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The purpose of this study was to determine the degree of

social support within different living groups. It also determined

if there were a combination of variables that contribute to social

support. The independent variables included interpersonal orienta-

tion, sense of identity, adjustment to college, grade point average,

gender of subject, and participation in extracurricular activities.

The sample consisted of freshmen who lived in coeducational

halls, single sex halls and in off-campus housing. These subjects

completed the inventory of Social Support Behavior, the Erwin Iden-

tity Scale, the College Freshmen Adjustment Scale and the Inter-

personal Orientation Scale. Of the 515 surveys distributed, 305

(50%) were returned.

One-way analysis of variance compared the levels of social

support in the three different living groups. Correlation coeffi-

cients were used to determine if significant relationships existed

between social support and the independent variables. Multiple

regression was used to determine which variables were the best

predictors of social support.

Results indicated a significant difference in the level of

social support experienced by the living groups. Significant



relationships existed between social support and the variables of

interpersonal orientation and adjustment to college. The regres-

sion equation indicated that these two variables were also the best

predictors of social support. A negative correlation existed

between social support and grade point average.

Women in single sex residence halls experienced the greatest

degree of social support. Interpersonal orientation and adjustment

to college were found to be key variables that influence the level

of social support within a residence hall setting. The inverse re-

lationship between grades and social support suggested the impor-

tance of peer relationships for the student experiencing academic

difficulty.
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The Occurrence of Social Support among
Students Living in Residence Halls

CHAPTER I

INTRODUCTION

Purpose of the Study

Understanding the characteristics of communities and the

people who live in them is the focus of research in several dis-

ciplines. Interactions between individuals and their social en-

vironments are addressed in a new field of study called community

psychology. This developing specialization studies how groups

form, maintain identities and deal with the concerns that con-

front their membership (Blakely, 1979; Murrell, 1973). This

study examines a set of communities found in freshmen residence

halls on a university campus.

Initial findings in community psychology come from medical re-

search. These showed that conditions in the social environment have

significant influence on the quality of life community members expe-

rience. Specifically, conditions in the social environment influence

mental health, physical health and coping strategies used by communi-

ty members. The common denominator connecting these research find-

ings points to the importance of one characteristic within the com-

munity: a sense of social support.

Social support can also be labeled as social relations, communi-

ty integration, social participation or social attachment (Barrera,

Sandley & Ramsay, 1981). Others describe social support as the sense

of cohesion or affiliation that develops within a community (Moos &

Van Dort, 1979). These characteristics of social support are key

factors in the theoretical framework of community psychology.
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Traditional mental health approaches resolve individual and

community problems through the expertise of trained professionals.

Instead of complete dependence on this type of intervention, com-

munity psychology stresses the use of natural support systems.

Greater use is made of self-help groups, paraprofessionals and

social support from peers within the community (Silverman, 1980;

Barrera & Ainlay, 1983).

Natural helpers within the social environment, such as family

members or friends, represent a major source of social support.

Other sources of social support originate from individuals who

play the role of "community gate keepers." These individuals work

in settings where they provide services to the greater community;

for example, they may be bartenders or beauticians. However, they

have little training in dealing with mental health issues. Social

support research suggests that individuals who experience stress

turn to these "community gate keepers" or to family and friends.

Distressed community members do not turn to members of the helping

profession for assistance. This is also true of students enrolled

in higher education (Gottlieb, 1983; Wilcox, 1981; Blimling &

Miltenberger, 1981).

In addition to its importance during times of high stress,

social support also plays a buffering role in the daily routine

of community members. The buffering quality of social support is

most likely to occur in social environments where group members ex-

perience a sense of unity. Several conditions increase this possi-

bility. Openness, flexibility, communication skills, similar per-

sonalities, acceptance of the behavior of others, and similar demo-

graphic characteristics are identified as being crucial factors in

the development of a unified community (Kirshner, Dies & Brown,

1978; Evans & Jarvis, 1980; Stockton & Hulse, 1981).

Living environments or communities with these characteristics

are also likely to show an increase in the degree of feedback be-

tween members. Social support in the form of feedback is an
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additional method of reducing stress that members experience

(Gottlieb, 1983).

Research on social support identified consistent outcomes that

occur when it does not exist in a community. Moos & Van Dort

(1979) report that living environments characterized by a lack of

social support have an increase in the number of illnesses and

physiological complaints experienced by community members. In

addition, these settings show a higher frequency of hostility as

expressed through arguments and temper outbursts.

Individuals living in a non-supportive setting were asked to

describe themselves and their living environments. Self-descrip-

tions that mentioned loneliness, depression and boredom were

frequent. Similar negative statements were used to describe the

living environment. Individuals felt that these settings lacked

unity and lacked participation from the membership. They also

expressed a lack of emotional support from staff members assigned

to work with the group (Insel & Moos, 1974).

Numerous studies have explored how social support influences

the lives of college students. Married and graduate students de-

pend on social support from their peers to alleviate the stress of

their academic demands. Undergraduates also use social support as

a means of dealing with stress, especially during final examina-

tions. The amount of social support available during this time in-

fluences the degree of academic success students experience (Hirsch,

1979).

Social support also affects the emotional problems college

students experience. Mishara (1982) discussed research that sug-

gested how social support decreased the suicidal behaviors of de-

pressed students. To date, these studies represent the major re-

search of social support among college students.
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Statement of the Problem

This study was conducted to determine the degree of social

support experienced by freshmen at Oregon State University. It

was composed of two parts: First, it determined if there was a

combination of factors that contributed to the level of social sup-

port experienced by freshmen living in residence halls; second, it

explored whether there was a difference in the levels of social

support experienced by freshmen who lived in residence halls and

those who lived off-campus.

The relationship between the dependent variable social support

and six independent variables was measured. These included the in-

dependent continuous variables of interpersonal orientation, adjust-

ment to college, grade point average, and sense of identity. Sense

of identity was measured by dividing it into the areas of confidence,

sexual identity, and conceptions about body appearance.

Three categorical independent variables were also tested. These

were type of residence hall, sex of subject, and participation in

extracurricular activities. This last category was divided into

dating frequency, attendance at social activities, and participation

in intramural athletics.

Significance of the Study

In recent years colleges and universities have placed greater

emphasis on student retention. This is due to a decrease in the num-

ber of students graduating from high school and to the large number

of underclassmen who drop out of higher education (Brigman & Stager,

1980). Several theoretical approaches have been used to explain how

retention efforts can be improved.

Person-environment theory represents one explanation to im-

prove student retention. According to this theory, satisfaction

with a social environment is contingent upon the degree of "fit" or
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congruence that exists between it and those who live there. A posi-

tive fit is likely if the student's career objectives can be

achieved through specific academic programs at the university. In

addition, a positive "fit" also occurs if students are able to de-

velop relationships with "significant others" in the academic

community. These significant others can be professors, staff mem-

bers or peers.

Traditionally, this positive fit characterized the collegiate

environment. Cooperation and support were the cornerstones of the

academic world. Within the student population this was especially

apparent. Students came to institutions of higher education with

similar experiences and similar aspirations for the future. Homo-

genous student populations made community development and social

support attainable objectives (Brubacker & Rudy, 1958).

Modern universities are confronted with a different set of

variables. Pluralistic values, changing demographic characteris-

tics and the increased importance of career concerns represent dif-

ferences found in current college students (Levine, 1980). A sense

of community and social support are no longer automatic conditions

within higher education. In light of this fact, practitioners with-

in student services have reacted by developing specific programs re-

sponding to these issues (DeCoster & Mable, 1980). Here, the ulti-

mate objective is to improve the congruence between person and en-

vironment. During the late sixties, an increased emphasis was

placed on recruiting minority students to higher education. The

diversity that characterized these students created problems for

them and for the institutions they attended. However, development-

al programs and policy changes evolved, and greater congruence

developed between these students and their universities. As a

result these students have begun to feel more social support and

greater identification with higher education (Chreatham, 1982).

An increase in the number of minority students represents only

one of the differences found in modern higher education. Levine



6

(1980) discussed the increased vocationalism that characterizes

students. Because of their emphasis on career objectives, he de-

scribes them as part of the "me-generation." Others make similar

statements. Stodt (1982) suggested that because of the priority

given to material success, students place greater value on compet-

ing for grades and receiving marketable degrees than on establish-

ing interpersonal relationships.

This egocentric theme is also present in descriptions of stu-

dents that take a developmental perspective. Because of their em-

phasis on self and personal needs, it is possible to describe some

students' development as being fixated at a stage called "prolonged

adolescence." Instead of resolving the egocentric nature of late

adolescence, they remain at a stage of development where self-

importance continues to be most important (Buckley, 1982).

Characteristics of modern students are significant factors in

this study. They influence the sense of community and the degree

of social support that develops within a social environment. The

existence of social support is contingent upon students' abilities

to establish friendships within the university setting. As long as

benefits from friendships exceed the cost of time and energy in-

vested, the resulting sense of social support remains high (Miller,

1982). Residence halls provide a setting where it is possible to

study variables, such as the characteristics of students, that con-

tribute to a sense of social support.

University residence halls are integral components of many

campuses. Not only are these facilities dominant physical struc-

tures, but the quality of the residence hail programs provided in

these settings can have a significant influence on students living

there. From an administrative perspective, the focus of residence

halls can be to house students, to control students or to accom-

plish educational objectives that cannot be achieved in other set-

tings. The extent to which a housing division implements each of

these perspectives influences the services available for students.
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Ultimately, it also affects the sense of social support that forms

within the residence hall environment (Moos, 1979).

Programs that increase the sense of social support within resi-

dence hall settings are priorities among housing professionals.

This is demonstrated by a history of innovations, such as coeduca-

tional residence halls, or the implementation of living-learning

centers (DeCoster & Mable, 1980). Changes in staffing and training

patterns also indicate this commitment to community development.

For example, housemothers have been replaced by professional hall

directors. The quality of training programs for students involved

as resident assistants and student government leaders is also evi-

dent (Blimling & Miltenberger, 1981).

A number of variables interact to create an environment where

students feel a sense of social support. This interaction can in-

clude the effects of administrative philosophies and the content of

specific programs. Ultimately, the positive outcome from these is

apparent when students feel a sense of involvement with the universi-

ty. Involvement with some type of group experience, such as living

in residence halls, increases the congruence that develops between

student and university. The positive outcomes associated with uni-

versity involvement also contribute to a student's sense of social

support (Astin, 1975).

Therefore, identifying factors associated with social support

can provide additional information about how to develop positive

relationships between students and their living environments. This

information could also be important to an institution's efforts to

improve retention.

Objectives

1. To determine if there is a combination of factors that contrib-

ute to the sense of social support experienced by freshmen at

Oregon State University.
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2. To determine if different types of living environments provide

freshmen with different degrees of social support.

Research Hypotheses

1. There is no significant difference in the level of social sup-

port experienced by freshmen living in single-sex halls, in co-

educational halls or in off-campus housing.

2. There is no relationship between the level of social support and

the degree of interpersonal orientation expressed by freshmen

living in residence halls.

3. There is no relationship between the level of social support and

the degree of interpersonal orientation expressed by freshmen

living off-campus.

4. There is no relationship between the level of social support and

the sense of identify experienced by freshmen living in resi-

dence halls.

5. There is no relationship between the level of social support and

the sense of identity experienced by freshmen living off-campus.

6. There is no relationship between the level of social support and

the degree of positive adjustment experienced by freshmen living

in residence halls.

7. There is no relationship between the level of social support and

the degree of positive adjustment to college experienced by

freshmen living off-campus.

8. There is no relationship between grade point average and level

of social support among freshmen living in residence halls.

9. There is no relationship between grade point average and level

of social support among freshmen living off-campus.
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10. There is no relationship between participation in extracurri-

cular activities and social support among freshmen living in

residence halls.

11. There is no relationship between participation in extracurricu-

lar activities and level of social support among freshmen

living off-campus.

Definition of Terms

1. Social support. Positive relationships that sustain an individu-

al through crises, and reduce the stress associated with these

crises (Leavy, 1983). Social support can be divided into the

specific behaviors of material aid, behavioral assistance, inti-

mate interaction, guidance, feedback, and positive interaction

(Barrera & Ainlay, 1983).

2. Interpersonal orientation. The extent to which a person is in-

terested in, and reacts to, variations in the behavior of others

(Swap E Rubin, 1983).

3. Sense of identity. The extent to which an individual is able to

complete developmental stages leading to positive adjustment in

the areas of confidence, sexual identity and conceptions about

body and appearance (Irwin, 1977).

4. Confidence. This reflects assurance in oneself and one's abili-

ties. Confidence reflects both faith in personal abilities and

dependence on necessary outside resources (Erwin, 1977).

5. Sexual identity. Sexual identity is an understanding and accep-

tance of sexual feelings. An individual with a high level of

sexual identity accepts sexual feelings as natural and normal.

And this recognition of sexual feelings does not imply sexual

activity or the absence of it (Irwin, 1977).
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6. Conceptions about body and appearance. Sense of identity also

includes correct perceptions and acceptance of personal appear-

ance. Personal appearance and style of dress represent a com-

promise that includes personal preference, expectations of

others and situational requirements (Erwin, 1977).

7. Adjustment to college. This refers to the degree to which a

student is able to accomplish social, personal and academic ob-

jectives within the college environment. It also includes the

degree to which the match between the student and the university

is positive (Brazziel, 1978).

8. Community psychology. A developing specialization within the

larger field of psychology that studies how groups form, main-

tain an identity, and deal with the concerns faced by its

membership (Blakely, 1979).

Research Question

Are there specific and identifiable factors that cause students

to feel a sense of social support within the residence hall

environment?

Limitations of the Study

1. All of the students surveyed were freshmen at Oregon State

University.

2. All freshmen at Oregon State University are required to live in

university-sponsored housing, such as residence halls, coopera-

tives, fraternities or sororities. Therefore, the off-campus

freshmen sample was significantly smaller than the sample living

in residence halls.

3. The data gathered for this study were self-report in nature. As

a result, it was subject to the honesty and self-awareness of

individuals included in the sample.
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CHAPTER II

REVIEW OF THE LITERATURE

Describing the characteristics of social environments is a

task that has been undertaken by a number of areas within the

social sciences. The empirical work in this area has ranged from

describing the living environments in residence halls to work en-

vironments and even to the family setting. The value of investi-

gating the relationship between individuals and their social en-

vironments is important because these interactions have an effect

on attitudes, behaviors, and both the social and personal develop-

ment of individuals (Gottlieb, 1978; Moos, 1974).

The significance of describing social environments is evident

in the recent development and growth of a new specialization within

psychology called community psychology. This field is concerned

with interactions between individuals and social environments

(Hirsche, 1979). Murrell (1973) describes the nature of community

psychology through the following definition:

The area within the science of psychology that studies
the transactions between social system networks, popu-
lations and individuals; that develops and evaluates
intervention methods which improve person-environment
fits; that designs and evaluates new social systems;
and from such knowledge and change seeks to enhance
the psychosocial opportunities of the individual.

The emphasis that the field of community psychology places on

the social environment is a break from traditional helping inter-

ventions. The focus is no longer on remediating illness or solving

problems, but is on promoting both physical and mental health. In-

stead of dealing solely with individuals, the field of community

psychology stresses the importance of meeting the needs of groups,
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and especially groups who are likely to experience predictable

problems. Community psychology works to utilize all available

resources within a social environment, and not only the profession-

als in the setting (Gottlieb, 1975).

The work of Cassel (1974) and Cobb (1976) was instrumental in

defining issues in this field. These epidemiologists explored

the relationship between the quality of life and the degree of

stress people experienced. Research since that time has further

documented that individuals who establish social support experience

better psychological and physical health (Hirsche, 1980). The pro-

cess of defining specific components of social support is the focus

of considerable research since Cassel and Cobb's initial work in

the field.

Social support affects the quality of life and controls the

degree of stress in a social environment in one of two ways. First,

it can act as an antecedent factor. In this case, social support

is a consistent characteristic of the environment. When crises

occur, these norms prevent the unplanned events from causing per-

sonal damage (Hirsche, 1980; Wilcox, 1981; Leavy, 1983; Gottlieb,

1983).

Second, social support can act as a buffering agent. Here

social support helps the individual to make the best use of psycho-

logical resources. The buffering aspect of social support can

have three positive outcomes. It can: (1) temper situations that

cause interpersonal difficulties; (2) neutralize problems; or (3)

manage emotional reactions associated with stressful events. Dur-

ing the buffering process social support also ensures that un-

pleasant events are interpreted correctly. Regardless of whether

social support is antecedent or buffering in nature, it is effec-

tive in alleviating the negative characteristics of a crisis situ-

ation (Lin, Ensel, Simeone Kuo, 1979).

The specific contents of social support can be defined in

several ways. It can be viewed as the positive relationship that

sustains an individual through crises. Caplan (1974) states that
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emotional sustenance is an important part of social support.

Social support can also be described as information. According

to Cobb (1976), social support provides individuals with the know-

ledge that they are cared for, valued as people, and involved

with a group where communication and mutual obligation are norms.

Caplan (1982) defines social support in terms of interpersonal

communication skills, such as the ability to provide guidance and

feedback.

House summarizes these different explanations of social sup-

port into four general categories of emotional, instrumental, in-

forMational, and appraisal support (1981). Barrera and Ainlay

(1983) develop greater specification in defining social support.

They define social support in terms of six behavior. These six

behavioral categories include material aid, behavioral assistance,

intimate interaction, feedback, positive social interaction and

guidance.

In addition to describing the behaviors that constitute social

support, it is also important to describe the environments where

social support occurs. Self-help groups, professional services,

and neighborhood-based helping networks represent three ways in

which individuals receive social support. A fourth type of social

support is available through the primary social network (Gottlieb,

1983).

Membership in a primary social network or primary group is

characterized by sharing a limited number of unique experiences

with select individuals. Typically the family is viewed as the

definitive primary group (Heap, 1977). However, this concept can

be expanded beyond the family system. It can be used to describe

any collection of closely knit individuals whose interactions play

a major role in the socialization of its members (Peretti, 1980).

This description of a primary group and its socializing pro-

perties is characteristic of some groups that develop within resi-

dence halls. Students in this environment indicate that living in

a residence hall provides them with the opportunity to be involved
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with a small group of peers (Astin, 1975; Chickering, 1974). Be-

ing part of this small group is very important to students and

they describe it in a very positive way. According to them,

interactions with peers in a living group are some of the most

significant experiences of the college career (Moos, 1979; Dressel

& Lehrman, 1965).

The socialization process that occurs within university liv-

ing groups is also valuable because it provides group members with

feedback. Messages from supportive peers communicates positive

support that bolsters the level of self-esteem. As a result, peer

feedback is the basis of social support that develops with a group

setting (Gottlieb, 1983; Lieberman, Pearlin, Managhan & Mullen,

1981).

In groups where feedback between peers increases the level of

social support, several important characteristics exist. These

cohesive groups are typified by increased communication between

members, greater acceptance of differences between peers, and in-

creased abilities to deal with the stress of an academic environ-

ment (Kirshner, Dies & Brown, 1978). Non-cohesive groups also

share common features.

In a review of literature describing problems that occur in

groups, lack of cohesion or lack of social support was listed as

a common concern (Weinber, 1981). For example, when a non-

supportive atmosphere exists in a residence hall, students are

unlikely to approach staff members with their problems. Frequent-

ly, university policy receives little support, and resulting dis-

ciplinary action is ineffectual (Moos, 1979).

Other predictable problems exist in non-supportive living

environments. There is increased physical illness, along with

greater stress among individuals in these living groups (Ilgen &

Seeley, 1974; Tracy, 1977). These environments are also charac-

terized by more hostile interactions and more negative effects

such as boredom, loneliness and depression. Freshmen students

in this type of social environment describe it as lacking cohesion,
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having little student involvement, offering few social activities

and providing limited emotional support from staff members (Bell,

LeRoy 4 Stephenson, 1982).

Non-supportive environments also have a negative effect on

an individual's mental health. The most serious lack of support

is evident in students who demonstrate suicidal behavior. One

method to prevent suicidal behavior is to increase the student's

available social support through close interpersonal relationships

(Mishara, 1982; Bell, LeRoy & Stephenson, 1982).

Several studies have investigated the importance of social

support within the academic realm. Goplerund (1980) documented

the value of social support among first-year graduate students.

Because of the major lifestyle change that accompanies graduate

study, this population was identified as one of the major users of

university mental health centers (Halleck, 1976). However, social

support available through faculty and peer interactions worked as

an effective means of improving personal adjustment and academic

performance.

In an investigation of the degree of social support among

married students, the value of the buffering effect of peer re-

lationships was important. Married students indicated that some

of their chief life stressors included academic pressures, lack

of employment opportunities, adjustment to marriage and parenting,

and frequent turnover among their neighbors and friends. In light

of these pressures, few married students took advantage of services,

such as counseling, available on campus. Instead, they consistently

relied upon the social support available from their peers (Gottlieb,

1979).

One of the similarities between research projects on the sub-

ject of social support is the importance of the interaction be-

tween individuals and their social environment. The characteris-

tics of this interaction contribute to the sense of social support

individuals encounter. When this occurs, both community psycholo-

gists and person-environment theoreticians refer to it as a positive
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or congruent "fit." However, the nature of the environment, be it

supportive or non-supportive, presents only part of the dynamics

within a social environment. Characteristics of individuals with-

in the environment are also important to investigate.

Lewin (1936) was one of the first theoreticians to stress

that behavior is a function of the interaction between the en-

vironment and the individual. Others have made additional state-

ments about this relationship. Holland (1973) discusses the impor-

tance of a congruent fit between the values of the individual and

the environment. Positive outcomes from this lead to greater

satisfaction, increased achievement and more stability for the

individual. The needs-press model presented by Stern (1970) points

out that the press, or demands, of the social environment affects

the extent to which individuals are able to have their needs met

in an environment. Again, consistency between personal and environ-

mental characteristics is a prerequisite for success. The third

model of the person-environment theories is labeled the transac-

tional model. Optimal development is possible if conditions in

the environment help the individual advance from the perceived self

toward the perceived ideal self (Pervin, 1968).

These theoretical frameworks, along with current research,

stress that individual personalities affect the degree of social

support that develops in a group (Kelley, 1977; Pearlin & Schooler,

1978; Heller, 1979). Several different methods of describing in-

dividuals are used. One of these is through multidimensional and

unidimensional relationships.

Hirsche (1979) addresses the way in which individual person-

alities affect the development of social support by describing

these two differing relationships. Multidimensional relationships

play a key role in the development of social support. Individuals

who have the ability to develop these friendships are able to in-

teract with others in several different ways. For example, indi-

viduals are able to participate in recreational activities as well

as intellectual discussions or mutual problem-solving sessions.
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Multidimensional relationships provide a reliable source of social

support. Unidimensional relationships occur when individuals share

only one common activity. These relationships provide individuals

with very little social support.

It is possible for relationships to change from a unidimen-

sional to a multidimensional nature. One of the best predictors

of this is the degree to which individuals in the relationship be-

have in a reciprocal manner. Reciprocity can be defined as the de-

gree of equality that exists within a relationship (Simpson, 1977).

A perceived lack of reciprocity in social interactions predicts

dissatisfaction with the relationship (Gottlieb, 1983). Access to

social support is at least in part dependent upon personality

characteristics, such as reciprocity, that demonstrate interest in

other people (Leavy, 1983).

Interest in others can be defined in several ways; for example,

the terms interpersonal orientation and social interest are both

found in the literature. Both terms address the extent to which

an individual expresses interest and concern for people. Social

interest is identified as a major determinant to positive adjust-

ment and life satisfaction. It includes the ability to identify

with and cooperate with others. The positive outcomes of social

interest contribute to the degree of social support that develops

with a living environment (Crandall, 1980).

Interpersonal orientation originates from the field of social

psychology. It is also a useful method for analyzing the interac-

tions that occur between people and their environments (Swap &

Rubin, 1983). Individuals with a high degree of interpersonal

orientation are responsive to the personal aspects of relation-

ships. This type of person is interested in, and reacts to, vari-

ations in the behavior of others. Attention is given to the degree

of cooperation, competition, power, dependence and reciprocity that

exists in their relationships. Research conducted with college

students suggests that those majoring in the behavioral sciences
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have the greatest degree of interpersonal orientation (Swap &

Brown, 1983).

Individuals who express low levels of interpersonal orienta-

tion also have consistent personality traits. These individuals

demonstrate lack of concern for the interpersonal aspects of

their friendships. Their major concern in dealing with others is

to maximize personal gain, regardless of its effect on others.

Students majoring in object-related studies, such as engineering,

had low scores on an instrument designed to measure degree of in-

terpersonal orientation (Swap & Brown, 1975).

Reciprocity, social interest and interpersonal orientation

are similar characteristics that describe how individuals react to

others in their social environment. Social exchange theory is one

method of explaining why individuals behave in a given way. Accord-

ing to this theory, it is possible to apply both psychological and

economic principles to social interactions. Any psychological re-

ward, such as social support from peers, is accompanied by a

psychological cost. In the process of achieving rewards, individu-

als attempt to maximize their positive outcomes and minimize nega-

tive results (Simpson, 1978; Berscheid & Walters, 1978).

Social exchange theory can be explained through four basic

principles, as follows: (1) Individuals within groups will develop

systems that ensure group resources are equitably shared by all

members; (2) groups will reward equitable members and punish those

who are not; (3) individuals will become distressed when they find

themselves participating in inequitable relationships; (4) once

involved with an inequitable relationship, individuals will try to

restore equality. These inequitable relationships lead to greater

stress, and as a result more effort is invested in restoring equity

to the relationship (Hatfield, Utne & Traupman, 1979).

Other personal characteristics affect the level of social sup-

port that develops within a group living situation. Chickering

(1969), in his early research with college students, defined a sense

of identity as being very important to the personal relationships
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this age group develops. Sense of identity is defined as the ex-

tent to which individuals are confident of themselves and their

capabilities, have accurate self-perceptions and have accepted

their sexual feelings and physical appearance (Erwin, 1982).

Chickering views the evolution of a sense of identity as a develop-

mental process, where students complete predictable stages or de-

velopmental vectors. The first three of these vectors are crucial

in the process of establishing a sense of identity. The specific

content of these three vectors is as follows:

The first deals with developing competencies. Here, the stu-

dent is faced with establishing skills that increase the ability

to perform in the intellectual, social and physical realms of the

university. Vector number two deals with managing emotions. In-

stead of relying on regulations and other forms of external control,

the student learns internal control. This is demonstrated by being

able to manage sexual and aggressive feelings. The third develop-

mental vector that leads to a sense of identity is the development

of autonomy. When the student takes the initiative to solve prob-

lems, independent of the encouragement and acknowledgment of sig-

nificant others, a greater degree of autonomy is attained (Chicker-

ing, 1969).

Successful completion of these three vectors contributes to a

student's sense of identity. This sense of identity is demon-

strated by self-confidence, acceptance of sexual feelings and

accurate self-perceptions (Erwin, 1977). According to Chickering's

model of student development, identity formation is the most im-

portant requisite for successful peer relationships. However,

there are three alternative outcomes that can inhibit the develop-

ment of identity. Ultimately these alternatives also affect inter-

personal relationships, and the level of social support that de-

velops within a social environment. These three alternatives have

been labeled identity foreclosure, psychosocial moratorium, and

negative identity (Chickering, 1969; Bernard, 1982).
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Identity foreclosure occurs when an individual accepts an

identity prescribed by someone else, such as when status-conscious

parents overtly or covertly pressure a student into pursuing a

particular career tract. This prevents the student from experi-

menting with other occupational alternatives. In contrast, the

student in a psychosocial moratorium experiments with alterna-

tives to the point of never accepting a final identity. The last

roadblock to establishing a sense of identity is the negative

identity. Here the student internalizes derogatory labels, and

continues to strengthen the identity by exhibiting behaviors that

confirm it (Newman & Newman, 1978; Bernard, 1982; Marcia, 1966).

Another factor affecting the level of social support that

occurs in a social environment is the individual's personal adjust-

ment to current living conditions. Theoretically, a positive fit

between the person and environment will increase the degree of

adjustment (Pervin, 1967). Research suggests that social support

is a key factor in determining whether an individual will adjust

to a new environment (Myers, 1974; Goplerund, 1980). One method

of increasing student adjustment to the college environment is

through a survival skills workshop. Students who participated in

these workshops expressed more social support and better adjust-

ment to the academic environment (Griffore & Griffore, 1983).

Current research on social support describes several differ-

ences between the sexes. These studies indicate that women have

more social support than men (Lowenthal & Haven, 1968). This

occurs for several reasons. Until the completion of puberty

women are socialized into androgenous identities where they are

reinforced for traditionally feminine, as well as masculine or

more competitive, accomplishments. As females develop a final

definition of a sense of identity they can feel uncertainty and

less control of their lives. But in conjunction with these

pressures, the female is more able to discuss these issues with

significant others in the social environment. As a result, females
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tend to experience a greater sense of social support (Burke &

Weir, 1978; Hirsche, 1979).

Additional information about gender differences in the area

of social support was obtained from non-college populations.

Males describe their work setting as being a major source of

social support. In contrast, women indicate less social support

from the employment site, and more with familial ties. These

findings are consistent with traditional gender roles (Holahan &

Moos, 1981).

Social support within residence halls is influenced by

whether the hall is single sex or coeducational. Since the con-

cept of coeducational residence halls was first introduced, posi-

tive outcomes for both men and women resulted. Several of these

advantages increase the level of social support students experi-

ence. Coeducational residence halls provide an atmosphere that

is friendlier, and that allows male-female relationships to de-

velop at a more casual level. These halls are characterized by

more interpersonal communication, increased sensitivity to others,

and greater mutual support among students (Brown, 1973; Corbett

& Sommer, 1972; Moos & Otto, 1974; Reid, 1974; Schroeder & LeMay,

1973).

The importance of scholastic achievement underlines all uni-

versity activities. Several studies have emphasized how academic

performance has been improved in environments that exhibit a great

deal of social support. In situations where student preparation

for examinations created a sense of social support, students

showed greater academic success (Sarason, 1981; Blanc, DeBuhr &

Martin, 1983). Faculty contacts, summer orientation programs,

and supplementary group study sessions have the same effect of

increasing social support and academic achievement. In retention

studies, specific behaviors earlier included in a definition of

social support were absent from the social environment of stu-

dents who dropped out of the university (Kissler, Lara & Cardinal,

1981; Jacobs, Brigman & Friedman, 1982).
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The interaction between social support and academic perform..

ance is prevalent within residence halls. It has been determined

that students living in temporary housing, and lacking an estab-

lished peer group, received lower grades (Schuh, 1982). Living

in residence halls and affiliating with a group of peers has been

connected with academic success. Not only do these students earn

higher grades, but they are more likely to complete their bacca-

laureate degree and apply to graduate or professional programs

(Astin, 1977; Chickering, 1974).

Participation in extracurricular activities is another means

of measuring the level of social support within a residence hall

environment. Astin (1977) and Chickering (1974) determined that

compared to other student groups, those living in residence halls

had a higher level of participation in activities such as intra-

mural athletics or leadership positions. Students indicate prac-

tical reasons for this involvement. For example, they see that

these activities provide them with the opportunity to develop

leadership skills. But they also stress that involvement with

peers is another reason to participate in student activities

(Gibbs, 1982).

In summary, investigation of the level of social support

within freshmen residence halls is significant for several reasons.

Person-environment theory suggests that an individual is satisfied

with a particular setting if a positive "fit" exists between per-

son and environment. Maximizing the congruence between person and

environment is a priority for many higher education institutions.

Because of declining enrollments, many universities recognize the

importance of maintaining the students who currently attend their

institutions. One of the ways of determining student satisfaction

or the degree of "fit" between student and institution is through

a measure of social support.

Social support is an indication of how community members

assist each other through difficult situations. This assistance

can take the form of help during crises, or it can consist of
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personal interactions that assist community members with routine

tasks. For the purposes of this study, social support was de-

fined as the behaviors of guidance, feedback, intimate interaction,

material aid, behavioral assistance, and positive social interac-

tion. Several studies have investigated the role played by social

support with graduate and married students. Other research re-

ported the effects that social support has on students during

stressful times, such as during final examinations. This study

examined the role of social support among freshmen living in resi-

dence halls.
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CHAPTER III

METHODOLOGY

This study investigated the factors that contribute to a

sense of social support among freshmen living in residence halls

at Oregon State University. This chapter describes the subjects,

the research instruments, how the data were collected, and the

statistical analysis of the data.

Subjects

Participants in this study were classified as freshmen at the

start of the 1983-84 academic year. These students had completed

between 0-45 credits. Students living on campus were randomly

selected from official occupancy reports maintained by the Depart-

ment of Housing and Residence programs. A total of 415 surveys

were sent to students in the single-sex halls of Wilson and Calla-

han and the coeducational halls of Poling and Cauthorn.

Traditionally aged freshmen at Oregon State University are re-

quired to live in university sponsored housing. Exceptions are

made if freshmen live with family members in the Corvallis community.

A list of these off-campus freshmen was selected from the Oregon

State University student directory. One hundred of these freshmen

were randomly selected to receive the survey.

Administration

Four hundred fifteen questionnaires were distributed to the

on-campus sample. Each student received a letter explaining the im-

portance of the study, a copy of the instrument, a sharpened No. 2

pencil, and a yellow 3x5 card stressing the importance of completing

the survey. In addition, each subject was given twenty-five cents
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for turning in the completed survey to the central information desk

in each residence hall. Four days after the original distribution,

yellow 3x5 reminder cards were sent to students who had not re-

turned their questionnaires.

One hundred surveys were sent to freshmen who lived off-campus.

Each subject received an explanatory letter, a self-addressed

stamped envelope, the instrument, a golf pencil and a twenty-five-

cent incentive to complete the questionnaire. Five days after the

original distribution each student who had not responded was sent a

follow-up letter.

The overall survey return rate was 59 percent. The on-campus

return rate was 62 percent, as compared to a 47 percent return rate

from off-campus freshmen. However, 17 of these responses were from

older-than-average students and were not included in the study.

The Variables

The dependent variable studied in this project was the sense

of social support students experienced from their living environ-

ments. Six independent variables were studied to determine their

influence on the level of social support within living environments.

The continuous variables were interpersonal orientation, adjust-

ment to college, grade point average and sense of identity. Sense

of identity was measured by an instrument that assessed this con-

struct through the use of three subscales. These included confi-

dence, sexual identity, and conceptions about body appearance.

The remainder of the independent variables were categorical

in nature. They consisted of place of residence, gender of sub-

ject, and participation in extracurricular activities. This

latter variable was measured by a short form that asked subjects

to list the frequency of their dating behavior, participation in

intramural athletics, and attendance at social events.



26

The Instruments

Five instruments provided the data used in this research:

the Inventory of Social Support Behavior (ISSB), the Interpersonal

Orientation Scale (I0S), the Erwin Identity Scale (EIS), and the

College Freshmen Adjustment Scale (CFAS). Information for the

categorical variables was provided on a short form with a Likert-

type scale constructed by the author. Copies of these instruments

are included in the Appendices.

1. The Inventory of Social Support Behavior

This forty-item survey contains questions consistent with the

six types of social support behavior described by Barrera and

Ainlay (1983). Respondents rate each item's frequency of occur-

rence during the preceding four weeks.

All items on the scale were constructed with several consider-

ations in mind. Specific behaviors were emphasized in order to re-

duce the degree of subjective interpretation involved. Wording

that would make an item applicable to a specific situation was

avoided. For example, items in the survey begin with general

phrases such as "provided you," "talked with you," "assisted you,"

or "taught you " (Barrera, Sandier E* Ramsay, 1981).

The ISSB consists of forty items, with a possible score range

of from 40 to 200. Each subject scores an item on a scale from

one to five, where one refers to a supportive behavior that does

not happen. Other options include behaviors that happen once or

twice, about once a week, several times a week. A score of five

is possible if a behavior in the survey happens about every day

(Barrera & Ainley, 1983).

Reliability of the scale was conducted by means of a test-

retest procedure. Subject's total scores on the ISSB were signi-

ficantly correlated. There was a .882 correlation between scores

on the first and second administration of the inventory. Test-
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retest correlation coefficients for individual items ranged from

.441 to .912 (Barrera & Ainley, 1983).

Two measures of the instrument's validity exist. The first

was completed with the Arizona Social Support Interview Schedule.

Correlations between these two instruments ranged from .322 at

the .05 level to .422 at the .01 level. A second validity study

was completed with the Family Environment Scale, and the correla-

tion between these instruments was .359 at the .01 level (Barrera

& Ainley, 1983).

2. The Interpersonal Orientation Scale

This questionnaire consists of twenty-nine items. Subjects

rate the degree to which each item defines their behavior. All

questions on the scale measure either reactiveness to those be-

haviors in others that directly affect the subject, or interest

in what other people are like. A number of other items related

to the communication process are also included on the scale (Swap

E Rubin, 1983).

The instrument was tested over a two-year period with over

800 undergraduates. The mean score was 99.73, with a standard

deviation of 9.03. Test-retest reliability yielded a coefficient

of .79. Females score significantly higher on the scale, with

mean scores of 101.93 as compared to average male scores of 97.55.

Differences according to academic majors were also noted. Indivi-

duals in people-orientated majors scored higher than those major-

ing in object-orientated fields of study. Responses range on a

continuum from very dissimilar to very similar. Possible scores

on this instrument can be a low of 29 to a high of 145 (Swap &

Rubin, 1983).

3. The Erwin Identity Scale

The EIS was designed to measure the three components that

make up Chickering's concept of identity. These three factors are
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sexual identity, confidence, and conceptions about body and appear-

ance. The internal consistency coefficients for these factors are,

respectively, .75, .80, and .79 (Erwin & Delworth, 1983).

The instrument consists of a total of fifty-nine items.

Twenty-four items deal with confidence, nineteen deal with sexual

identity and sixteen refer to conceptions about body and appear-

ance. Subjects respond to these items by use of a five-point scale,

which describes whether the item is "very true" of the respondent

to the opposite "not at all true" of the respondent. Each item is

weighted positively or negatively. The total for each subscale

is added separately. The range of total scores for each subscale

is as follows: 24-120 on Confidence, 19-90 on Sexual Identity, and

16-80 on Conceptions about Body and Appearance. Norms for the

entire instrument were developed with a sample of 2,812 students,

who were enrolled in psychology classes (Irwin & Delworth, 1983).

4. The College Freshmen Adjustment Scale

The CFAS is a fourteen-item instrument used to identify areas

of college which may be difficult for freshmen. The items are

answered as either True or False. The nature of the subject's re-

sponse determines whether one point or no point is scored for an

item. Scores on this instrument can range from one to fourteen.

The mean score for the norm group of this instrument was 4.55,

with a standard deviation of 3.13. A score of 4.55 indicates

normal adjustment to the college environment. Higher scores sug-

gest that a freshman is experiencing difficulty in the adjustment

process. In contrast, a low score on the CFAS indicates that the

freshman is adjusting to the university's academic and social en-

vironment (Brazziel, 1978).

The CFAS measures four aspects of adjustment: Match with the

college, social, personal, and academic adjustment. The intercor-

relations between these four factors are all less than .25. This

suggests that the CFAS measures four distinct variables related to
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college adjustment (Brazziel, 1978).

5. Categorical Variables

Data measuring the categorical variables were reported on a

short form constructed by the author. Through the use of a five-

point Likert-type scale, subjects were asked to rate their partici-

pation in intramurals, social events and dating frequency.

Answers could range from "never" to "seven or more times per month."

Subjects were also asked to provide their grade point averages,

major, age, gender and residence hall.

Analysis of Data

Three statistical procedures were used to analyze the data for

this study. Analysis of variance was used to determine if there

were differences between freshmen living off-campus and those

living in residence halls. ANOVA was also used to compare groups

according to their living group. In addition, all men and all

women were compared. Correlations between degree of social

support and the independent variables were made. Pearson and

Spearman correlation coefficients were used. And multiple regres-

sion was used to determine if a combination of the independent vari-

ables contributed to the development of a sense of social support.
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CHAPTER IV

RESULTS

The first year of college is a time of adjustment for many

freshmen. This is especially true for those students who chose

to live in residence halls. The level of social support available

within this living environment is one factor that influences the

success of this adjustment. Behaviors that facilitate social sup-

port include feedback, behavioral assistance, guidance, intimate

interaction and positive social interaction.

Social support is important for a number of reasons. It buf-

fers the stress associated with the adjustment to college. And it

also provides students with the knowledge that others have experi-

enced and overcome the difficulties that characterize the freshmen

year. Environmental and personality variables influence the level

of social support that freshmen experience. This chapter reports

the results of the statistical analysis that describes the relation-

ships between social support and these independent variables.

Subjects for this research were freshmen who lived in single-

sex and coeducational residence halls. A comparison group of

freshmen, who lived off-campus in housing that was not recognized

by the university, was also included in the study. Freshmen at

this university are required to live in some type of university-

recognized housing, unless they live with their parents. As a re-

sult, there were only a limited number of off-campus freshmen to

survey for this research. Additional complications occurred be-

cause a number of the off-campus freshmen in this study were older-

than-average students. These individuals were removed from the

sample which left a total of thirty students in the off-campus

group.

Analysis of variance was used to test for differences in the

level of social support experienced by these two groups. The data
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obtained from freshmen living in residence halls were further

tested with an analysis of variance technique. This was conducted

to determine if differences within the residence hall sample

could be attributed to gender or to the different types of resi-

dence halls included in the study. The .05 level of significance

was the maximum criterion level used with the ANOVA technique.

Correlation coefficients were used to measure the signifi-

cance of the relationship that existed between social support and

each of the independent variables. Pearson product moment corre-

lation coefficients were used with the continuous variables.

These were sense of identity, interpersonal orientation, adjust-

ment to college, and grade point average. With the categorical

variables, the Spearman rho correlation coefficient was used.

Variables classified as categorical in nature were participation

in extracurricular activities and gender of subject. The .05

level of significance was used as the maximum criterion level for

both types of correlation coefficients.

A research question was included with this study. It asked

if there were predictable variables that contributed to a sense

of social support within residence halls. In order to answer this

question, a multiple regression equation was used. The .05 level

of significance was selected to determine if variables were pre-

dictive of social support.

Presentation of the Results

HYPOTHESIS 1: There is no significant difference in the
level of social support experienced by freshmen living
in single-sex halls, in coeducational halls, or in off-
campus housing.

Analysis of variance was used to compare the level of social support

experienced by subjects living in the different settings investi-

gated in this research. A significant difference, at the .05 level,

was found to exist between the living groups, as shown in Table 1.
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TABLE 1. Differences in social support in coeducational halls,
single-sex halls and in off-campus housing

Source D.F. Sum of Squares Mean Squares F Ratio F Prob.

Between
groups

Within
groups

TOTAL

5

301

306

10150.6203

218974.3960

229125.0163

2030.1241

727.4897

2.791 .0176

Tukey's test for multiple comparison was used to locate the

source of difference among the three living groups. Unfortunately,

Tukey's test failed to accomplish this because of the high variance

in scores for each living group. It is possible to note in Table 2

the differences among the groups by comparing mean social support

scores.

TABLE 2. Mean social support scores for freshmen in coeducational,
single-sex and off-campus housing

Living Group Mean Social Support Score Standard Deviation

Coeducational
Hall #1

Coeducational
Hall #2

Single-sex
Male Hall

Single-sex
Female Hall

Off-campus

101.47

93.69

97.14

107.26

92.17

30.03

22.10

28.04

25.33

28.17

The significant differences in the level of social support ex-

perienced by these living groups indicate that it is appropriate

to reject Hypothesis 1. This difference prompted additional
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investigation of the data. Analysis of variance was used to test

for gender differences in perceived level of social support among

the residence hall groups. The results of this analysis, shown in

Table 3, indicate that a gender difference in the level of social

support exists and is significant at the .001 level.

TABLE 3. Gender differences in social support

Source D.F. Sum of Squares Mean Squares F Ratio F Prob.

Between
groups

Within
groups

TOTAL

1

258

259

13955.9547

175767.8107

189723.7654

13955.9547

681.2706

20.485 .000

Table 4 compares social support scores according to gender and

type of residence hail.

TABLE 4. Mean social support scores for men and women in coeduca-
tional and single-sex residence halls

Males
Mean S.D.

Females
Mean S.D.

Single-sex
halls

93.69 22.10 107.26 25.33

Coeducational
halls

92.00 25.67 107.73 30.68

HYPOTHESIS 2: There is no relationship between the level
of social support and the degree of interpersonal orienta-

tion expressed by freshmen living in residence halls.
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Pearson correlation coefficients were used to determine the

relationship between the two continuous variables of social

support and interpersonal orientation. The coefficient of .255,

where p = .001, indicates that a significant relationship exists

between these two variables, as indicated in Table 5. Therefore,

it is possible to reject Hypothesis 2.

HYPOTHESIS 3: There is no relationship between the level
of social support and the degree of interpersonal orienta-
tion expressed by freshmen living off-campus.

The data gathered from freshmen living off-campus indicated that

no significant relationship existed between the continuous vari-

ables of social support and interpersonal orientation. The

Pearson coefficient for this relationship was .1945, where p =

.51. This sample was also tested for gender differences in the

relationship between social support and interpersonal orientation,

however, none was found. As a result, Hypothesis 3 is retained.

HYPOTHESIS 4: There is no relationship between the level
of social support and the sense of identity experienced
by freshmen living in residence halls.

For the purpose of this study, sense of identity was measured by

the Erwin Identity Scale. This instrument assesses sense of iden-

tity through three separate subscores. Identity is measured in

terms of confidence, sexual identity, and conceptions about body

and appearance. In order to test Hypothesis 4, three subhypothe-

ses that tested the relationship between social support and each

of these variables were developed.

HYPOTHESIS 4a. There is no relationship between the level
of social support and the sense of confidence experienced
by freshmen living in residence halls.

Pearson correlation coefficients were used to test the relation-

ship between these two continuous variables. A coefficient of



TABLE 5. Summary of the correlations (r) and significance levels (p) between social support and the
independent variables of Interpersonal Orientation (JO), Confidence (Con), Sexual Identity
(SexI), Adjustment to College (AC), and Grade Point Average (GPA)

Hall N IO Con SexI AC GPA

(r) (p) (r) (13) (r) (p) (r) (P) (r) (P)

Coeducation-
al Hall #1

77 .2756 .1500 .2367 .2179 .1969 .2693 -.2658 .1551 -.2842 .1869

Coeducation-
al Hall #2

51 -.2410 .2785 .0210 .2385 -.0580 .3929 -.1881 .3000 -.1689 .2643

Single-sex
male hall

55 .1853 .2426 -.1055 .3646 -.0062 .3176 -.2667 .1890 -.1173 .3459

Single-sex
female hall

77 .4559 .0500 .0487 .3300 .0625 .3582 -.0353 .2900 -.0613 .3114

0ff-campus 30 .1945 .5103 .2909 .0590 .0978 .3041 -.2292 .1120 .0912 .3161

TOTAL for ** * * ** *

residence
halls

260 .2245 .0010 .1130 .0340 .1261 .0210 -.2194 .0010 -.1332 .0160

*
Significant at the .05 level.

**
Significant at the .01 level.
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.1136, where p = .034, shown in Table 5, indicates a significant

relationship between social support and confidence level. There-

fore, Hypothesis 4a is rejected.

Analysis of variance was used to determine additional infor-

mation about the differences between social support and confidence.

The results suggested that there were no differences in the sample

due to gender or due to the type of residence hall where students

lived.

HYPOTHESIS 4b: There is no relationship between the level

. of social support and the degree of sexual identity among
freshmen living in residence halls.

Use of the Pearson correlation coefficient indicated that a signi-

ficant relationship existed between social support and sexual

identity, as shown in Table 5. The results of this correlation in-

dicate an r value of .1261 that was significant at the .021 level.

Therefore, Hypothesis 4b was rejected.

HYPOTHESIS 4c: There is no relationship between the level
of social support and conceptions about body and appearance
among freshmen living in residence halls.

According to Pearson coefficient, where r = -.137, and p = .413,

no relationship exists between social support and conceptions

about body and appearance. Analysis of variance was used to deter-

mine if differences due to gender or type of residence hall existed.

None were found to be significant. As a result, Hypothesis 4c was

retained.

HYPOTHESIS 5: There is no relationship between the level
of social support and the sense of identity experienced
by freshmen living off-campus.

Measuring the sense of identity experienced by off-campus freshmen

was again assessed with the Erwin Identity Scale. For this

sample, correlations between social support and the three vari-

ables of confidence, sexual identity and conceptions about body
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and appearance were conducted. The only significant relationship

was between level of social support and confidence, where a corre-

lation coefficient of .2909 was significant at the .05 level.

HYPOTHESIS 6: There is no relationship between the level
of social support and the degree of positive adjustment ex-
perienced by freshmen living in residence halls.

Pearson correlation coefficients were used to determine the rela-

tionship between the continuous variables of social support and

adjustment to college. Freshmen living in residence halls indi-

cated a negative correlation between social support and adjustment

to college. The correlation coefficient of -.2194 was significant

at the .001 level. This statistic states that a low adjustment

score, indicative of a positive adjustment to college, was signi-

ficantly correlated to social support. In contrast, a positive

sense of social support was indicated by a high score. As a re-

sult, the significant negative correlation between social support

and adjustment to college, as listed in Table 5, makes it possible

to reject Hypothesis 6.

HYPOTHESIS 7: There is no relationship between the level
of social support and the degree of positive adjustment
to college experienced by freshmen living off-campus.

Use of Pearson's correlation coefficient indicated no significant

relationship between adjustment and social support for this group

of freshmen. A correlation of -.2292 that was significant at the

.112 level indicates that Hypothesis 7 is retained.

HYPOTHESIS 8: There is no relationship between grade point
average and level of social support experienced by freshmen

living in residence hails.

The relationship between these continuous variables was determined

with a Pearson correlation coefficient. A negative correlation,

where r = 0.1332, significant at the .016 level, was found.
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significant relationship between social support and grade point

average, it is appropriate to reject Hypothesis 8.

Analysis of variance was used to determine if differences in

grade point averages were related to gender or to the type of

residence hail where students lived. No significant difference

in grade point average existed between men and women. However,

a relationship between grade point average and type of living

environment was found. An F statistic of .0343 indicates a sig-

nificant difference among the grade point averages of freshmen

living in different types of living environments. Table 6 summar-

izes the analysis of this test.

TABLE 6. Differences in grade point averages due to living
environment

Source D.F. Sum of Squares Mean Squares F Ratio F Prob.

Between
groups

Within
groups

TOTAL

5

301

306

4.7233

116.3847

121.1080

.9447

.3867

2.443 .0343

Tukey's test for multiple comparisons was used to locate the

source of difference among all the living groups included in this

study. This indicated that freshmen in coeducational residence

halls had the lowest grade point averages. In contrast, freshmen

living off-campus earned the highest grade point averages of sub-

jects included in this research, as shown in Table 7. No signifi-

cant differences were found to exist between other groups in this

study.
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TABLE 7: Mean grade point averages for freshmen in coeducational
halls, single-sex halls, and off-campus housing

Living Group N Mean GPA Standard Deviation

Coeducational 77 2.724 .6531

Hall #1

Coeducational 55 2.827 .6508

Hall #2

Single-sex
male hall

51 2.784 .6495

Single-sex
female hall

77 2.762 .5974

Off-campus 30 3.134 .5537

HYPOTHESIS 9: There is no relationship between grade point
average and level of social support among freshmen living

off-campus.

In order to test this hypothesis, Pearson correlation coefficients

were used. A correlation of .091 significant at the .316 level

indicates that there is no relationship between these two contin-

uous variables. Therefore, Hypothesis 9 is retained.

HYPOTHESIS 10: There is no relationship between participa-
tion in extracurricular activities and the degree of social
support experienced by freshmen living in residence halls.

Participation in extracurricular activities includes many differ-

ent types of events. In order to better address the diversity of

this variable, it was divided into participation in intramural

sports, attendance at residence hall social functions, and fre-

quency of dating. The categorical data for this hypothesis were

analyzed with Spearman Brown correlation coefficients. These re-

sults, summarized in Table 8, indicated that a significant rela-

tionship was found between social support and frequency of dating,

where an r value of .1995 was significant at the .001 level.
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TABLE 8: Correlation coefficients (r) and significance levels (p)
for relationships between social support and attendance
at residence hall social functions (RHAC), participation
in intramural athletics (IM), and frequency of dating
(Dating)

RHAC IM Dating

(r) (P) (r)

Residence hall .0078 .451 -.0491

freshmen

Off-campus .1795 .172 .2181

freshmen

(p)

.216

.124

(r) (P)
*

.1994 .001

.3894 .017
*

*
Significant at the .01 level.

HYPOTHESIS 11. There is no relationship between participa-
tion in extracurricular activities and the degree of social
support experienced by freshmen living off-campus.

Spearman Brown correlation coefficients were used to test the re-

lationships between social support and attendance at residence

hall social functions, participation in intramural sports, and fre-

quency of dating. A significant relationship was found between

social support and frequency of dating. A correlation coefficient

of .3994 was significant at the .017 level. No additional corre-

lations were significant, as indicated in Table 8.

One research question was asked in this study: Are there

specific and identifiable variables that cause students to feel

a sense of social support within the residence hall environment?

In order to determine an answer for this question, multiple

regression techniques were used. This method analyzed the degree

of variance in the dependent variable, social support, as a re-

sult of the independent, continuous variables researched in this

study. Including all of these independent variables in a multiple

regression equation accounted for 27.5 percent of the total vari-

ance. Of the continuous variables included in the regression



41

equation, only interpersonal orientation and adjustment to college

were significant at the .05 level. These values were .0041 and

.0228, respectively.

Categorical variables included in the regression equation re-

vealed no significant results. Consequently, the variables inves-

tigated for this study described only part of the factors that

contribute to a sense of social support within residence halls.

Table 9 presents additional information from the regression

equation.

TABLE 9. Relationship between social support and continuous
variables

Continuous Variables Confidence Interval Significance Level

Confidence

Sexual identity

Conceptions about body
and appearance

Interpersonal orientation

Adjustment to college

Grade point average

.388

-.128

-.912

2.898

-2.293

-1.865

.6985

.8982

.3630

*

.0041
*

.0228

.0636

*
Significant at the .05 level.
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CHAPTER V

SUMMARY, DISCUSSION, CONCLUSIONS
AND RECOMMENDATIONS

Summary of the Study

Social support is an important characteristic within a com-

munity setting. It can facilitate the development of interpersonal

resources needed to alleviate stress. Or in routine situations

social support can act as a buffering agent. Here, socially sup-

portive behaviors provide group members with the knowledge that

current stress will decrease. Social support also provides indi-

viduals with the knowledge that others have successfully dealt

with and survived difficult situations (Blakely, 1979; Murrell,

1973). Social support consists of behaviors such as feedback,

guidance, behavioral assistance and intimate interaction (Barrera

& Ainley, 1983).

Research about social support is becoming increasingly impor-

tant in the fields of education and community psychology. Social

support represents one means of providing services or information

to individuals prior to the occurrence of mental health problems.

Some of the best sources for social support are community members

who have the natural ability to deal with problems experienced by

peers (Gottlieb, 1983).

Social support exists in traditional neighborhoods, but it also

it prevalent within student communities that form in residence halls.

In higher education, students who experience personal difficulties

seldom seek out professional counselors. Instead they rely on the

assistance of their peers (Gottlieb, 1978; Blimling & Miltenberger,

1981).

The purpose of this study was to determine the degree of

social support among freshmen living in residence halls. This in-

formation gives an indication of informal helping relationships that
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exist in this environment. Another aspect of social support is

that it represents one measure of a student's adjustment to college.

In the final analysis, many variables interact to influence whether

or not a student has a positive experience within higher education.

Social support represents a baseline about this adjustment process

within the residence hall setting.

Several independent variables were tested in order to describe

the relationship that exists between them and the level of social

support within the residence hall community. These variables were

selected because of their relevance to college students and to the

developmental experiences that characterize this stage of life. The

independent variables were continuous and categorical in nature.

Continuous variables included sense of identity, interpersonal

orientation, adjustment to college, and grade point average. The

categorical variables included gender of subject, type of residence

hall, and participation in extracurricular activities.

Instruments used in this research were the Erwin Identity

Scale, the Inventory of Socially Supportive Behavior, the Inter-

personal Orientation Scale, and the College Freshmen Adjustment

Scale. Data for the categorical variables were gathered by means

of a brief form developed by the author.

The sample for this research consisted of three hundred six

freshmen students who live in residence halls and in off-campus

accommodations. The off-campus housing was not recognized as uni-

versity sponsored living groups. This part of the sample included

only thirty students. Interpretation of the data was conducted in

several ways. Analysis of variance (ANOVA) was used to test the

differences in social support between residence hall and off-campus

freshmen. Comparisons were also made using ANOVA to test for gender

differences and for differences due to the type of residence hall.

Further tests for significant relationships were made by using

Pearson Brown and Spearman Rho correlation coefficients. Finally,

multiple regression was used to determine if there was a predictable
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set of independent variables that contribute to a sense of social

support among freshmen living in residence halls.

Discussion

The variables tested in this research originate from theory

in the disciplines of student development and human development.

Person-environment theory, from the field of student development,

states that a positive "fit" between person and living environment

will increase satisfaction with the living environment.

Social exchange theory originates from the human development

field. It proposes that human relationships can be conceptualized

in terms of economic as well as psychological principles. Accord-

ing to this theory, individuals enter into relationships with the

intent to maximize rewards while they minimize the psychological

costs associated with relationships. These theories will both be

used in the interpretation of the following research results.

One of the significant findings of this research was that

women living in a single-sex residence hall experienced more

social support than men living in a single-sex residence hall.

These results are consistent with other research that indicates

similar findings about gender differences in social support

(Leavy, 1983).

Burke and Weir (1978) offer one reason explaining why these

gender differences exist within this age group. They state that

women experience a great deal of pressure during the college years.

Women are socialized into a feminine role, but at the same time

expected to be competitive. These conflicting expectations create

pressures that cause women to seek out supportive relationships.

The occurrence of the highest degree of social support among

women in single-sex residence halls is in contrast to earlier

research descriptive of social support within coeducational resi-

dence halls. This research described coeducational halls as being
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friendlier, having more interpersonal communication, and proving

greater mutual support than single-sex halls (Brown, 1973; Corbett

& Sommer, 1972; Moos & Otto, 1974; Schroeder & LeMay, 1973).

A number of explanations can be given for the differences be-

tween the results of these classic studies and the outcome of

this research. A decade has passed since the completion of the

earlier research about social support in coeducational residence

halls. Since that time perceptions about women and their roles in

society have changed. This is apparent not only by the entrance

of women into traditionally male-dominated professionals, but also

by the success women experience in these fields (Gerdes, Sunday &

Imperatrice, 1981).

Changes in the professional aspirations of women were apparent

in this sample of freshmen. Out of the total sample of freshmen

women living in this single-sex hall, 57 percent indicated that

their major was in a traditionally male-dominated field. These

majors included electrical engineering, mechanical engineering,

computer science, business and medicine. As a result, social

support within this living group not only provided peer interac-

tion but it also provided support necessary for academic success

in traditionally male-dominated majors.

Whether a residence hall is coeducational or single-sex in-

fluences the level of social support in these communities.

Another factor that affects the level of social support within a

residence hall is the attitudes that students have toward their

peers. Swap and Rubin (1983) define this interest and concern

for others in the living environment as interpersonal orientation.

The relationship between social support and interpersonal orien-

tation was addressed by Crandal (1980). As one of the early re-

searchers in the field of community psychology, Crandal described

interpersonal orientation as a crucial variable in the development

of social support.

The current study supports Crandal's findings. A strong re-

lationship was found to exist between social support and
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interpersonal orientation. These results suggest that the indivi-

dual who engages in behaviors such as feedback, guidance, and posi-

tive social interaction is also likely to be interested in and

react to the variations in the behavior of others.

Recent works within student development literature provide

descriptions of modern college students (Stodt, 1982; Buckley,

1982; Levine, 1980). According to these findings interpersonal

orientation is not characteristic of students. Instead students

are described as being part of the "me-generation." Their pri-

orities include academic success, marketable college degrees,

and'the eventual achievement of a comfortable lifestyle (Levine,

1980). This study conflicts with these findings. In contrast

to statements about the egocentric nature of college students,

these results suggest that freshmen in this sample demonstrated

a high degree of interest and concern for individuals other than

themselves.

Another significant relationship found in this study was

the high correlation between social support and adjustment to

college. Adjustment to college includes measures of personal,

academic and social satisfaction that students experience. The

instrument used to gather this information also assessed the

match that exists between the person and the university. This

measure of adjustment to college is an indication of the person-

environment "fit" experienced by students.

According to person-environment theory, a positive "fit" is

indicative of student satisfaction with a given environment.

This study suggested that a strong relationship existed between

social support and adjustment to college. Consequently, it seems

that a student's perceptions of social support within the resi-

dence hall are also reflective of an individual's sense of "fit"

with that environment.

Additional analysis of the data also stressed the relevance

of interpersonal orientation and adjustment to college. Multiple

regression identified these two independent variables as
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predictors of social support within a residence hall environment.

This relationship is not only statistically significant but is

functionally significant as well. The functional relationship

between these variables and social support is substantiated by

principles from social exchange theory.

Social support is likely to occur within a residence hall

environment if group members experience a positive sense of ad-

justment and if individuals have an orientation to others. Social

exchange theory presents an explanation of why individuals behave

in this way. According to this model, human interactions can be

conceptualized in terms of psychological and economic conditions.

A basic drive in relationships is to maximize psychological pro-

fits while minimizing psychological costs.

The instruments used to assess these two independent vari-

ables allow respondents to rate the occurrence of behavior that

facilitates the formation of interpersonal relationships. For

example, subjects are asked to rate among other things their inter-

est in knowing "what makes people tick" and to describe the fre-

quency of self-disclosure with others. Students were also asked

to indicate if they were outgoing, at ease with people, or involved

with activities in their living group.

Consequently, the results of this research indicated that

these behaviors influence the level of social support that de-

velopes within residence halls. In a social exchange framework,

the psychological profits from these interactions are greater

than the psychological costs. The end result of these interac-

tions is a positive sense of social support within residence

halls. The presence of this social support is important to the

student and also to the university.

The importance of the relationship between social support and

the variables of interpersonal orientation and adjustment to

college is reflected in the importance students place on the

residence hall environment. The results of Moos' research (1979)

indicated that students described experiences associated with their
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living group as being the most significant of the college years.

Group living is also important because of the socialization pro-

cess that group members experience. Here students are exposed to

and learn from the values, behaviors and beliefs of other students

(Peretti, 1980).

With this information, it is possible to understand how the

individual student benefits from a positive "fit" between the per-

son and the residence hall environment. This fit also benefits

the university at large, especially in the area of retention. The

emphasis on retention is due to a decrease in the number of tra-

ditionally aged college students and to the high drop out rates

that characterize freshmen classes (Mayhew, 1982). Typically,

freshmen who drop out of the university use personal, social, or

environmental reasons to justify this decision (Dressel, 1979).

The results of this research suggest that a residence hall where

social support exists may improve a freshman's likelihood of re-

maining at the university.

The academic performance of freshmen is a frequent concern

for all professionals within higher education. Several researchers

have investigated the relationship that exists between social

support and academic performance. The results indicate that social

support during final examinations or during orientation programs

can improve academic performance (Griffore & Griffore, 1983;

Hirsche, 1979). The positive effect that social support has on

academic performance was also stated in classic research within

the field of student services (Astin, 1977; Chickering, 1974).

They state that students who live in residence halls earn higher

grade point averages because of access to educational resources and

to professors.

This study found an inverse relationship between grade point

average and level of social support. These results are difficult

to interpret because existing research provides conflicting infor-

mation about academic performance and how residence halls influence

it. For example, Schuh (1982) found that freshmen students assigned
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to temporary housing earned lower grades. In contrast to this,

Heif E Chaill (1982) found that students in temporary housing had

grade point averages. similar to freshmen with typical room

assignments.

The confusion about how residence halls influence grade point

averages can be increased by reviewing information about general

academic success. A number of variables have been found to in-

crease students' grades, such as declaring a major early in the

college career (Chase & Keene, 1981). Experiences prior to college

also influence grade point average. Specifically, being from a

rural area or earning high grades during high school are indicative

of academic success during college (Dawkins & Dawkins, 1980).

Levels of reinforcement also have an effect on the grades students

earn. This is true of reinforcement from instructors and from

parents (Change, Berger E Change, 1981; Mulran & Reitze, 1980).

As a total group these studies suggest that academic success

or failure is influenced by a number of factors. Because of this

it is difficult to draw conclusions about the academic performance

of students living in residence halls. However, it may be possi-

ble to understand the relationship between social support and

grade point average in this study, by referring to the definition

of social support.

By definition, socially supportive behavior consists of inti-

mate interaction, feedback, behavioral assistance, guidance, and

positive social interaction. These behaviors provide an individual

with the reassurance that others have experienced and overcome

similar difficulties (Barrera & Ainley, 1983). With this frame-

work it is possible to interpret the inverse relationship found

to exist between social support and grade point average.

The sample of freshmen included in this study had a wide

range of grade point averages. Some students experienced more

academic success than others. A number of variables contribute

to how well students perform academically. However, independent

from that information, the results of this study would suggest
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the importance of social support within the residence hall setting.

Specifically, the student experiencing academic frustrations was

able to find supportive relationships within the residence hall

setting. It is also possible that these relationships helped to

improve the "fit" between the student and the university. The

ultimate advantage of this situation is that freshmen remain en-

rolled at the university.

Social support and the independent variables in this study

describe interactions that occur between students in residence

halls. This research study also gathered similar data from fresh-
-

men living off-sampus. Analysis of this data indicated that these

students experienced less social support than freshmen living in

residence halls. Compared to students living in residence halls,

these freshmen may not have been faced with the same degree of

adjustment to college. Typically, the off-campus freshmen lived

at home, or in a setting where they did not deal with a group

livng situation.

Another significant difference was found to exist between

off-campus students and students in one of the coeducational halls.

With this particular comparison, the off-campus students had sig-

nificantly higher grades than students in this coeducational hall.

No other differences in grade point averages were found between

the off-campus students and the remainder of the residence hall

sample.

The differences between the two samples included in this re-

search were significant. However, it is important to interpret

the results from the off-campus sample of freshmen with some

caution. Freshmen at Oregon State University are required to live

in university sponsored housing, unless they live with parents or

other relatives. Consequently, the number of traditionally aged

freshmen living off-campus is small and data about this group may

not be descriptive of all off-campus students.

Another issue investigated was the relationship that exists

between social support and sense of identity. Early research on
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sense of identity stated that it is influential in personal rela-

tionships that develop between college students (Chickering,

1969). For the purposes of this study, sense of identity was

divided into the areas of confidence, sexual identity, and con-

ceptions about body and appearance. A strong relationship was

shown to exist between social support and the variables of confi-

dence and sexual identity.

According to the field of community psychology, social sup-

port is one of the key variables in the community development

process (Gottlieb, 1983). The strong relationship that this study

found to exist between confidence and social support suggests that

the confidence level of group members also facilitates community

development. Confidence is the ability to have faith in self and

in the skills of others. It is also the ability to know when it

is appropriate to make use of these resources. The self-confident

student is also comfortable expressing beliefs and making decisions

(Erwin, 1977). These skills related to confidence levels are con-

sistent with the socially supportive behaviors of behavioral assis-

tance, feedback, guidance and positive social interaction.

The field of community psychology approaches problem solving

within living environments from the following perspective. Reso-

lution of problems occur when individuals make good use of inter-

personal resources and when they are confident in themselves. Solu-

tions to concerns happen independent from the help of professionals.

This reliance and confidence in the abilities and insights of self

and others is a recurrent theme throughout the social support

literature (Gottlieb, 1983; Leavy, 1983; Blimling 4 Miltenberger,

1981).

The importance of the relationship between confidence level

and social support is apparent in a non-supportive environment.

As a group, students in this type of environment can be charac-

terized by their lack of involvement. This refers to their limited

participation in and attendance at various types of activities (Van

Dort F4 Moos, 1982).



52

Low levels of confidence are also apparent in non-supportive

environments. Mishara (1982) discussed the mental health problems

that are typical of students who live in non-supportive environ-

ments. He indicates that lack of confidence is a common trait

among these individuals.

This research also indicated that a significant relationship

existed between social support and sexual identity. Sexual iden-

tity, one of the three components of sense of identity, is defined

as the clarification and acceptance of an individual's sexual feel-

ings. The student with a high degree of sexual identity recognizes

these feelings as normal and feels no guilt because of them (Erwin,

1977).

The relationship that exists between sexual identity and

social support suggests that students in residence halls are com-

fortable discussing sexuality with their peers. This appears to

be the case for single sex as well as coeducational residence

halls. However, the casual interaction that occurs between men

and women in coeducational residence halls provides a non-

threatening atmosphere in which students are able to interact

with and learn about members of the opposite sex. According to

the results of this research, these interactions foster a sense of

social support within the halls. At the same time, these peer in-

teractions assist the individual to accept sexual feelings, and to

recognize them as a normal part of the maturation process.

In addition, analysis of variance was used with several cate-

gorical variables in the general area of participation in extra-

curricular activities. In order to better describe this variable

it was broken into frequency of dating, attendance at social

events and participation in intramural athletics. The only sig-

nificant relationship existed between social support and frequency

of dating.

This research found no relationship between social support and

the other two parts of extracurricular activities. These findings

are in sharp contrast to earlier research. Participation in
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intramural athletics and social activities were beneficial in help-

ing students establish supportive relationships (Astin, 1977).

Other research states that involvement in extracurricular activi-

ties happens because students enjoy the social support connected

with relationships that develop in this setting (Gibb, 1982).

Additional research is needed to clarify these contradictions

about social support and extracurricular activities.

Conclusions

In conclusion, this research suggests that social support is

a complex variable. Within a residence hall, variables such as

gender of students or type of residence hall influence the degree

of social support that evolves. Personality characteristics are

also influential. Interpersonal orientation and adjustment to

college were found to be the best predictors of the level of social

support that occurs in residence halls.

Much of the research in student services relies on a founda-

tion provided by Chickering's classic research on the developmental

process experienced by college students. Early research about stu-

dent development found that personal relationships were affected by

a student's sense of identify. This study found a significant re-

lationship between sense of identity and social support. For the

college freshmen, dealing with academic competition creates stress

and frustration. The presence of social support can buffer these

pressures. In terms of dealing with academic frustration, this

study indicated an inverse relationship between grades and social

support. Many factors affect academic performance. However, one

explanation for this relationship was that social support develops

to alleviate the frustrations of academic failure.

College freshmen experience many other types of difficulties

in addition to academic failure. These individuals seldom contact

professional helpers. Instead, they consistently rely on assis-

tance of their peers. The social support that evolves from these
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interactions verifies that individuals have the capabilities to

deal with and reach resolution for the difficulties they face.

This method of problem resolution is the focus of community

psychology. Community psychology works to establish living set-

tings where individuals experience a positive "fit" with the en-

vironment. The existence of social support between peers within

this setting is greatly desired. Social support facilitates posi-

tive interactions between community members. It also provides

them with the reassurance that they can successfully resolve diffi-

cult issues in their lives.

Suggestions for Further Study

1. Statistical analysis of this data indicated significant differ-

ences in the level of social support within this sample. Addi-

tional research is needed in order to explain why these

differences exist.

2. The results of the regression equation used in this study sug-

gested the need to investigate additional variables that may

influence the level of social support in residence halls and

in off-campus housing.

3. Replication of this study with equal, matched sample sizes

would better describe differences between residence hall and

off-campus freshmen.

4. Alternative means of measuring participation in extracurricular

activities is needed.
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Office of
Student Services

Dear Student,

Oleg on
stat

University Corvallis, Oregon 97331 (503) 7543661

January 27, 1984

Your cooperation and help is needed. In order to provide better
services to you, the university needs information that only you
can provide. A questionnaire is enclosed with this letter. Please
complete it and return to your residence hall desk this weekend.

We realize that your schedule is busy. Therefore we will provide
a 25c incentive, after you return your completed survey to the
desk in your residence hall.

Your participation is important because you are one of a small
number of students selected to assist with this project. Do

not include your name on the survey; all responses will be kept
confidential. Each survey is numbered to remind students who
nave not returned theirs.

This project is being supervised by Dr. Jo Anne Trow, Professor
of Education at Oregon State University.

Your cooperation is greatly appreciated. Thank you very much.

Sincerely,

Dann Grindeman
PhD Candidate
Cauthorn Hall, Head Resident

Oregon State University rs an Affirmative Action/ Eoual Opportunity Employer
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Student Housing and
Residence Programs

OrAczn.
University

January 30, 1984

Dear Student,

Corvallis, Oregon 97331-2135 1031 n4-071

Several days ago you received an important survey in your
mailbox. This is just a reminder to return it to the front
desk in your residence hall, as soon as passible.

Your participation is so crucial that we are willing to
acknowledge it with 251, after you return the completed
survey to your hall's front desk.

Your response is necessary for the project's success.
Please take the time to complete the questionnaire in the
next two days.

Thank you very much for your help.

Sincerely,

Dann Grindeman
Cauthorn Hall, Head Resident
PhD Candidate

Oregon State University is an Affirmative Action/Easel Opponunity Employer



64

Office of
Student Services

Dear Student,

Osregon
tate

University Corvallis, Oregon 97=1 (503) 7544151

January 27, 1984

Your cooperation and help is needed. In order to understand you and
your needs as a student, the university needs information that only
you can provide. Your participation is important because you are one
of a small number of students selected to take part in this project.

A questionnaire is enclosed with this letter. Please complete it
and return it in the self addressed, stamped envelope. Your
responses will remain confidential and no individual scores will
be reported.

In order to insure the success of this project, please return the
questionnaire by Tuesday, February 7, 1984.

Please relax for a moment and complete the survey. The quarter is
enclosed as an incentive and to express our appreciation for your
assistance.

Thank you for your help with this project. This research is being
supervised by Dr. Jo Anne Trow, Professor of Education at Oregon
State University.

Sincerely,

Dann Grindeman
PhD Candidate

Oregon State University is an Affirmative Action/ Equal Opportunity Employer



Student Housing and

Residence Programs

February 6, 1984

Dear Student,

Oregon
university Corvallis, Oregon 97331-2135 /KM 7$44/71

Several days ago you received an important survey in the mail. Please

take the time to complete the survey. Return it in the self-addressed,

stamped envelope provided with the original mailing.

Your participation is very important. Many students have already returned

their surveys. But to ensure the success of this project, your responses

are needed.

Thank you very much for your cooperation.

Sincerely,

ann Grindeman
PhD Candidate

Oregon State University is an Affirmative Action/Equal Opportunity Employer
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INSTRUCTICNS
THE FOLLOwING SERIES OF =mem DESCRIBES How PEOPLE SOMETIMES FEEL ABOUT Thesr...YEs AND

011.11t PEOPLE. PLEASE READ EACH STATVENT A.tX RECORD AS ACCuRATELY AS POSSIBLE iscxnuLazai
EACH STATEVIT IS. Sat-TIMES PEOPLE TRY TO MAKE THEMSELVES OUT TO BE BETTER THAN THEY REALLY ARE.
THEREFORE, THE CUESTIONNAIRE INCLUDES SCPE :TELLS TO CHECK 04 THIS. THE FIRST THING TIT :CMS TO
rout MIND Is krusLy THE 3EST RESPONSE, 714ERE MAY RE ME OR THO STATEMENTS THAT 00 NOT DIRECTLY
APPLY To vou; HOWEVER, TRY TO ANSWER THEM AS THEY MIGHT APPLY TO YOU IN A HYPOTHETICAL SITUATION.
Reese THERE ARE NO RIGHT OR WRUNG ANSWERS SO DO :CT SPELT Too muCH TIME DECIDING CAI A CORRECT
woe, REspoND To THE STATEMENTS IN OMER AND DC NOT LEAVE CUT ANY RESPONSES.

FOR EACH STATEMENT ASK YOURSELF: H:W TRUE is ;His of NE?

A

VERY TRUE SOMEWHAT NOT SURE SOMEMAT noT AT ALL
OF ME TRUE OF NE CR NEUTRAL UNTRUE OF ME TRUE OF PIE

ABODE 1. IAm AS SURE OF MYSELF AS mOST OTHER PEOPLE SEEM TO SE SURE CF THEMSELVES.

ABODE 4, ; HAVE Fin= ONE OF THE EASIEST WAYS To MAKE FIRIENDS WITH OTHERS IS TO SE THE KIND
OF PERSON THEY WOULD LIKE YE TO Et,

Asc:E 3. IT SEEMS LIKE wHENITRUST KrECNE TO WHOHIAM ATTRACTIMIGET HURT.

Aso:1E 4. 1 00 NOT HAVE AS STRONG coNTACL OVER MY FEELINGS As IwCULD LIKE.

A'3 C D F. 5. IT DOES NOT BOTHER ME THAT I AM NOT AS ATTRACTIVE AS oTUER PEOPLE.

ABLDE 6. !RARELY EXPRESS mY FEELI NGS ToAFRIEND FOR 7EAR : WILL. GET HURT.

A 3 C 0 E 7. EN I LOOK IN A :MIRROR AT :MYSELF, I Am SATISFIED WITH THE PHYSICAL MICE I SEE.

A 3 C D E 8. I uSUALLY DO NOT HAVE THE ASSURAIta THAT WHAT I AM DC:NG IS THE BEST THING.

ABOZE 9. ISEL.IEVE THAT PEOPLE SHOuL0 FOL.> AN ESTABLISHED TRESS CODE IN CEP TO SE
ACLPPTED IN A woRK ENvIRONmENT.

A3:03 10. I SOMETIMES REGRET MY BEHAvIOR IN :NPORMAL SOCIAL SITUATIONS (E.G. PARTIES).

A a 0 : E A.. MY FEELINGS OFTEN INTERFERE WITH MY INTERACTIONS WITH OTHER PEOPLE,

A S C 7 E ". IT uSuALLy TAKES SO mucm EFFORT TO mAKE :ECISIONS I WISH SOmE3ODY ELSE WOULD mAKE
omstons FOR 1E.

A B c : e 13. : HAVE MANY DOUBTS Amur *AT IAM GOING TO DC WITH MY LIFE.

AS:DE 14. I FEEL uNC7CCRTABLE WHEN : AM SEEN WWII SOMEONE woo DRESSES :UT CF STYE.

A 3 C D E 15. IF : REALLY LET Go of PEEL:NGs, MM.:3v wOULD NOT DO ANYTHING THAT I wOU:
LATER REGRET.

A B : 0 E 16. WFEti COMPARE MYSELF TO PEOPLE WHOM : THINK ARE EXTREMELY GOOD LOOKING, .

I FEEL INFERICR.

A 3 C 0 E 17. IN MOST SITUATIONS, I HOULD NOT HESITATE TO EXPRESS 3ELLEFS TO THOSE WITH
OPPOSITE BELIEFS.

A 3 c 0 I 18. MOST OF T H E TIME : Am ODIFMTASLE WITH ME FEELINGS.

A3COE 19. IBEME THERE IS ONLY ONE RIGHT PERSON FOR YE WITH wHcm I COULD ESTABLISH A
CLOSE LOVE RELATIONSHIP.

A C E 20. A PERSON slat; ADAPT HIS CR HER APPEARANCE TO THE GROuP THAT HAPPENS TO SE 'WITH
HIM OR HER AT THE TIME.

A 3 C 0 E 21. I tHvY THOSE PEOPLE WO KNOw WERE THEY ARE GOING IN LIFE.

A 3 C 0 F. L. IF I 010 ;CT WEAR THE 3ASIC STYLE OF THAT OTHER PEOPLE wEAR, I WOULD FEEL
LEFT Out AND Vow=

A 3 C 23. IF : SHARED MY TUE FEELINGS WITH A CLOSE FRItC) (mALE OR FEMALE), S/HE wOuL:
PROBABLY THINK LESS OF ME.

ABC0E 24. NO MATTER HG SADIPM,IuSUALLY THINK THINGS WILE. GET BETTER.

A 3 C 0 E 25. EACH DAY PRESENTS NEW CriAL,LEGES THAT I CANNOT WAIT TO OONFRONT.

A 3 C 0 E 26. I FEEL CONFI:SDIT THAT I HAVE CHOSEN CR WILL CHOOSE THE BEST OCOuPATIONAL FIELD
FOR ME.

A 3 C 0 E 27. i AM CAPABLE OF uceltratinrs .MOST =As I READ AsouT.

A 3 c 0 E 28. WEEK I AM muRT SY soscm I CARE FOR, I FIND IT HARD TO TRUST CTHERS FOR QUITE
A LONG TIME.

A 3 C 0 E 29. 1 arm Fer. INFERIOR *MN I =PAPE MYSELF TO :roe FE:FuE.

ABODE 30. !OFTEN HAVE UNEASY THOUGHTS ABOUT THE HAYIAPPEAR TO OTHER PEOPLE.

A 3 C : E 31. t =Ave THERE ARE ONLY A FEW PEOPLE (1 CR 2) IN THE weft; t COLLEEN 3: HAPPY WITH
IN A CLOSE LOVE RELATIONSHIP.

A I C 7 I 32. 100 NOT mIND APPEARING DIFFERENT IN DRESS FROM OTHER PEOPLE SECAUSE THAT IS ME.

A 3 C 6 E 33. NO MATTER HOW HARD I TRY, I DO NOT FEEL PREPARC TO -.TER THE WORKING HMO.

(vv.)



AscDE 34.

ABCDE 35.

A 3 C D E 3E.

A B C 0 E 37.

A 3 : D E 38.

ABCDE 33.

A 3 C 0 E L40,

A 3 : D E 41,

A 3 C 0 E 42.

A 3 C C E 43.

A 3 C E 44,

A ! c E 45.

EvEN THOUGH IT MAY SE C=TRARy TO MY :C.PPAL wISSES, I USUALLY :RES'S TO FIT THE

SITUATION CR WISHES OF OTHERS.

ccNFI:ENcE IS REALLY SHAKEN *EN : SEE SO rANY CAPABLE PEOPLE WITH ABILITIES

AS GOCC CR BETTER THAN MINE.

IF I SEEM TO BE NOT URESSED APPROPRIATELY FOR A ?ARTICULAR SITUATION, I USUALLY

SECOA VERY ANXIOUS MID FEEL CUT OF PLACE.

WHEN I mm A STRANGER IN A GROUP, I OFTEN INTRODUCE mYSELF TO OTHERS.

*en OTHER PEOPLE DISCUSS mcw ImPoRTANT IT IS TO BE HANEY:WM AND PRETTY, I FEEL

3A0Ly AND WISH I WERE 'ORE ATTRACTIVE.

I .CULL) NOT CHANGE mYSTYLE OF CLOTHES JUST BECAUSE MY BOSS INDICATED THAT I SKALD
CRESS mon LIKE mot CR HER,

wHEN I Am IN A CR 'C, I FEEL UNC:AFORTAIILE ABOUT THE WAY I LOOK.

IT IS uNCOmFROTABLE FOR IF TO SPEAK OUT IN GROUPS FCR FEAR MY STATEMENT MAY BE

iNcORRECT.

I REALIZE THAT MOST OF MY FEELINGS AND DESIRES ARE NATURAL A:42 ;42RmAL

lv RELATIONSHIP WITH PEOPLE OF THE OPPOSITE SEX uSuALLY WAVE 30T LASTS: AS LONG

I wCULD

THERE ARE CERTAIN FEELINGS I WAVE THAT I DO rsOT utEERSTMAD.

fly PEELINGs CPT04- covERHAmELm wHEN I TRY TO ESTABLISH :LOSE FRIENDSwIPS,

A 3 cD E 4E. 1 wOUL: NOT PATTERN MY APPEAAANCE AFTER THE DRESS STr.I. WED= BY MY PEER GROUP.

A 3 c 2 E 47. IFASOSS CR TEDCAR CRITICIZES Y wCRK, IT IS USUAL' Y EECAUSE THEY CO tCT UNDER-

STAND ME.

A 3 C 0 E 46. iFREDUENTLY HAVE DOurs THAT1CAN HAVEASUCCESSRA. A:42 sAPPY CLOSE LOVE
RELATIONSHIP.

A 3 C : E 49, JSUAL;..Y :: NOT SMILE EECAuSE : Am uNCWORTABLE 'WITH THE WAY MY VILE LOOKS.

A 3 C C E 50. *4E4 I FALL IN LOA, : AM REASCNABLY SURE OF MY PEELNGs.

A : E 51. I ST:LL HAVE OIFFICULTY :"AKING :S:ISIJ:S FOR :tvSELF.

A E 52. To SAT:Sre mY NESS I MAY TO ES AGGRESSIvE CR CL:..ER.

A 3 : FEEL SOmE GUILT WEN I REALIZE sOw STRONG :Tf FEELINGS ARE.

A .1 54. : :c :A=RSTAre !IYULR VERY

C E 55. : sc. rCT KNOW slYSIELF WELL EN:24H TO :"AKE A FIRM OCCUPATIONAL CHOICE.

E E 5E. :T IS DIFFICULT FCR YE TO ANSWER QUESTIONS LIKE THESE ABOUT MYSELF.

A : C E 57. -AVE TAME mAK11,4 :EC! SONS wHEN OTHER PEOPLE 21SAGREE WITH YE.

A 3 : s 53. EISI WHEN I SAVE MOST CF 7HE FACTS : OFTEN POSTPONE WINE :ECISCNS.

A 3 C E 53. CTsER PE:PLE KNOW wHAT IS SETTER FOR MY L:Pf THAu I DC.

FART ::LSTALA:T:C.Ns

.4! IRE :NTERESTED IN LEARNING AscuT =A ST THE wAyS THAT You FEEL PEOPLE HAVE HELPS: YOU CR TRIED

AFE _ :FE PLEASANT pop YOU OVER THE BLOW THESE INSTRUCTIONS YCU wILL FrLr

A LIRT OF ACTTVITIES THAT OTHER PECIRJ L:%1:7; IN YO,J0 =MEW SOCIAL mIGHT HAVE IC:A!

TO "CU, FOP YCU, OR WITH YOU IN REMTTASS. PLEASE READ EACH Ire." CA1PIALY MAD INDICATE HOw

:FM: THESE ACTIVITIES MAPPEAD TO '12U, IN YOUR CuTtENT LIVIN1 SETTI:41, OMNI THE PAST FOLA 'AEKS.

JSE 714 R0LCNIiO SCALE TO YAKS YOUR RATI:AIS:

,e7 AT AL.. C: ABOUT OtZ:f A wIEEK E: ABOUT EVERY :Ay

3: :TICE CR NICE SEVERAL TIMES A AEA

A 3 C C E T.

A a C 0 f 2.

A 3 : D E 1.

A 3 c 2 E 4

A 3 c O E 3,

A 3 c D E E.

A 3 :
,

A 3 C C E 3.

Asc:E 1,

A : 0 3 11.

ABO:E TT

A B : 0 E f'.

WAS RIGHT THERE WITH YCU (PHYSICALLY) In A STRESSPuL SITUATION.

PROvIDEI YOU WITH A PLACZ WHERE You COULD GET AWAY FOR AwHILE.

WATCH'.' AFTER YOUR POSSESSIONS wHEN YOU 'HERE AWAY (PEWS, Pans, !To).

TOLD YOU WHAT S/HE DID In A SITUATION THAT WAS SIMILAR TO YOURS.

pm sort AcTlv:TY TOGETHER To HELP YOU SET YOUR miND OFF OF THINGS.

TALAED WITH you ASCOT SQ'E INTERESTS OF YOURS.

LET You no+ THAT YOU J SY SCATHING ELL.

wENT WITH you TO scitlig Ho GOLD TAKE ACTION.

TOLD YOU THAT YOU ARE Cx, .:UST THE WAY you ARE.

T:L.: YOU HAT S/HE CUL2 KEEP THE THINGS YOU TALAE: ABOUT PR:vATE, JUST BETWEEN

THE TWO CF YOU.

ASSISTED YOU IN SETMCAGGAL FOR YOURSELF.

':ACE IT CLEAR WHAT WAS .EXPE:71: OF YOU.

vii Ta NEXT PA:Z....
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USE THE FOLLCHING SCALE TO MAID; YOUR RATINGS:
A: NoT AT ALL 5: ONCE OR NICE, C: ABOUT CAKE A WEEK, L: SEVERAL TImES A MK, E: ABOUT EVERY DAY

ABODE 14. SORES= ESTEEM OR RESPECT FORA COMPETENCY OR PERSONAL QUALITY OF YOURS.

ABODE 15. GAVE SOMEANFORMATION ON HON TO DO $01ETHN,G.

ABODE 16. swam= sat ACTION THAT YOU SHOULD TAKE.

A3CDE 17. GAVE YOU OVER 525.

ABODE 18. COFFORTED YOU BY SHINING YOU SCE PHYSICAL AFFECTION.

A B C D E 19. GAVE YOU SORE INFORMATION! TO HELP YOU LNDERSTANDASITUATION YOU WERE IN.

ABODE 20. PROVIDED YOU HIM SOME TRANSPORTATION.

A B C D E 21. CHECIOM BACK WITH TM TO SEE IF YOU FOLLote THE ADVICE YOU WERE GIVEN.

ABODE 22. GAVE YOU CALDER $25.

A B C D E 23. HELPED YOU urassnwo my YOU DIDN'T DO SONETHING WELL.

ABODE 24. LISTENED TO YOU TALK ABOUT MR PRIVATE FEELINGS.

ABODE 25. LOANID OR GAVE YOU SOMETHING (OTHER THAN mONEY) THAT Mu NEEDED.

ABCDE 25. AGREED THAT wHAT YOU WA TED TO DO wAS RIGHT.

ABODE 27. SAID THINGS THAT MADE YOUR SITUATION CLEARER AND EASIER TO uNDERSTAND.

ABODE 28. TOLD YOU HOW S/HE FELT INASITUATION THAT WAS SIMILAR TO MRS.

A 3 C D E 29. LET YOU WI THAT SAE MILL ALWAYS BE AROUND IF YOU NEC) ASSISTANCE.

ABCDE 30. EXPRESSED INTEREST AND CONCERN IN YOUR WELL BEING.

ABCDE 31. TOLD YOU THAT OE FMS VERY CLOSE TO YOU.

A B C D E 32. TOLD YOU WHO YOU SHOAD SEE FOR ASSISTANCE.

ABCDE TOLD YOLI WHAT TO ENIPECT IN A SITUATION THAT WAS =UT TO HAPPEN.

ABODE 34. warm YOU OvER $25.

AWE 35. TAUGHT YOU HOPI TO DO SOMETHING.

A B C D E 36. GAVE YOU FEEDBACK ON maw YOU WERE DOING WITHOUT SAYING IT WAS GC= OR BAD.

ABCDE 37. JOKED AND KIDDED TO TRY TO 043151 YOu UP.

A5cZE 38. PROVIDE) YOU HITHAPLAcE TO STAY,

AscvE 39. PITCHED IN TO HELP YOU DO SOmETHING NAT NEEDED TO GET DOVE.

A B C D E 40. LOANED YOU UNDER $25.

PART 3 INSTRUCTIONS

FOR THIS PART OF THE SURVEY, WE ARE INTERESTED IN N31 YOU DESCRIBE YOURSELF. FOLLOONG THESE
DISTRuCTIONS YOU WILL FIND A LIST CF STATENENTS THAT DESCRIBE YCuR REACTIONS TO OTHER STUDENTS
LIVING ON YOUR FLOOR PLEASE READ EACH ITEM CAREFULLY AND INDICATE TO wHAT WENT EA04 STATEMENT

DESCRIBES YOUR REACTIONS. USE THE FOLLOWING SCALE TO RATE YOUR RESPONSES:

A

VERY DISSIMILAR NEJTRAL SIMILAR vERY

DISSIMILAR SIMILAR

PLEASE READ EACI ITEM CAREFULLY. MAKE YOUR RATINGS BY CIRC.ING THE AMBER THAT DESCRIBES YOU.

ABCDE 1. IwouLD RATHER THINK ABOUTAPERSONAL PROBLE4 BY MYSELF THAN DISCUSS IT WITH OTHERS

ABCDE 2. I CONSIDER MYSELFAFORMING PERSON.

A5CDE 3. OTHER PEOPLE ARE THE SOURCE OF MY GREATEST PLEASuRE AND PAIN.

A 3 C D E 4. I Am INTERESTED IN KNOWI NG WHAT moms PEOPLE TICK.

ABODE 5. WEN I RECENEAGIFT,I FINu MYSELF THINKING ABOUT Hew MICR IT MUST BE WORTH.

AscDE 5. UNDER NO CIRCLSTAICEs wCuLD IEUY SOISTRING I SUSPECTED HAD BEEN STOLEN.

A3cDE 7. I Am GREATLY INFLUENCED BY NEMO= OF THE PEOPLE I Ni WITH..

ABODE 8. scrertmEs THE POST CONSIDERATE THING CNE PERSON CAN DO FOR ANOTHER IS TO HIDE A

BIT OF THE TRUTH.

A 3 C D E 9. SOMETIMES SINPLY TALKING ALOUD ABOUT THINGS THAT BOTHER ME MANSES ME FEEL BETTER'
REGARDLESS OF WHO, IF ANYONE, HEARS THESE THOUGHTS.

A B C D E 10. MY FRIENDS AND I SEEM TO SHARE THE SALE PUSICAL INTERESTS.

ABODE 11. I'M RELUCTANT TO TALK ABOUT MY PERSONAL LIFE WITH PEOPLEIDO NOT KROH wELL.

A 3 C D E 12. I GENERALLY VIER MYSELF AS A PERSON we IS NOT TERRIBLY INTERESTED IN WHAT OTHER

PEOPLE ARE REALLY LIKE.

A 3 C 3 13. smuts I THINK I TAKE THINGS THAT OTHER PEOPLE SAY TO WE TO FOUCOMIY.

ABODE 14. IT'S IMPORTANT FOR WE TO KIRK WITH PEOPLE WITH %am I GET ALONG wEu., EVEN IF

THAT MEANS I GET LESS DONE.

(OVEF.)
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yelE THE FOLL2wING CODE TO ,,A6.9 ''CUR PAT:NGS: A.: VERY B: DISSImILAR, C: NEUTRAL,

.: SIMILAR, t: vERY SIMILAR.

ICRTIEN FIND 'ITSELF WOMEPING .*AT my ROFESSORS ARE REALLY LIKE.

IF ; /JERE TO SHARE AN APARTmENT wITH SOMECCY, HOULD WANT TO FIND ABOUT THE
PERSON'S FAMILY SACYGROLiND, HOBBIES, AND SO FORTH.

I WOULD ;REFER TO DO FooRLY ON AN ExAm THAT IS mAcHINE SCORED RATTER THAN DC
EIVALLY POORLY ON CNE THAT IS IRADEU EY THE INSTRuCTOR.

ITEVD TO LIKE PEOPLE wHO ARE GOOD LOOKING.

wHAT OTHERS THINK ABOUT mY ACTIONS IS OF LITTLE CR NO CNSECUENCE TO ME,

THE mORE OTHER FECPLE REVEAL ABOUT 7749TSELvES, THE MORE INCLINEDIFEEL TO RtYEAL
ABOUT mYSELF.

WHEN sOmECNE DOES mEAFAvOR IDou'T USUALLY FEEL CO4PELLED TO RETURN IT.

SITTING CN Bus, : SOMETIMES ImAG.11Z WHAT THE PERSON SITTING NET TO ME DOES FOR

A LIVING.

THE MORE : Am WITH OTHERS THE MORE I TEND TO LIKE THEM,

1 4.2, RATHER BE GI7EN A SIMPLE AtI: THOUGHTFUL GIFT THAN A WIRE EXTRAVAGNiT ONE

THAT INvOLvED LESS TWOuGHT 44) CARE.

: AN EERY SENSITI'dE TO CRITICISM.

REOPLE TELL ME PERSONAL THINGS AECUT THEMSELVES, IFIND ',ITSELF FEELING

CLOSER TO THEM.

A 3 C E 27. ONE GC00 TURN! DOES NOT NECESSARILY DESERVE Am/HER.

A 9 : E 22. : CAN BE STRONGLY AFFECTED BY SOMEONE SMILING CR FROWNING AT ME,

AEcos 22. YSELF ',CALE:I:I:II WHAT TELEPHONE OPERATORS ARE REALLY LIKE.

AECDE 15.

A 3 C E 1E.

ABODE 77
.

ABODE 12.

ABODE 9.
ABODE 20.

ABODE 21.

ABCDE 22.

A E E

: E

23,

:4.

A E 2E.

AsciE 2e.

IN THE EF6OE BEFCRE EACH :TEM, :'APK I (TRUE) IF THE :TEM CHARACTERIDES YOU, F (FALSE) IF XT.

1 ' FEAR FAIIXRE W :CL -,ESE.

2. I Am AIKARD IN ME . :G PE:7Ru.

3. ; AM AN AGGRESSIvE ANC OUTGOING PERSON.

,. mY COU.EG! ;..-E^.ENTS AiD ExPERIEICES WAVE SEEN ABOUT AS 1 ANT:CIPATID.

5. 1 4.1 A TImID OR SHY PERSON.

F.
: Am OFTEN :L. AT EASE 'WITH OTHER. PE:PLE,

7. i BELIEVE THAT : AM S:MC.LLED IN THE FIGHT CURRICULLM,

3. I AM A 3000 CONvERSATIoNALIST.

OF7ISN FEEL 'HAT PEOPLE ARE TALI?. .ZSOUT E.

12. I A OFTEN DEPRESSED.

11 7 -FTT't v.VE FEELING; :F :NFERICRIT?,

17 MY :true; GOALS ARE CLEAR AND EXPLICIT,

13. I AM AS HAPPY EP..! AS I MOUE: BE AT AN CCL.E3E.

14. I OFTEN REEL LET CUT 7 Tmcws.

Hok ..1,.:i.crrr...y :::: -7.1 ..-1.7:::p,ITE !M aEstrEnrE HALL :nrscFCC AOTW/TTES SUCH AS HALL DANCSS0

STUDY BREAKS, EDUCA7CNAL FRCIRAMS CR FLCOR/MALL MEETTNIS/
A t _ C , - 0 E

NEVER 1-2 .."!mes ) -2 TImES ow?) TTmec 7 OR mORE

°ER MONTH PEP MONTH PER MONTH PER MONTH

HOW °PrteITLY 00 You FRACTTCE FOR, OR PARTICIPATE IN INTRAMURAL ATHLETICS FOR mOUR FLOCRMALL?

A
3

C 0
7

E

?INF .:- ::ES ).-41 TIMES CR TmE / cP mon
=EP ,rN7H. 0EP MONTH PER eartroi REF MONTH

HCw FRENENTLY DO w.::: :A'S?
A 9 C 0 E

NEVER 1-2 TIMES 3-4 TIMES 5 .i TIMES 7 CR MORE

PEP' maiTH PER MONTH PER MONTH PER MONTH

HON WOULD YOU RATE YOUR OVERALL SATISFACTION WITH LIFE IN THE RESIDENCE HALLS AT VIEWN STATE?

A B 0 E

YEW DISSATISFIED NEUTRAL SATISFIED VERY

DISSATISFIED sATIMED

THe FCLLOwINA :TORN ATION IS ALSO CONFIDENTIAL. NO IDIvIDUAL COMES WILL SE USED

WILE FEMALE 'EAR IN SCHOOL (CIRCLE ONE) 1 2 3

IPA,........ Aa -1A,-;

wILSON CALL:47Am P77LIT CALTHORN FLOOR (CIRCLE ONE) 1 2) 4 5 ri

PLEASE TuRm IN COMPLEIZI SLRvEYS AT YOUR RESIDENCE HALL DESK, BANK YOU




