small things. 
Suggested modification 

33. I am sensitive to others' criticism. 
Suggested modification 
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Personal Adjustment Items Retain Reject Retain with 
Modification 

34. I think of home or dorm problems even 
when I am at the university. 

Suggested modification 
35. I believe I can't get rid of the sad emotions 

that I experience. 
Suggested modification 

36. I choose inappropriate friends. 
Suggested modification 

37. I believe that even if I worked harder, things 
wouldn't change for the better. 

Suggested modification 
38. I am tired of the way people treat me 

Suggested modification 
39. I stay awake all night because of sad 

thoughts. 
Suggested modification 

40. I am afraid, but I don't know why. 
Suggested modification 

41. I don't have any talents. 
Suggested modification 

42. I get along with the supervisors in the dorm. 
Suggested modification 

43. I am tired of this life. 
Suggested modification 

44. I feel sad and depressed. 
Suggested modification 

45. I get tired quickly, even when I do simple 
tasks and activities. 

Suggested modification 
46. I awake calm and energized in the morning. 

Suggested modification 
47. I need others more than they need me. 

Suggested modification 
48. 1 get occupied with daydreaming which 

prohibits me from doing a lot of work. 
Suggested modification 

49. I am satisfied and accepting of my physical 
appearance. 

Suggested modification 
50. 1 have acquired bad habits while trying to 

adjust to my problems. 
Suggested modification 
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Personal Adjustment Items Retain Reject Retain with 
Modification 

51. I believe in my personal success at this stage 
of my life. 

Suggested modification 
52. I don't trust my abilities, like many of my 

friends. 
Suggested modification 

53. I am bothered by thoughts that I can't get rid 
of. 

Suggested modification 
54. I get embarrassed when I get emotional in . 

front of others. 
Suggested modification 

55. I get worried about unimportant things 
which prohibits me from accomplishing 
what I want to do. 

Suggested modification 
56. I feel guilty a lot. 

Suggested modification 
57. I lose my appetite. 

Suggested modification 
58. I don't give others a chance to take 

advantage of me. 
Suggested modification 

59. I experience difficulties in starting any work. 
Suggested modification 

60. I think about death a lot. 
Suggested modification 

61. I experience difficulty in going to sleep. 
Suggested modification 

62. 1 feel that I don't trust myself. 
Suggested modification 

63. I get occupied with daydreaming. 
Suggested modification 

64. I believe things would be better if I wasn't 
alive. 

Suggested modification 
65. I feel that no one will miss me if I die 

Suggested modification 
66. I believe that my physical health is at it's 

best. 
Suggested modification 
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Personal Adjustment Items 

67. I feel that my need for money affects my 
psychological health and my school work. 

Suggested modification 
68. I am concerned to know what others think of 

Retain Reject Retain with 
Modification 

me. 
Suggested modification 

Additional suggestions: 
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APPENDIX D  

Delphi Questionnaire: Round Two 
(English and Arabic Versions) 
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No. Item Extremely Important Of little Unimpor-
important importance taut 

1. I am worried about not knowing 4 3 2 1 
which careers are appropriate 
for me. 

2. I am satisfied because I was 4 3 2 1 
admitted to the college I wanted. 

3. I am bothered that my academic 4 3 2 1 
advisor does not know many 
things that are related to my 
program of study. 

4. I believe that I practice the right 4 3 2 1 
study skills. 

5. I am worried about choosing my 4 3 2 1 
career or work after graduation 
because I am not sure of my 
interests, potential, and abilities. 

6. I quickly lose my concentration 4 3 2 1 
in class. 

7. I am satisfied with my future 4 3 2 1 
plans. 

8. I am ready to take the exams in 4 3 2 1 
the courses I am taking. 

9. I am satisfied with my academic 4 3 2 1 
performance in the courses I am 
taking. 

10. I work less hard than my peers 4 3 2 1 
when I study. 

11. I enjoy the courses that I am 4 3 2 1 
taking. 

12. I ask for help from my academic 4 3 2 1 
advisor whenever I face 
difficulties in my studies. 

13. I worry immensely when 4 2 1 
examination time gets closer. 

14. I know how to use the library 4 3 2 1 
effectively. 

15. I am proud that I joined this 4 3 2 1 
university. 

16. I feel that professors' 4 3 2 1 
expectations of me are greater 
than my academic abilities. 

17. I feel the desire to transfer from 4 3 2 1 
my present major to another. 
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No. Item Extremely Important Of little Unimpor-
important importance tant 

18. I face difficulties in preparing 4 3 2 1 

course requirements, such as 
research papers and reports, 
which are beyond my abilities. 

19. My academic performance is 4 3 2 1 

low in courses that don't interest 
me. 

20. I am late in completing my 4 3 2 1 

course requirements no matter 
how hard I work. 

21. I get enough information about 4 3 2 1 

my study plan from my 
academic advisor. 

22. I try to benefit from the courses 4 3 2 1 

that I am taking. 
23. I feel bored during lectures, so I 4 3 2 1 

busy myself by drawing or 
writing in my notebook. 

24. I quickly get tired when I study. 4 3 2 1 

25. I need a long period of time to 4 3 2 1 

prepare myself before I actually 
start studying. 

26. I ask for help whenever I face 4 3 2 1 

difficulty in my university life. 
27. I finish my course assignments, 4 3 2 1 

such as research papers or 
reports, at the last moment. 

28. I force myself to study 4 3 2 1 

uninteresting courses. 
29. I easily express my opinions and 4 3 2 1 

ideas in class. 
30. I can recall the basic information 4 3 2 1 

of a course that I recently 
studied. 

31. I lose my concentration because 4 3 2 1 

I get busy with small things 
while I am studying. 

32. I write down unimportant 4 3 2 1 

points during lectures which 
affects my exam results. 
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No. Item Extremely Important Of little Unimpor-
important importance tant 

33. I quickly get bored when 4 3 2 1 
studying. 

34. I try to improve my skills and 4 3 2 1 

habits of learning and studying. 

35. I summarize and understand the 4 3 2 1 
important points while I am 
studying my course material. 

36. I experience difficulty from the 4 3 2 1 
unavailability of the appropriate 
atmosphere for studying. 

37. I discuss the things that are 4 3 2 1 

important to me with one of my 
professors. 

38. I lose my concentration when I 4 3 2 1 

start any work or activity. 
39. I forget what I studied when the 4 3 2 1 

exams are handed out. 
40. I am finding it difficult to 4 3 2 1 

complete course requirements. 
41. I get confused when a professor 4 3 2 1 

asks me an unexpected question. 
42. I feel that my grades are 4 3 2 1 

appropriate for the hard work I 
do. 

43. I lack the ability to express 4 3 2 1 
myself which affects my 
performance on reports and 
exams. 

44. I consider that carelessness is the 4 3 2 1 
major cause of my low academic 
performance. 

45. I can adapt to college education. 4 3 2 1 

46. I plan my daily schedule to do 4 3 2 1 
the things that urgently need to 
be done. 

47. I become nervous during exams 4 3 2 1 

and worry that I will forget 
information I learned. 

48. I am afraid to fail in my studies. 4 3 2 1 

49. I get tense during exams. 4 3 2 1 
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No. Item Extremely Important Of little Unimpor-
important importance tant 

50. I feel that the course work is so 4 3 2 1 

extensive that it cannot be 
finished in time. 

51. I feel that my academic major in 4 3 2 1 

college matches my interests. 
52. I feel that my professors 4 3 2 1 

understand and support me in 
many of my personal matters. 

53. I find it easy to prepare reports 4 3 2 1 

and research papers. 
54. I am worried because of my 4 3 2 1 

strong desire to get high grades 
in my course work. 

55. I set a goal for myself and try to 4 3 2 1 

achieve it. 
56. I am thinking about dropping a 4 3 2 1 

course this semester. 
57. I feel that my academic major 4 3 2 1 

leads to a career that I don't 
want. 

58. I feel that the courses I am 4 3 2 1 

taking are higher than my 
abilities. 

59. I need to manage my time so I 4 3 2 1 

can study effectively. 
60. I prefer to limit my social 4 3 2 1 

contacts so they include only 
close people. 

61. I participate in social activities 4 3 2 1 
that introduce me to others. 

62. I can build new relationships 4 3 2 1 
and friendships easily. 

63. I feel frightened and tense when 4 3 2 1 

I enter a room filled with 
people. 

64. I prefer to be with people from 4 3 2 1 

my home town during social 
gatherings and celebrations. 

65. I feel that the presence of the 4 3 2 1 
opposite sex in the classroom 
inhibits my freedom to express 
my opinions. 
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No. Item Extremely Important Of little Unimpor-
important importance tant 

66. I enjoy participating in different 4 3 2 1 

activities at the university. 
67. I feel that I am loved by my 4 3 2 1 

friends. 
68. I would help my friend to get 4 3 2 1 

over a difficulty. 
69. I prefer to dress like my friends. 4 3 2 1 

70. I prefer to attend social activities 4 3 2 1 

at the university instead of 
staying at home or in the dorm. 

71. I seek help from my friends 4 3 2 1 

when I face problems. 
72. I suffer from not having any 4 3 2 1 

close friends. 
73. I lack a friend who shares my 4 3 2 1 

interests, ideas, and concerns. 
74. I can communicate with the 4 3 2 1 

opposite sex in class. 
75. I prefer to socialize with a group 4 3 2 1 

of people rather than being with 
just one person. 

76. I feel that my social relationships 4 3 2 1 

negatively affect my studies. 
77. I feel happy when others want 4 3 2 1 

to know me. 
78. I keep in touch with my friends 4 3 2 1 

even when we are apart. 
79. I play sports and exercise 4 3 2 1 

enough. 
80. I participate in at least one social 4 3 2 1 

activity at the university. 
81. I prefer not to participate in 4 3 2 1 

sports and mental activities with 
which I am not familiar. 

82. I wait for others to start a 4 3 2 1 

conversation with me. 
83. I get flustered when I meet 4 3 2 1 

people for the first time. 
84. I build friendships with people 4 3 2 1 

from different dorms. 
85. I would seek a classmate's help 4 3 2 1 

when faced with some difficulty. 
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No. Item 

86. I feel that there is a difference 

Extremely 
important 

4 

Important 

3 

Of little 
importance 

2 

Unimpor-
tart 

1 
between my previous life-style 
and college life which affects my 
adjustment to college life. 

87. I get confused when I participate 
in some exercises and activities. 

4 3 2 1 

88. I have difficulties participating 
with a group of people who are 
having a conversation. 

89. I feel that others misunderstand 

4 

4 

3 

3 

2 1 

1 
me. 

90. I miss having a trustworthy 
person with whom I can talk 
about my personal problems. 

4 3 2 1 

91. I schedule some time each week 4 3 2 1 
for a sports activity. 

92. I participate in activities to enjoy 
being with my friends more 
than I enjoy the activities 
themselves. 

4 3 2 1 

93. I try to rekindle old 
relationships after a period of 
separation. 

94. I maintain balance between my 
personal needs and others' 
needs. 

4 

4 

3 

3 

2 

2 

1 

1 

95. I have trouble managing my 
spare time effectively. 

96. I don't feel comfortable when I 
am with a group of people 
whom I don't know. 

4 

4 

3 

3 

2 

2 

1 

1 

97. I prefer to set my own goals 
rather than to have my friends 
set them for me. 

4 3 2 1 

98. I find it difficult to talk to new 
people that I have just recently 

4 3 2 1 

met. 
99. I can easily be intimate with a 

group of friends. 
4 3 2 1 

100. I feel that my social relationships 
are superficial and temporary. 

4 3 2 1 



165 

No. Item Extremely Important Of little Unimpor-
important importance tant 

101. I feel it is necessary to be nice to 4 3 2 1 
others in all situations. 

102. I disagree with other's ideas 4 3 2 1 
more than I agree with them. 

103. I please others even though it 4 3 2 1 
costs me a lot. 

104. I believe my interests are so 4 3 2 1 
different from those of others 
that I can't get along with them. 

105. I feel that my life is similar to 4 3 2 1 
the lives of my peers. 

106. I am not afraid of confrontations 4 3 2 1 
with others. 

107. I feel that a lot of people hurt my 4 3 2 1 
feelings. 

108. I am bothered by the way 4 3 2 1 
people treat me. 

109. I am concerned about knowing 4 3 2 1 
what others think of me. 

110. I feel the pain of living far away 4 3 2 1 
from my family. 

111. I feel that love and care are not 4 3 2 1 
as present in my family as they 
are in other families. 

112. I feel that my father, mother, or 4 3 2 1 
both parents are very cruel to 
me. 

113. I am bothered by feelings of hate 4 3 2 1 
that I have for my father, 
mother, or both parents. 

114. I am bothered by feelings of 4 3 2 1 
anger that I have for my father, 
mother, or both parents. 

115. I need approval from my father, 4 3 2 1 
mother, or both parents for 
everything I have to do. 

116. I feel that my obligations to my 4 3 2 1 
family occupy all my time. 

117. I miss my family so much that I 4 3 2 1 
get sad every time I remember 
them. 
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No. Item Extremely Important Of little Unimpor-
important importance tant 

118. I am bothered that my family 4 3 2 1 

doesn't treat me in a consistent 
manner. 

119. I get encouragement from my 4 3 2 1 

father, mother, or both to 
express and discuss my opinions 
with them. 

120. I feel that my father, mother, or 4 3 2 1 

both parents exaggerate when 
reminding me of my 
weaknesses. 

121. I depend on my personal 4 3 2 1 

experiences more than on what I 
learn from my parents. 

122. I feel guilty when I don't obey 4 3 2 1 

my father, mother, or both. 
123. I talk with my father, mother, or 4 3 2 1 

both parents about things that 
are not related to my personal or 
family problems. 

124. I am afraid of failing to reach 4 3 2 1 

my father's, mother's, or both 
parents' expectations of me. 

125. I believe that my goals, values 4 3 2 1 

and principles are different than 
those of my father, mother, or 
both. 

126. I feel that my family members 4 3 2 1 

are neglecting me. 
127. I am encouraged by my father, 4 3 2 1 

mother, or both parents to 
participate in decision-making. 

128. I am bothered by not feeling in 4 3 2 1 

harmony with my family. 
129. I am afraid of my father, mother, 4 3 2 1 

or both parents. 
130. I avoid staying at home because 4 3 2 1 

we fight constantly. 
131. I can express my feelings to my 4 3 2 1 

family. 
132. I am bothered by the problems 4 3 2 1 

between my parents. 
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No.	 Item 

133.	 I get worried whenever I think 
about family problems. 

134.	 I stop talking to avoid problems 
between me and my father, 
mother, or both. 

135.	 I enjoy attending family 
gatherings. 

136.	 I rely on my father, mother, or 
both parents when I run into 
problems that I can't solve by 
myself. 

137.	 I feel my father's, mother's, or 
both parents' love and support 
for me. 

138.	 I am bothered by my father's, 
mother's, or both parents' 
criticism. 

139.	 I get annoyed when I remember 
how I was separated from my 
family. 

140.	 I can easily express my disagree-
ment with either my fathers' or 
mother's ideas about things 
related to me, such as choosing a 
career. 

141.	 I make my plans without any  
interference from my father,  
mother, or both.  

142.	 I feel that my father, mother, or  
both parents give me the  
treatment I deserve.  

143.	 I have difficulties in 
communicating with my family. 

144.	 I treat my father, mother, or both 
parents with great respect and 
appreciation. 

145.	 I feel that an atmosphere of  
understanding fills our home  
more than I find in any other  
place.  

146.	 I feel I disappoint my father,  
mother, or both parents.  

Extremely  
important  

4  

4  

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

Important 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

Of little Unimpor-
importance tant 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 
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No.	 Item 

147.	 I depend on my father, mother, 
or both parents to take care of a 
lot of my personal 
responsibilities. 

148.	 I feel my father, mother, or both 
of them respect and emotionally 
support me. 

149.	 I feel annoyed with my father, 
mother, or both interfere with 
my personal matters. 

150.	 I feel that my family life is 
happy. 

151.	 I am satisfied with my family 
life. 

152.	 I feel that my family accepts my 
friends. 

153.	 I feel my father, mother, or both 
parents prefer my siblings over 
me. 

154.	 I feel my father's, mother's, or 
both parents' expectations of me 
are higher than my academic 
abilities can achieve. 

155.	 I feel that my father, mother, or 
both my parents prefer the 
opposite gender over my 
gender. 

156.	 I follow my father's , mother's, 
or both parents' advice in both 
small and large issues. 

157.	 I feel an urgent desire to move 
out of my parents' house. 

158.	 I find myself free of my family's 
control. 

159.	 I feel that my father's, mother's, 
or both parents' trust in me 
doesn't change, even when I fail 
at something. 

160.	 I feel embarrassed each time I 
ask my father or mother for my 
allowance. 

Extremely 
important 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

Important 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

Of little Unimpor-
importance tant 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 

2 1 
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No. Item Extremely Important Of little Unimpor-
important importance tant 

161. I think of home or dorm 4 3 2 1 

problems even when I am at the 
university. 

162. I help my father, mother, or both 4 3 2 1 

parents inside and outside the 
house. 

163. I find it difficult to reveal my 4 3 2 1 

secrets to my father, mother, or 
both. 

164. I want to have more freedom 4 3 2 1 

from my father, mother, or from 
both of them. 

165. I am bothered by the habits and 4 3 2 1 

behaviors of my family 
members. 

166. I am bothered by conflicts 4 3 2 1 

between my family members. 
167. I obey my father, mother, or 4 3 2 1 

both parents without question. 
168. I get annoyed with my father's, 4 3 2 1 

mother's, or both parents' 
interference in my choice of 
friends. 

169. I feel that my father, mother or 4 3 2 1 

both of my parents are giving 
me the chance to become 
independent. 

170. I feel that my friends have more 4 3 2 1 

freedom to do whatever they 
want than I have. 

171. I discuss daily matters with my 4 3 2 1 

father, mother or both parents. 
172. I get help from my father, 4 3 2 1 

mother, or both parents to 
instantly solve any kind of 
problem as it occurs. 

173. I feel that I have a good appetite. 4 3 2 1 

174. I feel lonely even when I am 4 3 2 1 

surrounded by others. 
175. I find it difficult to concentrate 4 3 2 1 

on one thing for a sustained 
period of time. 
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No. Item Extremely Important Of little Unimpor-
important importance tant 

176. I carry out my decisions directly 4 3 2 1 
and quickly. 

177. I feel that my need for money 4 3 2 1 
affects my psychological health 
and school work. 

178. I believe that my physical health 4 3 2 1 
is at its best. 

179. I feel that my existence in this 4 3 2 1 
life is trivial. 

180. I feel inferior and I don't trust 4 3 2 1 
myself. 

181. I lose interest in the things and 4 3 2 1 
activities that used to make me 
happy. 

182. I am very reluctant to ask about 4 3 2 1 
something I don't know. 

183. I am experiencing physical 4 3 2 1 
pains. 

184. I prefer to be alone. 4 3 2 1 
185. I can control my emotions when 4 3 2 1 

the situation requires. 
186. I solve my daily problems when 4 3 2 1 

they occur and I don't need 
anybody's help. 

187. I feel that no one will miss me if 4 3 2 1 
I die. 

188. I don't complete all the work 4 3 2 1 
that I start because I doubt my 
abilities. 

189. I feel I am a failure. 4 3 2 1 
190. I don't know what to do with 4 3 2 1 

my life. 
191. I am quite satisfied with myself 4 3 2 1 

about a lot of things. 
192. I believe things would be better 4 3 2 1 

if I wasn't alive. 
193. I find it difficult to refuse what 4 3 2 1 

others ask of me. 
194. I prefer to do work and activities 4 3 2 1 

that have clear and defined 
results. 
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No. Item Extremely Important Of little Unimpor-
important importance tant 

195. I experience difficulties falling 4 3 2 1 
asleep because of my worried 
thoughts. 

196. I feel that problems are 4 3 2 1 
accumulating to the extent that it 
is difficult for me to deal with 
them. 

197. I am worried about someone or 4 3 2 1 
something. 

198. I get confused and tense 4 3 2 1 
whenever I think of the 
accumulated work that I have to 
do. 

199. I can adjust to university life. 4 3 2 1 

200. I can express my real feelings to 4 3 2 1 
others. 

201. I think of possible results before 4 3 2 1 
engaging in any new work. 

202. I feel that I have to be perfect in 4 3 2 1 
everything I do, even in the 
unimportant things. 

203. I make decisions in a 4 3 2 1 

spontaneous way. 
204. I am experiencing difficulties in 4 3 2 1 

understanding myself. 
205. I get bothered easily and by 4 3 2 1 

small things. 
206. I am sensitive to others' 4 3 2 1 

criticism. 
207. I don't allow others to take 4 3 2 1 

advantage of me. 
208. I believe that I can't get rid of the 4 3 2 1 

sad emotions that I experience. 
209. I think of death a lot. 4 3 2 1 
210. I experience difficulties in 4 3 2 1 

starting any work. 
211. I believe that even if I worked 4 3 2 1 

harder things wouldn't change 
for the better. 

212. I stay awake all night. 4 3 2 1 

213. I am worried but I don't know 4 3 2 1 
why. 
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No. Item 

214. I am worried about not having 

Extremely 
important 

4 

Important 

3 

Of little 
importance 

2 

Unimpor-
tart 

1 

any talents. 
215. I get along with the supervisors 4 3 2 1 

in the dorm. 
216. I am tired of this life. 4 3 2 1 

217. I feel sad and depressed. 4 3 2 1 

218. I get tired quickly even when I 4 3 2 1 

do simple tasks or activities. 
219. I awake calm and energized in 4 3 2 1 

the morning. 
220. I need others more than they 4 3 2 1 

need me. 
221. I get occupied with 4 3 2 1 

daydreaming, which prohibits 
me from doing a lot of work. 

222. I am satisfied and accepting of 4 3 2 1 

my physical appearance. 
223. I have acquired bad habits while 4 3 2 1 

trying to adjust to my problems. 
224. I believe in my personal success 4 3 2 1 

at this stage of my life. 
225. I am bothered by my low 4 3 2 1 

abilities, like a lot of my peers. 
226. I am bothered by thoughts I 4 3 2 1 

can't get rid of. 
227. I get embarrassed when I get 4 3 2 1 

emotional in front of others. 
228. I worry about unimportant 4 3 2 1 

things which prohibits me from 
accomplishing what I want. 

229. I feel guilty a lot. 4 3 2 1 

230. I experience difficulties from 4 3 2 1 

eating disorders. 
231. I consider the appropriateness of 4 3 2 1 

my behavior before I do 
anything. 



173 

er..71/ Ail 

)ilopyi T Y : tr_j jtal 

oNyli Zia?. 
414 .5,11 ;,-.as 

5.11 

:04.1.%_).&11 vi 140 ja. AS1.3,4÷,, cric,  
4.,641.4.11 c:,1411.12 64:110 (Adjustment) (3ij21  ".1-41 

ZikiLq 
c).4 zJI _A= JS e_ca.11 bah cri J.,;21111 t$.i"' g.).4 

,.:l{.il ()A Oaraii Lc O.)4. JS 0.1c. JAA:3 Lac. ,L.4.4441 

ja. a jai.) N,AA =;4.4 

"414-.) t*14zi 

http:c:,1411.12
http:4.,641.4.11


174 

Y r t C-z :1-°_,12-411 (:- zJ-541-P4 ,,,i 4+=.46.)1 (3114.).-11 
".4.117) 4:3 Lial; it 

1 Y r t .4.4i L.16..) CA'S %,41.0 .I.A.11 L..:2)1q ja.,:i T 

1" r t "..:111 jjASt1 L5,4 _}..:64 u..49.1, LSSTI z.4_,A.11 1.4,1] zg 6,1.0 6.,L.;,:ii r 

1 Y r t .O.)S11411 ;l-,.- . Il L-.1)=11 t.4731 ;31 _alai t 
1 Y r t V crii tz, ...)...i.:0 .1-14 ,F14c. jI :u...1.413.3.1 4.)141.4.1 ,r_iiili, 0 

cs51 Jzii (;)1-11-CALI kr1.04 Li..)6,1 
1 I' r t ....Lc J..., c:JI.,...:21.zaa i' 43..6...); iiii 1 

1 Y r t .411:;`,..-11 ,A.1.1a:% U 0:21.) 131 r 
1 Y r t .,-.:0 14.1 jail cJI..).).1411 c.*J1 ..)141:,31 c.liV ax-.3.a.4 1.3i A 

. Li,JJ1 
1 Y r t III ;9.1.)1,11 ,1; jj_iA.11 Ls; 0.,..3.3LSSFI ,flizi cp. L);,ij ui i 

1 1' r t jliii-...1 i jicri ,f2.4... 
.141-"...)i 

Lt.i ,...J.ki &...4 aii lz..i. ja,i ) 

v-"...9..) 
Y r t .1411 jz, el-J.1 Lsalt .:JI jiL.,11_, 1,..,&:. 6,,.1-1 ) 

1 Y r t ,,r"...}L-36 "4% Lr4:3.-1 z_:,1.).3 LIc.L...,11 ,...1113,:j... v 

0.:L.,1_)Z Lci :4-1_93ag3 
1 Y r t .61:11...gii,VI ac J. LA jail LIS .11.1:: tituah'i 1r 
1 Y r t .L41.4:, Z.L4I Ziii. elz.&::3-,1 4,,1 ) t 

1 Y r t AT-41.41 044 criliin 3=1 ) 0 

1 Y r t A,..,1 jail v51 )j (DA j4i vi.. Oill..VI C_It.x.i j, ,:ji.4 ."...11 11 

1 Y r t 04%-a.:,:i ull ,0-6-11 L...2....a&L c)...a j4yaa11 cri 1,6, j114 j...:11 1 V 

_YI 

1 Y r t U' J.-1.4 b... 1s...1 ,a11 a1.3,J1 C."11.414 zlzal vi 1iyi....24 .."...11 ) A 

LI:31_3-li (:)° Lskl _AUli-li 
1 Y r t ..A.L., Z.a.-...1..).1 CJI.)..).1.411 tri 1.-..;:liiiiab ,D)Se v..yalSV .,L1.31 ) 1 

.L,11.14.41;1L111 
1 Y r t C)-4 *,a.lil 1441... 1.1....1 jall ,.:11..) jiAll c_-,1:11.---1 LIA vi ..);.1:11 Y 

EI-? 
1 Y r t 4.1-Z1.).4 (:)-4 1+-,1 jail L;:b. (:)c. ;9s:1S LLIA jl. (51c. j..cui Y 

. ,.....3.ASV 1 

1 Y r t .1.6-oz1 1i.111 Z4..,1 jzil L',I j..)LOI &A ;z *-1.2:1ZI jit.%i Y Y 



175 

...-:-....G :1.--o.,A 1....i.. a--4.6. C.ii )1 ",11 

r t ji e_.,), ,.,_-,ii di... it 13.14.:Ji..;.LNAD c,A L4,14 .)2_,',i 

1 T r i jSIII 
.C...11.),:zsLa.411 .5.1i.2 ,1=. '4.4.cli 

ji JiL_%1 LAak. 4.c...y.L, krual willa13 
y r i i-li L.) L1ii .)salal ..,,,B 1-11,.,1- ;,-,I4i i.51-i LI-I! C1:1-1 

.1* r f 
.;4ilal ;_Ala? 

.;,..pc .414.11 L.514.% vi :4_,..2 4+1) LoIS O.ar.l...J1 u11:11 
T I' i ..}2 jlti i 4 .:3 .,_i 6.5, -;.,,,I ..)a c...k.)..y-bo ,:.,14.1.. ot.31 4.:y, Ls.dail 

Y r f 
;;_}..L:7.1 C.J1.1a.N.111 ui 

j.j.-6 .1,1.al jail L7-31.).)-1All 0.1sAL4 ;.)-S114 ,Jr. ,,,,i3 (,...)1 
.1.LUil 

1 T r f O.)..Cal-%.411 Lii Ls .)11 :11) (:)c. :dyr.,? 2:34ci 
1 y r f 4_:31.5i .1 JJ j j.i..1 (3, Z.3.Lii 4:1.4,1LA tL.3,,,,1 t41.1.,,i 

1 

T 

T 

r 
r 

f 

f 

O ji...4ti ; jai .11.. 
.7> JS11411 cliJi O.),Lic...:2 ,.sal cri Jui..tLY14 LsibLiiil ,:s174 

Lcic. J2.23,3 Lo.., t.111.)..;:21._.%A11 ;III Z..4_411 ..),16, IVAil u5ii 

1 T 

I 
T 

r 
r 
r 

t 
f 

f 

.,:_iii.i:AVI c.lLi ua,%.43 

.1,,,,...)., OiSlia ,:),, 7.3..i 
.; JS1.1.411 j ,..1.:411 u___i Ls51 Ji_oj 4:11.11r. c)..L..,m; jj6.1 

.11)._41] LfL., _PL. c.111 ,,_i 1.4.4iiii 4..4_411 .1.1..ii1l 04,,ii 

1 

1 

T 

T 

Y 

r 
r 
r 

t 
f 
f 

"t= -,1 J.111 

.1; J.SliAll 4.4..1:1.411 w..1 jail j4I jil; ?ac. cjA crilr.1 

Li-1 Z..A2-1 443-. Jr.1 (3..,- l."1 .1,1 C--. LA1-111 
.1.. 1.12Lli ji .-.1..c. i-V 1.4.1ic is...653 iiii 

Y 

T 

r 
r 

f 

I 
. ,)LilAVI Zi ji tna.ii 1.4c 4:a.)SI 1.4 Ls.,;1 

C_IL.412:14 alai 4...i j_).4"1-,,V1 (fic. *i)a.:11.1 ,ri ;,.....)ya .1÷1 

1 

Y 

I 
r 
r 

f 
t 

.,11-al.A :-31.).)143/ 
.4.'6.0 (.1 V1_,., 0.J.1411 ,..ilLti Laz.k. u...32...;2V14 .j....11 

t__.a L,Jilz V :i..1.-1.).111 ,:_, j ji.JI cs.; v.:;1.),pi-, (:)1_, ..).,t1 

.434 ti all ..1+41 
1 T r f .),J.fisil cs:)1.31 Lck. j..J.),3 LOA tw.oil:3 (:)C. ..}.42:111 i jai (Ji 341 

1 T r I 
. c.J1 jt.;L.v I j 

413:3_." y_ii; cv_i v...4} J4_,,11 ...t, c,11-441 cii j.Lac.I 

1 

T 

Y 

r 
r 

i 
t 

-45'I 
"II-) 

a1 all e,liall ,44:111 .41:21..,1 

04 cl_iii. wall JLAcVIj eti_411 c.I.iV ,r4.).+11 cs_1_34.11L:%i 

-,..62,:- ..)1--. 

?1;-)11 

T r 

Y f 

1. ° 

Y 1  

Y V  

T A 

T i 

r 

r) 
rY 

rr  
ri  
1-0 

rl
" 
rA 
ri 
f 

I 1 

f T 

t r 

t I 

t 0 

t i 



176 

;.--i- %.43 1.4,-

) r r t Lill wail 4_,..).11 , j1_,-1 ,,rLbi 4_.ti cri L,.ar, ,.,..,,,1 iv 
.16.1 jai kai.S c.a1.4.,6.4 

1. 

.Z.11.)-111 yi j...till CJA t_j1.1 i A 
A yrr f 

t .CJI j141.&711 vlizi ,uti j-, j-jj ti 
I y r tY c-_,:i.j31 (Di .,;_...).Al'ii.i_cil ,:)..4 ki-ml..)111 c...,1_4,%1_,31 cji j.zi 0 

-1-4..51-3I LA 
1 Y r t w-k114. t--4 6-4 ;41S.11 v_i -..1.)3II 4.-.a...a.:%5 cji j4....:1 0 1 

1 Y r t -4)Yal C).4 _Ag. spi c1:15.).15L..3 LAYberi:V. 15:1LAI C.) .7-41 or1r r t .t, ja-Ai ..).1__Al111 11zc.1 z"ric. 36.-11 cy, kit %.( or 
1 y r t 4,..i ;,.....1.11.c. c*J1.),Qu' ,_Ic. di..... 4...i e..),3.1-111 ,Aia....) LO 0 t.11 

.;,-..L-,1J111 c.-31J.).1.11 Ayr t kiii_N:J JiL.1 lila v-ii3 _),I.J 00 
A y r t _1)14 (.3...L.,,.3" Li:I.% i _,..1L,J1 ...1 jail J.. sill 41.1'3( wi _Ail 01 

.4.1.4 .31.a....1)11_,  
A y r t  V ;_14-4 Ls_11 4..):).7? ;4511 cri 4-.1.).111 - -----z--, L.ji _p_Ll 0v 

-1-cii ,-16.) 
1 r r t .;31 jai ,j,,, 0.1c..1 11....11 vl .k...I.A.).1.11 L.'11.).)...11 d .)....ii OA 

A yr t .J.1.;i L3S:q-4..)S1.1.411t.4kx..* 1 ula. ,4Sij ,t4r3,41431.4 °I 
r r t .j..1.111 cy. (:).144. 11 ,s1c. ;,.w.i...-.,,v1 ,54.10 ..,...ais ,.:,i J.;.ilA 

1 -

) r r t .c_v_A.1 ,c1c- 4.:iiji: ,4:2I 4..4c.L4V1 clIaLZ11 (4i 0.1.5i..t1 11 
A r r t ;454..m..3 ;a...saa c:)01.c. ,:_,* lila-a :2.5S:3 .433:,-,1 l'r 
I y r t .041.111.4 ;44 1..),,a. ,41.}i1 '1G c..41.)13V1i k_i jai _".:.1 1rAyr 

j 
t .:yc -1.4:141 c.')ILL1111 ,4311? dl Qs.lilLi cji aLkii lt 

1 y r t (4..i ,.,_:,y ,/iii ;.)..:01_%.411 cifi _A-r1 u4.141 z j-,%j j.4 ja-t1 to 

1r1r -Ls:11J1 C.A .14..-a11 
r t .4.4.414 41 ldr.IA i1 Y1 :4-..,j...4 vi 614.1 11 

(cia'-.)) co:Lt-4.) dii C.Y1 Yil".-4 L5-31 _P-11 lYyrr t 
t =L1 1AA 

'1' 1"-31 -11:"' (.11 (c?.44)) ks4j 
A y r t 4,4:al-I-a) ,4:a.1.-al 0 1.4 04 L:11 J.,.;41 li 
I y r 

yr 
t 41_411 ,. ;,.....411 ,,ri kac-U.1.?.V1 L'IllaLtill jj....;,..% d.k.il v 

-,D-CJ .31 ":.4.11 yi 
A t .1.4 ..1i.IL.4' 44.1) 1.4110 (ullya...a) ,4:3111..a1 ,511 WI Y1 

http:kac-U.1.?.V1
http:c.-31J.).1.11


177 

j:.--1.- 4.4+. La.+. ;Lae/ (Li ji ":11 ei.)1 

:1-444 k-.71.i IA,: 

1 Y r f .crl J)1.4 (;u131.0) 3.1.1...0 Jy...% j eac. 04,41c.i VT 
1 Y r t .c;31ALL061 j (5L jj Lrij.)4 wiS JULI 4111 al.1....all ,i1..o.ii3 yr 
1 Y r t .;....:21_,..,11 vi _>:%Y1 ,..,..141 al jii ts, Jztili cii tI.331.,1 Y i 
1 

1 

Y 

Y 

r 

r 

j 

t 

Li-L143 c:)-4 jl-St 0." L:)-4 :t-al-4.,% CL,, L-.'1,..)12_531 cizt-ii (..)--,2:31 _ j U.C1A,..a t..0 
.,44-, JS...14,41.,1 jz Ic 7:)131 :i4c.l..4V1 ,4:1Zi,. cji .),,,ti 

vo 

vi 
1 Y r i -via "1.":"1.1 csi Cii..*S" L.-1&..):).1-"c. _Ji..A.3 -)'-`11 " 
1 Y r t .1.1-) ?C.) (.,11..3.1..0) v.11.i.I..01 ts3 L.,..51.tt. ,,..) ula 0,2....%i VA 

LikLI :i.i1...,J1 
1 Y r t .,..-21.S LIS.1.1 Z.::.1.4,11 u.,..)1_41 1/ i 
1 Y r t ..1,411 3,1,2z1 (:)., ,Ail L,Ja a.ij va.1.41,11.4 J.51,1i A A. 

1 Y r i ..4.;21.411 L"..%1._-11L1111 _i c..):.,..A.St1 t..,, :S..)1.1,11 t,j,, L.Lii A 

-L4-1.3-?1 V (5:1.11k.aill ji 
Y r t %,5-1-4 11:3:1-%1 C.).1_):VI 14. c:ri d;=i1 A' 

1 Y r t .;...)A J jj/ 01.111 idIGA .3.k. 4;j A r 
1 1' r i L.s_>.;.1 ..i..4.., c..)- la.,..3 ,...)-4 4.:La_j t.4 ;kita...2 C...Ztr. CjiSi A i 

Y r t .La 1..).41 L,12-.21.,i 1.4.11c. (c;41 _3) 4A i JLJ no 
1 Y r t J Lill 1..4.) :L4.,661.41 ;11...J cj.,., LiNail ,i.11.11, cii_, ..),11 Al 

1 Y r t 
.1.44141 (41..3. t-a Cii1i2 c:).4 isikr:3" 44...)-1 
u4:141I (.);ax, u-..i ,.515.;1 1411a J.)1y01. AY 

.4.:1111.10 ji 
1 Y r t .0.;,.. 1.41...)1.).ii ,=.1-4 IL.,_, ,.::.1/41.1,11 ;,4.,...:1 cy, crilz1 AA 

Y r t 
ceNsi C.iL.-9 (..._AS " C.A4 -P'Z( A i 

Y r t ,F1SI-.1.4.1..)-.01_, 44 CO (.:ji c,.Aii..:1 4131 01-.41.11'11i (1. 

.1...4.1.&11 
1 Y r t -(4--;213-)11 -13=11t._,-3.-NI VA tali u..=-=.1 11 
1 Y r t c..)-4 ..;%." St c;th....:21 0141 t.14....1 ,..,S1 tc.iliaLLAII 43 4)1-11 i Y 

.4...iii .11=4 t tiA.L...N1 vi LA16.) 
1 Y r t (.31....iiVI &., ;_j.ii .1...? %..44..li (.7.1 c O. 31.c.) jil..,.i 1r 

1 Y r t .c.*.p._*S1 c.:1.%1-4.%1_, ..i+..:L:,.111 val apt., ajlii i f 
1 Y r t .u.4.1..).i k.-Ai J:1.;:a..,* I :49r..cf Cya u.:11L1 i 0 
1 Y r t 0,121 04 %,z.3.... in.,i Lci 0 jSi 1-4.1k. cl_CuYI &., ..).,11 91 

Y r t Lri 4.13.11&_2 La .aiii LI) C).4 V.2. , L.4,.4 1-.1-. 

--)z-1 V 
)1 (:)1 (.1.,Lii 't Y 

c ail...zi 



178 

.)::-.2; Z...... ;4...4.A ;Ls+. 
114 

CLII jl :..11 
..5.)11 

1' r i ia.e.,.? ,fr-Li j....: L:-1:11-S 131 0.,Li11 tJ1 lL1./.1111 i :Ls..p....2 a?,1 9A 

T r i cLia,,t --4 _ct L.) cLZ.LIT ;3(..4 1=1_,1 A i 

) 

1 

r 

T 

r 
r 

i 

1 

(:_al3...=19 
.O.,ai :44aluA :lic.1.41aY1 L).--1Ztc. 01 ..",t1 

J-S 4,s-i ,..P....):11 to 14121 (...).A1 01 ca.ii.,-;311 (:).° 4:31 .34-41 

1 

1 1 

1 T r t 
.k.iil jAll 

.w_g CO L4.4 .31S1 41)1 cx..);.1 Li11.1 I ..v 
) 

1 

Y 

T 

r 
r 

f 

t 
Jj4S WI:laiS q (` Zt:!°)) JAWLs:'-'. L,ZL-4-.) 

au....).) u.11 0...3_):%Sii C.J' LiLLI. el (jc. Lirii3. :11.41.A1A1 Lji Silc. 1 
/ 
1 

r 
t 

x r f cri ..14 Ci.,illi 
ei-2-4 (.3ili:111 C.).° yii.,1-5 

.arai "ilia jsa.. US ..),:1 ,;31../..% CA .).1,11 1 ° 

1 1' r f 
1 

1 

1' 

I' 

r 
r 

i 
i 

(...):3.)-Sil ;-i-t%tiA Cya L--il Y 
.4...)c.t..... cj.,_)?.... 0..t.:111 (:)...1.A.LS cji ..),,,_Li 

.u..1 0.121 ;1;1..4 4i,3)0 u.., 3,1-:,731 

1 1 

. v 

1. A 
N 

1 

T 

T 

T 

r 
r 
r 

i 
f 

f 

-Csi l.Y... 141. ieyw eLibl 
.j.ts"il (:).___c. 141.:1 LAytil 4-,3,11......2 (:).4 Lsc.1 

j-it 14S v:i)-.11 v-i (31J.}...9. O.1.5-431,3 u..a.11 Cii.. .._..ti 

' 
1 I 

1 1 1 

1 T r t ,:y_..4 (I.)..3.LS., craAL,y. 
(.5..A.1 ..)-Ni Lsi 1.1÷..1A 

..ctc )ii cr:;.111 Ls.3.31 j c.) _,..",1 i i N. 

1 T r f 
.1 j.111 

" 
1 

1 

N 

T 

r 
r 

i 
t 

-(1444. _II (0:3-111.1) (.S111.3 014:10.)-C1t4 c...5_).)" crii3"1 
-(-4641) .g1:111.3) Oak! (:),A Lr";aa) c5.).3" Ls:12"i 

La JS ,..1c. (L4#1.$ jc_1111.") Li.1.11) Z.iiii.6 cs_11c15,,.1 

r 
1" 
I 0 

1 

1 

1 

1' 

I' 

T 

r 
r 
r 

f 
i 
i 

4.611 cjl .41., 
.c:11.11 dliL tiiiii-tli ; jilS;_}...1 cilia Lrit41 5Lli d _)a-ti 
.c.)3.°11 ;-.)-3 C-U-CS3. LAIC X11cri..-0 LA csikl V>. crit'11113 

.ceus 3ALak2 cri vi hl C.11.) isaa Cya 4311...CCIS 

11 N 

" s' 
1 N A 

1 T r i C..)-Q ..)''Q (LItitliS ) cs:alii) (5 Ilii (:).4 t-).?-:+3 LIJC- lia.=&1 1 A A 

) Y r f 4.).4..S.1: u_i d._:.4., (I ..,s:Ic 
.1.441....A 4...tail1i u_11.) 

II,i .r:1.1* j) Lp.iti L.) ix...11 1 Y 

1' r Lr.)--3 4.-4125i I__... (:).... jZI :L..,..li.11 Ls:II.y_. 
4:3_,:.°L.' 

1,,:kiLric. 1 Y 1 

.Lcialli 



179 

4.44.4 41-..44.. C:11J1 :'Il A,I1 

) r r t (5_.L.11.1) 4.1_11, __ILi V L_.azic. .).j.._4-;a11 ,..41_'..u" .yi-...ti 1 y Y 

1 T r t c".r.. 'is..p, J.,..1 4...i (1 .i.!lc ji L14.1* I) saJi j 

(1,,1.I5 J1 

,;,1,-.,1 1 c r 

1 'T r f 
.;441:31.01_, ;.4...=&..:,11 J.SLI..' II 

(1.421c ji L,:ialli) (jailj clilAi_;16,1.1_,:i csi d.tsill (:).. 0..1.,i 1 Y t 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

T 

T 

T 

T 

T 

T 

T 

T 

T 

T 

r 

r 
r 

r 
r 
r 
r 
r 
r 
r 

t 

t 

t 

t 

t 

t 

t 

t 
t 

t 

43 Li1.1.4ti c)..c. ,....ilt&:, :I.11+,:. j ,e.ii j vil.ui L-ji aik.1 

(1 °C:Kii JILI:IJI .3) Li i Ls111+4.5.) . : 1 " . . .1 .1_)ii JI.A..t,l_ . - t i 

u (1 .4:1c 11 15) J-...,,.i0...:J' soli c..a c.4-Z 5.1c. 
.C--)1)."01 11.---___ ,.ri Z.S.)1.41.411 

*qs:".-1 t---4 e14--''Vl Pa"-' -)-,*-111 t..4-4-=-...):, 
(1.,c1cji twill) Lgalli c.), ,_:11.1 

-..)1J-Z4-'. 1' J.?1-'1-".". 1-1:7 J1431 Lsi c- 41 ,-4-,,L1 
L5L.....1 4.)c.L.14 L)c. c.!1.,-, I.),:÷,c411 

.41.111 i (:)L, Z,..),'il JSLI.411 21_;a:, 

.;.11.2.11 LISL.La ui c1).fii LAE L'ird Ls"-1:14 

4-1Di (34..3.) Llsua ,11_,:i Y a_ L-...3 )...;,1cam? j.c.Ji oil 

' Y t) 

1 a 1 

1 Y V 

11A 
) r i 

, r. 
1r1 
1 rr 

) rr 
1r f 

1 

1 

T 

T 

r 
r 

t 

t 

-(1-4:1C il y:5-111.3) 
.ZAI.:31_, :i.4.....,Sil c_11.r.L4VI j.,.;= 1vi 

Y 1I5-14 s,..ii.A..-273 l...4.2k. (1.scIc ji v:,,alli) 4.111j u.11 t?11 

1 r0 

) Ti 

1 

1 

i 
1 

T 

T 

r 
T 

r 
r 
r 
r 

t 
t 

t 

t 

-4-1,i44 1641-2-4 :1-1-.1 
.L.,.3 1.411.11..4.4_, (1 s lc ) 44.%4,41.111.5) Lialli _y1_,:i 

.0.3 (1 ,.i:lc ji v1131.j) 4.111 i aii cA31..,.1:1 
..s..)) ,:,A talc 1.4_1k.jli jilli d2L.;,:ii 

(L.44.41S ji y.lali ) Lialli 41.j Li1i.1 cji Zlif., (JS., c.43.1.1 

) Tv 

1 r^ 
Ti 
t . 

1 

1 

T 

T 

r 
r 

t 

t 

...i:34-...A.1:-ts cr.. 61-1. _)_,.1 ,...3 
(1,441S ji L,sall j) (jai 3:Ns; (Di.) 4.).3.4i .3.3.:i 

%.../LN.11 U..21.,,,a1 (L4441, S)oiLbLz.2 Lii.),II j) Lia j cii.? j.....til 
It ) 

i Y 

1 

1 

1 

1' 

1' 

T 

r 
r 
r 

t 
t 

t 

*CFI 

-Ls '1 t4 4t.ii:21 ;4-1_,2-0, .)..' Lslal 
.el j:11.j Lis? (I "scic dac.i..).4isil ji 4.111ii) WSJ j 

c.,.gi Lri ca al La,a j1Si ,Liall (:.. .."_,, 0J)...) U15,.. .Lai 

" r 
) i t 
) t 0 

1 T r t 
ISA..)°. c.) 

.I.);IS (1 °6,10,1 (5.1111 j) 4JI j c.l,, j kL*4:% Ls.3i ..).-Ii 1 11 



180 

.: 

4.44 
;L.** 
)Lai 

4...).4..4 4t....44-4 

14 
CA ji :it) ?:5)1 

1 1 r t I (I .4.:Kji(:)..4 j.):1S1 ...311 vi csaall j) L5a11 j ()a azc.i 1 t Y 

1 1' r f CililatAu (1 -41.:ICJI(.0-11-453-%:? (4-0J) c.5-11_, (2)1-.3 ..).---ti "A 

T r t (I 'cK),,s-1.1-:" v-i 4:,alti) 4.1-Iii 
(."2-4 

(-1:-=1 (11-1=11-.) y,_ 1 i i 
.%....1.:,.11 

1 

1 

T 

Y 

r 
r 

t 

t 
7,4%-,, "Y...)A.VI :311.-% L'.1 ..".1.1 

.;,4111.,..11 4:14.N cjc. 0:21.) Lii 
' ° 
) 01 

1 Y r t .,4:t1.L....zi.) t-..=..; Lr:u...11 (:).,1 ..),L.ti 1 0 T 
1 T r t -via ,ii_,:%1 C....ai,3 (1 .cic)l Ls1131i) Lialli L:ji. _?r,..11 10 or 
1 v r t c)...a oic.1 ,,...a (1 ,(11c) cr:11113) Lfiaili d4:41.v.ii:3 jx-li ) of 

1 T - t ia j .3._.S:111 

1" Al..)-111 ,..4:31-11-CALP .5:11..)li 

Ssi_.::41,1 (1 .8.:Kji ,4_:alli) 42.ili (Di _yt_.:Li \ 0 0 

1 T r f 
*(,iSall C.SJa !1141 ii) '11:171 

-0.)...1_;,_31 ..)_,..y1 js Lci (1...c1c ji L;,.111.3) jail, LsiJ., :1&I )01 

1 1 r t .J3Isa al.; 
-0_..411_, 

i .1_%1., ;46 j :ylira ov 
, r r t 44-1c- O ...)..:V1 O.)zu... .. (:).4 1.).)Y14" Ls,ji .4,1 1 on 
1 T r t ray 5....., v (1 .4:15.31cri us,,,:salli) 4.1.1i (DI..., ..,...,1 oi 

-LA acs" Lri da Lila 
1 

1 

T 

T 

r 
r 

t 

t 
'Lrlaiii) 4.131.3 OA -ii.)-2LA1I =14312 LAI C.Y-11-1 _)"1 
clA1 1_4.11a (,)..c.,11 ,:_L...L11 Ja21..vi ii) vi .)..cii 

11' 
111 

.:t.....4.11 
1 

1 

T 

1 

r 
r 

t 
t (1 

.4...)tN. it J jiAll ,s____i (1(I.4-1S,1 v:all j) Liall j =Li 
-cic .74.--1).....a..4*_1111.3)ji 4-1_11 j cr.i .7,_,,i,-.., .1_,,,I 

1Y 

11 r 

1 

1 

V 

T 

r 
r 

t 
t 

*-X3S1 ;43-..?-% 0'4:4J tialli) ifalli ;.:": :; Y6_)1 
.4.1.i.)...C.1 j Lsky.ii al jii 4.:11.31r. cs.:1.3L.:273 

1" 
) 10 

1 Y r t .1....1 1.)i.1 (14 c'Ir..31.1,1113 c111.)1.11 vlii2l.:::3 111 
1 I' r t .:.till. c.oz (1....+Xil viz11 j) 4,111 .3 c:1,1 , 1Y 

1 T r t (1Li..)L41:%1 (.0._i °6:K,1 a_Ili J_:,..114ra'131.3) gs. 4sak4L.:22 I" 
1 T r i (.111-1 1 (14Ail ,../1"-N-A3. (1^CiCil .4.111.) 14-131i (..).1-? ..""Li Ili 
, T r t 

.Ls--4i3 cs-b =A-ac-1_, 

l_. ellill ,,s.__.i L,__IA ;,_.).% .J'-St ,,:al.i.l....1 cji,, .y....li 1 V 

' C.)...).! 



181 

.):" 4L+0 C.11) '4:11 ii.)11 

1 

1 

T 

T 

r 
r 

i 

I (.1._ 

-:4-4.A3.1.1 ts..)_,A1 (.ci (t-s,31S71 ,..,:iallA Li111.1-4 otil-zi 
(1 .6.:cii eac.L.a, .,,__.:3Alli) Lpili ,..1c. (1...,_%1 

)" 
) VT 

1 T r i 
.4:-LNILAI. 1 o.la t ji its 1/4.4 Jai, V j LcitC/A 

t r r t 
ZA-1., JS L,4? .)211 

-&2_>:%Srl t.-4 4.),..., cliii 0.1. O.1.,11., ji_ti 
1 vr 
)vt 

1 

1 

1 

1 

T 

T 

T 

T 

r 
r 
r 
r 

t 

t 

t 
I 

":Ji.331 c...)-4 ;i4ii .1.1_, 0.,...s1 csia .3:6-5-311 yi 3,..-)y-.. -1.i 

...)-2-." .3 ti.)." (S A' y:31) 53 :111:31 

-cs:"1_)Zi L;1/4"411 LI-Ic. ''.;45.1 (IAD c.r) cs41-. (Di,' ..)"1 
0)..c.2. 1..4 j-iiil cri ;44-41 4.-.....0 (Di .1i1c* .1 

` v° 

1" 
1 vv 
) VA 

1 1' r t .ap..11 oar. Ls.i L",../.L31.4 szJ.,%_, 01.4 .).....t1 Ivi 
1 

1 

1' 

T 

r 
r 

t 
t 

.04i1111 a ("c-.3 0.°filli _}*-.11 
Lam._..; 4:.1tS u:All L:ILL1:11_, 0.1.L.I'L) elzaVI L:asii 

IA A. 

1A1 
1 T r t .4:14.1.) 1.4c. JLI L,i 0.i 1.)s .S Z..j5i 1 AY 
1 T r t :t...,,, ,,y1 (D.. Ls.:A.,..j 1 Ar 

1 T r t 
1 T r t 

.1.11-.3 (141 (...31 t1;='il 
.,5113 Liii.4J1 y.....:.ii3 folic Til...111 ,1= i jla....11 c.:1-A..1 

) A 1 

) AO 
1 T r i ..i.J OzaLwa ,s11 cli.%i Vi ,14.1.3. Lci k,.,...,11 01SLII, L1,1 Al 
1 T r t .7:J4 J1 crizili..3 c...J Iasi ,..)1, ..),...11 AV 
1 I' r t .y.-JI.A3 ,<C.t-.1 culall (sal juc,S1 JS Lysi y Inn 
1 T r f .J.Lli u..a&.:.; u.ii..., jx_..ti ) Al 
1 T r I .i.1-1-1 041 diii 131.4 Li ja 1 V 1 i 
1 T r t (:)..o jil.c.? 6-12:4 1----4.1.! y-..mit.3 Cjc. Llaill r1.4:; 0;21 j Ul 1 'II 

LiJiAl 
1 T r t .1.: uSi JI J.:mil L'ail5 jyNI 01 allai 1 i T 

1 

I 

T 

v 

r 
r 

i 
I 

(.)1-1Srl :11-1111 i a 1..) (tri Z.1.),L.-0 .1.T1 
-;.-31_, &Lai L.4.1 cr:131 LIL4c.li ULZ.IStli eL111 LL:ai1 

"r 
lit 

;.1.1...,..4.1 
1 

1 

T 

T 

r 
r 

t 

i :'Jc JA.,O1 
-;`-ird 'rl#'"..1 `e11 1,,--0 1c.1Li_gii OA 

C4...1,...., CZLCZ.4.11c..4.al eSIGCI L'i .."...:1 
"° 

VI 

.14.a..4 JAIsall 
1 T r t .1.4 ow: ,J L.2.;.:, u.k. dIEI., .),..:i ' iv 
I T r t LoSI ja.4.11 JI-Ac511 cri ,:J..)...__Si LaIS j:L31 u..).1,-;:,1 ) IA 

1 

1 

T 

T 

r 
r 

t 
t 

'-'41c. 
.4.1s..44 011ail .) i.111 ti/s1.. 1 

(),,...):51.1 *,-,i.i2L11 4 jaLIA ()=. .)...piall .:1.1:.H1 

) i 
T 



182 

j....L.-G. 4...4.4 

1.4 
CA J ,e11 0)1 

1 

T 

T 

r 
r 

t 

t 
4.3.1? Jar. qt4 ;41 (.14i. ;,...i ji4.II chill ky.4 .1Si:11 

LIS ,ri ,:itilyli LI1.4S11 ,.11 cs.,1 vi ::1c. ks.;44 tit, .y.....ti 
Y 

x 

1 

Y 

T r 
1 T r 
I T r 
1 T r1Yr 
1 T r 

t 
f 

I 
f 

t 

t 

(4iU9 :-k-"411 .).PA.V1 tsi (.5:" 44 rial '-v-1 
:471.lizi ;#3:1-Z :44)24 Li:J.)). ai:31 

v.ji5 istli (.0.i 4.,iii.,,a L531.c.1 

"4-1...6-,4 cI"11 C.).°_, ;-1.14-.1.1 Li."21? .)43 
.k.,J &4).tl iii.I 1.1 LAI.% 1.31 

-Ula-9. y-C (.V.)&511;"251.11 Cell V 
,....ill (:)3__J jc.L...14 1:,11 V(:)., u- t41.1....,1 v:11 .111c.1 

Y r 
Y t 

Y ° 
Y 1 

Y v 
Y A 

I 

I 

T 

I' 

r 

r 

f 

t 

.c.c.I4L. 

*1_1'4 :3_3411 csi ..)-Cil 
jAc. ,si c.41 ;6.iix...3 (:4 0.ital 

,__11 .).4-i.1. ()__I ji.4S?Li ..14_% &A L 1_4+4 .k.icriii 

Y 1 

Y ) 

Y 1 

1 

1 

T 

T 

r 

r 
r 
r 

t 

t 
t 

(..L-
-(3:31.11 Jlili 1-143a..--3-4 u-k3..i 

.I.A.41 Ls jzi y cgi tirtk i 
-`141_,All C.r, Z.Libi till c5 O7 eaxi L3Ni 

" T 
I' 1 r 
T 1 i 

1 

1 

I 

I 

T 

T 

T 

T 

T 

T 

r 
r 
r 
r 
r 
r 

t 

t 

t 
t 

t 

f 

e...}11...4.4 e.:1-.1- .1 

.1.1..31 0:14 t:)... :3.J* 

-1TASISVI u.).--113 "1 
iaL..L...i la 3L.,:a4 ?_,:il 1.4.1.1a :1-% {c .y..., .:,74i 

11 ..:Iii 11.11.A c14,.21 ui j.N..zi 

*s.11 (441-% (.)A .;1 c .V_).71 4). CI:1-1 
L:)-° -)S-? e14' L:)-. ..1,=3 ,.,Iii '1141 e=1-i ,i Li)i---,i 

Y Y 0 

1..11 

T Iv 
T 1 A 

Y 1 i 

T T 

'Y1 
I 

I 

I 

T 

V 

T 

r 
r 
r 

f 

t 
t 

_Mil vii..111 dii3.44.i ti;a1j lii..,÷ 

LrISUA tab ,1.4.1S? .44., L'Illatz i:1+ :3S1 
Y Y Y 

Y Y r 

I 

I 

1 

1 

T 

1' 

T 

T 

T 

T 

T 

r 
r 
r 
r 
r 
r 
r 

t 

t 
t 

j 
f 

t 

t 

*L:4?Ai) qsZL-4.3 L.-Aa.15 y51J-1-3 y=317-31 .14=.5.3 
414 0...62 t.:1..-,..1 V ..A.Sii cs4c....:, 

.c).,...):,..V1 1.1.41 ,..11141 ,Li..:: Liar. c.).11, 41,01 
0-1:3.J 1.4 _31-:%-.3! C.)-4 LI-1.14:3 L.1:331 14-.31 ..).4a, .).5-01 C)-0 CAI 

1..):1'.6 ..)!4.411 Lt1/41;11.) ..)22.11 

LISS? 1 ,:141)=...;.I c).. ,j.:11=.i 

1.616 (.5-1z e.ail t.:Ji aii Lsli.),-.55J-1,% L.ri ..)-cii 

Y T ° 
y 1.1 

Y Y V 

"A 
T T 1 

Y r . 

"1 



183 

APPENDIX E  

Pre-Final Adjustment Instrument 
(English and Arabic Versions) 
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No.	 Item 

1.	 I feel that an atmosphere of 
understanding fills our home 
more than I find in any other 
place. 

2. I can easily be intimate with a 
group of friends. 

3. I miss my family so much that I 
get sad every time I remember 
them. 

4. I worry about unimportant 
things which prohibits me from 
accomplishing what I want. 

5. I prefer not to participate in 
sports and mental activities 
with which I am not familiar. 

6. I am satisfied with my academic 
performance in the courses I am 
taking. 

7.	 I am bothered by conflicts 
between my family members. 

8. I get embarrassed when I get 
emotional in front of others. 

9.	 I am very reluctant to ask about 
something I don't know. 

10. I get tired quickly even when I  
do simple tasks or activities.  

11. I miss having a trustworthy  
person with whom I can talk  
about my personal problems.  

12.	 I ask for help from my academic 
advisor whenever I face 
difficulties in my studies. 

13.	 I build friendships with people 
from different dorms. 

14.	 I think of home or dorm 
problems even when I am at the 
university. 

15.	 I get help from my father,  
mother, or both parents to  
instantly solve any kind of  
problem as it occurs.  

Always Often Occa- Rarely Never 
sionally 
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No. Item Always Often Occa- Rarely Never 
sionally 

16. I suffer from not having any 
close friends. 

17. I lose my concentration because 
I get busy with small things 
while I am studying. 

18. I am worried about choosing 
my career or work after 
graduation because I am not 
sure of my interests, potential, 
and abilities. . 

19. I can adjust to university life. 
20. I have difficulties participating 

with a group of people who are 
having a conversation. 

21. I believe that I can't get rid of 
the sad emotions that I 
experience. 

22. I obey my father, mother, or 
both parents without question. 

23. I am quite satisfied with myself 
about a lot of things. 

24. I feel that my obligations to my 
family occupy all my time. 

25. I experience difficulty from the 
unavailability of the 
appropriate atmosphere for 
studying. 

26. I am bothered by thoughts I 
can't get rid of. 

27. I can build new relationships 
and friendships easily. 

28. I am finding it difficult to 
complete course requirements. 

29. I awake calm and energized in 
the morning. 

30. I believe in my personal success 
at this stage of my life. 

31. I prefer to limit my social 
contacts so they include only 
close people. 
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No.	 Item 

32. I follow my father's , mother's, 
or both parents' advice in both 
small and large issues. 

33. I discuss the things that are 
important to me with one of my 
professors. 

34.	 I feel guilty a lot. 
35. I am bothered by my low 

abilities, like a lot of my peers. 
36. I feel that my friends have more 

freedom to do whatever they 
want than I have. 

37. I feel that my father, mother or 
both of my parents are giving 
me the chance to become 
independent. 

38.	 I can adapt to college education. 
39. I plan my daily schedule to do 

the things that urgently need to 
be done. 

40. I feel frightened and tense when 
I enter a room filled with 
people. 

41. I am worried because of my 
strong desire to get high grades 
in my course work. 

42. I feel that my social 
relationships negatively affect 
my studies. 

43. I feel that my professors 
understand and support me in 
many of my personal matters. 

44.	 I have acquired bad habits  
while trying to adjust to my  
problems.  

45.	 I get encouragement from my 
father, mother, or both to 
express and discuss my 
opinions with them. 

46. I can express my feelings to my 
family. 

Always Often Occa- Rarely Never 
sionally 
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No.	 Item 

47. I feel that the presence of the 
opposite sex in the classroom 
inhibits my freedom to express 
my opinions. 

48. I believe that even if I worked 
harder things wouldn't change 
for the better. 

49.	 I am bothered that my family 
doesn't treat me in a consistent 
manner. 

50.	 I participate in social activities 
that introduce me to others. 

51. I lack the ability to express  
myself which affects my  
performance on reports and  
exams. 

52. I feel that my family life is  
happy.  

53. I forget what I studied when the 
exams are handed out. 

54. I feel the desire to transfer from 
my present major to another. 

55. I participate in at least one 
social activity at the university. 

56. I feel the pain of living far away 
from my family. 

57. I am worried about not having 
any talents. 

58. I believe that my physical  
health is at its best.  

59.	 I feel that I am loved by my  
friends.  

60.	 I am afraid to fail in my studies. 
61.	 I find it difficult to concentrate 

on one thing for a sustained 
period of time. 

62.	 I feel lonely even when I am  
surrounded by others.  

63. I believe that carelessness is the 
major cause of my low 
academic performance. 

Always Often Occa- Rarely Never 
sionally 
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No.	 Item 

64. I can communicate with the  
opposite sex in class.  

65. I lose interest in the things and 
activities that used to make me 
happy. 

66. I get enough information about 
my study plan from my 
academic advisor. 

67. I feel annoyed when my father, 
mother, or both interfere with 
my personal matters. 

68. I keep in touch with my friends 
even when we are apart. 

69. I experience difficulties from  
eating disorders.  

70. I am afraid of failing to reach  
my father's, mother's, or both  
parents' expectations of me.  

71. I don't complete all the work 
that I start because I doubt my 
abilities. 

72.	 I wait for others to start a  
conversation with me.  

73. I solve my daily problems when 
they occur, and I don't need 
anybody's help. 

74. I feel that there is a difference 
between my previous life-style 
and college life which affects 
my adjustment to college life. 

75. I feel that my academic major  
leads to a career that I don't  
want.  

76. I need to manage my time so I 
can study effectively. 

77.	 I feel that my father, mother, or 
both parents exaggerate when 
reminding me of my 
weaknesses. 

78. I maintain balance between my 
personal needs and others' 
needs. 

Always Often Occa- Rarely Never 
sionally 
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No.	 Item 

79.	 I participate in activities to 
enjoy being with my friends 
more than I enjoy the activities 
themselves. 

80. I can control my emotions when 
the situation requires. 

81. I worry immensely when  
examination time gets closer.  

82. I am satisfied because I was  
admitted to the college I  
wanted.  

83. I feel that my family members  
are neglecting me.  

84. I find it difficult to talk to new  
people whom I have just  
recently met.  

85. I am bothered that my academic 
advisor does not know many 
things that are related to my 
program of study. 

86. I feel it is necessary to be nice to 
others in all situations. 

87. I am encouraged by my father, 
mother, or both parents to 
participate in decision-making. 

88. I get worried whenever I think 
about family problems. 

89. I feel that a lot of people hurt  
my feelings.  

90.	 I try to improve my skills and 
habits of learning and studying. 

91.	 I don't know what to do with  
my life.  

92.	 I am bothered by feelings of  
hate that I have for my father,  
mother, or both parents.  

93.	 I would help my friend to get  
over a difficulty.  

94.	 I feel that my grades are 
appropriate for the hard work I 
do. 

95.	 I get tense during exams. 

Always Often Occa- Rarely Never 
sionally 
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No.	 Item 

96.	 I am bothered by the problems 
between my parents. 

97.	 I feel I am a failure. 
98. I am not afraid of confrontations 

with others. 
99. I get annoyed when I remember 

how I was separated from my 
family. 

100.	 I feel that others misunderstand 
me. 

101.	 I rely on my father, mother, or 
both parents when I run into 
problems that I can't solve by 
myself. 

102.	 I don't feel comfortable when I 
am with a group of people 
whom I don't know. 

103.	 I quickly get bored when 
studying. 

104.	 I stay awake all night. 
105.	 I feel that my need for money 

affects my psychological health 
and school work. 

106.	 I am proud that I joined this 
university. 

107.	 I disagree with others' ideas 
more than I agree with them. 

108.	 I enjoy attending family 
gatherings. 

109.	 I am bothered by my father's, 
mother's, or both parents' 
criticism. 

110.	 I feel inferior and I don't trust 
myself. 

111.	 I am thinking about dropping a 
course this semester. 

112.	 I feel that professors' 
expectations of me are greater 
than my academic abilities. 

113.	 I prefer to attend social activi-
ties at the university instead of 
staying at home or in the dorm. 

Always Often Occa- Rarely Never 
sionally 



No.	 Item 

114.	 I am concerned about knowing 
what others think of me. 

115.	 I have difficulties in 
communicating with my family. 

116.	 I can recall the basic 
information of a course that I 
recently studied. 

117.	 I feel my father's, mother's, or 
both parents' love and support 
for me. 

118.	 I ask for help whenever I face 
any difficulty in my university 
life. 

119.	 I believe my interests are so 
different from those of others 
that I can't get along with them. 

120.	 I am bothered by the way 
people treat me. 

121.	 I make my plans without any 
interference from my father, 
mother, or both. 

122.	 I feel that my existence in this 
life is trivial. 

123.	 I know how to use the library 
effectively. 

124.	 I have trouble managing my 
spare time effectively. 

125.	 I seek help from my friends 
when I face problems. 

126.	 I am late in completing my 
course requirements no matter 
how hard I work. 

127.	 I feel guilty when I don't obey 
my father, mother, or both. 

128.	 I set a goal for myself and try to 
achieve it. 

129.	 I feel that I have a good 
appetite. 

130.	 I prefer to set my own goals 
rather than to have my friends 
set them for me. 
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No.	 Item 

131.	 I am afraid of my father, 
mother, or both parents. 

132.	 I find it difficult to refuse what 
others ask of me. 

133.	 I enjoy participating in different 
activities at the university. 

134.	 I feel that my academic major in 
college matches my interests. 

135.	 I am experiencing difficulties in 
understanding myself. 

136.	 I find it difficult to reveal my 
secrets to my father, mother, or 
both. 

137.	 I force myself to study 
uninteresting courses. 

138.	 I feel embarrassed each time I 
ask my father or mother for my 
allowance. 

139.	 I am satisfied and accepting of 
my physical appearance. 

140.	 I am bothered by the habits and 
behaviors of my family 
members. 

141.	 I prefer to be alone. 
142.	 I get annoyed with my father's, 

mother's, or both parents' 
interference in my choice of 
friends. 

143.	 I am satisfied with my future 
plans. 

144.	 I feel my father, mother, or both 
parents prefer my siblings over 
me. 

145.	 I get bothered easily and by 
small things. 

146.	 I am sensitive to others' 
criticism. 

147.	 I feel bored during lectures, so I 
busy myself by drawing or 
writing in my notebook. 

148.	 I discuss daily matters with my 
father, mother or both parents. 
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149.	 I prefer to dress like my friends. 
150.	 I write down unimportant 

points during lectures which 
affects my exam results. 

151.	 I feel that problems are 
accumulating to the extent that 
it is difficult for me to deal with 
them. 

152.	 I make decisions in a 
spontaneous way. 

153.	 I am worried about not 
knowing which careers are 
appropriate for me. 

154.	 I enjoy the courses that I am 
taking. 

155.	 I want to have more freedom 
from my father, mother, or from 
both of them. 

156.	 I believe things would be better 
if I wasn't alive. 

157.	 I feel that my father, mother, or 
both my parents prefer the 
opposite gender over my 
gender. 

158.	 I feel happy when others want 
to know me. 

159.	 I am experiencing physical 
pains. 

160.	 I am worried about someone or 
something. 

161.	 I quickly get tired when I study. 
162.	 I easily express my opinions 

and ideas in class. 
163.	 I feel an urgent desire to move 

out of my parents' house. 
164.	 I feel my father's, mother's, or 

both parents' expectations of me 
are higher than my academic 
abilities can achieve. 

165.	 I am ready to take the exams in 
the courses that I am taking. 
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No.	 Item 

166.	 I need a long period of time to 
prepare myself before I actually 
start studying. 

167.	 I consider the appropriateness 
of my behavior before I do it.. 

168.	 I get confused when a professor 
asks me an unexpected 
question. 

169.	 I prefer to do work and 
activities that have clear and 
defined results. 

170.	 I feel that my father's, mother's, 
or both parents' trust in me 
doesn't change, even when I fail 
at something. 

171.	 I am worried but I don't know 
why. 

172.	 I schedule some time each week 
for a sports activity. 

173.	 I get confused and tense 
whenever I think of the 
accumulated work that I have to 
do. 

174.	 I depend on my father, mother, 
or both parents to take care of a 
lot of my personal 
responsibilities. 

175.	 I can express my real feelings to 
others. 

176.	 I feel that I have to be perfect in 
everything I do, even in the 
unimportant things. 

177.	 I believe that I practice the right 
study skills. 

178.	 I summarize and understand 
the important points while I am 
studying my course material. 

179.	 I don't allow others to take 
advantage of me. 

180.	 I feel that my social 
relationships are superficial and 
temporary. 

Always Often Occa- Rarely Never 
sionally 



No.	 Item 

181.	 I feel that my father, mother, or 
both parents are very cruel to 
me. 

182.	 I experience difficulties in 
starting any work. 

183.	 I feel that my life is similar to 
the lives of my peers. 

184.	 I can easily express my 
disagreement with my father's, 
mother's, or both parents' ideas 
about things related to me, such 
as choosing a career. 

185.	 I face difficulties in preparing 
course requirements, such as 
research papers and reports, 
which are beyond my abilities. 

186.	 I get confused when I 
participate in some exercises 
and activities. 

187.	 I need others more than they 
need me. 

188.	 I am satisfied with my family 
life. 

189.	 I get occupied with 
daydreaming, which prohibits 
me from doing a lot of work. 
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SUMMARY OF REGISTRATION 
UNDER-GRADUATE PROGRAMMES 

Fall Semester 1995-96 

1ST YEAR 2ND YEAR 3RD YEAR 4TH YEAR 5TH YEAR 6TH YEAR 7TH YEAR SUBTOTAL 

AGR 

ART 

COM 

EDU 

ENG 

MED 

SCI 

TOTAL 

M I F 

70 I 

64 1 82 

107 I 80 

133 1 350 

129 -

7 

40 I 49 

47 1 54 
1 

590 619 

ST 

74 

'146 

187 

483 

129 

89 

101 

1269 

M i F 

i 
67 9 

40 I 75 

99 1 

i 
58 

217j 396 

128 i 

I 

45 I 47 

50 1 

i 
43 

646 628 

ST 

76 

115 

157 

613 

128 

92 

93 

1274 

M F 

49 i 12 

55 67 

59 49 

112 401 

107 1 

35 1 48 
! 

21 38 

. 

438 1 615 

ST 

61 

122 

108 

513 

107 

83 

59 

1953 

M 

55 

40 

1 

109 

38 

13 

346 1 

F ST 

6 1 61 

88 128 

3451436 

- 109 

48 86 

39 52 

526 872 

M F ST 

: ! 

I ' 

1 1 
: 1. . 

1 

I L:' 
108 5 1 113 

i 

47 43 1 90 

30 I 50 1. 80 

185 1 980 1, 283 

M 

41 

41 

. 

1 

F 

I 

1 

271 
I 

1 

27 

ST 

68 

68 

M 

39 

. 

39 1 

F 

36 

36 

1 

ST 

75 

75 

M 

241 

199 

265 

553 

581 

285 

161 

i 

2285 1 

F 

31 

312 

187 

1492 

5 

298 

224 

2549 

TOT 

272 

511 

452 

2846' 

. 1 

586. 

583 

385 

41534 

Note: Includes students who registered and subsequently postponed officially. 

Admissions & Registabon 
16/12/95 
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APPENDIX G  
SAMPLE COLLECTION MATRIX  

EDUCATION COLLEGE AND I SLAMIC SCIENCE 

EDU 157 YEAR 2ND YEAR 3RD YEAR 4TH YEAR SUBTOTAL 
M 21 34 17 14 86 
F 38 44 44 44 164 

TOTAL 59 78 61 58 250 

AGRICULTURE COLLEGE 

AGR 1s` YEAR 2ND YEAR 3RD YEAR 4Th YEAR SUBTOTAL 
M 18 17 13 14 62 
F 1 2 2 1 6 

TOTAL 19 19 15 15 68 

SCIENCE COLLEGE 

SCI 1s` YEAR 2ND YEAR 3RD YEAR 4TH YEAR 5Th YEAR SUBTOTAL 

M 12 13 6 3 8 42 
F 10 8 7 7 9 40 

TOTAL 22 21 13 10 17 82 
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APPENDIX H  

Results of Factor Analysis 
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Rotation Method: Varimax  

Rotated Factor Pattern  

FACTOR1 FACTOR2 FACTOR3 FACTOR4 

Q171 63 * 10 18 4 
Q151 58 * 17 27 -2 
Q88 57 * 21 -15 6 
Q26 56 * 7 8 9 
Q173 56 * 1 -3 9 
Q91 53 * 14 32 * 15 
Q74 51 * -8 33 * 6 
Q81 50 * -8 8 10 
Q35 50 * 4 23 20 
Q95 50 * -9 9 2 
Q145 50 * 18 -3 19 
Q21 49 * 12 1 21 
Q135 49 * 9 23 11 
Q62 48 * 13 3 24 
Q100 48 * 18 9 17 
Q164 48 * -6 33 * 6 

48 * 30 6 11 
Q122 48 * 23 29 18 
Q57 48 * 2 14 15 
Q146 47 * 8 -9 18 
Q110 47 * 19 34 * 26 
Q17 46 * 9 6 12 
Q99 46 * -23 -7 9 
Q185 46 * 9 16 14 
Q25 45 * 4 13 3 

Q166 45 * -10 10 -1 
Q119 45 * 19 17 -5 
Q161 45 * 11 20 3 

Q102 44 * 9 -5 11 
Q160 44 * 4 -6 5 

Q120 44 * 24 12 3 

Q36 43 * 25 18 7 
Q168 43 * -4 4 27 
Q132 43 * 6 -4 5 
Q84 42 * 5 11 26 
097 42 * 22 39 * 18 
Q40 41 * 5 6 35 * 

Q65 41 * 9 18 18 
Q70 41 * -13 22 10 
Q42 41 * 20 14 -2 
Q71 41 * 3 37 * 16 
Q56 41 * -25 -5 19 
Q34 40 * 3 7 10 
Q189 40 * 4 12 5 
Q14 40 * 5 -14 1 
Q61 40 * 3 26 3 

Q60 40 * -14 19 8 

Q51 40 * 8 28 15 
Q182 39 * 11 21 11 
Q41 39 * -11 5 -4 
Q124 38 * 12 14 9 

Q156 37 * 27 24 3 
37 * 5 13 30 

Q10 37 * -3 12 23 
Q4 37 * -1 -8 4 

Q3 36 * -25 -4 14 
Q16 36 * 13 10 16 
Q24 35 * 11 -4 -10 
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Q186 
Q1.53 
Q9 
Q159 
Q96 

35 
35 
35 
34 
34 

* 
* 
* 
* 
* 

9 
2 
6 

11 
17 

7 
32 

7 
10 

-21 

32 
-22 

29 
16 

1 
Q147 
Q19 

34 
33 

* 
* 

17 
-6 

10 
31 

14 
31 

Q180 33 * 27 13 15 
Q141 33 * 28 4 10 
Q187 
Q20 
Q85 
Q104 

33 
31 
31 
30 

* 3 
-2 
-5 
12 

3 
10 

6 
11 

4 
17 
-2 
-5 

Q69 30 2 8 20 
Q103 
Q7 
Q176 
Q127 
Q22 
Q107 
Q112 
Q138 
Q92 
Q131 
Q11 
Q8 
Q86 
Q114 
Q76 
Q184 
Q63 
Q45 

30 
30 
30 
29 
29 
28 
28 
28 
28 
28 
26 
26 
24 
23 
22 
16 
15 
-6 

7 
16 
-4 

-26 
-24 

9 
5 

14 
8 

-2 
11 
10 

2 
-3 

6 
-11 

9 
68 * 

17 
-27 
-14 
-17 
-3 

6 
23 

2 
-15 

3 
5 

-4 
-11 
-22 
-7 
10 

6 
2 

5 
18 

-13 
3 

-11 
-10 
-24 
-7 

2 
-15 

9 
18 

0 
-11 
-7 

6 
-11 

20 
Q188 
Q87 

16 
-11 

66 
66 

* 
* 

4 
16 

13 
20 

Q115 
Q117 

29 
-1 

65 
65 

* 
* 

2 
13 

2 
1 

Q52 
Q15 
Q101 

16 
-3 

-17 
61 
60 
60 

* 
* 
* 

13 
-4 
-3 

11 
22 
17 

Q83 
Q181 
Q67 

,Q1 

16 
21 
13 

1 

58 
54 
53 
53 

* 
* 
* 
* 

10 
7 
2 

-2 

0 
-8 

-13 
7 

Q108 3 51 * 22 11 
Q46 
Q163 
Q144 
Q136 

19 
20 
22 
35 * 

51 
49 
46 
45 

* 
* 
* 
* 

11 
11 
10 
-7 

23 
-12 
-6 
16 

Q140 
Q148 
Q49 
Q109 
Q142 
Q37 
Q77 
Q155 

26 
-12 

31 
20 
14 
-4 
22 
23 

44 
44 
43 
42 
39 
38 
38 
36 

* 
* 
* 
* 
* 
* 
* 
* 

6 
-3 
-5 

3 
4 

15 
18 

1 

3 
20 

0 
-7 

-22 
9 

-13 
-33 * 

Q170 
Q157 

J. 
28 

35 
33 

* 
* 

16 
22 

3 
-5 

Q183 
Q118 
Q121 
Q32 
Q134 

24 
-19 
-1 
24 
15 

32 
23 

-32 
-51 

1 

* 
* 

10 
-1 
10 
-1 
58 * 

16 
22 

8 
-22 
-2 

Q143 20 6 55 * 24 
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Q128 -8 16 52 * 23 
Q75 23 5 52 * -8 
Q54 16 -4 50 * -14 
Q111 18 7 48 * -1.0 
Q38 28 -1 46 * 34 * 
Q48 32 8 45 * 17 
Q30 5 12 42 * 24 
Q106 -9 7 42 * 14 
Q82 -5 6 42 * -3 
Q18 36 * 7 41 * -2 
Q154 2 -1 41 * 31 
Q130 -2 10 40 * 5 
Q28 38 * -3 39 * 12 
Q6 12 -3 37 * 7 
Q59 19 8 37 * 24 
Q126 30 5 37 * -5 
Q167 1 11. 34 * 11 
Q177 21 11. 33 * 29 
Q93 -16 8 33 * 24 
Q165 21 16 32 25 
Q39 -3 16 32 30 
Q53 30 -19 31 10 
Q179 3 7 28 11 
Q139 6 22 28 20 
Q158 -13 2 27 4 
Q150 26 2 27 -3 
Q44 22 21. 27 -4 
Q73 1 5 27 14 
Q174 21 -25 26 -10 
Q78 -4 -1 25 13 
Q94 6 -9 24 11 
Q90 -23 15 24 22 
Q169 -20 5 23 5 
Q29 15 5 22 21 
Q152 20 11 21 1 
Q149 -7 -10 -21. 16 
Q50 12 6 20 61 * 
Q133 3 -2 2 57 * 
Q172 3 6 -9 55 * 
Q162 26 2 12 55 * 
Q33 3 5 10 54 * 
Q55 6 -10 9 54 * 
Q64 13 -7 8 49 * 

-8 46 *Q113 1 2 
Q27 18 0 18 45 * 
Q2 16 -1 13 43 * 
Q12 -5 9 3 43 * 
Q13 13 10 4 43 * 

2 40 *Q5 9 8 
Q43 12 3 21 39 * 
Q79 5 4 -3 38 * 
Q31 25 -2 2 38 * 

36 *Q175 17 18 4 
Q68 -1 26 15 35 * 
Q116 17 5 22 34 * 

32 32 *Q23 18 18 
Q123 14 7 22 32 
Q98 9 5 14 31 
Q1.78 -4 12 26 31 
Q47 20 -9 2 28 
Q125 -6 8 4 24 
Q66 11 7 20 24 

4 24Q58 19 13 
Q80 14 8 19 22 
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Q129 11 -1 17 20  
Q137 -21 -16 8 -22  
Q105 26 8 23 -32 *  

NOTE: Printed values are multiplied by 100 and rounded to the nearest  
integer. Values greater than 0.32 have been flagged by an '*'.  

Variance explained by each factor  

FACTOR1 FACTOR2 FACTOR3 FACTOR4  
17.513978 10.036342 8.652602 8.614990  
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APPENDIX I  

Adjustment Assessment Instrument 
for College Students 
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The final Adjustment Instrument for College Students consists of fifty-
eight items divided into four subscales: Personal Adjustment, Family 
Adjustment, Academic Adjustment, and Social Adjustment. The Personal 
Adjustment subscale contains twenty items: 7, 8, 13, 14, 25, 26, 27, 31, 33, 34, 36, 
42, 43, 44, 47, 49, 50, 54, 56, and 58. The Family Adjustment subscale contains 
fourteen items: 1, 5, 11, 15, 17, 18, 21, 32, 37, 38, 41, 48, 53, and 57. The 
Academic Adjustment subscale contains twelve items: 6, 10, 19, 22, 23, 28, 29, 
30, 35, 39, 45, and 52. The Social Adjustment subscale contains twelve items: 2, 
3, 4, 9, 12, 16, 20, 24, 40, 46, 51, and 55. 

No.	 Item 

1. I feel that an atmosphere of 
understanding fills our home 
more than I find in any other 
place. 

2.	 I can easily be intimate with a 
group of friends. 

3.	 I ask for help from my academic 
advisor whenever I face 
difficulties in my studies. 

4. I build friendships with people 
from different dorms. 

5. I get help from my father,  
mother, or both parents to  
instantly solve any kind of  
problem as it occurs.  

6. I am worried about choosing 
my career or work after 
graduation because I am not 
sure of my interests, potential, 
and abilities. 

7. I believe that I can't get rid of 
the sad emotions that I 
experience. 

8. I am bothered by thoughts I 
can't get rid of. 

9.	 I can build new relationships 
and friendships easily. 

10.	 I am finding it difficult to 
complete course requirements. 

Always Often Occa- Rarely Never 
sionally 
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No.	 Item 

11. I follow my father's , mother's, 
or both parents' advice in both 
small and large issues. 

12.	 I discuss things that are  
important to me with my  
professor(s).  

13.	 I feel guilty a lot. 
14.	 I am bothered by my low 

abilities, like a lot of my peers. 
15.	 I feel that my father, mother or 

both of my parents are giving 
me the chance to become 
independent. 

16.	 I feel that my professors 
understand and support me in 
many of my personal matters. 

17.	 I get encouragement from my  
father, mother, or both to  
express and discuss my  
opinions with them.  

18. I can express my feelings to my 
family. 

19.	 I believe that even if I worked 
harder things wouldn't change 
for the better. 

20. I participate in social activities  
that introduce me to others.  

21. I feel that my family life is  
happy-

22. I forget what I studied when the 
exams are handed out. 

23. I feel the desire to transfer from 
my present major to another. 

24. I participate in at least one 
social activity at the university. 

25. I am worried about not having 
any talents. 

26. I feel lonely even when I am  
surrounded by others.  

27. I have lost interest in the things 
and activities that used to make 
me happy. 

Always Often Occa- Rarely Never 
sionally 
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No.	 Item 

28. I don't complete all the work 
that I start because I doubt my 
abilities. 

29.	 I feel that there is a difference 
between my previous life-style 
and college life which affects 
my adjustment to college life. 

30. I feel that my academic major  
leads to a career that I don't  
want.  

31. I worry immensely when  
examination time gets doser.  

32. I am encouraged by my father, 
mother, or both parents to 
participate in decision-making. 

33. I feel that a lot of people hurt  
my feelings.  

34.	 I don't know what to do with  
my life.  

35.	 I feel I am a failure. 
36. I feel that others misunderstand 

me. 
37. I rely on my father, mother, or 

both parents when I run into 
problems that I can't solve by 
myself. 

38. I enjoy attending family  
gatherings.  

39. I am thinking about dropping a 
course this semester. 

40. I prefer to attend sodal activi-
ties at the university instead of 
staying at home or in the dorm. 

41. I feel my father's, mother's, or 
both parents' love and support 
for me. 

42. I am bothered by the way  
people treat me.  

43. I feel that my existence in this  
life is trivial.  

44. I have trouble managing my  
spare time effectively.  

Always Often Occa- Rarely Never 
sionally 



214 

No.	 Item 

45. I am late in completing my 
course requirements no matter 
how hard I work. 

46. I enjoy participating in different 
activities at the university. 

47. I am experiencing difficulties in 
understanding myself. 

48. I discuss daily matters with my 
father, mother or bothparents. 

49. I feel that problems are 
accumulating to the extent that 
it is difficult for me to deal with 
them. 

50.	 I believe things would be better 
if I wasn't alive. 

51. I easily express my opinions  
and ideas in class.  

52. I feel my father's, mother's, or 
both parents' expectations of me 
are higher than my academic 
abilities can achieve. 

53.	 I feel that my father's, mother's, 
or both parents' trust in me 
doesn't change, even when I fail 
at something. 

54.	 I am worried but I don't know 
why. 

55.	 I schedule some time each week 
for a sports activity. 

56. I experience difficulties in  
starting any work.  

57. I am satisfied with my family  
life.  

58. I get occupied with 
daydreaming, which prohibits 
me from doing a lot of work. 

Always Often Occa- Rarely Never 
sionally 




