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Benson, Larry G., A comparison of academic stress 

experienced by students at an urban community college and an 

urban university. Doctor of Education (College Teaching), 

May 1997, 87 pp., 12 tables, references, 59 titles. 

The present study compared the academic stress levels 

of 450 college sophomore students at a public university and 

a public two-year college. This investigation also explored 

the levels of academic stress by institutional type, age, 

gender, and ethnicity. Data were obtained from having the 

subjects complete the Academic Stress Scale, a questionnaire 

which lists thirty five stress items found in the college 

classroom. Analysis of variance and t-tests were used to 

analyze the data. 

There were 225 subjects each in the community college 

group and the university group. The university group had a 

statistically significant higher mean stress score than the 

community college group. 

294 traditional age (23 and younger) and 156 non-

traditional age (24 and over) subjects stress levels were 

compared. It was found that the traditional age college 

student group experienced a statistically significant higher 

academic stress level in both academic settings. 

Group means were compared between the stress scores of 

245 female and 205 male subjects. At both the community 



college and university levels, the female group had a 

statistically significant higher level of academic stress. 

The academic stress levels were also compared according 

to ethnicity. The minority group consisted of 104 subjects 

and 346 subjects comprised the non-minority group. At the 

community college, the minority group had a statistically 

significant higher level of academic stress. However, at 

the university level, there was no statistically significant 

difference by ethnicity. 

Examinations, final grades, term papers, homework, and 

studying for examinations were ranked as being stressful by 

the largest percentage of all the subjects. It was found in 

this study that levels of academic stress differ 

significantly by institutional type, age, gender, and 

ethnicity. Implications for college students, instructors, 

and administrators , based on this study's conclusions, are 

offered. 
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CHAPTER 1 

INTRODUCTION 

This study is concerned with academic stress and its 

importance to student learning and retention. A 

large number of studies have been conducted during the past 

twenty years which examine the various forms of stress 

experienced by college students. Stress in the college 

student population may be observed in the areas of 

academics, life style, or social life (Arthur, 1994; 

Hamilton and Walburton, 1979; Garrett, 1989; and Sieber et 

al, 1977). 

By using the Academic Stress Scale as a testing 

instrument, Kohn and Fraser (1986) measured the levels of 

academic stress experienced by college students at four 

midwestern universities. They found that the highest rated 

stressors were examinations, final grades, and excessive 

homework. 

In A Study of Stressors in the College Student 

Population (1981), Greenberg explored the relationship 

between perceived stressful events and illness. By 

administering the College Schedule of Recent Events to 308 

college students, Greenberg found the stressors experienced 

by the majority of students included entering college, 
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working while attending college, changes in sleep, eating, 

personal habits, and that the number of stressful events was 

highly correlated to the incidence of illness. Stress has 

also been shown to be related to the instructional 

environment. 

Kagan and Fasan (1987) found that students with a great 

deal of stress favor a highly structured learning situation. 

Students who felt overloaded with responsibility performed 

poorly on examinations. Furthermore, the level of 

achievement was found to be high among highly anxious 

college students who were in structured teacher centered 

classes. 

Research indicates that students encounter the most 

stress in the academic area (Coburn, 1975; Johnson, 1975; 

Maurer, 1982; Shirom, 1986; and Zitzow, 1984). Other 

studies have been conducted which are concerned with the 

areas of gender, age, and ethnicity.Female students have 

been found to experience less stress than males {Arthur and 

Hiebert, 1994; Olenko and Bacconiere, 1990; and Shepard, 

1993), Traditional age students have been found to 

experience having more stress than the non-traditional age 

students (Ganz, 1988; Markus, 1991; and Trickey, 1992), and 

a higher level of stress has been found among minority 

students than non-minority students (Solberg et al, 1993; 

Solberg et al, 1994; and Vega, 1994). 

Finally, Stress has also been found to be related to 
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persistence in staying in school. Findings from several 

studies show that high levels of stress have been associated 

with high levels of college withdrawals (Greenberg, 1983; 

McCaffrey, 1989; Scalley, 1993; and Stahl and Pavel, 1992). 

The different levels of stress for each of these groups 

require different stress management techniques for each 

group (Sharpley, 1990; and Smallman, 1991). 

Thus, an understanding of academic stress as found in 

different student categories at different types of 

institutions could help higher education faculty and 

administrators establish programs to increase student 

persistence rates (Levitz, Noel, Saluri, 1985; and Tinto, 

1987). Also, this understanding of academic stress can 

improve rates of student persistence through the process of 

institutional change. 

PURPOSE OF THE STUDY 

The purpose of this study, therefore, was to ascertain 

the levels of stress in college sophomores at public 

institutions of higher education in different academic 

settings. These included an urban university and an urban 

community college. Specifically, this study: 

1. Collected and investigated demographic data to 

determine which student groups have higher levels of 

stress. 

2. Compared and contrasted the academic stress 
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levels of students in a two year college and a 

university. 

3. Compared and contrasted the findings of this 

study to previous studies of college student stress. 

RESEARCH QUESTIONS 

This study sought answers to the following research 

questions: 

1) Do selected sophomores in a public urban two-year college 

experience differing degrees of academic stress than 

sophomores attending college at a public urban university? 

2) Do stress levels of college students at an urban 

community college and urban university differ by age, 

gender, and ethnicity? 

3) How do the results of this study compare to previously 

published research? 

SIGNIFICANCE OF THE STUDY 

This study is significant for several reasons: 

(1) It expands the base of knowledge which is concerned 

with college student academic stress, 

(2) It provides both two year college and four year 

university educators a study which focuses on academic 

stress found in the college classroom, and: 

(3) It identifies levels of stress by age, gender, 

ethnicity, and institutional type to help inform future 



educational practice and research. 

DEFINITION OF TERMS 

Age is defined as the following age categories: the 

nontraditional age undergraduate student {age twenty four 

and above the age of twenty four years) and the traditional 

age undergraduate student (between the ages of eighteen and 

twenty four). 

College stress unit is defined as the basic unit of 

measurement of an item on the Academic Stress Scale. 

Community college is defined as a two year educational 

institution which awards certificates and the associates 

degree. 

Ethnicity is defined as the ethnic group to which a student 

belongs. The groups used in this study are: White, Black, 

Hispanic, Asian, American Indian, and Other (including no 

response). 

Gender is defined as a student's classification being male 

or female. 

Level of academic stress is defined as the total score of an 

individual student on the Academic Stress Scale (A.S.S.). 

The A.S.S. has been validated to be a measure that is 

reflective of the amount of stress experienced by a college 

student due to the area of academics. 

Minority is defined as a student's classification as 

belonging to the ethnic groups of American Indian, Asian, 
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Black, Hispanic or Other. 

Non-minority is defined as a student's classification as 

being Caucasian or White. 

University is defined as a four year type educational 

institution which awards bachelor and graduate degrees. 

LIMITATIONS OF STUDY 

This study was limited by the administration of the 

Academic Stress Scale (Kohn and Fraser, 1986) during the 

middle of the spring semester. During this time period, the 

student may have been taking mid-term examinations. This 

could have skewed the results because the student may have 

experienced a higher than normal level of stress. Also, this 

study was limited by the convenience sample of four hundred 

fifty students: two hundred twenty-five students at each 

institution. This sample type was used because it had a 

normal distribution of students found in the population. 

Furthermore, the results found in this study are not 

generalizable to all institutions of higher education. 

However, the results of the study are statistically valid 

for the populations and institutions studied and should also 

be of value to educators and administrators at institutions 

similar in mission, scope, and context. 
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CHAPTER 2 

i 

REVIEW OF THE LITERATURE 

A review of literature reveals that there are few 

studies that deal specifically with academic stress in the 

classroom. There is, however, extensive literature 

concerned with stress in the college population in general. 

Since stress is the focus of this study, this material is 

pertinent. The following sections summarize the literature 

relevant to this study: the concept of stress; stress and 

learning; academic stress and the college student; academic 

stress and institutional type; and synthesis of the 

research. This literature review provides the theoretical 

foundation upon which this study was conducted. 

The Concept of Stress 

Stress, according to Seyle (1976), is the nonspecific 

response of the body to any demand. In this theory, a 

stressor alludes to a stimulus that evokes this nonspecific 

response. Called the General Adaptation Syndrome (G.A.S.) 

by Seyle, he states that the G.A.S. can be divided into 

three phases. First, there is an alarm reaction. Here, the 

initial and immediate reaction to stress occurs. Decreased 

10 
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blood pressure and temperature and loss of muscle tone are 

experienced during this phase. Also, the adrenal cortex is 

enlarged and secretion of the cortoid hormone is increased. 

The next phase, the stage of resistance, occurs when the 

organism adapts to the stressor. The last phase of the 

G.A.S. is the stage of exhaustion. If the organism 

experiences severe and prolonged stress, it will eventually 

die. 

The three sections of the G.A.S. indicate that the 

body's ability to adapt is limited (Seyle, 1976). Even 

though the body can resist and adapt (after resting and 

sleeping) almost to previous levels, something is lost. 

Constant wear and tear (stress) on a human body can cause it 

to wear out. After alarm signals from the stressed tissue 

reach the nervous system, the pituitary gland is stimulated. 

Adrenocorticotrophic hormone (ACTH) is then secreted rapidly 

in large amounts. Next, hormones called cortoids are 

discharged from the adrenal cortex. This imbalance in 

metabolism can lead to disease (Seyle, 1979 and Vingerhoets, 

1985) . 

The adaptation to stress causes many bodily changes. 

Migraine headaches, infections, allergies, cancer, ulcers, 

and asthma have all been attributed to stress (Culligan and 

Sedlack, 1976). Also, according to Seyle, many mental 

disorders derive from stress. These include mania, 

depression, schizophrenia, drug dependence, and hypertension 
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(Johnson, E. 1978). Johnson, H. (1980) and Bright (1979) 

reported that anxiety was highly correlated to somatic 

complaints such as upset stomach, hands sweating, and an 

increase in heart rate. Additionally, high levels of stress 

have been shown to increase fatigue, forgetfulness, hives, 

dermatitis, and eczema (Charlesworth and Nathan, 19 84; 

Mason, 1988; and Lucinda and Wuertzer,1988). Finally, 

Greenberg (1981), in a study of 308 undergraduate students 

who completed the College Schedule of Recent Experience 

questionnaire concluded that "stress is related to illness 

and disease in the college population" (p.11). 

Suicide may also be another reaction to stress which is 

found in the college student population. Hendin (1982) 

writes that the suicide rate is significantly higher for 

college students than among the same age group not in 

college. According to Ross (1969), the act of suicide is 

related to poor academic performance. Additionally, a high 

level of anxiety, specifically anxiety concerning 

examinations, has been shown to be related to a 

preoccupation with suicide. 

A change in the defining of stress appeared with the 

publication of Psychological Stress and the Hoping Process 

(Lazarus, 1976). This approach involves the concepts of 

appraisal and coping. This view is characterized as 

transactional and cognitive-phenomenological. Lazarus gives 

great importance to the relationship between the environment 
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and the person. Stress occurs when there are demands on the 

person which exceed his or her adjustive resources. 

According to the author, the development of stress depends 

both on outside factors and the ampleness of the cognitive 

defense mechanism. 

As noted before, appraisal is involved with stress. 

Folkman, Lazarus, and Schaefer (1979) write that people's 

emotional responses to a stressful situation are affected by 

the way they think about the situation. This cognitive 

appraisal is the process of placing an event in the proper 

context of meaning. It is highly evaluative and subjective. 

There are two types of appraisal: primary and 

secondary. Primary appraisal determines if the encounter is 

negative or positive, if it is happening now or in the 

future, and how it is going to affect the person. The issue 

of how one thinks about reacting to an event is the chief 

characteristic of secondary appraisal. 

There are three kinds of primary appraisal which exist. 

These are irrevelant, benign-positive, and stressful. 

Whereas an irrevelant appraisal deems an encounter to be 

irrevelant, the benign-positive appraisal construes an 

encounter to be positive in nature. These appraisals are 

marked by pleasure, happiness, and joy. 

The last type of primary appraisal, stressful, is 

concerned with harm/loss, threat, and challenge. Damage, 

such as illness or injury, can be found in the harm/loss 
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type. Also, the loss of a loved one or loss of self-esteem 

can be found. Threatening situations can create stress when 

harms or losses are anticipated. Even after harm or loss 

has occurred, the threat of future negative implications may 

be experienced. The challenge type focuses on the potential 

for growth which is characterized by emotions of happiness 

and excitement. 

Secondary appraisal is concerned with what action needs 

to be taken to deal with the situation. This evaluation 

takes into account which coping options are available and 

which strategies can be employed to reach successful 

outcomes. If the person feels as though he or she does not 

have the control to deal with a "stressor", the more stress 

will be felt (Folkman and Lazarus, 1984). Beckleman (1994) 

writes that stressors are events, people, expectations, or 

conditions that cause stress. 

Gmelch (1982) writes that there are five types of 

stressors. The first stressor, interpersonal, is concerned 

with relationships between people. An organizational 

stressor can be found at a job. This type may include 

excessive work, job ambiguity, and role conflict. Another 

type of stressor, private life, is related to pressures 

faced outside of the workplace. The next category of 

stressors includes the environmental stressor. This type 

can be grouped into being either psychosocial or physical. 

For example, lack of job satisfaction is a psychosocial 
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stressor while poor lighting and excessive noise are 

examples of physical stressors. The final type of stressor, 

personal, pertains to behavior. According to Gmelch (1993), 

certain types of behavior have been connected to high rates 

of cancer, heart disease, and other illnesses. 

Behavior, or personality, has been characterized as being 

either Type A or Type B (Friedman, 1974). The Type A 

Behavior Pattern can be viewed in individuals who are 

aggressive, competitive, and always struggling to achieve 

more. Conversely, the Type B Behavior Pattern can be found 

in persons who are patient, know how to relax, and never 

suffer from a sense of time urgency. It is the person with 

the Type A personality who experiences more stress related 

illnesses than others. 

An alternative manner which is utilized to define 

stress is with the life change approach. With this view, 

stressful events can be measured in quantifiable terms. 

This approach believes that stress is related to illness. 

"Stressful life events...are those that are proximate to 

rather than remote from the onset of a disorder" (Dohrenwood 

and Dohrenwood, 1981, p. 2) . In 1967, Holmes and Rahe 

developed the Social Readjustment Rating Scale. This 

questionnaire allows the subject to record the occurrence of 

certain life events. Each of the forty three items listed 

have an assigned value. Death of a spouse is the highest 

rated stressor with a value of one hundred. The range of 
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stress items extends from divorce (seventy three) down to 

minor violations of the law (eleven). While beginning or 

ending school rates a twenty six, a change in living 

conditions rates a twenty five, and a change in schools has 

a value of twenty. Those who score over three hundred for 

one year are considered high risk to develop mental or 

physical illness. Scores between two hundred and three 

hundred indicate moderate risk, while those with scores 

below two hundred are considered low risk. 

Langner and Wills (1980) write that stress occurs when 

the individual experiences a perceived lack of control over 

events and a threat to self-esteem. Feelings of 

hopelessness, anxiety, frustration, and depression are 

experienced when perceived negative events happen 

unpredictably and outside one's perceived personal control. 

Low self-esteem, according to the authors, is a stressor in 

itself because it is an experience represented by everyday 

devaluation and rejection by others. Furthermore, out of 

this perceived lack of control and low self-esteem comes 

demoralization. This occurs when the person cannot meet the 

demands placed by the environment and there is no way to 

remove one's self from the situation. 

Stress and Learning 

Stress adversely affects learning and academic 

performance (Barnes, et al, 1983; Dwinell, 1989, Sieber, et 
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al, 1977) . Kagan and Fasan (1987) discuss the mariner in 

which anxiety affects learning. They write that the 

instructional process can be divided into three main areas: 

the input stage, the processing stage, and the output stage. 

During the input stage, where instructional materials are 

presented, anxiety affects achievement by diverting 

attention away from the task to be learned. The student who 

is experiencing a great deal of stress is concerned with his 

or her worries instead of attending to the task. 

Stress also affects learning through study habits. The 

insecure student finds it difficult to apply him or herself 

to learning. Oftentimes, the student will avoid completing 

assignments and studying for examinations. It is during 

this stage of output, that the student has to demonstrate 

what has been learned. 

Instructional method is found in the processing stage. 

Here, the actual material is presented and the student has 

to organize and store it. According to the authors, lack of 

structure and organization can have negative effects on 

learning. 

To study the effect of instructional structure on 

learning, Kagan and Fasan administered questionnaires to 117 

college students. Students who scored high on the stress 

scale preferred highly structured teacher-centered 

instructional climates with little cognitive content or 

discussion. 
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Hamilton and Walburton (1979) studied the effect of 

life stress on academic performance. Scores from stress 

inventories were correlated with the academic grade point 

average of each subject. It was found that higher levels of 

life stress were related to poorer academic performance. 

Test anxiety has damaging effects on learning. This 

type of stress refers to "anxiety about one's performance in 

an evaluative setting" (Sieber et al, 1977, p.20). In this 

situation, the learner's attention is divided between self-

oriented and task relevant thoughts. Furthermore, the 

learner is easily discouraged and has difficulty 

concentrating. 

Ganz and Ganz (1987) studied test anxiety. Data were 

collected from three questionnaires which had been 

administered to 203 community college students. The 

following results were found. First, subjects with high 

general stress scores had high test anxiety scores. Also, 

the better the learner indicated his coping ability, the 

lower the test anxiety score. 

Academic Stress and the College Student 

Anderson and Anderson (1993) provide information about 

stress levels of college students throughout an entire 

regular semester. It was found that events perceived as 

stressful decreased over the semester. In addition, it was 

found that the impact of these events remained constant 
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throughout the semester. 

Several studies exist which report the most important 

stressors among college students. These studies all indicate 

that academic demands are perceived as extremely stressful 

(Arthur, 1994; Coburn, 1975; Maurer, 1982; Shirom, 1986; and 

Zitzow, 1984). Specifically, examinations were found to 

provoke the highest level of stress (Garrett, 1989; 

Solberg, et al,1993; and Villanova and Bowman, 1984). 

Life events can also be stressful to the college 

student. Moving to a new town, meeting people, and taking 

on more responsibility all contribute to the stress faced by 

the student. In A Study of Stressors in the College Student 

Population. Greenberg (1981) researched which stressors were 

most frequent in a college setting. The data revealed that 

entering college was the most stressful event encountered by 

the subjects. Other highly rated stressors were holding a 

job while attending school, changing schools, and having a 

revision of personal habits. 

Age 

Age, according to research, is related to the level of 

perceived stress. The older non-traditional student 

experiences less stress than the traditional student (Macan 

et al, 1990; Ganz,1988; and Olenko and Blacconiene, 1990). 

In the study which is concerned with anxiety levels of adult 

students, Trickey (1992) found that even though adult and 
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traditional age students rated similar items as stressful, 

the adult students had fewer items. Furthermore, 

Teschendorf (1993), referring to her research, reported that 

nontraditional students have a greater level of internal 

control over events. Markus, (1991), adds that this 

internal control increases with age. 

? Further evidence of this relationship can be found in 

Sharpley's and Scuderi's 1990 study. In this research, it 

was found that the younger age group of students showed 

significantly higher heart rate reactivity to a stressor 

than the older group. After randomly selecting 128 college 

students, whose ages ranged from seventeen to forty six 

years, the researchers gathered the resting heart rate on 

each subject. Then, after having been administered a 

mathematical stressor, the students' heart rate were 

measured again. The older group had a lower heart rate. 

Gender 

Another area of stress research in the college setting 

is in the area of gender differences. Studies indicate that 

female college students have a perceived lower level of 

stress than male students. Smallman, Sowa, and Young (1991) 

and Shepard (1993) found that males experienced higher 

levels of stress than their female counterparts. 

Arthur and Hiebert (1994) researched the influence of 
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gender on coping. Drawing from a sample of ninety eight 

college students, data were collected. The researchers 

found that the levels of stress rose immediately at the 

beginning of the semester, but then leveled off. However, 

even though the stress levels of the male subjects climbed 

slowly, these levels surpassed those of the females by the 

end of the term. Related to this, females exhibit a higher 

level of wellness (Olenko and Blacconiere,1990); men are 

more likely to drop out of college than women (Scalley, 

1993); and men experience mild depression more than women 

(Hartley,1988). 

Ethnicity 

The relationship between high stress levels and 

minority college students has been the focus of numerous 

studies. In the report Toward flreater Success for Minority 

Students on Predominantly White College Campuses. Smith 

(1990) writes that "they [the minorities] report greater 

emotional and social stress and less satisfaction with 

college in general than their white contemporaries" (p. 84). 

Solberg et al (1993) and Vega (1994) report that Hispanic 

students perceive college as being more stressful than their 

White counterparts. This high level of stress may be related 

to high rates of attrition of minority students. Hispanic 

populations have reported attrition rates as high as eighty 

percent (Solberg et al, 1994). 

Mason's 1994 study of variables in the persistence of 
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African American males offers insight into which variables 

are related to persistence. Stress and the perception of 

helplessness have the strongest negative influence. 

Connected to the feeling of helplessness, Berry (1989) 

reports that Whites indicated having more internal control 

than African Americans. 

Academic Stress and Institutional Type 

Limited research exists which investigates academic 

stress among community college students and university 

students. One study was done by Garrett (1989). She 

compared 303 college students at two different types of 

institutions and found that the university student had a 

higher level of academic stress than the community college 

student. 

Another study compared the characteristics of native 

university undergraduate students with those 

university students who had transferred from a community 

college. Lunneborg and Lunneborg (1976) write that transfer 

students tend to be less confident about social and academic 

matters than native university students. Therefore, this 

lack of confidence results in an increased level of academic 

stress among transfer students. 

Synthesis of Research on College Student Academic Stress 

This review of literature indicates that academic 
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stress for the college student can be damaging to the 

learning process. It affects the learning of new skills, 

study habits, and other areas of academic performance. In 

turn, these academic demands are perceived as extremely 

stressful by the college student. 

Research indicates that the perceived level of academic 

stress differs among different groups of college students. 

The older student reports less stress than the younger 

college student and females experience less stress than 

males. Furthermore, the perception level of stress is 

higher for minority students than non-minority students. 

Interestingly, it was found that research concerning 

institutional type was mixed. One study (Lunneborg and 

Lunneborg, 1976) reported that university students who had 

transferred from a community college tend to have a lower 

level of confidence about academic matters, thus higher 

academic stress, than native university students. On the 

other hand, research by Garrett (1989) found that university 

students experience a greater degree of academic stress than 

community college students. 

Therefore, additional research which compares community 

college and university students and measures academic stress 

levels by gender, age, and ethnicity is needed. Further 

research would add to our understanding of college student 

stress. 
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CHAPTER III 

METHODOLOGY 

SUBJECTS 

The subjects in this study consisted of 450 sophomore 

students who were enrolled in a required history or 

political science course at two different institutions of 

higher education in the Dallas Ft./Worth metroplex. These 

institutions were the University of North Texas and Richland 

College. The University of North Texas, an urban 

university, is a research institution which offers programs 

of study leading to the baccalaureate, masters, and doctoral 

degree. The university student enrollment count is 

approximately 25,000. The second sample of subjects studied 

were sophomore students enrolled at an urban community 

college, Richland College (a part of the Dallas County 

Community College District). Richland College's student 

enrollment of more than 13,500, makes it the largest within 

the district. Academic transfer and technical/occupational 

programs which lead to the two year associates degree are 

offered by Richland College. 

Of the 450 subjects, 50% were university students and 

50% were community college students; 23.1% were minority and 
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76.9% were nonminority. With respect to age, 65.1% reported 

their age as being 23 and under and 34.9% reported being 24 

or over. Regarding gender, 54.8% of the respondents were 

female, while 45.2% were male (see Table 1). 

Table 1 

Subject Counts and Percentages by Groups 

Variables Total 
Sample 
N= 450 

Community 
College 

Samnle N= 225 

University 
Sample N=225 

Male 
Gender 

Female 

204 45.2% 

246 54.8% 

97 43.1% 

128 56.9% 

107 47.6% 

118 52.4% 

Traditional 
Age 

Non-1 radit ional 

293 65.1% 

157 34.9% 

127 56.4% 

98 43.6% 

166 73.7% 

59 26.3% 

Minority 
Ethnicity 

Non-minority 

104 23.1% 

346 76.9% 

51 22.7% 

174 77.3% 

53 23.6% 

173 77.4% 

The subjects selected for this study were sophomore 

students enrolled in either a required history or political 

science course (see Table 2). The subjects were drawn from 

a total of eight classes at the University of North Texas 

and thirteen classes at Richland College. At the University 

of North Texas, six classes were taught in the day time and 

two during the evening. Of these classes, five were taught 

by full time faculty members and three were taught by 

graduate assistants. Additionally, the community college 

subjects were drawn from four evening and nine day time 
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classes. These courses were taught by four full-time 

instructors and three part-time instuctors (See Appendix A). 

The rationale for using only sophomore students was that 

they.have had more of an opportunity than freshmen to 

experience academic stress. History and political science 

courses were selected because they are required for 

graduation by all undergraduate students, and thus, provided 

the best opportunity to achieve a proportionate sample of 

students by gender, ethnicity, and age. 

Table 2 

Enrollment of Subjects In Selected Courses 

Number 
of 

Sections 

Number 
of 

Subjects 

Percent 
of Total 
College 
Sample 

Xtoiversity of ttwtfc Texas 

Number 
of 

Sections 

Number 
of 

Subjects 

Percent 
of Total 
College 
Sample 

History 2610 3 43 19 .1 

History 2620 1 15 6.1 

Pol.Sci.1040 2 76 33.7 

Pol.Sci.1050 2 91 40.1 

Richland 

History 1301 5 54 24.0 

History 1302 6 93 41.4 

Govern. 2302 2 78 34 .6 

INSTRUMENTATION 

The Academic Stress Scale (A.S.S.) was used to collect 

data in this study (refer to Appendix B). Developed by Kohn 
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and Frazer in 1986, the A.S.S. lists thirty-five weighted 

items. In developing this instrument, Kohn and Fraser asked 

the subjects to check only the items they perceived as being 

stressful. To produce these items, a sample of 202 college 

students identified the five most significant stressors 

found in their academic experience. After the responses 

were listed and consolidated, a list of thirty-five items 

was generated. 

Then, from a convenience sample of 498 students from 

four universities, Kohn and Frazer had each respondent 

assess the importance of each item. 52.1% of the 

respondents were female while 47.9% were male. Also, white 

students comprised most of the sample (78.8%), whereas 

blacks accounted for approximately 14%. The average 

respondent was a female white college sophomore from twenty 

to twenty-two years of age and the majority (62%) were in 

their first or second years of university experience. 

Each student was asked to compare certain events to 

taking an examination. If the event was more stressful than 

taking an exam, the student would then rate the item between 

501 and 1,000. If the event was less stressful than taking 

an exam, then it was rated between 1 and 499. A rating of 

500 was assigned to items that were perceived as being as 

stressful as an examination. 

Next, Kohn and Frazer rated these items according to 

their mean. The most significant stressors affecting the 
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students were final grades (Af=597.99), excessive homework 

(M=508.52), term papers (M=503.74), examinations (M=502.86), 

and studying for exams (M=488.72). Conversely, poor 

classroom lighting (M=165.90), evaluating classmates' work 

(AT=170.32), classes without open discussion (M=179.20), 

crowded classes (M=178.89), and classes unrelated to a major 

(M=179.89) were found to be the least significant stressors. 

Therefore, the item with the highest mean, final grades, has 

the largest weight of 100. Also, the item poor classroom 

lighting has the smallest weight of 28 since it had the 

lowest mean. The remaining items means range between 100 

and 28 (see Appendix C). Kohn and Frazer (1986) report the 

reliability of the A.S.S. as .92 (by use of Cronbach's 

alpha) and .86 (using the split half method). 

A review of literature indicated that the A.S.S. has 

been used in at least two major studies. In A Study of 

College Stress and Its Measurement (Garrett, 1989), the 

A.S.S. was utilized to measure perceived stress among 303 

community college and university students. Burnett and 

Fanshawe (1991) also used the Academic Stress Scale in 

developing the School Stressors Inventory for Adolescents. 

Their study was administered to 1,699 students attending 

grammar school and a senior college. 

PROCEDURE FOR DATA COLLECTION 

Permission to conduct this research using students 
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enrolled in required history and political science courses 

was obtained from Richland College and the University of 

North Texas (see Appendix D). Also, approval to conduct 

this study was received from the University of North Texas 

Institutional Review Board (refer to Appendix E). 

During a three week period in the 1996 Spring semester, 

the A.S.S. was distributed to a total of 625 subjects at 

both institutions. The cover letter (see Appendix F) 

explained the study and stated the measures that were taken 

to ensure the privacy of the respondents and the information 

that they gave. Written consent from the subjects was not 

needed because each questionnaire was answered anonymously. 

The completion of the questionnaire occurred one of 

three ways. The first method involved the researcher 

explaining the study to the subjects and having them 

complete the instrument in class. Approximately 27% (n=121) 

of the total sample completed the questionnaire this way. 

The second method, used by approximately 21% (n=95) of the 

subjects, involved the class instructor giving the 

instructions and information about the questionnaire, and 

having the subjects complete the instrument in class. The 

third method, used by approximately 52% (n=234) of the 

subjects, allowed the subjects to fill out the instrument at 

home and return it to their instructor. No instructions were 

read to the student. They were told to read the 

instructions provided on the questionnaire. A follow up 
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visit by this researcher was made to these classes to help 

ensure highest return rate possible. 

A total of 308 questionnaires were distributed to the 

subjects at the University of North Texas. Of the 247 

returned, 22 were disregarded for incomplete demographic 

data, leaving a usable total of 225 completed forms for the 

university sample. This represents a 73.1% completion rate. 

At Richland College, 317 questionnaires were given to the 

subjects. The same three methods of questionnaire 

completion were employed for analysis and 241 were completed 

(76% completion rate). However, only the first 225 usable 

instruments received were used. This was done to make the 

number of subjects (n=225) for both samples equal in order 

to optimize the statistical analysis of the data. 

PROCEDURE FOR ANALYSIS OF DATA 

After the questionnaires were collected, the responses 

were entered into the computer. If an item was marked, then 

a "1" was entered. A "0" was entered for items which were 

left unmarked. The weight of each item, as assigned by the 

A.S.S. was also entered into the computer. Each returned 

questionnaire was treated as a case (number of cases=450). 

Data regarding institutional type, age, ethnicity, and 

gender were also entered for each case. 

The SPSS (Statistical Package for the Social Sciences) 

was used to analyze the data. Means and item frequency 



35 

counts were computed for each case and for the following 

groups: 

1. Institutional type- university and community 

college students, 

2. Age- students under the age of twenty four 

(traditional age) and students twenty four and 

above (non-traditional age). 

3. Gender- male and female students, and; 

4. Ethnicity- minority and non-minority students. 

Additionally, T-tests of independent samples were conducted 

to determine if the differences, if any, were significant 

between the groups. Statistical level of significance was 

set at the alpha level of .05 or lower. Furthermore, T-

tests were performed to determine if any of the response 

rates on the questionnaire items were significant. Also, 

analyses of variance were conducted to determine if the 

differences, if any, were significant between the groups by 

institutional type. 
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CHAPTER 4 

PRESENTATION AND ANALYSIS OF DATA 

Introduction 

The purposes of this study were to collect and 

investigate demographic data to determine which student 

groups have higher levels of stress; compare and contrast 

the academic stress levels of students in a two-year college 

and a university; and compare and contrast the findings of 

this study with the results of previous research. Data 

collection and analysis were guided by the first two 

research questions. These are: 

1. Do selected sophomores in a public urban two-year 

college experience differing degrees of academic 

stress than sophomores attending college at a public 

urban university? 

2. Do stress levels of college students at an urban 

community college and urban university students 

differ by age, gender, and ethnicity? 

This chapter is divided into two sections. The first 

part presents the data which are related to the research 

questions. The second part deals with the ranking of the 

responses found on the Academic Stress Scale. The 
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comparison of findings of this study with previously 

published research (Research Question Three)is presented in 

Chapter 5. 

Research Question One: Do selected sophomores in a public 

urban two-year college experience differing degrees of 

academic stress than sophomores attending college at a 

public urban university? 

There were 225 subjects from Richland College and 225 

subjects from the University of North Texas. Table 3 

shows the mean stress scores by college type. The mean 

stress score was 843.78 for the university student group and 

777.65 for the community college group. Also, the mean 

difference between the two groups was 69.97. 

To test for statistical significance between the means 

of these two groups, a T-test for independent samples was 

performed using the SPSS computer program. With a 

probability level of .05 and degrees of freedom set at 448, 

the T-value was found to be 2.11. This T-value indicates 

that the difference between the means is statistically 

significant. Therefore, this study found that sophomores at 

a public urban university experience a statistically 

significant higher degree of academic stress than do 

sophomores at a public urban two-year college. 
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Table 3 

T-Test for Research Question 1 

Variable Number of 
Cases 

Mean SD SE of Mean 

University 225 843.78 351.21 23 .47 

Comm. Coll. 225 777.65 350.27 23 .51 
T-value=2.11* Mean difference=69.97 
* Statistically significant at a =.05 df=448 

Research Question Two: Do stress levels of college students 

at an urban community college and urban university differ by 

age, gender, and ethnicity? 

Age 

The age groups were divided into those subjects whose 

ages were 23 and younger (referred to as traditional age 

college students) and those subjects who were twenty-four 

years and older (referred to as non-traditional age college 

students). 

For the total sample, there were 294 subjects twenty-

three and under and 156 twenty-four and over. As shown in 

Table 4, the traditional age group had the highest mean 

stress score. The mean difference between these two groups 

was 116.37. The T-test which was conducted to check for the 

significance of this difference revealed a T-value of 3.41, 

with the degrees of freedom set at 448. This T-value 

indicates that this difference is statistically significant. 

At the university level, there were 166 subjects age 
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twenty-three and under and 59 subjects age twenty-four and 

above. At the community college level, there were 128 

subjects age twenty-three and below and 97 subjects age 

twenty-four and above. In both settings, the traditional 

age college student group had a higher level of academic 

stress than the non-traditional age college student group. 

An analysis of variance which was conducted on these group 

means revealed an F ratio of 3.922 for the university group 

and an F ratio of 5.67 for the community college group. 

This indicates that these differences are significant. 

Therefore, for the total population in this study, this 

research found that traditional age (23 and younger) college 

students experience a statistically significant higher 

degree of academic stress than do non-traditional age (age 

24 and older) college students. Additionally, in both 

academic settings, it was found that traditional age college 

students experience a statistically significant higher level 

of academic stress than do non-traditional age college 

students. 

Table 4 

Statistical-Tests for Age 

Community 
Collecre 

University Total 

Variable N Mean N Mean 

23 & Under 128 825.64* 166 870.78* 850.99* 

24 & Over 97 714.97 59 767.25 734.62 
•Statistically significant at a = .05 
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Gender 

For the total sample, there were 245 female subjects and 

205 male subjects. The female group possessed a higher 

stress level mean than the male group (see Table 5). Also, 

a T-test conducted on these two groups revealed a T-value of 

4.24. With the degrees of freedom set at 448, this 

difference was found to be statistically significant. 

There were 98 male subjects and 127 female subjects in 

the community college sample. In the university group, 

there were 107 male subjects and 118 female subjects. In 

both groups, the female college student group had a higher 

level of academic stress than the male college student 

group. An analysis of variance which was conducted on these 

group means revealed an F ratio of 14.59 for the university 

group and an F ratio 5.55 for the community college group. 

This indicates that these differences are significant. 

Therefore, for the total population of the study, this study 

found that female sophomore college students experience a 

statistically significant higher degree of academic stress 

than do male sophomore college students. Furthermore, in 

both academic settings, the female college student group had 

a statistically significant higher level of academic stress 

than the male college student group. 
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Table 5 

St-.af.iHt-.ir.al Tests for Gender 

Community 
Collecre 

University Total 

Variable N Mean N Mean 

Male 98 715.65* 107 754.15* 873.17* 

Female 127 825.12 118 925.74 735.75 
•Statistically significant at a = .05 

Ethnicity 

To determine if any significant difference of academic 

stress level existed between ethnic groups, the groups were 

labeled as minority and nonminority. Subjects who indicated 

that they were Black, Asian, American Indian, Hispanic, or 

Other were put into the minority group. White subjects were 

labeled as nonminority. 

For the total sample, 104 (23%) of the subjects were 

minorities, while 346 (76%) subjects belonged to the 

nonminority group. A comparison of the mean stress levels 

between these two groups revealed that the mean stress score 

(M = 871.94) for the minority group was found to be higher 

than the nonminority group (refer to Table 6). Furthermore, 

a T-test which was conducted on these two groups produced a 

T-value of 2.05. With the alpha level set at .05 and the 

degrees of freedom set at 448, this difference was found to 

be statistically significant. 

There were 53 minority subjects and 172 nonminority 
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subjects in the university group. In the community college 

group, 51 subjects were minority and 174 were non-minority . 

In both settings, the minority student group had a higher 

level of academic stress than the non-minority student 

group. An analysis of variance which was conducted on these 

group means revealed an F ratio of .25 for the subjects 

found in the university sample and an F ratio of 5.78 for 

the subjects found in the community college sample. The 

difference between the means of the ethnic groups found in 

the university setting is not significant, while the 

difference between these two groups is significant at the 

community college level. Therefore, for the total population 

of the study, this research found that minority sophomore 

college students experience a statistically significant 

higher degree of academic stress than non-minority sophomore 

college students. However, this study also found that 

minority college students had a statistically significant 

higher level of academic stress than non-minority students 

only at the community college level. 

Table 6 

Statistical Tests for Ethnicity 

Community 
Clollecre 

University Total 

Variable N Mean N Mean 

Minority 51 878.88* 53 865.00 871.94* 

Non-minority 174 747.40 172 837.36 792.12 
•Statistically significant at a = .05 
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Academic Stressor Rankings 

Response rates for the stress items checked on the 

Academic Stress Scale questionnaire were ranked according to 

the percentage of subjects responding. The rankings were 

grouped by institutional type, gender, age, and ethnicity. 

Frequency counts and percentages were conducted on each item 

for all groups. Also, T-tests were performed to determine 

which responses for the stress items were statistically 

significant. 

The stress item which received the most responses from 

the total number of subjects (n=450) was examinations 

(75.1%). This was followed by final grades, term papers, 

excessive homework, and studying for exams. Conversely, the 

five items with the least number of responses were poor 

classroom lighting, learning new skills, forgotten 

pencil/pen, evaluating classmates', and attending the wrong 

class (see Table 7). 

Table 7 

Total Responses on the Academic Stress Scale 

Item n % Rank 

Examinat i ons 338 75.1 1 

Final grades 327 72 .7 2 

Term papers 322 71.7 3 

Excessive homework 298 66.2 4 

Studying for exams 282 62 .8 5 



Table 7 (continued) 

45 

Item n % Rank 

Unclear assignments 266 59 .1 6 

Forgotten assignments 258 57.3 7 

Fast paced lectures 231 51.4 8 

Waiting for graded tests 223 49 .6 9 

Pop quizzes 222 49.3 10 

Unclear course objectives 215 47.8 11 

Class speaking 207 46.0 12 

Unprepared to respond to questions 190 42 .2 13 

Studied wrong material 188 41.9 14 

Missing class 187 41.6 15 

Irrelevant classes toward major 184 41.0 16 

Incomplete assignments 184 41.0 16 

Boring classes 147 32.7 18 

Late dismissals of class 144 32.0 19 

Noisy classroom 136 30.2 20 

Buying textbooks 135 30.1 21 

Incorrect answers in class 134 30.1 22 

Arriving late for class 133 29.6 23 

Crowded classes 115 25 .6 24 

Hot classrooms 112 24 .9 25 

Announced quizzes 103 22.9 26 

Note taking in class 88 19.6 27 

Cold classrooms 82 18.3 28 

Non native language lectures 73 16.2 29 

Classes without open discussion 72 16.0 30 

Attending wrong class 63 14 .0 31 

Evaluating classmates' work 58 12 .9 32 

Forgotten pencil/pen 44 10.3 33 

Learning new skills 39 8.7 34 

Poor classroom lighting 34 7.6 35 
n= number of "yes" responses ?= % of "yes"responses 
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Institutional Type 

For the community college and university student group, 

the item examinations received the greatest number of 

responses. Additionally, the items term papers and final 

grades received the next highest numbers of responses. 

Whereas the item poor classroom lighting received the least 

amount of responses (5.8%) in the community college group, 

the item learning new skills received the lowest percentage 

of responses (13) among the university students. For the 

ranking of these responses, please refer to Table 8. The 

greatest amount of significant difference between the group 

responses was for the item note taking in class. As also 

shown in Table 8, the following item differences between 

groups were found to be statistically significant at the .05 

alpha level: 

1. Final grades, 
2. Examinations, 
3. Classes without open discussion, 
4. Note-taking in class, 
5. Waiting for graded tests, 
6. Forgotten assignments, 
7. Non-native language lectures, and 
8. Missing class. 
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Table 8 

Response Rat.ss on the Academic Stress Scale By Comimmity 
College and University Students 

C c 

C 
unmuni 
I n l l ^ a 

t y 

e 

U n i v e r s i t y 

I t e m n % Rank n % Rank 

Final grades* 152 6 7 . 3 3 175 7 8 . 1 2 

Excessive homework 1 5 0 6 6 . 4 4 14 8 6 6 . 1 5 

Term papers 157 6 9 . 5 2 1 6 5 7 4 . 0 3 

Examinat i ons * 159 7 0 . 4 1 179 7 9 . 9 1 

Forgotten pencil/pen 20 8 . 9 33 26 1 1 . 7 33 

Studying for exams 139 6 1 . 5 5 143 64 . 1 6 

Class speaking 109 4 8 . 2 8 98 4 3 . 8 15 

Poor classroom lighting 13 5 . 8 35 2 1 9 . 4 34 

Evaluating classmates' work 30 1 3 . 3 30 28 12 . 5 3 1 

Classes without open discussion* 44 1 9 . 5 29 28 1 2 . 5 3 1 

Crowded classes 60 2 6 . 5 24 55 24 . 6 24 

Irrelevant classes toward major 88 3 8 . 9 14 96 4 3 . 0 16 

Noisy classroom 73 3 2 . 3 19 63 2 8 . 1 23 

Note-taking in class* 59 2 6 . 1 25 29 1 2 . 9 30 

Waiting for graded tests* 1 0 0 44 . 2 12 123 5 4 . 9 8 

Fast-paced lectures 114 5 0 . 7 7 117 52 . 2 10 

Unclear course objectives 1 0 1 4 4 . 7 11 114 5 0 . 9 11 

Learning new skills 20 8 . 8 34 19 8 . 5 

Pop quizzes 103 4 5 . 6 10 119 53 . 1 9 

Forgotten assignments* 109 4 8 . 2 9 149 6 6 . 5 4 

Incomplete assignments 84 3 7 . 2 16 100 4 4 . 6 14 

Unclear assignments 127 5 6 . 2 6 139 62 . 1 7 

Unprepared to respond to 
questions 

95 4 2 . 0 13 95 42 . 4 17 

Announced quizzes 48 2 1 . 2 27 55 24 . 6 24 

Studied wrong material 85 3 7 . 8 15 103 4 6 . 0 12 

Incorrect answers in class 69 3 0 . 5 20 66 2 9 . 5 20 
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Item n % Rank 12 % Rank 

Arriving late for class 69 30.5 20 64 28.6 22 

Cold classrooms 47 20.8 28 35 15.7 28 

Late dismissals of class 64 28.3 22 80 35.7 18 

Attending wrong class 29 12 .8 31 34 15.2 29 

Boring classes 82 36.3 18 65 29.0 21 

Non-native language lectures* 25 11.1 32 48 21.4 27 

Hot classrooms 58 25.7 26 54 24.1 26 

Missing class* 84 37.2 16 103 46.0 12 

Buying textbooks 60 26.7 23 75 33 .5 19 

* Difference between the groups is significant (a=.05). 
n= Number of "yes" responses 
%= Percentage of subjects responding "yes" 

Age 

Final grades, examinations, term papers, and excessive 

homework were the items which received the greatest number 

of responses from the traditional age college student group 

and the non-traditional age college student group. Also, in 

the traditional age group, the item receiving the lowest 

amount of responses (n=24) was learning new skills. 

Additionally, only ten subjects from the non-traditional age 

group indicated that poor classroom lighting was perceived 

as being stressful (refer to Table 9). As shown in Table 9, 

the following item differences between groups were found to 

be statistically significant at the .05 alpha level: 

1. Final grades, 
2. Excessive homework, 
3. Studying for exams, 
4. Irrelevant classes toward major, 
5. Fast-paced lectures, 



49 

6. Pop quizzes, 
7. Forgotten assignments, 
8. Incomplete assignments, 
9. Studied wrong material, and 
10. Non-native language lectures. 

Table 9 

Response Rates on the Academic Stress Scale by Acre 

Traditional 
Age 

Non-
Traditional 

Item 12 % Rank n % Rank 

Final grades* 233 79 .8 1 93 59.2 1 

Excessive homework* 205 70.2 4 92 58.6 4 

Term papers* 223 76.6 3 98 62.4 3 

Examinations* 229 78.4 2 108 68.8 2 

Forgotten pencil/pen 32 11.0 33 14 9.0 34 

Studying for exams* 193 66.1 5 88 56.4 6 

Class speaking 137 46.9 12 70 44.6 9 

Poor classroom lighting 24 8.2 34 10 6.4 35 

Evaluating classmates' work 34 11.6 32 24 15.3 29 

Classes without open discussion 49 cn
 

00
 

30 23 14.6 30 

Crowded classes 75 25.7 24 40 25.5 24 

Irrelevant classes toward major* 131 45.0 15 53 33.8 17 

Noisy classroom 88 30.1 21 47 29.9 19 

Note-taking in class 56 19.2 28 32 20.4 26 

Waiting for graded tests 154 52.7 10 69 43 .9 11 

Fast-paced lectures* 162 55.5 8 69 44 .2 9 

Unclear course objectives 142 48.6 11 72 45.9 8 

Learning new skills 24 8.2 34 15 9.6 33 

Pop quizzes* 155 53 .1 9 67 42 .7 12 

Forgotten assignments* 180 61.6 6 77 49.0 7 

Incomplete assignments* 131 44 .9 15 52 33.1 18 

Unclear assignments 177 60.6 7 89 56.7 5 
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Item n % Rank n % Rank 

Unprepared to respond to 

questions 

131 44 .9 14 58 36.9 14 

Announced quizzes 74 25.3 25 29 18.5 27 

Studied wrong material* 132 45.4 13 56 35.7 15 

Incorrect answers in class 88 30.1 21 47 29.9 19 

Arriving late for class 85 29 .1 23 47 29.9 21 

Cold classrooms 56 19 .2 28 26 16.6 28 

Late dismissals of class 89 30.5 20 54 34 .4 16 

Attending wrong class 41 14 .0 31 22 14 .0 31 

Boring classes 103 35.3 18 44 28.0 22 

Non-native language lectures* 56 19 .2 28 44 28.0 32 

Hot classrooms 71 24.3 26 17 10.8 24 

Missing class 123 42 .1 17 63 40.1 13 

Buying textbooks 90 30.8 19 44 28.2 22 

* Difference between the groups is significant(a=.05) 
n= Number of "yes" responses 
%= Percentage of subjects responding "yes" 

Gender 

For the male subject group, the item examinations was 

perceived by 68.8% of the group as being stressful. This 

high response rate for this item was also found in the 

female group (80.4%); thereby making examinations the item 

with the greatest number of responses for these two groups. 

The lowest rated item for the male group was learning new 

skills (14 responses), while the item poor classroom 

lighting received only 17 responses from the female student 

group. A listing of these items and response rates can be 

found in Table 10. The greatest amount of significant 

difference was found for the item pop quizzes. As also 
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shown in Table 10, the following item differences between 

groups were found to be statistically significant at the .05 

alpha level: 

1. Final grades, 
2. Examinat ions, 
3. Studying for exams, 
4. Waiting for graded tests, 
5. Fast-paced lectures, 
6. Pop quizzes, 
7. Unprepared to respond to questions, 
8. Studied wrong material, 
9. Announced quizzes, 
10. Incorrect answers in class, 
11. Arriving late for class, 
12. Cold classrooms, 
13. Late dismissals of class, and 
14. Non-native language lectures. 

Table 10 

Response Rates on the Academic Stress Scale by lender 

Male Female 

Item n % Rank XI % Rank 

Final grades* 133 64.9 3 194 IS .2 2 

Excessive homework 130 63 .4 4 168 68.6 5 

Term papers 139 68.1 2 183 74.7 3 

Examinations* 141 68.8 1 197 80.4 1 

Forgotten pencil/pen 25 12.3 29 21 8.6 34 

Studying for exams* 110 53.9 6 172 70.2 4 

Class speaking 91 44 .4 11 116 47.3 13 

Poor classroom lighting 17 8.3 34 17 6.9 35 

Evaluating classmates' work 21 10.2 33 37 15 .1 32 

Classes without open discussion 32 15.6 27 40 16 .3 30 

Crowded classes 53 25.9 23 62 25 .3 25 

Irrelevant classes toward major 91 44 .6 10 93 38.0 17 

Noisy classroom 56 27.3 21 80 32 .7 22 
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Item 12 % Rank n % Rank 

Note-taking in class 37 18.0 26 51 20.8 28 

Waiting for graded tests* 89 43 .4 12 134 54 .7 10 

Fast-paced lectures* 92 45.1 9 139 56.7 9 

Unclear course objectives 97 47.3 8 118 48.2 11 

Learning new skills 14 6.8 35 25 10.2 33 

Pop quizzes* 76 37.1 15 146 59.6 8 

Forgotten assignments 109 53.2 7 149 60.8 6 

Incomplete assignments 78 38.0 14 106 43.3 16 

Unclear assignments 117 57.1 5 149 60.8 6 

Unprepared torespond to 

questions* 

75 36.6 16 115 46.9 14 

Announced quizzes* 29 14 .1 28 74 30.2 23 

Studied wrong material* 72 35.1 17 116 47.5 12 

Incorrect answers in class* 50 24.4 25 85 34.7 19 

Arriving late for class* 51 24.9 24 82 33.5 20 

Cold classrooms* 23 11.2 31 59 24.2 26 

Late dismissals of class* 54 26.3 22 90 36.7 18 

Attending wrong class 23 11.2 31 40 16.3 30 

Boring classes 65 31.7 18 82 33 .5 20 

Non-native language lectures* 25 12.2 30 48 19.6 29 

Hot classrooms 57 27.8 20 55 22.4 27 

Missing class 80 39.0 13 107 43 .7 15 

Buying textbooks 63 30.9 19 72 29 .4 24 
* Difference between the groups is significant (a=.05). 
n= Number of "yes" responses 
%= Percentage of subjects responding "yes" 

Ethnicity 

In the minority and non-minority student group, 

examinations, final grades, term papers, and excessive 

homework were among the items which received the largest 
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number of responses. Whereas the lowest percentage of 

responses (7.2) among non-minority students was for the item 

learning new skills, poor classroom lighting was the lowest 

rated item with a response rate of only 7.7% (refer to Table 

11). As also shown in Table 11, the following item 

differences between groups were found to be statistically 

significant at the .05 alpha level: 

1. Learning new skills, 
2. Incomplete assignments, and 
3. Unprepared to respond to questions. 

Table 11 

Response Rates on the Academic Stress Scale By Ethnicity 

Minority Non-Minority 

Item n % Rank n % Rank 

Final grades 79 76.0 1 248 71.7 2 

Excessive homework 68 65.4 4 230 66.5 4 

Term papers 79 76.7 2 243 70.2 3 

Examinations 76 73.1 3 262 75.7 1 

Forgotten pencil/pen 10 9.8 34 36 10.4 33 

Studying for exams 68 65.4 4 214 62.0 5 

Class speaking 56 53.8 9 151 43 .6 12 

Poor classroom lighting 8 7.7 35 26 7.5 34 

Evaluating classmates' work 17 16.3 28 41 11.8 32 

Classes without open discussion 12 11.5 33 60 17.3 29 

Crowded classes 22 21.2 26 93 26.9 24 

Irrelevant classes toward major 40 38.8 17 144 41.6 13 

Noisy classroom 27 26.0 24 109 31.5 20 

Note-taking in class 20 19 .2 27 68 19 .7 27 

Waiting for graded tests 55 52 .9 11 168 48.6 9 
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Item n % Rank n % Rank 

Fast-paced lectures 59 57.3 7 172 49 .7 8 

Unclear course objectives 55 52.9 11 160 46.2 11 

Learning new skills* 14 13.5 32 25 7.2 35 

Pop quizzes 55 52.9 11 167 48.3 10 

Forgotten assignments 62 59.6 6 196 56.6 7 

Incomplete assignments* 53 51.0 14 131 37.9 17 

Unclear assignments 58 55.8 8 208 60.1 6 

Unprepared to respond to 
questions* 

54 51.9 13 136 39.3 15 

Announced quizzes 30 28.8 21 73 21.1 26 

Studied wrong material 52 50.0 15 136 39.4 15 

Incorrect answers in class 39 37.5 18 96 27.7 23 

Arriving late for class 36 34.6 19 97 28.0 22 

Cold classrooms 16 15.5 29 66 19.1 28 

Late dismissals of class 26 25.0 25 118 34.1 18 

Attending wrong class 15 14.4 30 48 13.9 31 

Boring classes 35 33 .7 20 112 32 .4 19 

Non-native language lectures 15 14 .4 30 58 16.8 30 

Hot classrooms 30 28.8 21 82 23.7 25 

Missing class 50 48.1 16 137 39.6 14 

Buying textbooks 29 27.9 23 106 30.7 21 

* Difference between the groups is significant (a=.05). 
12= Number of "yes" responses 
%= Percentage of subjects responding "yes" 

Summary Rankings 

The rankings of the responses for the questionnaire 

items were consistent for all of the groups. The items 

excessive homework, term papers, and examinations had the 

lowest amount of range found in the rankings (one position). 

Conversely, the item class speaking had the largest range 

(seven positions). For a complete summary of the rankings, 

refer to Table 12. 
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Table 12 

Summary of Rankings for all groups 

ITEMS Inst: 
tioi 

U-S9 

itu-
lal 
ipi 

Age Gender Ethnic 
Group 

Cc U Na Ta M F Mi Nm 

Final grades 3* 2 1* 1 3* 2 1 2 

Excessive homework 4 5 4* 4 4 5 4 4 

Term papers 2 3 3* 3 2 3 2 3 

Examinations 1* 1 2 2 1* 1 3 1 

Forgotten pencil/pen 33 33 33 34 29 34 34 33 

Studying for exams 5 6 5* 6 6* 4 4 5 

Class speaking 8 15 12 9 11 13 9 12 

Poor classroom lighting 35 .34 34 35 34 35 35 34 

Evaluating classmates' work 30 31 32 29 33 32 28 32 

Classes without open 

discussion 

29* 31 30 30 27 30 33 29 

Crowded classes 24 24 24 24 23 25 26 24 

Irrelevant classes toward 

maj or 

14 16 15* 17 10 17 17 13 

Noisy classroom 19 23 21 19 21 22 24 20 

Note-taking in class 25* 30 28 26 26 28 27 27 

Waiting for graded tests 12* 8 10 11 12* 10 11 92 

Fast-paced lectures 7 10 8 9 9* 9 7 8 

Unclear course objectives 11 11 11 8 8 11 11 11 

Learning new skills 34 35 34 33 35 33 32* 35 

Pop quizzes 10 9 9* 12 15* 8 11 10 

Forgotten assignments 9* 4 6* 7 7 6 6 7 

Incomplete assignments 16 14 15* 18 14 16 14* 17 

Unclear assignments 6 7 7 5 5 6 8 6 

Unprepared to respond to 

questions 

13 17 14 14 16* 14 13* 15 

Announced quizzes 27 24 25 27 28* 23 21 26 

Studied wrong material 15 12 13* 15 17* 12 15 15 
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Cc U Na Ta M F Mi Nm 

Fast-paced lectures 7 10 8 9 9* 9 7 8 

Unclear course objectives 11 11 11 8 8 11 11 11 

Learning new skills 34 35 34 33 35 33 32* 35 

Pop quizzes 10 9 9* 12 15* 8 11 10 

Forgotten assignments 9* 4 6* 7 7 6 6 7 

Incomplete assignments 16 14 15* 18 14 16 14* 17 

Unclear assignments 6 7 7 5 5 6 8 6 

Unprepared to respond to 

questions 

13 17 14 14 16* 14 13* 15 

Announced quizzes 27 24 25 27 28* 23 21 26 

Studied wrong material 15 12 13* 15 17* 12 15 15 

Incorrect answers in class 20 20 21 19 25* 19 18 23 

Arriving late for class 20 22 23 21 24* 20 19 22 

Cold classrooms 28 28 28 28 31* 26 29 28 

Late dismissals of class 22 18 20 16 22* 18 25 18 

Attending wrong class 31 29 31 31 31 30 30 31 

Boring classes 18 21 18 22 18 20 20 19 

Non-native language 

lectures 

32* 27 28* 32 30* 29 30 30 

Hot classrooms 26 26 26 24 20 27 21 25 

Missing class 16* 12 17 13 13 15 16 14 

Buying textbooks 23 19 19 22 19 24 23 21 

Ta=Traditional age 
M=Male 
Mi=Minority 
* Statistically significant at a=.05. 

U=University 
Na=Non-traditional age 
F=Female 
Nm=Non-minority 



CHAPTER 5 

SUMMARY AND DISCUSSION OF FINDINGS, 

CONCLUSIONS, AND IMPLICATIONS 

The purpose of this study was to ascertain the levels 

of stress in college sophomores at public institutions of 

higher education in two different institutional types. These 

were an urban university and an urban community college. 

This study investigated levels of academic stress by age, 

gender, and ethnicity. 

The population for the study was comprised of 450 

sophomore level college students enrolled in required social 

science courses at the University of North Texas and at 

Richland College (a part of the Dallas County Community 

College District). The sample consisted of fifteen sections 

of history courses and six sections of political 

science/government courses. Fifteen courses were offered 

during the day time and six were evening courses. These 

sections were taught by nine full-time and six part-time 

faculty members. 
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Summary and Discussion of Findings 

Research Question One: Do selected sophomores in a public 

urban two year college experience differing degrees of 

academic stress than sophomores attending college at a 

public urban university? 

The subjects for this study were divided into two 

categories. These were the community college student group 

and the university student group. A two tailed T-test of 

independent samples revealed a significant difference 

between the means. As shown in Table 3, the university 

group experienced a statistically significant higher level 

of academic stress than the community college group. 

Garrett (1989) studied academic stress among college 

students. It was found that the university student 

perceived having a greater level of stress than the 

community college student. In the current study, the 

findings correlate with Garrett. Specifically, this study 

found that university sophomore students experienced more 

academic stress than community college sophomore students. 
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Research Question Two: Do stress levels of college students 

at an urban community college and urban university differ by 

age, gender, and ethnicity? 

An analysis of variance was conducted on the means of 

the two age groups by institutional type. These groupings 

were the traditional age college student (age 23 and under) 

and non-traditional age college student (age 24 and over). 

This analysis revealed significant differences between both 

groups at each institution. In both academic settings, the 

traditional age college student experienced a higher degree 

of stress than the non-traditional age college student (see 

Table 4). 

A T-test of independent samples was conducted on the 

group means of the two age groups. This test revealed a 

significant difference between these means. As shown in 

Table 4, the traditional age college student experienced a 

higher degree of academic stress than the non-traditional 

age college student. 

Ganz and Ganz (1988) studied test anxiety among college 

students. They found that a high stress level is related to 

a high test anxiety level. They also report that the level 

of test anxiety decreases with age. Scuderi and Sharpley 

(1988) studied the relationships between age, sex, and heart 

rate reactivity. They found that the subjects in the 

younger age group showed significantly higher heart rate 

reactivity to a mental arithmetic stressor than the older 
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age group. In the current study, it was found that the 

traditional age college student experiences a higher level 

of academic stress than the older non-traditional age 

college student. This study therefore supports the findings 

of Trickey (1992) who reported that older adult college 

students rated fewer A.S.S. items as being stressful than 

the younger traditional age student. 

An analysis of variance was conducted on the means of 

the male and female groups by institutional type. The 

differences between these means were found to be significant 

(see table 5). The female group had a higher level of 

stress than the male group at both the university and 

community college levels. 

A two tailed T-test was conducted on the means of the 

male and female groups. As can be seen in Table 5, the 

difference was found to be significant. This analysis shows 

that the female group had a higher level of stress than the 

male group. 

Smallman, Sowa, and Young (1991) studied college 

student-athletes' responses to stressful life events. They 

reported that males experienced more anxiety than females 

during stressful experiences. Trickey (1994) explored the 

relationships between gender, coping styles and daily 

hassles among college undergraduate students. They found 

that the males indicated having higher daily stress levels 

than the females. This study does not support these 
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findings. Conversely, this study appears to show that the 

female subjects had higher levels of stress than the male 

subjects. Arthur and Hiebert (1994) investigated gender 

influences on coping among college students. They found 

that females had a higher level of stress than the males at 

the beginning and during the first part of the semester. 

An analysis of variance was conducted to check for 

significant differences between ethnic groups by 

institutional type. Th,e two ethnic groups were minority and 

non-minority. This test revealed a significant difference 

between the group means at the community college but not at 

the university. As can be seen in Table 6, the minority 

groups at both institutions had a higher level of stress 

than the non-minority group. 

A two tailed T-test was performed on the group means 

according to ethnicity. A significant difference was found 

between the means of the two groups (refer to Table 6). The 

minority student group experienced a higher level of stress 

than the non-minority group. 

Vega (1994) examined stress among Puerto Rican and 

White college students. Vega found that the minority group 

experienced a higher level of stress than the White group. 

This study also validates the findings of Smith (1990) who 

reported that minority college students experienced more 

stress than White college students. Furthermore, this study 

supports Smallman, Sowa, and Young's study (1991), which 
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found that Black college student-athletes perceive certain 

events as being more stressful to them than did the White 

student-athletes. 

Conclusions 

The levels of academic stress among college students 

appear to be related to institutional type, age, gender, and 

ethnicity. It can be concluded that urban university 

sophomore students perceive a greater degree of academic 

stress than do urban community college sophomore students. 

This difference may be due to different personality 

characteristics of the students or the academic environment. 

Furthermore, factors such as finances, living in the 

residence hall, and commuting may have contributed to this 

difference. 

It can be concluded in this study that traditional age 

college students perceive a greater level of academic stress 

than do non-traditional age college students. At both the 

university and community college level, the traditional age 

college student group experienced a statistically 

significant higher degree of academic stress than did the 

non-traditional age college student group. This may be due 

to the factor of emotional maturity as suggested by Markus 

and Seal (1991). Life experiences may have enabled the older 

college student to better cope with certain events than the 
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younger traditional age college student because they have a 

greater locus of control than younger students. 

Another conclusion which can be drawn from this study 

is that there is a significant difference between the male 

and female groups at both institutions of higher education. 

The findings suggest that female college sophomores perceive 

a larger amount of academic stress than male college 

sophomores at both the community college and university 

level. 

It can additionally be concluded that a significant 

difference exists between the levels of academic stress as 

perceived by minority and non-minority college students. 

The results appear to indicate that minority college 

sophomores perceive more academic stress than non-minority 

college sophomores at the community college level. 

Differences in academic preparation may account for this 

variation. Also, more assistance and counseling programs 

for minority students may exist at the university studied 

than at the community college studied. 

Finally, the findings of this study lead to the 

conclusion that certain events are perceived as being more 

stressful than others. Examinations, final grades, term 

papers, homework, and studying for examinations were the 

items which received the highest number of responses among 

all of the subjects. The response rates for the items 

examinations and final grades were statistically significant 
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according to age, institutional type, and gender. Also, the 

response rates for the stress item studying for examinations 

were statistically significant for the age and gender 

groups. The rates of responses for the stress items term 

papers and homework were not found to be statistically 

significant for any of the groups. It is possible that 

these items (with the exception of excessive homework and 

term papers), may have received the greatest number of 

responses because a failing grade in one of these 

introductory courses might prevent the student from 

continuing to attend college in the future. Shirom (1986) 

writes that "a failing grade in such courses severely limits 

the possibilities of taking advanced courses and seminars" 

(p. 673). This fear may have been operative in the subjects 

sampled in this study. 

Implications for Practice 

This study indicates that the perceived levels of 

academic stress are different for various groups of college 

sophomore students. Certain instructional and learning 

strategies need to be considered in order to help reduce 

academic stress among college students. 

University students should be encouraged to use the 

appropriate student support services and programs whenever 

needed. Students will then be able to better concentrate on 

the academic challenges which may be encountered. 
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Traditional age college students may benefit from the 

use of counseling services and university sponsored peer 

groups. This may help in the transition period of adjusting 

to college life. 

Minority students should be encouraged to take 

advantage of peer groups and student support services. For 

the minority student whose native language is not English, 

it may be of benefit to attend voluntary English language 

speaking sessions. This may help students better understand 

lectures that are delivered in English. 

Modifications in the learning environment may help 

students reduce academic stress related to examinations. 

Instructors may employ alternative methods of assessment 

such as quizzes, papers, writing, and oral discussions. 

Also, instructors should be precise in telling students what 

they need to study. Furthermore, students should be 

encouraged to attend test taking strategy sessions. 

Academic stress which is related to final grades can 

perhaps be lessened by college administrators and 

instructors. Administrators should give instructors the 

option to use various methods of final assessment. These 

methods could include portfolio assessment, projects, and 

student contracts where a student agrees to perform certain 

academic tasks for a certain grade. 

The use of study sessions by students may help reduce 

academic stress which is related to studying for 
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examinations. The use of tutors may also be of benefit in 

this situation. Also, students could enroll in sessions or 

classes which are concerned with time management and 

improving study skills. 

Students should be encouraged to speak with their 

instructor any time that a problem occurs related to a 

course. Oftentimes, course assignments and examinations can 

be better understood and examinations less stress producing 

if the students can get a clarification of expectations or 

an explanation of the material which examinations are likely 

to cover. 

College administrators should be encouraged to support 

programs which are concerned with enhancing learning skills, 

studying skills, and the counseling of students. Also, 

administrators should institute policies, if already not in 

existence, which require all beginning college students to 

attend orientation sessions and courses which are concerned 

with improving learning skills. 

Implications for Further Research 

An updated academic stress scale needs to be developed 

to keep abreast of the changing technology used in the 

college classroom. For example, video and personal 

computers, with Internet access, are now found in many 

college classrooms. New stress items might include using 

the personal computer in a course which is taught by an 
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instructor via a computer or television. 

A scale measuring academic stress needs to be developed 

which includes personality type and instructor variables 

(i.e. gender, race, and nationality). Similarly, certain 

students may find a non-native speaking instructor or an 

instructor of different race or gender to cause incresed 

levels of stress. Therefore, this should be a variable in a 

stress scale. Personality type (Type A and Type B) has been 

shown to be related to different levels of stress (Friedman, 

1974) . 

This study should also be replicated in different 

courses and institutions to see if generalizations made here 

can be applied to different courses of study and 

institutional settings (i.e. rural vs. urban). 

The study should also be replicated at different times 

during a given semester as well. This can be used to 

determine if academic stress increases or decreases during a 

semester. 

Finally, the study should be replicated measuring 

additional variables such as socio-economic status, course 

load, and college major. The results of such a study could 

be used by counselors to help identify college students who 

are potentially at risk to experience high levels of 

academic stress, and by administrators to develop programs 

which are designed to aid these students. 
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Courses Surveyed 

Richland College: 

Course Instructor Time 
No. Status Taught 

History 1301 F D 
History 1301 F D 
History 1301 F D 
History 1301 P N 
History 1301 P N 
History 1302 F D 
History 1302 F D 
Govern. 2302 P N 
Govern. 2302 P N 

University of 
North Texas; 

Course 
No. 

History 2610 
History 2610 
History 2610 
History 2620 
Pol.Sci. 1040 
Pol.Sci. 1040 
Pol.Sci. 1050 
Pol.Sci. 1050 

Instructor 
Status 

F 
G 
F 
G 
F 
G 
F 
P 

Time 
Taught 

D 
D 
N 
D 
D 
D 
N 
D 

*F=Full time 
*P=Part time 
*G=Graduate Assistant 

*N=Night 
*D=Day 
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ACADEMIC STRESSORS 

Check any item that has been stressful for you. 

Final grades 
Excessive homework 
Term papers 
Examinations 
Forgotten pencil/pen 
Studying for exams 
Class speaking 
Poor classroom lighting 
Evaluating classmates' work 
Classes without open discussion 
Crowded classes 
Irrevelant classes toward major 
Noisy classroom 
Note-taking in class 
Waiting for graded tests 
Fast-paced lectures 
Unclear course objectives 
Learning new skills 
Pop quizzes 
Forgotten assignments 
Incomplete assignments 
Unclear assignments 
Unprepared to respond to questions 
Announced quizzes 
Studied wrong material 
Incorrect answers in class 
Arriving late for class 
Cold classrooms 
Late dismissals of class 
Attending wrong class 
Boring classes 
Non-native language lectures 
Hot classrooms 
Missing classes 
Buying textbooks 

Please complete: 

Gender: (Circle) Male Female 
Classification: (Circle): Fr Soph Jr Sr Grad 
Age: 
Ethnic origin: Black White Hispanic Asian American 
Indian Other 
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Academic Stress Scale 

Item Weighted College Stress Unit 

1. Final grades 100 
2. Excessive homework 85 
3. Tern papers 84 
4. Examinations 84 
5. Forgotten pencil/pen 36 
6. Studying for exams 82 
7. Class speaking 81 
8. Poor classroom lighting 28 
9. Evaluating classmates' work 28 
10. Classes without open discussion 30 
11. Crowded classes 33 
12. Irrevelant classes toward major 34 
13. Noisy classroom 36 
14. Note-taking in class 36 
15. Waiting for graded tests 76 
16. Fast-paced lectures 70 
17. Unclear course objectives 48 
18. Learning new skills 49 
19. Pop quizzes 67 
20. Forgotten assignments 66 
21. Incomplete assignments 61 
22. Unclear assignments 61 
23. Unprepared to respond to questions 57 
24. Announced quizzes 57 
25. Studied wrong material 57 
26. Incorrect answers in class 54 
27. Arriving late for class 36 
28. Cold classrooms 37 
29. Late dismissals of class 38 
30. Attending wrong class 39 
31. Boring classes 39 
32. Non-native language lectures 43 
33. Hot classrooms 48 
34. Missing class 54 
35. Buying textbooks 51 
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University of North Texas 
College of Arts and Sciences 
Department of History 

22 November 1995 

Mr. Larry Benson 
P.O. Box 8239 
University of North Texas 
Denton, Texas 76203 

Dear Mr. Benson: 

You may ask individual faculty in the Department of History 
to hand out your thesis questionnaire in their spring 
undergraduate classes. Please understand that each professor 
determines the content of each class and it is an individual 
professor's decision as to whether she/he wishes to allow you to 
distribute your questionnaire. 

Very truly yours, 

Richard M. Golden 
Professor and Chair 

P.O. Box 13735 • Denton, Texas 76203-6735 
817/565-2288 • FAX: 817/369-8838 • TDD 800/735-2989 
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RICHLAND 
COLLEGE 
OF THE 
DALLAS COUNTY 
COMMUNITY 
COLLEGE 
DISTRICT 

12800 Abrams Road 
Dallas, Texas 
75243-2199 
Fax: (214) 238-6352 

January 23,1996 

Mr. Larry Benson 
Box 8239 
University of North Texas 
Denton, Texas 76203 

Dear Mr. Benson: 

Neither I nor any of our political science professors have any objection about 
you contacting them to arrange to administer your questionnaire in their 
political science classes. You may write each of them at the same address as 
mine or you may contact them by phone. I have listed their names and office 
telephone numbers below for your convenience. 

Professor Jimmy Dan Duke (214) 238- 6247 
Professor Jerri Gussis (214) 238-6304 
Professor Noreen Warwick (214) 238-6295 
Professor Kathy Yates (214) 238-6301 

I wish you the very best of luck in your work. 

Sincerely, 

S\jjsv~&isis— 

Ivan Martinez 
Dean, Communications Division 

96002 
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RICHLAND 
COLLEGE 
DF THE 
DALLAS COUNTY 
COMMUNITY 
COLLEGE 
DISTRICT 

November 16, 1995 

12800 Abrams Road 
Dallas, Texas 
75243-2199 
Fax: (214) 238-6352 

Larry Benson 
Box 8239 
University of North Texas 
Denton, Texas 76203 

Dear Larry, 

You have permission to conduct your doctoral research on the Richland College 
campus. 

Best wishes on your research efforts. 

Sincere)y, 

George Massingale, Ph. 
Dean, Humanities Division 

cc: Dr. Jackie Claunch 
Vice President of Academic and Student Development 
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University of North Texas 
Sponsored Projects Administration 

January 30, 1996 

Larry Benson 
UNT BOX 8239 
Denton, TX 76203 

Re: IRB Application No. 96-014 

Dear Mr. Benson: 

As permitted by federal law and regulations governing the use of human subjects in 
research projects (45 CFR 46), I have conducted an expedited review of your 
proposed project titled "A Comparison of Academic Stress Experienced by Students at 
an Urban Community College and an Urban University." The risks inherent in this 
research are minimal, and the potential benefits to the subjects outweigh those risks. 
The submitted protocol and informed consent form are hereby approved for the use of 
human subjects on this project. 

U.S. Department of Health and Human Services regulations require that you submit 
annual and terminal progress reports to the UNT Institutional Review Board. Further, 
the UNT IRB must re-review this project annually and/or prior to any modifications you 
make in the approved project. Please contact me if you wish to make such changes or 
need additional information. 

Sincerely, 

ark Elder 
Chairman 

Institutional Review Board 

ME:em 

cc. IRB Members 

P.O. Box 13646 • Denton, Texas 76203-6646 
817/565-3940 • FAX: 817/565-4277 • INTERNET: Lane@Abn.Unt.Edu • TDD: 800/735-2989 

mailto:Lane@Abn.Unt.Edu
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Dear Student: 

I would appreciate your help and cooperation for an 
important study which is concerned with stress and college 
students. This research will compare levels of academic 
stress by age, ethnicity, gender, and institutional type. 
Attached to this letter is a questionnaire which lists 
thirty-five items. If you perceive the item as being 
stressful to you, please place a check by it. Also, please 
complete the demographic data at the bottom. It will take a 
few minutes to complete. Kindly return the completed 
questionnaire to your instructor as soon as possible. 

Please do not write your name on the questionnaire. The 
data collected in this study will be statistically analyzed 
by computer, thereby assuring that the information received 
is confidential. I emphasize that participation is 
completely voluntary. If you have any questions, please 
contact me. Again, thank you for completing this 
questionnaire. 

Sincerely, 

Box 8239, University of North Texas 
Denton, Texas 76303 
(214)944-3490 
(214)948-2987 

This project has been reviewed and approved by the University of North 
Texas Committee for the Protection of Human Subjects (817) 565-3940. 
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