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This study is a lifespan analysis of adult college 

students between the ages of twenty-three and fifty-five at 

North Texas State University in Denton, Texas, with respect 

to academic achievement as measured by grade point average, 

self-esteem as measured by the Rosenberg Self-Esteem Scale, 

and anxiety as measured by the Taylor Manifest Anxiety Scale. 

The questionnaire was completed by 204 students enrolled in 

the 1983 spring semester, and data obtained from these 

questionnaires became the basis for findings of the study. 

The statistical method used was multiple linear regression. 

It was found that grade point average and self-esteem 

have a positive relationship, self-esteem and anxiety have 

an inverse relationship, and self-esteem and sex are also 

related, which means that women reported higher self-esteem 

than men in the study. Anxiety and age have an inverse 

relationship, and commuting students reported a lower level 

of anxiety than resident students. 

It is concluded that older students between the ages 

of forty-five and fifty-five can and do achieve as well as 



younger students between the ages of twenty-three and twenty-

eight. It is also concluded that older students between the 

ages of forty-five and fifty-five have as high or higher 

levels of self-esteem as younger students between the ages 

of twenty-three and twenty-eight. Finally, it is concluded 

that older students between the ages of forty-five and fifty-

five have as low or lower cinxiety levels as younger students 

between the ages of twenty-three and twenty-eight. 

It is recommended that counselors and other educators 

examine the changes and events taking place in the student's 

life as he or she passes through age stages. It is also 

recommended that research be conducted with respect to 

enhancing the self-esteem of students in college. It is 

finally recommended that research be conducted with respect 

to reducing the anxiety of resident students living on campus, 
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CHAPTER I 

INTRODUCTION 

Recent data indicate that with older adult population 

growth, more of these people will be enrolling in institu-

tions of higher education (16). Institutions of higher 

education must provide adequate student personnel services 

to meet the needs of all adult learners and address the 

problems of decreasing overall enrollments and retention 

rates. College personnel should also be aware of the 

potential of every student regardless of age, and they must 

be sensitive to the various needs of students (1). 

Various groups of students have been studied in the 

past, but future research should present sample designs, 

data collection procedures, and concepts of a lifespan 

orientation (12). Adults develop in characteristics and 

attitudes over time, and earlier or antecedent character-

istics should be observed and analyzed by educators to 

predict trends and to assist adults in their efforts to 

learn and change (14). 

Important variables for educators to observe in the 

lifespan of adults are anxiety, self-esteem, and achieve-

ment. These variables change during the lifespan of many 

adults (20). A better understanding of adult learners in 



higher education can be enhanced when these variables are 

observed and analyzed, and a comprehensive holistic model 

of healthy development can be identified (11). 

Self-esteem, anxiety, and academic achievement are very 

important variables in studying all age stages of college 

students (5). As students pass through developmental stages 

of life, variables such as anxiety and self-esteem change 

and can cause grades to fluctuate (7). Studies are needed 

to point out characteristics of adult learners. Students 

are individuals with unique backgrounds, world views, and 

needs. They must be treated as individuals and not as large 

groups. Keith (13) points out that women must be treated 

differently from men in counseling for vocations, goals, 

and expectations in the workplace. Older students must be 

regarded in a different manner from the traditional age 

college students because of different characteristics due 

to a number of developmental adult life crises (8). 

Because of the complex nature of human experience and 

development, more studies are needed to encourage growth and 

achievement in the lives of older adult learners in college. 

But colleges and universities have hardly scratched 
the surface of possibilities for this growing age 
group. The numbers will continue to grow and become 
a major proportion of the total population. As this 
occurs, political and economic power will increase. 
Higher education has much to offer these older 
persons. More important, it has much to gain from 
their accumulated experience. . . . Educators need 
to become more knowledgeable about individual differ-
ences among the increasing numbers of diverse adults 



seeking higher education. Life cycle differences 
seem to be one of the most significant dimensions 
of that diversity. . . . These new constituencies 
for higher education create exciting challenges 
and opportunities (2, p. 48). 

Generalizations from the present study can be made 

because there was an adequate sample of both graduate and 

undergraduate students from colleges within the university 

and of all ages. These generalizations may not only help 

higher education personnel to understand adult learners, but 

they may encourage humanized personnel student services 

which are needed today in higher education (17). 

Statement of the Problem 

The problem investigated by this study was an analysis 

of the differences and similarities between life stages of 

adult learners at North Texas State University with respect 

to anxiety, self-esteem, and achievement. 

Purposes of the Study 

The purposes of the study were to determine the follow-

ing ; 

1. The relationship between grade point average and a 

linear combination of (a) level of self-esteem, (b) level of 

anxiety, (c) age stages, (d) college, (e) sex, (f) commuting 

status, (g) race, and (h) marital status; 

2. The relationship between self-esteem and a linear 

combination of (a) level of anxiety, (b) age stages, 



(c) college, (d) sex, (e) commuting status, (f) race, and 

(g) marital status. 

3. The relationship between anxiety and a linear com-

bination of (a) age stages, (b) college, (c) sex, (d) com-

muting status, (e) race, and (f) marital status. 

Hypotheses 

The following hypotheses were tested. 

I. A relationship exists between grade point average 

and a linear combination of (a) level of self-esteem, (b) 

level of anxiety, (c) age stages, (d) college, (e) sex, 

(f) commuting status, (g) race, and (h) marital status. 

II. A relationship exists between self-esteem and a 

linear combination of (a) level of anxiety, (b) age stages, 

(c) college, (d) sex, (e) commuting status, (f) race, and 

(g) marital status. 

IH,. A relationship exists between anxiety and a linear 

combination of (a) age stages, (b) college, (c) sex, (d) com-

muting status, (e) race, and (f) marital status. 

Background and Significance 

This study uses a lifespan format that is unique 

because it includes ages above the traditional age of college 

students and below the older ages used in gerontological 

research. The future American college personnel must become 

more knowledgeable about individual differences among the 



increasing numbers of diverse adults seeking higher educa-

tion. Life cycle differences seem to be one of the most 

significant dimensions of that diversity (2). 

The need for studies using a lifespan format is mentioned 

by Knox (14) and Kasworm (12). Much recent literature has 

emphasized the developmental stages of adults (4, 20). 

This study focuses upon the relationship between life 

stages of graduate and undergraduate students at North Texas 

State University in Denton, Texas, during the Spring, 1983 

semester with respect to anxiety, self-esteem, and achieve-

ment and analyzes the relationships. With the results of 

this study, a better understanding of all college students is 

gained. Anxiety, self-esteem, and grade point average are 

very important factors in the student's life in college. 

Anxiety has been the subject of many studies done by 

medical professionals. 

When fear, anxiety, aggressivity, or hostility 
become chronic, or occur repetitively, then the 
smooth regulation of the body's maintenance of its 
homeostasis can be impaired. Under some conditions 
such disturbances can lead to more permanent changes, 
including illnesses such as peptic ulcer, hyper-
thyroidism, or bronchial asthma (15, p. 272). 

Educators have also studied the effects of anxiety on 

student development and learning. Kasworm reported that a 

study showed students to be more mature, confident, and less 

anxious with increasing age group increments. "The 30-39 

year age group reported significantly lesser need, when 
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compared to the 26-29 age group, for services of orientation, 

financial aid services, counseling, and other services" (12, 

p. 426). 

Low overall self-regard is associated with anxiety and 

depression. Perhaps these emotions might impair concentra-

tion or lower the willingness to put forth the effort needed 

for achievement (25). Self-esteem is sometimes related to 

disadvantagement, racial or cultural backgrounds and other 

demographic factors (22). 

Fitts claims that there are many ideas of how to change 

people in a more positive direction. For example, educators 

advocate education, but the fact remains that there are still 

massive numbers of troubled, disturbed people whose lives 

are being crippled by low self-esteem (6). Educators in all 

types of learning institutions recognize the importance of 

the self-esteem or self-concept of students. 

Effective teaching is this process that further expands 
and differentiates the personality. Losing oneself in 
this way means forgetting to be defensive, doing without 
external supports for self-esteem, and abandoning behavior 
that merely served to reassure. Such freedom can exist 
only where a basic stability underlies the person's 
self-conception. Individuals who gladly "lose" them-
selves in new experiences do so only when they feel that 
their essential identity can survive such experiences— 
can survive them and assimilate them (2, pp. 110-111). 

There is a school of philosophy known as phenomenology 

which holds that reality lies not in the event but in the 

phenomenon, that is to say, in the individual's experience 

of the event (3). Self-esteem and anxiety are both involved 



in the learning processes of students in higher education 

and in other programs of adult learning. 

It appears that adults with optimal self-concepts use 
their intellectual abilities more effectively than 
those with poor self-concepts. In addition, self-
concept is a partial predictor of occupational 
performance and is also affected by the quality of 
occupational performance (14, p. 339). 

Academic achievement has been the subject of many 

research studies, and some feel that it is very difficult 

to measure learning or success by grade point average with 

college students (21). However, grades are a potent 

motivational device, and they have historically been the 

symbol of success. Some feel there needs to be a change in 

the whole system of higher education. 

Adapting education to the people—-of both sexes and of 
all ages—rather than compelling students to adapt to an 
inflexible system that causes many "dropouts" and "never 
weres" will result, over the years, in greater economic 
and human dividends to society than the education 
systems we have at present (19, p. 477). 

Grade point average was observed in a study by Wright 

(23) and it was found that older undergraduate male students 

had better grade point averages and completed more courses 

than younger undergraduate male students. Gordon (9) found 

that older students tend to be more degree oriented and more 

interested in making good grades than younger college students, 

Ward agrees and further states, 

There is little or no evidence of any major, general 
decline in mental ability with age, and there is 
tremendous individual variability among older people 
(as with any age group). Some people show sharp 



declines, others improve, and most show considerable 
stability (23, p. 43). 

Additional research is needed to enable educators and 

counselors to better understand adult students of all ages 

and the impact of life stages on them. Person-centered 

counselors admit their need to try to better understand 

their clients and establish empathy. It would seem logical 

that college personnel would want to try to learn all they 

can about their own students, especially the older students 

(21) . 

Definition of Terms 

The following terms have restricted meaning and are 

defined for this study. 

Achievement is operationally defined as relative success 

in various courses and is measured by grade point average. 

Adult learner is operationally defined as a man or 

woman, graduate or undergraduate student within the age span 

of twenty-three to fifty-five years, enrolled in college. 

Life stages is operationally defined as groups of 

students according to ages. The four stages that are used 

in this study include (1) ages twenty-three to twenty-eight, 

(2) ages twenty-nine to thirty-five, (3) ages thirty-six to 

forty-three, and (4) ages forty-four to fifty-five. 

Self-esteem is operationally defined as the evaluation 

which the individual makes and customarily maintains with 



regard to himself. It expresses an attitude of approval or 

disapproval as measured by the Rosenberg 'Self-Esteem Scale 

(18) 

Trait anxiety is operationally defined as the relatively 

stable, acquired tendencies to respond in an anxious manner 

in a stressful situation. State anxiety refers to temporary 

feelings of tension and apprehension and activation of the 

autonomic nervous system that fluctuate in response to 

situational changes. The Manifest Anxiety Scale clearly 

assesses trait rather than state anxiety (10). 

Limitations 

A limitation of this study is that students who completed 

the questionnaires reported only that which they chose to 

reveal. Since the measurement of achievement is based upon 

grade point average, the restricted range of grade point 

average values may affect the results. Further, there may 

be facets of anxiety and of self-esteem which are not fully 

measured by the instruments used in this study. 

Procedures for Collection 
and Treatment of Data 

Questionnaires were sent to graduate and undergraduate 

students during the spring, 1983 semester, at North Texas 

State University in Denton, Texas. These students were 

randomly selected from the four age groups and from both 

graduate and undergraduate students from the Colleges of Arts 
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and Science, Business, and Education. Demographic data were 

collected as well as responses to the Rosenberg Self-Esteem 

Scale and the Manifest Anxiety Scale. 

Frequency distributions of demographic data were made. 

Multiple linear regression was used as a procedure to 

analyze the data. 
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CHAPTER II 

REVIEW OF THE LITERATURE AND RELATED RESEARCH 

Lifespan Format 

Adulthood has been studied with increasing interest 

recently by educators because they now realize adulthood is 

the most significant, as well as the longest, change of life. 

"An important reason for this change is the demographic shift 

in the American population: soon the majority of this 

country's citizens will be thirty years of age or older" (51, 

p. xi). The field of adult education is ready for studies 

on adult learning, life cycle influences, life roles, 

personality characteristics of adult learners, and programs 

to serve adult students' needs. 

As adult educators investigate increasingly 
complex issues, they are likely to use different parts 
of the descriptive, correlational, experimental research 
paradigm to study different kinds of questions. And as 
descriptive studies become more sophisticated, they 
should yield substantial information about significant 
relationships among those elements important to adult 
educators. This development, too, should stimulate 
greater use of the experimental method, as we attempt 
to clarify those relationships (51, p. 78). 

Considerable research in higher education in the past 

has concentrated on the traditional-age college students of 

eighteen to twenty-two years of age or on particular groups 

of students such as veterans, women, freshmen, minority groups, 

13 
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and graduate students. The lifespan format is a much 

needed one because emphasis can be placed on the develop-

mental phases of adulthood. Leaders in adult education have 

become aware of older adults wanting to return to college 

and change careers or learn new skills or make new friends. 

From studies using the lifespan format, it is evident 

that adults change in personality characteristics, learning 

styles, ideas, needs, and goals as they pass through various 

developmental stages. 

This interval of passage is a normal yet frequently 
upsetting life experience. It is often marked by 
perceptual and cognitive disturbances as well as 
emotions of confusion, disorientation, and ambivalence. 
Behavior patterns may become tentative, erratic, and 
unpredictable as we search for road signs to guide us 
through unfamiliar territory {30, p. 4). 

Research is needed to help educators better understand 

adult students' needs. 

But colleges and universities have hardly scratched the 
surface of possibilities for this growing age group. 
The numbers will continue to grow and become a major 
proportion of the total population. As this occurs, 
political and economic power will likewise increase. 
Higher education has much to offer these older persons. 
More important, it has much to gain from their 
accumulated experience. It is fairly safe to bet that 
during the 1980's and 1990's creative efforts will 
sharply increase services to such persons and at the 
same time elicit contributions by active retirees to 
our institutions themselves (10, p. 48). 

From the day a prospective student in higher education 

begins to inquire about admission procedures and information, 

college personnel must be concerned and must show genuine 

understanding toward this student. All students must be 
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treated as individuals with unique backgrounds, needs, goals, 

and world viejws. Students cannot be lumped together into 

large groups, but they must be considered on an individual 

basis. "There is a certain irony in the fact that for 

millions of students despair over the collapse of cherished 

hopes is centered in the very place that has ostensibly been 

designed to expand their goals and to stimulate their motiva-

tions" (10, p. 222). 

There are two types of difficulties common to nearly 

all transitions. The first is a strain of learning new roles 

and becoming oriented to the new position of making the many 

adjustments and resolving the conflicts which grow out of 

the competing demands of the various roles simultaneously 

carried out by the person. The second strain is in the dual 

nature of the transitional process. Each time an old role 

is given up and a new one taken on, a double process of 

learning and adjustment must take place. The person must 

relinquish the rewards and abandon the investment in the 

previous role before gaining satisfaction in the new role. 

Every new change in the long chain of transitions over the 

life course creates a discontinuity with the past. It also 

demands fresh new commitment to a new role, which in turn 

must be abandoned. 

Two conditions are suggested to ease role transi-
tions. First, the new role must be highly valued by 
both the individual and society. Second, adequate 
social support must be provided: instrumental means 
(facilities, resources, and teachers) to aid the 
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process of learning, and emotional supports preferably 
by friends and advisers to help release the frustra-
tions and dissatisfactions engendered by the traditional 
process. Whenever an individual goes through a role 
transition, others close to him are also affected (63, 
p. 389). 

Life stages are discussed by Erikson (22) and by Havig-

hurst (34) who both agree that there are special times of 

sensitivity for learning certain things, and these special 

times of sensitivity depend on developmental tasks that are 

predictably associated with each phase of human development. 

More recently two best sellers (48, 70) have dealt with 

life stages in great detail, and both writers discuss the 

severe life upheavals adults can experience as they pass from 

one life stage to the next. 

Until recently, whenever psychiatrists and social 
scientists did address themselves to adult life, it was 
only in terms of its problems, rarely from the perspec-
tive of continuing and predictable changes. The con-
cepts handed down by Freud were based on the assumption 
that the personality is more or less determined by the 
time a child reaches the age of five (70, p. 16). 

Studies on students using a lifespan format have 

revealed several important data. Results of a study by 

Kasworm (42) show that students reported to be more mature, 

confident, and less anxious with increasing age group incre-

ments. The thirty to thirty-nine age group reported signifi-

cantly lesser need, when compared to the twenty-six to 

twenty-nine year age group, for services of orientation, 

financial aid services, housing, physical health, job place-

ment services, personal counseling, union activities, and 
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study skills assistance. "This finding raises issue with 

research that continues to treat the older student sub-

culture, in comparison to the younger student population, 

as one homogeneous grouping" (42, p. 428). 

Cross (13) says the so-called "popularization" of age-

linked life phases upsets researchers who are interested in 

adult development as disciplinary inquiry. Knox (47) points 

out that additional research is needed on age trends and 

adjustment mechanisms during adulthood, especially regarding 

the impact of such changes on learning and growth. Adapta-

tion and learning occur constantly during adulthood. 

A developmental perspective on adulthood can be 
useful to practitioners in several ways. Those in 
leadership positions within each of the helping profes-
sions can use such a perspective to plan preparatory 
education, supervised internships, and continuing pro-
fessional educational activities for practitioners that 
emphasize interrelated trends during adulthood (47, 
p. 554).. 

Current research that deals with lifespan changes for 

students indicates that this transition into mid-life is as 

crucial as the adolescent transition and in some ways more 

troublesome. It is a time when questions of personal worth 

and genuineness are raised. "Rather than counsel students 

toward specific jobs that may shortly become obsolete, it 

may be more reasonable to counsel them to know and to 

believe in themselves" (53, p. 156). 

Are the educational and personnel policies of the 
university geared to facilitating entry and progression 
at any time or are they age-specific? Are the barriers 
for adult renewal internal as well as external? What 
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specific programs and policies will help free 
individuals and institutions in their quest for 
openness for adults (67, p. 418)? 

In the fields of student development and human growth, 

knowledge of how to promote the mature development of the 

individual is lacking. "To foster greater human development 

we need new blueprints" (62, p. 332). Psychologists tend to 

agree that only a small portion of our mental capacity is 

used for experience. "For crippling immaturity to be avoided 

in the adult population, individuals must experience adequate 

personality integration through the resolution of life stage 

developmental challenges" (62, p. 332). Stress and self-

concept change with the phases of life and many seek counsel-

ing to relieve the stress that is involved (52). 

Many models and formats have been suggested in regard 

to adult learners' lifespan. Cross (13) mentions many of 

these models, but concludes that the lifespan theory is more 

important than any particular division model. Family sociol-

ogists usually frame adult life transitions in terms of 

changes in the family life cycle over time (18). 

In a major study by Farrell and Rosenberg (23) it was 

concluded that men use a variety of developmental pathways 

to negotiate middle age. Factor analysis yielded four "types" 

of adaptive patterns shown by different individuals to the 

stresses and tasks of middle-age. 
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Golan (30) discusses many ideas relating to passing 

through transitions in her book. She concludes that 

this interval of passage is a normal yet frequently 
upsetting life experience. It is often marked by 
perceptual and cognitive disturbances as well as 
emotions of confusion, disorientation, and ambivalence. 
Behavior patterns may become tenative, erratic, and 
unpredictable as we search for road signs to guide us 
(30, p. 4). 

Adult education has been defined in many different ways. 

"Adult education is any planned learning activity engaged in 

by and for anyone who possesses the biological, civil, and 

cultural characteristics of an adult" (51, p. 4). Adult 

education involves life long learning experiences in various 

settings. "A better understanding of adults as learners can 

help practitioners establish more effective linkage between 

client systems and relevant resource systems and services (47, 

p. 239). 

In a study completed with undergraduates over the age 

of thirty, Rawlins concluded that older students had concerns 

regarding (1) the ability to relate to younger students, 

(2) study habits, (3) financial problems, (4) changes in 

family living, and (5) student services (59, p. 139). 

Many humanists believe that man is naturally, inherently 

good. Given a loving environment and freedom to develop, 

human beings will grow in a manner beneficial to themselves 

and to society in general. 

In the humanistic learning process, motivation 
is intrinsic rather than extrinsic. . . . For 
humanists, motivation is not something put upon 
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learners, it emanates from the learner. A facilitator 
need only provide a number of options from which a 
student might choose (21, p. 127). 

Other educators indicate that the college setting does 

not influence learning as much as might be expected, because 

the student is not limited by the college environment alone. 

Sanford (66) says that the influences that affect a student 

during his or her college years need not have any relation-

ship with the college at all, and students are responsive to 

many outside aspects of the community. 

Clearly the environment of the developing student 
is not limited to the college itself: even in a highly 
organized and relatively isolated residential institu-
tion the students are still responsive to diverse 
aspects of the surrounding social and cultural matrix. 
For example, the climate of opinion of the community 
where the college is located: if the community dis-
trusts the college, it may help to unify the college 
society. If the college officials are highly sensitive 
to the town opinion, they may establish policy for the 
students that could be interpreted as hypocritical (66, 
p. 243). 

Most educators believe that adult education courses are 

taken voluntarily and that programs must take into account 

the needs, interests, and problems that the adult students 

themselves express. Adults are motivated to learn those 

things which they perceive as relevant to their needs (37). 

Adults seem to learn best in a learning environment in which 

they feel at ease. The physical setting and facilities 

should be comfortable and appropriate. 

Henshaw, in discussing environment for adult learning, 

mentions other important factors. "The psychological climate 
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should be both accepting and supportive. The teacher or 

facilitator is probably the primary factor in the climate 

of the educational setting" (37, p. 37). Other educators 

have discussed the psychological environment that is 

necessary in the college, and they have indicated that learn-

ing is a complex process which includes values. 

We must teach persons how best to live (value-
orientation to life) not just how to make a living. 
Perhaps, the caring motif of the Good Samaritan 
story is one of the greatest values to learn and to 
practice towards persons. Every college student 
personnel worker could do much by his or her modeling 
of the fundamental values (19, p. 450). 

Adult educators are learning more about their jobs and 

about the students in their classes as studies are being 

conducted and the results published. 

Anxiety 

Anxiety is a very important factor in the life of the 

adult learner in college. It can be caused from a number of 

outside influences on the student as well as from his or her 

own inner feelings. Anxiety affects individuals in various 

ways. There are many definitions of anxiety because there 

are different types. Some of the early researchers in the 

field of anxiety among college students were Taylor (73) 

and Bendig (6) who point out that manifest or stable anxiety 

could be measured by items from the Minnesota Multiphasic 

Personality Inventory (MMPI). Manifest anxiety is defined 

as trait rather than state anxiety. 
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Trait anxiety refers to relatively stable, 
acquired tendencies to respond in an anxious manner 
in a stressful situation. State anxiety refers to 
temporary feelings of tension and apprehension and 
activation of the autonomic nervous system that 
fluctuate in response to situational changes (32, p. 88) 

The Manifest Anxiety Scale (MAS) assesses trait rather 

than state anxiety, and MAS scores do not change in response 

to situational changes such as relaxation training or a 

stressful interview (32). 

The relationship between anxiety and intelligence is 

not as strong as some have suggested in earlier studies, and 

further, the relationship between anxiety and academic 

achievement is generally insignificant across all ability 

levels. However, for subjects of middle level ability, 

higher MAS scores are negatively correlated with grades 

obtained and directly related to academic problems (32). 

Bendig's short form of the Taylor Manifest Anxiety 

Scale (6) was used with 216 male and female undergraduates 

at the University of California, Davis, to study coronary-

prone behavior, locus of control, and anxiety (55). It was 

concluded that high-risk coronary-prone individuals are more 

likely to possess a Type A, high external control, and high 

anxiety score profile. 

In a study by Bendig (6) scores on the MAS (Manifest 

Anxiety Scale) short form, were not related to sex differ-

ences over the range represented by the sample of college 

students used in the study. In a study using the MAS by 
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Kirkland (44) it was suggested that differences in grade 

point average were not related to the scores from the MAS, 

however, Kirkland points out that good students can be 

distinguished from underachievers on the basis of high and 

low scores on specific anxiety scales. 

Anxiety has been defined as the internal response to a 

stressful event (16) and it has been related to many physical 

and mental illnesses. Depression, loss of sleep, weight loss, 

severe fatigue, constipation, tension, severe diarrhea, and 

anxiety are mentioned as problems with many depressed persons 

(30). Adult educators realize the importance of observing 

anxiety in students, but find it difficult to define its 

cause in many cases. 

Anxiety is thus a state of being threatened, but 
in which the object which threatens cannot, for one 
reason or another, be clearly and precisely differ-
entiated. It is characteristic of people feeling 
anxious that they are unable to define precisely what 
it is that concerns and distresses them. They feel 
threatened, but they do not know by what (12, p. 177). 

Spence (72) says that anxiety is a drive state which 

motivates the organism to further behavior, and it is an 

unpleasant state and the organism is motivated to reduce or 

eliminate it. Lidz (50) talks about anxiety and has many 

things to say about it from the medical viewpoint and from 

his background as a physician. 

When fear, anxiety, aggressivity, or hostility 
become chronic, or occur repetitively, then the smooth 
regulation of the body's maintenance of its homeostasis 
can be impaired. Under some conditions such disturbances 
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can lead to more permanent changes, including illnesses 
such as peptic ulcer, hyperthyroidism, or bronchial 
asthma (50, p. 272). 

Wilkie talks about adults declining in their capacity 

to coordinate adaptive mechanisms and the decline of the 

functioning of the several subsystems as they grow older. 

This affects both the stress reaction and the process of 

recovering from stress. "There is even evidence that hyper-

tension is associated with intellectual decline in older 

adults" (78, p. 959). Ward, an authority on the aging 

process, has the following to say about stress. 

Stress is best viewed as a subjective transaction 
between an individual and his situation. It results 
from an imbalance between the perceived demand placed 
upon the individual (threat) and the perceived response 
capability (ability to cope with the threat). The 
greater the perceived imbalance, the greater the stress 
felt by the person (75, p. 121). 

Anxiety is often considered to be central and critical 

in psychiatric disturbance. Anxiety and self-concept are 

often negatively correlated in studies (24) , which means that 

those subjects showing high self regard usually show low 

anxiety levels on many standardized tests. 

Because of the complex nature of individuals, the 

influence that anxiety actually has on the student's ability 

to learn has been debated. In summing up many facts and 

theories gained by a number of studies, Anastasi discusses 

the influence of anxiety. 

It is undoubtedly true that a chronically high 
anxiety level will exert a detrimental effect on school 
learning and intellectual development. Such an effect. 
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however, should be distinguished from the test-
limited effects. . . . To what extent does test 
anxiety make the individual's test performance 
unrepresentative of his customary performance level 
in nontest situations (2, p. 38)? 

An authority on stress, Selye claims that stress is 

necessary in life, and further states that 

since stress is associated with all types of activity, 
we could avoid most of it only by never doing anything. 
Who would enjoy a life of no runs, no hits, no errors? 
Besides, as we have said, certain types of activities 
have a curative effect and actually help to keep the 
stress mechanism in good shape (68, p. 83). 

The learning of stress-management skills is an important 

aspect of development for college students. Because the 

experience of stress is quite individualized, comprehensive 

and flexible programming is required (5). 

Locus of control and anxiety have been related in many 

studies, and it is shown that those persons who feel they 

cannot cope with their situation or who have external locus 

of control are high in anxiety level (3). In the same study 

by Archer it is stated that locus of control and trait 

anxiety each uniquely contribute to the distribution of state-

anxious scores. This seems to indicate that persons who have 

trait anxiety on a high level will also show state anxious 

conditions like sweating palms, nervous eye lid movements, 

and frustration in decision making. They will also feel that 

their control of the situation is beyond their own ability. 
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Self-Esteem 

Studies in self-esteem and anxiety suggest a negative 

correlation between self-esteem and anxiety for a number of 

subjects including high school students (69). Crozier (14) 

studied shynejss and self-esteem and found that shyness was 

independent of both fear of criticism and aspects of the self-

concept not concerned with social effectiveness. Seventy 

percent of the random sample of 140 freshmen women at the 

University of Iowa participated in a study which examined 

the relationship between sex-typing and self-esteem in college 

women, and the results support the major hypothesis that women 

who are not sex-typed would obtain higher self-esteem scores 

than sex-typed women (17). 

Self-esteem is the evaluation of self and is a vital 

part of the personality. "I have never counseled a person 

with a serious emotional problem who didn't have a poor self-

image at the center of his problem or as a responsible factor 

(41, p. 51). Blocher says, "Self-concept is a core around 

which all the rest of an individual's perceptions are 

organized" (7, p. 32). "The Self-concept is intimately 

related to behavior" (26, p. 83). 

Studies on self-esteem or self-concept indicate that the 

person's evaluation of himself or herself does indeed affect 

learning at all ages. 

Self-confidence or any other single variable is just 
one small piece of the chain of responses that go 
into one's decision to become an active learner. Other 
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things being equal, however, adults with high self-
evaluation are likely to participate in whatever form 
of education meets their needs, whereas those with 
low self-confidence are limited by a need to protect 
themselves from the threat of further failure, which 
too many have already experienced (13, p. 137). 

Cross (1.3) indicates that studies completed show the 

growth of the positive self-concept and rise in self-esteem 

as people approach the prime of life in the forties and 

fifties, and that educators find the age-linked descriptions, 

teaching materials, counseling papers, and other tools use-

ful guidelines to help people visualize the life cycle. 

Studies on the relationship of self-esteem and age have 

been completed on a variety of subjects including one by 

Kaplan and Pokorny (77) with 500 Harris County, Texas adults 

divided into five age groups beginning at age twenty-nine and 

above age sixty. They found no relationship between age and 

self-derogation scores, but concluded that the findings 

regarding variables which may interact with age in deter-

mining relationships between self-regard and age may suggest 

lines for future research. The Kaplan and Pokorny study 

measured self-esteem by the Rosenberg Self-Esteem Scale (64). 

Roger Boshier (8) seems to think that college students' 

incongruencies between self and ideal self, self and other 

students, self and teacher, self and institutional environ-

ment are additive; the greater the sum, the greater the 

likelihood of nonparticipation or dropout. 
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Both adult education participation and dropout 
can be understood to occur as a function of the 
magnitude of the discrepancy between the partici-
pant's self-concept and key aspects (largely people) 
of the educational environment. Non-participants 
manifest self/institution incongruences and do not 
enroll (8, p. 260). 

Boshier's theory suggests that the proper matching of 

adults to educational environments is important. But he also 

feels that certain people, especially those who show a high 

degree of dissatisfaction with themselves are likely to 

project their own dissatisfaction onto the environment and 

to drop out of almost any kind of environment. They are 

dropout prone (13). 

The self-concept exerts an enormous influence upon both 

perceptions and actions. Rogerian psychotherapy is designed 

to create conditions which encourage increased awareness and 

the development of greater self-acceptance or a broader self-

concept on the part of the client (65). Many educators try 

to understand their students' world views, needs, goals, 

self-esteem, and ideas so that learning can take place in an 

atmosphere of freedom and acceptance. 

Rosenberg (64) defines self-concept as the totality of 

the individual's thoughts and feelings having reference to 

himself as an object, and self-esteem is the most vital part 

of the self-concept. Self-esteem or self evaluation at a 

global level refers to a person's perceived sense of basic 

adequacy to cope with basic life-space situations and to 

bring about important life goals (20). 
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There are other ideas relevant to how man can 
change in positive directions. Educators advocate 
education, the church pleads for more religion, 
business men vote for hard work and less government 
interference and minority groups seek justice and 
equality. Though each of these groups purports to 
have the answer, the fact remains that there are 
still massive numbers of troubled, disturbed people 
whose lives are crippled by low self-esteem (24, 

p. 115). 

Having control may enhcmce a person's feelings of freedom 

and value, whereas being helpless may disparage one's sense 

of self-esteem according to Geen (29), and he also points out 

that the rise of minority groups' political power enhances 

the self-esteem of the members. 

The self-concept or self-esteem of adults with regard 

to learning is a particularly delicate matter. "Adults who 

have experienced failure in earlier schooling and who have 

little confidence in their ability to learn will find their 

negative self-concept a barrier to success in adult educa-

tion" (46, p. 45). For Knowles, the learning process 

involves the whole person, emotional, psychological, and 

intellectual. It is the mission of adult educators to assist 

adults in developing their full potential in becoming self-

actualized and mature adults (21). 

In a study of college students for self-esteem, self-

concept, and life goals, Zucherman (79) found that men and 

women who plan to pursue nontraditional careers or life-

styles describe themselves differently than their more 

traditional classmates, and they reflect more positive self-

images. In the Zucherman study, the Rosenberg Self-Esteem 
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Scale was used and the results were analyzed by stepwise 

multiple regression. In a study by Keith (43) on sex-role 

attitudes among women, self-esteem, as measured by the 

Rosenberg scale, was not associated with career orientations. 

This research calls attention to only a few of the possible 

differences in needs for counseling experienced by women 

with conventional and nonconventional work-family patterns. 

Future investigations should examine carefully 
the time in the life cycle in which women with con-
ventional and nonconventional career orientations can 
expect to confront the most difficulty in meshing work 
and family roles. Such information would be of use as 
counselors assist young women while they are in school 
and as they work with older women who are making a 
transition into the labor force (43, p. 251). 

As adults begin to become aware that they have lived 

more years than they expect to live in the future, they begin 

to assess themselves in terms of past accomplishments and 

failures, married life, and other needs. Self-esteem can 

change for these adults, but age-related trends in self-

concept within the age span between twenty and sixty years 

of age are few, according to Knox (47). 

College students typically have low variability 
scores, which is characteristic: of most normal adult 
samples, and relatively high self-acceptance. It 
appears that adults with optimal self-concepts use 
their intellectual abilities more effectively than 
those with poor self-concepts. In addition, self-
concept is a partial predictor of occupational 
performance (47, p. 339). 

Cross (13) discusses dispositional barriers related to 

attitudes and self-perceptions about oneself as a learner. 
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Many older adults, for example, feel that they are too old 

to learn. Adults with poor educational backgrounds frequently 

lack interest in learning or confidence in their ability to 

learn. Cross and many other leaders in the field of adult 

education believe that motivation for learning is a function 

of the interaction between internal psychological factors and 

external environmental variables, or at least the participant's 

perception and interpretation of environmental factors. Self-

esteem (regarding self more highly, feeling more confident, 

maintaining self images) is an important aspect of Allen 

Tough's research on self-directed learning" (13, p. 120) . 

People with high self-esteem expect to be more successful, 

whereas those with less self-confidence entertain doubts about 

their ability and success in many cases. 

The self report, like any other behavior is a 
product of the individual's total phenomenal field. 
This perceptual field, it is true, contains all other 
perceptions of which he is capable as well. Any 
behavior is always the product of the individual's 
perceptions of himself and his perceptions of the 
situation in which he is involved. The self report, 
like any other behavior, is thus a product of both 
the subject's perceptions of self and of not self (12, 
p. 440). 

Astin (4) says that the chief Maslovin needs of women 

between the ages of fourteen and forty have been determined 

to be love and belongingness. But after women reach the age 

of forty, there is a significant increase in the need for 

self-esteem and self-actualization. Knox (47) mentions that 

during adulthood periods and domains of stability are 
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interspersed with major personality changes, and the patterns 

of personality stability and change vary greatly among adults 

with contrasting personality characteristics. 

Academic Achievement 

Grades are often used as a measure of academic achieve-

ment by educators, despite their obvious limitations. 

There was a short-lived movement in the mid- and 
late-1960's to eliminate grades on American campuses, 
but since the beginning of the present decade, grades 
have undoubtedly become more, rather than less, difficult 
to eliminate. Increasing numbers of young people are 
attending college, and grades based largely on achieve-
ment examinations form part of the traditional bureau-
cratic machinery for processing these students. And 
because of the kind of curriculum in most colleges, 
grades have to be used as indicators of educational 
progress, however inadequately they serve that function. 
Then again, emphasis on formal requirements for admis-
sion into various professions, or into graduate school, 
is increasing rather than decreasing, and the grade-
point average during the undergraduate years is still 
one of the most common yardsticks used to judge appli-
cants, and still one of the best predictors of success 
in graduate school for students who move directly into 
graduate programs (66, p. 121). 

Grades are seen as an indication of learning, but not 

as a basic goal or motive in education, according to Knox. 

The success of learning and problem solving 
strategies depends partly on the adult's belief that 
reading and discussion and other educative activities 
can actually contribute to the achievement of any 
important personal goals. Adults with a low sense of 
educational efficacy believe that they are unable to 
increase their understanding and competence, or even 
if they could, it would not help them much (47, p. 455). 

Gordon says that anyone working with traditional age 

students knows that their initial motivations for being in 
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college are often for social relationships and external 

expectations. Often these reasons alone may predict little 

success or satisfaction with the college experience. "The 

recruiting efforts should reflect a true representation of 

the intellectual demands of the institution. Otherwise they 

may produce students with a 'poor fit' and the ensuing reten-

tion problems that follow" (31, p. 371). 

A study by Knapp in which the relationship of life events 

to grade point average of college students showed undesirable 

life events correlated significantly with lower grade point 

average, but desirable life events showed no relationship. 

"The crucial aspect of the events may be undesirability, not 

total change" (45, p. 497). 

Academic success as measured by grade point average is 

a representation of a number of factors in the life of the 

student in college. Motivation, ability, environment, needs, 

and other personal factors contribute toward the overall grade 

point average. "The relation between personality and intel-

lect is reciprocal. Not only do personality characteristics 

affect intellectual development, but intellectual level also 

affects personality development" (2, p. 355). 

Good grades may be earned by a brilliant, independent, 

versatile and flexible thinlcer, but equally good grades may 

be earned by a persistent, well disciplined, well organized 

and obedient student with a good memory (66). According to 
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Cross (13) grades and self-esteem are related. Individuals 

with high self-esteem expect to be successful, whereas those 

with less self-confidence have doubts about their probable 

success. 

Grades have always been important to students of all 

age levels. 

The most potent motivational device is grades. 
Grades have been the symbol of achievement. Grades 
will help make the dean's list, unlock doors to 
graduate work, and keep the student on the football 
team . . . the majority of students have been motivated 
to get passing grades if only to remain in college (66, 
p. 205). 

Most college administrators and faculty members say 

they want students to make good grades, but many of these 

same persons refuse to examine themselves and their institutes 

to see what can be done to help older students who have 

special needs (10). 

Demographics 

Age is an important factor among college students, 

because the typical college student of the 1980's is not as 

young as the student of the 1960's (75). As the total 

population shifts, the college population will likely follow. 

In a study examining chronological age and marital status as 

factors of academic performance, it was concluded that 

college students twenty-eight or older were more likely than 

the younger students to be high achievers (74). 
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Twenty professional men from age thirty-five to fifty 

who changed careers were studied by Osherson (56); he 

maintains that to evaluate or understand an event at work 

one must often look beyond the specific event itself to its 

deeper meaning in the context of the individual's total life. 

Deep conflicts might be hidden for years then surface in 

midlife and cause change in jobs, family, and self-

perceptions. 

Honzik (39) studied the various age groups in college 

and concluded that intelligence, as measured by scores on 

intelligence tests, increases with age in many cases. Ponzo 

discusses age prejudice and claims that many life style 

decisions are influenced by age prejudical ideas " . . . and 

people should stop acting their age and start being them-

selves" (58, p. 140). 

Women are often the subject of studies in higher educa-

tion. 

The proportion of women college graduates is 
smaller in 1980 than it was thirty years ago, even 
though in absolute numbers more women are being 
educated. In spite of the fact that the number of 
working women is increasing, the vast majority are 
found in low-skilled jobs and a very small proportion 
are working at a level close to that reflecting their 
educational or professional training. Whereas the 
number of professional women in Europe has doubled in 
the past 30 years, the number in America has actually 
declined (37, p. 19). 

It appears that many women are timid about exploring 

possibilities open to them. In order to explore educational 
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and career possibilities, women need the assistance of those 

persons in our country who have the responsibility of 

influencing educational and vocational development (37). 

The results of a study on returning women students and their 

families suggest that the most useful approach to counseling 

returning women students would involve the women and their 

families quite early in the student's academic career, so 

that counselors could help students and their families under-

stand the demands of the student role, probable impact on the 

family, and the strategies for coping with problems while 

supporting the student (40). Many women do not enter college 

because they feel they are too old to compete with the younger 

students, and they are made to feel uncomfortable in the 

college setting. They often feel threatened or unworthy (75). 

Older persons constitute one of the minority groups 
suffering in our society from prejudical attitudes and 
discriminatory behavior. "We-They" notions parallel the 
sociodynamics of in groups and out groups. The feminist 
struggle indicates that group size does not eliminate 
such dynamics and that the increasing older population 
will continue to experience prejudice (71, p. 149). 

Women who are mothers often feel guilt ridden about 

leaving their children to attend college classes, but after 

women reach the age of forty, there is a significant increase 

in the need for self-esteem and self-actualization (4). 

Eddy points out the vast differences in colleges and 

college students. 

The needs of dormitory residents may differ from 
the needs of nondormitory students, and the counseling 
services may to some degree also reflect this difference. 
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Two-year college students, whether living in a 
dormitory or not, may have defined through their 
election of the two-year setting some inherent 
differences in background (19, p. 182). 

Grigg studied access, retention and progression of Black 

students through the two-tier higher education system in 

Florida and concluded, "Thus Florida's two-tier system, 

while encouraging the entrance of Black high school graduates 

into higher education, does not guarantee their access to 

predominantly White four-yecir universities or to graduate 

training" (33, p. 105) . 

Golan (30) claims that a change in marital status can 

have great impact on students in college. The student who 

has an understanding spouse could be more settled and more 

adjusted in college than the student in a divorce process. 

Marital separation is a particularly upsetting psychosocial 

transition because it usually demands multiple, drastic 

changes in the individual's life space. Ahrons (1) says that 

divorce causes changes in roles, rules, and boundaries 

between parental and spousal systems. 

In a study by Daniels (15) eighty-six couples were 

interviewed and information was gathered concerning ways in 

which parenthood affects men and women at different times of 

the life cycle, and it was suggested that future studies 

should use a lifespan format. Carter (9) points out that 

families are like individuals and they experience life stages 

or cycles. Many facts about college students and their 
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marital status and other demographic data are discussed by 

Golan (30) who feels that there are many factors that 

influence young and older adults as they pass through 

transitions, including such things as moving from one 

geographical location to another. 
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CHAPTER III 

PROCEDURES FOR THE COLLECTION AND 

ANALYSIS OF THE DATA 

North Texas State University, located in Denton, Texas, 

was the institution selected for use in this study. Permis-

sion was received from the registrar to obtain all necessary 

records of students included in the sample. 

Population 

A computer printout of all students enrolled in the 

1983 spring semester at North Texas State University was 

obtained from the computer center. The name of each student, 

local and permanent address, birthday, level of study by 

year, and major were listed on the computer printout. Zip 

codes were used to determine commuter and resident students. 

Only those student names that had a major listed within 

the three colleges of education, arts and science, and 

business, and only those students within the ages of twenty-

three to fifty-five years were included in the study. Further, 

only those students who had completed at least nine hours of 

work were finally included in the study. There were 7,400 in 

the population before the sample was drawn. 
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Sample 

A stratified random selection was made to obtain names 

representing four age groups (twenty-three to twenty-eight, 

twenty—nine to thirty—five, thirty—six to forty-three, and 

forty-four to fifty-five) and from both graduate and under-

graduate students from the three colleges. 

A matrix of columns and rows was used for the four by 

six factoral format. Each name within the total number 

eligible for each cell was given a number beginning with one. 

Within each of the twenty-four groups or cells a total of 

thirteen names were selected by the use of a table of random 

numbers for the first mailing. This was done with the intent 

to secure at least ten subjects in each of the twenty-four 

cells. 

Instrumentation 

The questionnaire contained questions about marital 

status, race, and sex. Ten items containing the Rosenberg 

Self-Esteem Scale (RSE) and twenty items from the short form 

Taylor Manifest Anxiety Scale (MAS) were included in the 

questionnaire. Grade point average and total hours of course 

work were obtained from the registrar. 

The Rosenberg Self-Esteem Scale (RSE) is a ten-item 

Guttman scale that can be used to measure overall self-regard 

or global self-esteem (17). The items can be answered on a 

four-point scale from strongly agree to strongly disagree. 
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The term "self-concept" has a complex meaning and refers to 

the person's ideas of himself which include more than self-

esteem, but self-esteem is the most important aspect of the 

self-concept. "If one wished to investigate a single aspect 

of the self-concept, then global self-esteem would probably 

be the most important" (11, p. 278). Written permission was 

given by Rosenberg to use the scale for this study (see 

Appendix A). 

This type of instrument does not foster an evasiveness 

response style, and it offers an alternate to multidimensional 

analysis (16). It is brief, but widely used and often cited 

(8, 14, 18). 

The design of the RSE is important, because agreement 

bias is usually a validity threat when all the items in a 

scale are phrased in the same direction, or high self-esteem 

is always indexed by an agreement response. The usual solu-

tion is a scale of balanced items. This means that for half 

the items, agreement represents high self-esteem, and for the 

other half agreement represents low self-esteem. In this way, 

the negative biases cancel the positive biases when the item 

scores are summed (16). Rosenberg suggests the Guttman method 

of scoring resulting in a six-point scale, but several methods 

of scoring have been used with similar results (10) . 

The Guttman scoring of the items resulted in a six-point 

scale. Scale Item I was contrived from the combined responses 
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to items 3, 7, and 9. If a respondent answered two out of 

three or three out of three positively, he received a positive 

score for Scale Item I. If he answered one out of three or 

zero out of three positively, he received a zero score for 

Scale Item I. Scale Item II was contrived from the combined 

responses to items 4 and 5. One out of two or two out of two 

positive responses were considered positive for Scale Item II. 

Scale Items III, IV, and V were scored simply as positive or 

negative based on responses to items 1, 8, and 10. Scale 

Item VI was contrived from the combined responses to items 2 

and 6. One out of two or two out of two positive responses 

were considered positive. A high total score indicates low 

self-esteem. A low score of one indicates high self-esteem. 

Silber and Tippet analyzed four instruments, including 

the RSE, and they employed two measurement methods of self-

report and interview-ratings. They report positive results 

in convergence-discriminate comparisons, and they also report 

the two traits of self-esteem and self-concept stability 

turn out to be two different ways of coding essentially the 

same responses (12). 

Rosenberg reports that the RSE is a ten-item Guttman 

scale with a coefficient of reproducibility of 92 percent 

and a coefficient of scalability of 72 percent. These 

reproducibility and scalability coefficients suggest that the 

items have satisfactory internal reliability (11). Using 
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college samples in a two-week test-retest, the reliability 

coefficient was .85; and, in another two-week test-retest 

using college samples the reliability coefficient was .88. 

The items deal with a generally favorable or unfavorable 

global self-attitude, and there is evidence of both con-

vergent and discriminant validity (11). 

In comparing other self-esteem instruments as to their 

validation, Wells points out several important qualities of 

the RSE. 

The Rosenberg measure, while certainly not perfect, 
does behave more satisfactorily. It converges with 
other self-esteem measures and its criterion-relational 
performance in studies has been more consistent. The 
moral of this comparison is that the validity of a 
measure is only assessed by reference to a wide and 
diverse body of information (16, p. 194). 

Both the Guttman and the Likert format for scoring were 

used in the present study. The Likert format for scoring 

and assigning numerical values for the answers in a self-

esteem scale like the RSE is discussed by Wells who says that 

simple scoring or adding responses gives the same results as 

more sophisticated systems. 

Given that procedures for forming self-esteem 
scores make the assumptions which we have described, and 
which are not justified on a priori grounds, the practi-
cal question remains "Do these considerations make a real 
difference in empirical research?" Unfortunately, the 
answer to this question remains only guesswork. As 
Wylie and Crandall note, there is little empirical 
evidence that more sophisticated systems for constructing 
self-esteem scores are appreciably superior to simple 
unit-weighing (16, p. 104). 
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The Taylor Manifest Anxiety Scale (MAS) is taken from 

the Minnesota Multiphasic Personality Inventory (MMPI). The 

short form of the MAS is due to Bendig (1) and consists of 

only twenty items, yet measures with the same results as 

the longer form of fifty items (7). The items chosen for 

the original form of the MAS and for the newer shorter form 

are ones that are especially relevant to worry, anxiety, and 

fear. The items were submitted to clinical psychologists who 

judged the degree to which each item indeed measures anxiety 

(5). In discussing the MAS, Taylor (13) said that studies 

show that performance in a number of experimental situations 

ranging from simple conditioning and reaction time to a 

"therapy" session involving induced stress is related to the 

level of anxiety as revealed on a test of manifest anxiety. 

Since the original MAS by Taylor, several revisions have 

been made. A short form of the MAS is used by a number of 

researchers. A study by Hoyt and Magood (7) indicates there 

are several items in the original fifty that can be eliminated 

and that a shortened form, retaining only the valid items is 

more useful and clinically valid than the standard MAS. 

Bendig (1) took these twenty items of the original MAS and 

developed the short form and administered it to 324 college 

students. To another sample of 744 college students, he 

administered the full fifty-item scale. No significant 

differences in scale means or variances were found for the 
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two methods of administration, nor were any sex differences 

evident. 

A survey of studies using the fifty-item MAS shows its 

median internal consistency reliability coefficient to be 

.82 and the similar reliability coefficient of the twenty-

item scale was .76. It was concluded by Bendig from these 

studies that the twenty-item short form revision of the MAS 

has eliminated from the standard MAS items of low internal 

consistency and validity and provides scores that are about 

as reliable as the fifty-item MAS. Scores on the short form 

are related to scores on the standard form, and the short form 

is more parsimonious of testing time and even more valid than 

the longer MAS (1). 

The anxiety items of the MAS can be scored without the 

buffer items contained in the standard MMPI administration, 

and the scale is typically scored in this manner. Studies 

report a split-half reliability coefficient of .92 for the 

MAS, and a Kuder-Richardson 21 (internal consistency) value 

of .92 for male Veterans Administration psychiatric patients. 

Studies completed with college students taking the MAS show 

test-retest reliability coefficients of .89, .82, and .81 

over periods of three weeks, five months, and seven to nine-

teen months respectively (4). 

In interpreting high and low MAS scores, a high score 

indicates that the person is predisposed to experience great 

emotional discomfort in stressful situations. In such 
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situations he feels anxious, tense, and jumpy and is likely 

to experience some physiological changes such as excessive 

perspiration, increased pulse rate, and he perceives the 

environment as threatening. He feels that he is at the 

mercy of forces beyond his control. He also feels a lack of 

self-confidence. A low MAS score indicates that a person is 

not predisposed to experience extreme emotional discomfort in 

stressful situations. He is self-confident, is expected to 

do better in complex learning situations than one who scores 

high on MAS, and he feels he is in control of the situation. 

He is also relatively free of physical or somatic complaints 

(4) . 

For the short form of the MAS there are four statements 

that should be answered false, and sixteen answered true for 

complete high anxiety. A score of one standard deviation 

above the mean in large samples of 100 or more would indicate 

fairly high anxiety. A mean score or a score one SD below 

is low anxieity (15). In large samples of over 100, the 

scores are considered high and low when they are in the 

upper and lower 20 percent, indicating high and low levels 

of anxiety respectively (5). 

The Taylor Manifest Anxiety Scale has been used in a 

number of studies (2, 6, 9). "Substantial inverse correla-

tions were reported between many self-concept scores and 

measures of anxiety. Subsequent studies by others support 

these relationships" (3, p. 26). 
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Procedures for Collection of Data 

After 312 names were randomly selected (thirteen in each 

of the twenty-four cells), each person was mailed a coded 

questionnaire which contained a total of thirty-three items 

to be completed and returned within ten days. A stamped, 

return addressed envelope was provided with every question-

naire. A cover letter was also enclosed (see Appendix B). 

The coding system was as follows: the first letter 

represented the column, the second the row, and the third 

was the individual within the cell. The code was hand 

written on the back of each questionnaire (see Appendix C). 

Questionnaires, cover letters, and stamped return 

envelopes were sent to 312 students in the sample by the 

first mailing. A second follow up mailing was completed 

after ten days and included non-respondents and an additional 

sixty-nine students from the population. This resulted in 

a total of 210 additional questionnaires being mailed. A 

third and final mailing included an additional thirty-five 

students from the population to assure an adequate return for 

every cell. 

The three mailings included a total of 557 questionnaires, 

return addressed envelopes, and cover letters sent to students 

selected for the sample. Of the 277 returned questionnaires, 

fifty had to be deleted, because seven questionnaires were 

returned with codes eradicated, and forty-three represented 
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students who did not have a total of nine semester hours 

credit at the time. An additional twenty-three were not 

needed for the particular cells that they represented, 

because these cells already had ten each. A total of 204 

became the final sample included in the study. This 

represents 85 percent of the target sample. 

Analysis of Data 

The statistical analysis of the data was completed by 

the use of the computer at the North Texas State University 

Computer Center. A card for each student in the sample was 

key punched to include full name, demographic data, responses 

to both the RSE and MAS items, grade point average, and the 

total hours of course work completed. 

Frequency distributions were prepared for students' 

responses to questions concerning demographic data and to 

the RSE and MAS items. The format for the study included a 

four by six factoral lifespan design. Rows represented the 

four age stages or levels, and the columns represented the 

three colleges with graduate and undergraduate students. 

Grade point average, self-esteem, and anxiety were the three 

dependent variables in three separate analyses. The method 

used was multiple linear regression. The hypotheses were 

tested at the .05 level of significance. For class level 

information on all coding for computer purposes, see Appendix 

D. 
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CHAPTER IV 

PRESENTATION AND ANALYSIS OF THE DATA 

This study was a lifespan analysis of adult college 

students between the ages of twenty-three and fifty-five at 

North Texas State University in Denton, Texas, with respect 

to academic achievement as measured by grade point average, 

self-esteem as measured by the Rosenberg -Self-Esteem Scale 

(RSE), and anxiety as measured by the short form of the 

Taylor Manifest Anxiety Scale (MAS). The questionnaire was 

completed by 204 students enrolled in the 1983, spring 

semester, and the data obtained from these questionnaires 

became the basis for the findings of the study. 

The statistical method used was multiple linear regres-

sion (MLR). All statistical analyses were computed at the 

North Texas State University Computer Center. The formulas 

used in the analyses were standard formulas used at the 

computer center and were taken from Helwig (1). 

Descriptive Data for Sample 

The parent population is presented in Table I. Age 

stage I are those students between the ages of twenty-three 

and twenty-eight, age stage II are those between the ages of 

twenty-nine cind thirty-five, age stage III are those between 
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the ages of thirty-six and forty-four, and those in age stage 

IV are between the ages of forty-five and fifty-five. 

TABLE I 

PARENT POPULATION 

Age Education Arts and Science Business 
Total Stage Under-

grade Grad. Under-
grade Grad. 

Under-
gr ad. Grad. 

Total 

I 301 328 1,276 549 1,121 533 4,108 

II 113 529 273 449 193 353 1,910 

III 57 435 117 188 70 104 971 

IV 14 269 34 51 20 23 411 

Total 485 1,561 1,700 1,237 1,404 1,013 7,400 

An examination of Table I indicates that the College of 

Education has more graduate level students enrolled than 

undergraduate, while the other two colleges have more under-

graduate students than graduate level students enrolled. The 

largest number of older students, age forty-five to fifty-

five, are enrolled in the College of Education graduate 

program. 

The target sample for the study is presented in Table II, 

This is a lifespan four by six format with age stages pre-

sented at the left and represented by rows, and the three 

colleges with graduate and undergraduate students represented 

by the columns. With this type of format, many students are 
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included in the study who are not of the traditional age of 

college students between the ages of eighteen and twenty-

two; and, the study can provide information about a growing 

population of older adults. 

TABLE II 

TARGET SAMPLE FOR THE STUDY 

Age Education Arts and Science Business Total Stage Under-
grade Grad. 

Under-
grad. Grad. 

Under-
grade Grad. 

Total 

I 10 10 10 10 10 10 60 

II 10 10 10 10 10 10 60 

III 10 10 10 10 10 10 60 

IV 10 10 10 10 10 10 60 

Total 40 40 40 40 40 40 240 

An examination of Table II indicates that an equal number 

of students in each cell made up the target sample. However, 

after the questionnaires were returned, several members of 

the target sample had to be eliminated because the students 

had not completed at least nine hours of course work, or they 

had deleted the code from the returned questionnaires. 

The actual sample, or respondent sample, used in the 

present study is presented in Table III. The total sample 

included 204. In comparing the figures provided in Tables I, 

II, and III, it can be seen that the sample is a 
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disproportionate and stratified one within a lifespan format 

including students from three colleges, four age stages, and 

both undergraduate and graduate levels of study. 

TABLE III 

RESPONDENT SAMPLE 

Age Education Arts and Science Business 
Total Stage Under-

grad. Grad. Under-
grad. Grad. Under-

grade Grad. 
Total 

I 10 8 10 8 10 7 53 

II 10 6 10 8 10 6 50 

III 10 5 9 9 10 4 47 

IV 10 8 10 9 7 10 54 

Total 40 27 39 34 37 27 204 

An examination of Table III indicates that the total 

number of respondents enrolled in the College of Education 

is sixty-seven, and the total for the College of Arts and 

Science is seventy-three, and the total for the College of 

Business is sixty-four. 

Bivariate frequency distribution tables of the three 

dependent variables grade point average, self-esteem, and 

anxiety, and the independent variables age stages, college, 

sex, commuting status, race, and marital status are presented 

in Appendix E. 
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Hypothesis I 

Hypothesis I states that a relationship exists between 

grade point average and a linear combination of the following: 

(1) level of self-esteem, (2) level of anxiety, (3) age 

stages, (4) college, (5) sex, (6) commuting status, (7) race, 

and (8) marital status. 

The multiple linear regression results are presented in 

Table IV. Grade point average is the dependent variable, and 

various independent variables are listed with their Type IV 

sum of squares, F value, and significance probability, labeled 

PR>F. Type IV sum of squares represents an analysis of 

variance application and is the sum of squares due to adding 

that variable; last in the model. 

The coefficient of variation, labeled C. V., is also 

listed in Table IV. It is often used to describe the amount 

of variation in the population. It is equal to the standard 

deviation of the dependent variable divided by the mean of 

the dependent variable and then multiplied by 100. The 

coefficient of variation is often a preferred measure (1). 

The Pearson product-moment correlation coefficient 

between grade point average and self-esteem is .029; for GPA 

and anxiety it is .456; for GPA and age it is .025; for GPA 

and sex it is .120; and for GPA and commuter status it is 

.197. The mean GPA in the present study is 3.232 and the 

standard deviation is 0.687. 
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TABLE IV 

MULTIPLE LINEAR REGRESSION RESULTS WITH GRADE 
POINT AVERAGE AS THE DEPENDENT VARIABLE 

Source DP Sum of Squares Mean S F Value PR>F R2 C.V. 

Model 14 13.426 0. ,959 2.20 0 . 009 0.14 20.42 

Error 189 82.437 0.436 

C. Total 203 95.863 

Source DF Type IV S.S, F Value PR>F 

RSE 1 1.368 3.14 0.078 

Anxiety 1 0. 333 0.76 0.383 

Age 3 0. 689 0.53 0.668 

College 2 1.354 1.55 0.214 

Sex 1 0.015 0.04 0.851 

Commute 1 0.006 0.01 0.906 

Race 3 3.671 2.81 0.040 

Marital 2 1.662 1.91 0,151 

Upon investigation of Table IV, the independent variable 

race indicates a relationship with grade point average at the 

.04 level, and self-esteem level (RSE) at the 0.78 level. When 

these two independent variables are considered by themselves, 

RSE is significant at the .024 level, and race at the .002 

level, as presented in Table V. 
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TABLE V 

MULTIPLE LINEAR REGRESSION RESULTS WITH GRADE 
POINT AVERAGE AS THE DEPENDENT 

VARIABLE—REDUCED MODEL 

Source DF Sura of Squares Mean S F Value PR>F R C. V. 

Model 

Error 

C. Total 

4 

199 

203 

8.716 

87.146 

95.863 

2.179 

0.437 

4.98 0.0008 0.090 20.469 

Source DF Type I S.S. F Value PR>F 

RSE 

Race 

1 

3 

2.242 

6.474 

5.12 

4.93 

0.024 

0.002 

Parameter Estimate T for HO: P=0 PR> (T) S.E. of Est. 

Intercept 3.212 14.46 0.0001 0.222 

RSE -0.104 - 2.22 0.027 0.046 

Race 1 0.253 1.26 0.207 0.200 

2 -0.491 -1.76 0.079 0.279 

3 0.418 1.19 0.236 0.352 

4 0.000 # m m . . . « • • " 

The multiple linear regression results of the reduced 

model are presented in Table V with grade point average as 

the dependent variable, and only RSE and race as the indepen-

dent variables. Type I sum of squares is used, because a 

Duncan's multiple range test is needed to find the GPA for 
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each Race, 1 = White, 2 = Black, 3 = Hispanic, 4 = Other 

races, and Duncan's test controls the Type I comparisonwise 

error rate and not the experimental error rate. 

Race is presented with Beta weights in Table V. Param-

eter estimates are reported in Table V as follows: "T for 

HO: Parameter— 0" means the t value for testing the null 

hypothesis that the parameter equals zero. The value given 

in the table for PR>(T) answers the question, "If the Param-

eter is really equal to zero, what is the probability of 

getting a larger value of t" (1)? A very small value for 

this probability indicates that the value of the variable 

contributes significantly to the model. 

Duncan's multiple range test results for the dependent 

variable grade point average and the independent variable 

race are presented in Table VI. Alpha = .05, DF = 199. 

TABLE VI 

DUNCAN'S MULTIPLE RANGE TEST FOR VARIABLE GPA 

Race N Hispanic White Black Other 

Hispanic 5 X NS Sig. NS 

White 176 • « X Sig. NS 

Black 11 m • • * X NS 

Other 12 * * * • X 
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An investigation of Table VI indicates that there is a 

significant difference between the GPA of White and Black, 

and between Black and Hispanic. The grade point averages for 

Hispanics is 3.402, for Whites 3.288, for Other Races 2.960, 

and for Blacks 2.560. 

An investigation of Table IV indicates that 14 percent 

of the variability in grade point average can be attributed 

to the variability in the independent variables self-esteem, 

anxiety, age, college, sex, commuter status, race, and marital 

2 

status of students in the sample for the present study (R ). 

When self-esteem and race are the only variables considered as 

predictors of grade point average, they account for 9 percent 

of the variability in grade point average, and they are related 

to grade point average at the .024 and .002 levels of signifi-

cance, respectively (see Table V). 

Hypothesis II 

Hypothesis II states that a relationship exists between 

self-esteem and a linear combination of the following: (1) 

level of anxiety, (2) age stages, (3) college, (4) sex, (5) 

commuting status, (6) race, and (7) marital status. 

The multiple linear regression results are presented in 

Table VII. Self-esteem is the dependent variable, and various 

independent variables are listed. The independent variables 

listed with their Type IV sum of squares, F value, and sig-

nificance probability, labeled PR>F, are also presented in 

Table VII. 



66 

TABLE VII 

MULTIPLE LINEAR REGRESSION RESULTS WITH SELF-ESTEEM 
AS THE DEPENDENT VARIABLE 

Source DF Sum of Squares Mean S F Value PR>F R2 C.V. 

Model 13 111.978 8 ,613 17.27 .0001 .541 40,469 

Error 190 94.767 0 ,498 

C. Total 230 206,745 

Source DF Type IV S.S - F Value PR>F 

Anxiety 1 83.043 166.49 .0001 

Age 3 0.718 0.48 .7003 

College 2 0.372 0.37 . 6889 

Sex 1 3.456 6,93 .0092 

Commute 1 0.194 0.39 .5329 

Race 3 4.249 2.84 .0386 

Marital 2 0.339 0,34 .7123 

The Pearson product-moment correlation coefficient 

between self-esteem and anxiety is .0001; for self-esteem 

and age it is .0059; for self-esteem and sex it is fQQ21; 

and for self-esteem and commuter status it is .0123, The 

mean RSE in the present study is 1.745 and the standard 

deviation is 1.009. 

An investigation of Table VII indicates that the 

variable anxiety shows a relationship with self "•esteem at 



67 

the .0001 level, sex shows a relationship at the .0092 level, 

and race shows a relationship at the .0386 level. When these 

three independent variables are considered by themselves in 

a reduced model, anxiety is significant at the .0001 level, 

sex at the .0007 level, and race at the .0321 level, as 

indicated in Table VIII. 

The multiple linear regression results for the reduced 

model are presented in Table VIII with self*~esteem as the 

dependent variable, and only anxiety, sex, and race as the 

independent variables. 

An investigation of Table VII indicates that 54.1 per-

cent of the variance in self—esteem scores CBSE) can be 

attributed to the variability in the independent variables 

anxiety, age, college, sex, commuter status, race, and marital 

status. An investigation of Table VIII indicates that 53.4 

percent of the variance in RSE scores can be attributed to 

the variability in the independent variables anxiety, sex, 

and race (R^). 

In Table VIII the two categories of sex are represented 

as 1 = male and 2 = female, 

Duncan's multiple range test results for the dependent 

variable self-esteem and the independent variable sex are 

presented in Table IX, An investigation of Table IX indicates 

there is a significant difference between male and female in 

self-esteem scores. Alpha = ,Q5, DF = 198. 
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TABLE VIII 

MULTIPLE LINEAR REGRESSION RESULTS WITH SELF-ESTEEM 
AS THE DEPENDENT VARIABLE—REDUCED MODEL 

Source DF Sum of Squares Mean S F Value PR>F R C.V. 

Model 

Error 

C. Total 

5 

198 

203 

110.470 

96.274 

206.745 

22.094 

0.486 

45.44 0.0001 0.534 39.957 

Source DF Type I S.S, F Value PR>F 

Anxiety 

Sex 

Race 

1 

1 

3 

100.319 

5. 803 

4. 347 

206.32 

11.94 

2.98 

0.0001 

0.0007 

0.0321 

Parameter Estimate T for HO: P=0 PR> (T) S.E. Of Est. 

Intercept 1.245 5.56 0.0001 0.223 

Anxiety 0.172 14.02 0.0001 0.012 

Sex 1 0.293 2.91 0.0040 0.101 

2 0.000 • • • • # • • * « 

Race 1 -0.577 - 2.73 0.0068 0.211 

2 -0.473 - 1.62 0.1075 0.292 

3 -0.165 - 0.44 0.6574 0.372 

4 -0.000 • # # m m • m m m 
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TABLE IX 

DUNCAN'S MULTIPLE RANGE TEST FOR VARIABLE 
SELF-ESTEEM AND SEX 

Duncan Grouping* Mean (RSE) N Sex 

A 2.000 85 Male 

B 1.563 119 Female 

different. 

Duncan's Multiple Range Test results for the dependent 

variable self-esteem and the independent variables race are 

presented in Table X. 

TABLE X 

DUNCAN'S MULTIPLE RANGE TEST FOR VARIABLE 
SELF-ESTEEM AND RACE 

Race N Other Hispanic White Black RSE 

Other 12 X NS Sig. Sig. 2.416 

Hispanic 5 m m * X NS Sig. 2.200 

White 176 m • « • • * X NS 1.698 

Black 11 . . . • • * • • * X 1.545 

An investigation of Table X indicates that a significant 

difference exists between self-esteem scores for Whites and 

Other Races, for Blacks and Other Races, and for Blacks and 

Hispanics. 
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Hypothesis III 

Hypothesis III states that a relationship exists between 

the level of anxiety and a linear combination of the follow-

ing: (1) age stages, (2) college, (3) sex, (4) commuting 

status, (5) race, and (6) marital status. 

The multiple linear regression results are presented in 

Table XI with anxiety as the dependent variable and various 

independent variables listed. The independent variables 

listed with their Type IV sum of squares, F value, and 

significance probability, labeled PR>F, are also presented 

in Table XI. 

The Pearson product-moment correlation coefficient 

between anxiety and age is .0006; for anxiety and sex it is 

.3394; and for anxiety and commuter status it is .0019. The 

mean score for the sample on the MAS is 5.23 with a standard 

deviation of 3.80. 

An investigation of Table XI indicates that the indepen-

dent variables age and commuter status are related to anxiety 

at the .0424 and .0023 levels of significance, respectively. 

An investigation of Table XI indicates that 14.8 percent 

of the variance in anxiety scores is attributed to the 

variance in the independent variables age, college, sex, 

2 

commuter status, race, and marital status (R ). 

The multiple linear regression results of the reduced 

model are presented in Table XII with anxiety as the depen-

dent variable: and age and commuter status listed as the only 
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MULTIPLE LINEAR REGRESSION RESULTS WITH 
ANXIETY AS THE DEPENDENT VARIABLE 
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Source DF Sum of Squares Mean S F Value PR>F R2 C.V. 

Model 12 484.158 40.346 2.78 .0016 .148 72.724 

Error 191 2768.547 14.495 

C. Total 203 

Source DF Type IV S.S . F Value PR>F 

Age 3 120.327 2.77 .0424 

College 2 29.068 1.00 .3688 

Sex 1 0.968 0.07 .7963 

Commute 1 138.398 2.03 .0023 

Race 3 88.419 2.03 .1090 

Marital 2 43.963 1.52 .2221 

independent variables. An investigation of Table XII also 

indicates that age is related to anxiety at the .0049 level 

and commuter status is related to anxiety at the .0051 level 

of significance, respectively. Regression weights are used 

to indicate the various categories of the independent 

variables. 

Age is divided into the four age stages and is presented 

in Table XII with Beta (regression) weights. Commuter status 
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is in two categories—1 represents resident students and 2 

represents commuter students. 

TABLE XII 

MULTIPLE LINEAR REGRESSION RESULTS WITH ANXIETY 
AS THE DEPENDENT VARIABLE—REDUCED MODEL 

Source DF Sum of Squares Mean S F Value PR>F R̂  C.V. 

Model 

Error 

C. Total 

4 

199 

203 

315.749 

2936.956 

3252.705 

78.937 

14.758 

5.35 0.0004 0.097 73.380 

Source DF Type I S.S, F Value PR>F 

Age 

Commute 

197.394 

118.354 

4.46 

8.02 

0.0049 

0.0051 

Parameter Estimate T for HO: P=0 PR> (T) S.E. of Est. 

Intercept 3.271 5.96 0.0001 0.548 

Age 1 2. 399 3.21 0.0015 0.746 

2 1.774 2.35 0.0199 0.756 

3 1. 368 1.78 0.0760 0.767 

4 0.000 * • # . . . • • m 

Commute 1 1.584 2.83 0.0051 0.559 

2 0.000 . . . • • • • • • 

Duncan's multiple range test for the variable anxiety 

with age is presented in Table XIII. Alpha = .05 and DF = 

199. An investigation of Table XIII indicates that age stage 
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significantly differ-IV (forty-four to fifty-five years) is 

ent from age stage I and age stage II in anxiety mean score, 

but not significantly different from age stage III. 

TABLE XIII 

DUNCAN'S MULTIPLE RANGE TEST FOR VARIABLE ANXIETY 
AND AGE STAGES 

Age Stages 
Age Stages 

MAS Age Stages 
I II III IV 

MAS 

I X NS NS Sig. 6.3585 

II • • • X NS Sig. 5.6800 

III • • • • • • X NS 5.2128 

IV • m m • • • • • * X 3.7407 

Age stage I represents ages twenty-three to twenty-eight 

years, dtage II represents ages twenty-nine to thirty-five 

years, stage III represents ages thirty-six to forty-four, 

and Stage IV represents ages forty-four to fifty-five years. 

Duncan's multiple range test for variable anxiety and 

commuting status is presented in Table XIV. 

TABLE XIV 

DUNCAN'S MULTIPLE RANGE TEST FOR VARIABLE ANXIETY 

Duncan Grouping* Mean MAS Score N Commute 
A 6.3553 76 Resident 
B 4.5703 128 Commuter Commuter 
*Means with same letter are not significantly different 
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An investigation of Table XIV indicates there is a 

significant difference between residents and commuter 

students' scores on the MAS with commuter students' scores 

reflecting a lower level of anxiety. 
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CHAPTER V 

SUMMARY, CONCLUSIONS, AND 

RECOMMENDATIONS 

Summary 

The present study was an investigation of the relation-

ship of academic achievement as measured by grade point 

average and a linear combination of self-esteem, anxiety, 

age stages, college, sex, commuting status, race, and marital 

status. It was also an investigation of the relationship of 

self-esteem and a linear combination of anxiety, age stages, 

college, sex, commuting status, race, and marital status. 

Finally, it was a study of anxiety and a linear combination 

of age stages, college, sex, commuting status, race, and 

marital status. Multiple linear regression was used in the 

statistical analyses. 

The study was designed to test the following hypotheses: 

i. There is a relationship between grade point average 

and a linear combination of (a) level of self-esteem, (b) 

level of anxiety, (c) age stages, (d) college, (e) sex, (f) 

commuting status, (g) race, and (h) marital status. 

II. There is a relationship between self-esteem and a 

linear combination of (a) level of anxiety, (b) age stages, 

(c) college, (d) sex, (e) commuting status, (f) race, and (g) 

marital status. 
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III. There is a relationship between anxiety and a 

linear combination of (a) age stages, (b) college, (c) sex, 

(d) commuting status, (e) race, and (f) marital status. 

To test the hypotheses, subjects for the investigation 

consisted of 204 college students enrolled in the 1983, spring 

semester at North Texas State University in Denton, Texas. 

The subjects were both male and female, both graduate and 

undergraduate, both married and single, both commuter and 

resident students, from various races, from three colleges, 

and between the ages of twenty-three and fifty-five years. 

A four by six lifespan format was used and the subjects were 

divided according to four age stages, three colleges, graduate 

and undergraduate, and all subjects had completed at least nine 

semester hours of course work. 

The method used for the selection of a sufficient number 

of students for the sample was by the use of a table of random 

numbers. The names of all students enrolled at the university 

with addresses, level of study, and major study were provided 

by the records office. The birthdays of the students were 

also provided. 

A survey questionnaire was used to gather certain demo-

graphic data. The questionnaire also included the Rosenberg 

Self-Esteem Scale and the short form of the Manifest Anxiety 

Scale. The questionnaires were distributed and returned by 

mail. Questions concerning marital status, race, and sex 

were listed on each questionnaire. Grade point average and 
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the total course work completed by each student in the 

sample were furnished by the registrar's office. Zip codes 

of local addresses were used to determine commuter status. 

The Rosenberg Self-Esteem Scale (RSE) and the Manifest 

Anxiety Scale (MAS) were used to measure self-esteem and 

anxiety of the students in the sample. The RSE is a ten-item 

Guttman scale with items answered on a four-point scale of 

strongly agree, agree, disagree, and strongly disagree. A 

score of five would indicate low self-esteem and a score of 

one would indicate high self-esteem. The MAS is a twenty-

item true-false instrument for measuring trait anxiety. 

Manifest anxiety is also described as trait anxiety or anxiety 

proneness rather than state or temporary anxiety. The mean 

for the MAS in the present study was 5.235 and the standard 

deviation was 3.807. A mean score or below is considered low 

anxiety. Average anxiety scores range from 5 to 8, and a 

fairly high anxiety level would be indicated by a score of 9. 

A score of 13 would indicate very high anxiety. 

The data from 204 students in the sample were collected 

during the 1983, spring semester. With each questionnaire, 

a cover letter and stamped envelope for return were provided. 

After the data were collected, bivariate frequency distribu-

tion tables were constructed, and the tenability of the 

hypotheses of the study were tested by multiple linear 

regression. 
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A summary of the findings with respect to the hypotheses 

is as follows: 

1. Grade point average and self-esteem have a positive 

relationship. This is an expected relationship and has been 

discussed by Cross (1) who states that those people with high-

esteem expect to be more successful, whereas those with less 

self-esteem entertain doubts about their ability and success 

in many cases. 

2. GPA and race are related. However, due to the small 

numbers of students other than White students in the sample, 

which made many of the cells incomplete, this finding has 

little or no practical significance. 

3. Self-esteem and anxiety have an inverse relationship. 

This expected relationship was reported by Fitts (2) who 

states that those subjects having high self-esteem usually 

have low anxiety levels on many standardized tests. Lovell 

(3) states that people who have low self-esteem tend to be 

self-centered, anxious and insecure. 

4. Self-esteem and sex are related. Women reported 

higher self-esteem than men in the present study. 

5. Self-esteem and race are related. However, the small 

numbers of Blacks, Hispanics, and students of other races 

made some of the cells incomplete; therefore, this relation-

ship has little or no practical significance. 

6. Anxiety and age have an inverse relationship. This 

finding differs from Wilkie (5) who claims that many older 



80 

adults show a decline in their capacity to coordinate 

adaptive mechanisms and of the functioning of the several 

subsystems as they grow older, which affects both phe stress 

reaction and the process of recovering from stressL Ward 

(4) says that social structure and culture determine the 

occurrence of stress with age, and that there are a great 

many older adults who do not show an increase in anxiety with 

biological aging. 

7. Anxiety and commuter status are related. Students 

who commute from outside the city of Denton report a lower 

level of anxiety than resident students. 

8. GPA and age are not related. This is an Expected 

finding, because more of the older students are graduate 

level and a GPA of 3.00 is required for admission. 

9. GPA and college are not related. 

10. GPA and sex are not related. 

11. GPA and commuter status are not related. 

12. GPA and marital status are not related. 

13. Self-esteem and age are not related. 

14. Self-esteem and college are not related. 

15. Self-esteem and commuting status are not (related. 

16. Self-esteem and marital status are not re 

17. Anxiety and college are not related. 

18. Anxiety and sex are not related. 

19. Anxiety and race are not related. 

lated. 

20. Anxiety and marital status are not related. 
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Conclusions 

The following conclusions were formulated from an 

analysis of the data obtained in this study. 

1. Older students between the ages of forty-five and 

fifty-five years can and do achieve as well as younger 

students between the ages of twenty-three and twenty-eight 

years. 

2. Older students between the ages of forty-five and 

fifty-five years have as high or higher levels of self-

esteem as younger students between the ages of twenty-three 

and twenty-eight years. 

3. Older students between the ages of forty-five and 

fifty-five years have as low or lower anxiety levels as 

younger students between the ages of twenty-three and twenty-

eight years. 

Recommendations 

As a result of the present study, the following recom-

mendations are made. 

1. Counselors and other educators should examine the 

changes and events taking place in the student's life as he 

or she passes through the four age stages. 

2. College educators should give attention to programs 

and activities designed for the older adult students as well 

as for the traditional-age students. 
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3. Educators should take a more humanistic approach 

toward the enlistment, retention, and teaching of all age 

students by trying to understand students as they pass 

through age stages. 

4. Student personnel services should be directed toward 

the needs of all students regardless of age. 

5. Research should be conducted with respect to enhanc-

ing the self-esteem of students in college. 

6. Research should be conducted with respect to reduc-

ing the anxiety of resident students living on campus. 

7. Further research should be conducted with respect 

to age stages of college students. 
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Rosenberg Self-Esteem Scale 

The scale is a ten-item Guttman scale with items 

answered on a four-point scale from strongly agree to 

strongly disagree. The original sample for which the 

scale was developed consisted of 5,024 high school juniors 

and seniors from ten randomly selected schools in New York 

State. 

Scale Items and Scoring Procedure 

The ten scale items were presented as below with these 

instructions: Below is a list of statements dealing with 

your general feelings about yourself. If you agree with the 

statement, circle A. If you strongly agree, circle SA. If 

you disagree, circle D. If you strongly disagree, circle SD. 

. , 1 2 3 4 
1. On the whole, I am satisfied - — — — 

with myself. SA A D* SD 

2. At times I think I am no good 
at all. SA* A* D SD 

3. I feel that I have a number of 
good qualities. SA A D* SD* 

4. I am able to do things as well 
as most other people SA A D* SD* 

5. I feel I do not have much to 
be proud of. SA* A* D SD 

6. I certainly feel useless at 
times. SA* A* D SD 

7. I feel that I'm a person of 
worth, at least on an equal 
plane with others. SA A D* SD* 
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8. I wish I could have more respect 
for myself. SA* A* D SD 

9. All in all, I am inclined to 
feel that I am a failure. SA* A* D SD 

10. I take a positive attitude 
toward myself. SA A D* SD* 

"Positive" responses which indicate low self-esteem are 

indicated by asterisks. The scoring of the items resulted 

in a six-point scale. Scale Item I was contrived from the 

combined responses to items 3, 7, and 9. If a respondent 

answered 2 out of 3 or 3 out of 3 positively, he received 

a positive score for Scale Item I. If he answered 1 out of 

3 or 0 out of 3 positively, he received a negative score for 

Scale Item I. 

Scale Item II was contrived from the combined responses 

to items 4 and 5. One out of 2 or 2 out of 2 positive 

responses were considered positive for Scale Item II. 

Scale Items III, IV, and V were scored simply as 

positive or negative based on responses to items 1, 8, and 

10. 

Scale Item VI was contrived from the combined responses 

to items 2 and 6. One out of 2 or 2 out of 2 positive 

responses were considered positive. 

Reproducibility and Scalability 

Reproducibility: 93 percent 

Scalability (items): 73 percent 

Scalability (individuals): 72 percent 
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Frequencies 

(Based on approximately one-third of the New York sample.) 

Frequency Percentage 

Low 6 . . . . . . . . . . 24 1.5 

5 65 4.1 

4 132 8.3 

3 255 16.1 

2 398 25.1 

1 . . 432 27.3 

High 0 277 "17.5 

1583 100.0 

Scale Characteristics 

mean 1.889 

standard deviation 1.438 

mode 1.000 

Kurtosis -.080 

Skewness .648 

test-retest reliability .85 

(Silber and Tippett) 

In Society and the Adolescent Self-image, High =0, 1; 

Medium = 2; Low = 3-6. 
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N O R T H T E X A S S T A T E U N I V E R S I T Y 
P.O. BOX 13857 

D E N T O N , T E X A S 7 6 2 0 3 - 3 8 5 7 g g 

H I G H E R A N D A D U L T E D U C A T I O N 

Spring 1983 

Dear Student: 

As a doctoral candidate at North Texas State University under the 
direct ion of Dr. L. Fred Thomas, I became interested in how stu-
dents are viewed by the administration and facul ty . I t appeared 
to me that a study concerning students' sel f perceptions would 
aid in helping to understand students in higher education. 

I have developed a questionnaire designed to gather information 
for th is study. You have been selected to part ic ipate in this 
study, and I assure you that your individual responses w i l l not 
be iden t i f ied in the analysis or reporting of the results of the 
study. To f a c i l i t a t e the progress of th is research project , a 
reply wi th in ten days would be greatly appreciated. Please re-
turn your response sheet in the enclosed postage paid envelope. 

Thank you so much for your time and e f f o r t . 

Sincerely j 'ou/s , 

David St i lson 
801 Kate 

Fort Worth, Texas 76108 

Enc. 

As chairman of the doctoral advisory committee for David St i lson, I 
believe he has a s ign i f i cant study and encourage your par t ic ipat ion. 

Thank you in advance for your cooperation. 

Professionally, 

L. Fred Thomas 
Professor 

COLLEGE O F E D U C A T I O N • ACS 1 7-565-2045 
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Survey Questionnaire 

Directions: Please indicate your response by placing an "X" 
on the appropriate lines. 

Marital 
Status: Married Single Divorced Widow(er) 

Race: White Black Hispanic Other_ 

Sex: Male Female 

Directions: Please circle SA for strongly agree; A for agree; 
D for disagree; and SD for strongly disagree. 

1. On the whole, I am satisfied with myself. . . . SA A D SD 
2. At times I think I am no good at all. SA A D SD 
3. I feel that I have a number of good qualities. SA A D SD 
4. I am able to do things as well as most other 

SA A D SD 
5. I feel I do not have much to be proud of. . . . SA A D SD 
6. I certainly feel useless at times SA A D SD 
7. I feel that I'm a person of worth, at 

least on an equal plane with others. . . . . SA A D SD 
8. I wish I could have more respect for myself. SA A D SD 
9. All in all, I am inclined to feel that 

SA A D SD 
10. I take a positive attitude toward myself. . . . SA A D SD 

Directions: Please circle for true or false: 

1. I believe I am no more nervous than most others. . . T F 
2. I work under a great deal of tension T F 
3. I cannot keep my mind on one thing. T F 
4. I am more sensitive than most other people. . . . . . T F 
5. I frequently find myself worrying about something. . T F 
6. I am usually calm and not easily upset T F 
7. I feel anxiety about something or someone almost 

all the time T F 
8. I am happy most of the time T F 
9. I have periods of such great restlessness 

than I cannot sit long in a chair. . T F 
10. I have sometimes felt that difficulties 

were piling up so high that I could not 
overcome them . . T F 

11. I find it hard to keep my mind on a task or job. . . T F 
12. I am not unusually self-conscious T F 
13. I am inclined to take things hard . . . T F 
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14. Life is a strain for me much of the time T F 
15. At times I think I am no good at all T F 
16. I am certainly lacking in self-confidence T F 
17. I certainly feel useless at times. T F 
18. I am a high-strung person . . T F 
19. I sometimes feel that I am about to 

go to pieces. T F 
20. I shrink from facing a crisis or difficulty T F 

Thank you for returning within ten days. 

David Stilson 
Fort Worth, Texas 
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Class Level Information on Coding 

Class Levels Values 

Age 4 1 2 3 4 

College 3 1 2 3 

Grad 2 1 2 

Sex 2 1 2 

Marital 3 1 2 3 

Race 2 1 2 

Commute 2 1 2 

Number of Observations in data set = 204. 

Mean for Grade Point Average, RSE, and MAS 

3.23284314 Grade Point Average 

1.74509804 Self-Esteem 

5.23529412 Manifest Anxiety 
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TABLE XV 

A BIVARIATE FREQUENCY DISTRIBUTION 
OF GRADE POINT AVERAGE AND 

SELF-ESTEEM 

97 

GPA N 9 -
RSE Scores 

Total GPA N x> 

1 2 3 4 5 Total 

Below 2.50 35 17 13 11 6 4 1 35 

2.50-2.99 25 13 14 6 3 1 1 25 

3.00-3.49 47 22 24 17 3 2 1 47 

3.50-4.00 97 48 58 25 9 3 2 97 

Total 204 100 109 59 21 1 0 5 204 
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TABLE XVII 

A BIVARIATE FREQUENCY DISTRIBUTION OF GRADE POINT AVERAGE 
AND AGE STAGE 

GPA 
Age Stage 

Total GPA 
I II III IV 

Total 

Below 2.00 11 (21%) 10 (20%) 8 (17%) 5 (9%) 34 

2.50-2.99 8 (15%) 7 (14%) 7 (15%) 4 (7%) 36 

3.00-3.99 11 (21%) 13 (26%) 8 (17%) 15 (28%) 47 

3.50-4.00 23 (43%) 20 (40%) 23 (51%) 30 (56%) 97 

Total 
53 50 47 54 204 

TABLE XVIII 

A BIVARIATE FREQUENCY DISTRIBUTION OF GRADE POINT AVERAGE 
AND COLLEGE 

GPA 
College 

Total GPA Education Arts and Science Business 
Total 

1.00-1.49 0 1 0 1 

1.50-1.99 6 2 2 10 

2.00-2.49 3 8 12 23 

2.50-2.99 7 8 11 26 

3.00-3.49 13 17 17 47 

3.50-4.00 38 37 22 97 

Total 67 
1 11 111 'it 

73 64 204 



TABLE XIX 

A BIVARIATE FREQUENCY DISTRIBUTION OF GRADE 
POINT AVERAGE AND SEX 

100 

GPA Male Female Total 

1.00-1.49 0 1 1 

1.50-1.99 6 4 10 

2.00-2.49 11 12 23 

2.50-2.99 12 14 26 

3.00-3.49 19 28 47 

3.50-4.00 37 60 97 

Total 

Percent 

85 119 204 Total 

Percent 41.67 58.33 100% 

TABLE XX 

A BIVARIATE FREQUENCY DISTRIBUTION OF GRADE 
POINT AVERAGE AND COMMUTING STATUS 

GPA Resident Commuter Total 

1.00-1.49 0 1 1 

1.50-1.99 5 5 10 

2.00-2.49 10 13 23 

2.50-2.99 13 13 26 

3.00-3.49 17 30 47 

3.50-4.00 21 66 87 

Total 

Percent 
76 128 204 Total 

Percent 37.25 62.75 100% 



TABLE XXI 

A BIVARIATE FREQUENCY DISTRIBUTION OF 
GRADE POINT AVERAGE AND RACE 

101 

GPA White Black Hispanic Other Total 

1.00-1.49 1 0 0 0 1 

1.50-1.99 8 1 0 1 10 

2.00-2.49 15 5 1 2 23 

2.50-2.99 22 2 0 2 26 

3.00-3.49 40 2 2 3 47 

3.50-4.00 90 1 2 4 97 

Total 176 11 5 12 204 

Percent 86.27 5.39 2.45 5.88 100% 

TABLE XXII 

A BIVARIATE FREQUENCY DISTRIBUTION OF GRADE 
POINT AVERAGE AND MARITAL STATUS 

GPA Married Single Other Total 

1.00-1.49 1 0 0 1 

1.50-1.99 4 5 1 10 

2.00-2.49 12 8 7 27 

2.50-2.99 14 8 4 26 

3.00-3.49 30 9 4 43 

3.50-4.00 73 17 7 97 

Total 134 34 23 204 
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TABLE XXIV 

A BIVARIATE FREQUENCY DISTRIBUTION OF SELF-ESTEEM 
AND AGE STAGE 

Self-Esteem 

CD 

C
 Stage 

Total 
Scores 

I i i III IV 
Total 

1 24 21 25 39 109 

2 20 16 12 11 59 

3 2 8 9 2 21 

4 5 3 0 1 9 

5 2 2 1 1 6 

Total 53 50 47 54 204 

TABLE XXV 

A BIVARIATE FREQUENCY DISTRIBUTION OF SELF-ESTEEM 
SCORES AND COLLEGE OF RESPONDENT 

GPA 

College 

Total GPA Education Arts/Science Business Total 

1 41 35 33 109 

2 17 20 22 59 

3 7 9 5 21 

4 0 6 3 9 

5 2 3 1 6 

Total 67 73 64 204 
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TABLE XXVI 

A BIVARIATE FREQUENCY DISTRIBUTION OF 
SELF-ESTEEM AND SEX 

Self-Esteem 
Scores 

Male Female Total 

1 34 75 109 

2 30 29 59 

3 11 10 21 

4 7 2 9 

5 3 3 6 

Total 85 119 204 

TABLE XXVII 

A BIVARIATE FREQUENCY DISTRIBUTION OF SELF-ESTEEM 
SCORES AND COMMUTING STATUS 

Self-Esteem 
Scores Resident Commuter Total 

1 32 77 109 

2 26 33 59 

3 11 10 21 

4 2 7 9 

5 5 1 6 

Total 76 128 204 
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TABLE XXVIII 

A BIVARIATE FREQUENCY DISTRIBUTION OF SELF-ESTEEM RACE 

Self-Esteem 
Scores 

White Black Hispanic Other Total 

1 101 6 2 0 109 

2 47 4 1 7 59 

3 14 1 1 5 21 

4 8 0 1 0 9 

5 6 0 0 0 6 

Total 176 11 5 12 204 

TABLE XXIX 

A BIVARIATE FREQUENCY DISTRIBUTION OF SELF-ESTEEM 
SCORES AND MARITAL STATUS 

Self-Esteem 
Scores Married Single Other Total 

1 77 20 12 109 

2 35 16 8 59 

3 15 4 19 21 

4 5 4 0 9 

5 2 3 1 6 

Total 134 47 23 204 
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TABLE XXX 

A BIVARIATE FREQUENCY DISTRIBUTION OF ANXIETY 
SCORES BY AGE STAGES 

Anxiety 
Scores 

Age Stages 
Total Anxiety 

Scores I II III IV 
Total 

0-4 21 (40%) 23 (46%) 23 (49%) 36 (67%) 103 

5-8 21 (40%) 17 (34%) 13 (28%) 11 (20%) 62 

9 2 (4%) 2 (4%) 3 (6%) 3 (6%) 10 

9-13 3 (6%) 6 (12%) 7 (15%) 3 (5%) 19 

14-20 6 (10%) 2 (4%) 1 (2%) 1 (2%) 10 

Total 

Mean X 

53 50 47 54 204 Total 

Mean X 6.3585 5.6800 5.2128 3.7407 5.235 



TABLE XXXI 

A BIVARIATE FREQUENCY DISTRIBUTION OF 
ANXIETY SCORES AND COLLEGE 

107 

Anxiety 
Score 

College 
-a "1 Anxiety 

Score Education Arts/Science Business 
lOtai 

0 5 5 3 13 

1 8 13 3 24 

2 6 2 13 21 

3 10 6 8 24 

4 6 4 11 21 

5 8 5 7 20 

6 7 5 5 17 

7 4 5 3 12 

8 3 9 1 13 

9 2 5 3 10 

10 4 4 1 9 

11 1 2 2 5 

12 0 4 0 4 

13 0 0 1 1 

14 1 0 2 3 

15 1 0 0 1 

16 1 1 0 2 

17 0 3 0 3 

20 0 0 1 1 

Total 67 73 64 204 



TABLE XXXII 

A BIVARIATE FREQUENCY DISTRIBUTION OF ANXIETY 
SCORES AND SEX 

108 

Anxiety 
Sex 

Total Score 
Male Female 

Total 

0 3 10 13 

1 10 14 24 

2 10 11 21 

3 11 13 24 

4 12 9 21 

5 5 15 20 

6 3 14 17 

7 8 4 12 

8 6 7 13 

9 1 9 10 

10 5 4 9 

11 3 2 5 

12 2 2 4 

13 0 1 1 

14 2 1 3 

15 0 1 1 

16 1 1 2 

17 2 1 3 

20 1 0 1 

Total 85 119 204 



TABLE XXXIII 

A BIVARIATE FREQUENCY DISTRIBUTION OF ANXIETY 
SCORES AND COMMUTER STATUS 

109 

Anxiety 
Score 

Commuter Status 
Total 

Anxiety 
Score 

Resident Commuter 
Total 

0 3 10 13 

1 7 17 24 

2 9 12 21 

3 5 19 24 

4 5 16 21 

5 9 11 20 

6 5 12 17 

7 7 5 12 

8 3 10 13 

9 6 4 10 

10 6 3 9 

11 3 2 5 

12 1 3 4 

13 1 0 1 

14 0 3 3 

15 0 1 1 

16 2 0 2 

17 3 0 3 

20 1 0 1 

Total 76 128 204 



TABLE XXXIV 

A BIVARIATE FREQUENCY DISTRIBUTION OF ANXIETY 
SCORES AND RACE 

110 

Anxiety 
Race 

Anxiety _ 
Score 

Hispanic Other 
Total Score 

White Black Hispanic Other 

0 12 1 0 0 13 

1 20 2 0 2 24 

2 17 3 0 1 21 

3 21 1 1 1 24 

4 19 0 1 1 21 

5 16 0 1 0 17 

6 16 0 1 0 17 

7 9 1 0 2 12 

8 12 0 0 1 13 

9 8 0 0 2 10 

10 8 0 0 1 9 

11 3 1 1 0 5 

12 4 0 0 0 4 

13 1 0 0 0 1 

14 3 0 0 0 3 

15 1 0 0 0 1 

16 2 0 0 0 2 

17 3 0 0 0 3 

20 1 0 0 0 1 

Total 176 11 5 12 204 
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TABLE XXXV 

A BIVARIATE FREQUENCY DISTRIBUTION OF ANXIETY 
SCORES AND MARITAL STATUS 

Anxiety Marital Status 
rpr>4- -3 "1 Scores 

Married Single Other 
iOuai 

0 9 1 3 13 

1 21 2 1 24 

2 14 3 4 21 

3 15 7 2 24 

4 12 5 4 21 

5 14 5 1 20 

6 11 4 2 17 

7 6 5 1 12 

8 10 3 0 13 

9 7 3 1 10 

10 3 3 3 9 

11 4 1 0 5 

12 3 1 0 4 

13 1 0 0 1 

14 2 1 0 3 

15 0 1 0 1 

16 0 1 1 2 

17 1 2 0 3 

20 1 0 0 1 

Total 134 47 23 204 
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