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United States post-secondary education continues to see an increase in Hispanic 

enrollment, particularly those of Mexican heritage. The present study was designed to 

examine this population’s experience of stress, anxiety and academic approach-

avoidance conflict.  Data were collected at North Texas postsecondary institutions. 

Participants (N = 197) completed an online survey including a Picture Story Exercise 

(PSE), open-ended responses to hypothetical scenarios, and self-report measures. The 

current study utilized a mixed-method approach integrating content analysis measures 

and self-reports. Results indicated that anxiety symptoms expressed to academic, 

familial, and minority social situations differed, partial η2=.39; with the academic 

scenario including the highest and minority social scenario the lowest anxiety. Results 

suggested that Mexican-American college students may express cognitive and affective 

symptoms of anxiety more frequently than physical symptoms on scenarios but not on 

self-report scales (Personality Assessment Inventory Anxiety; PAI Anxiety). PSE 

responses suggested that Conflict and Drive for Goal Orientation were frequent among 

this sample. Academic Total Anxiety and Academic Physical Anxiety related positively 

to PSE Conflict, while Academic Cognitive Anxiety related negatively to PSE Positive 

Outcomes. Exploratory models predicting PSE variables from Academic Anxiety and 

PAI Anxiety were inconclusive but suggested that gender accounted for significant 

variance in PSE scores.   
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CHAPTER 1 

INTRODUCTION 

The continued growth of the Hispanic population within the United States has led 

to increased enrollment of Hispanic individuals in post-secondary education.  As the 

United States continues to become more diverse and as more Hispanic individuals are 

pursuing post-secondary education, understanding the needs of Hispanic college 

students and the stressors they face is increasingly important. However, there is 

evidence that the Hispanic population is generally underrepresented in postsecondary 

degree attainment (Fry, 2004).  

Previous research from various disciplines has examined this phenomenon and 

has proposed many possible explanations. Possible explanations for Hispanic 

underrepresentation in postsecondary education have included institutional challenges 

and barriers, macrosystem values, socioeconomic status, parental education, 

community background, achievement, psychosocial factors, and psychological 

adjustment (Brown, Santiago, & Lopez, 2003; Calderon, Gonzalez, Lazarin, 2004; 

Carpenter & Ramirez, 2007; Devall, Vail, & Resendez 2005; Fry 2002, Fry 2004).  

Potential reasons for the lack of persistence in college for Hispanic students include 

unsupportive university setting, financial matters, lack of mentorship, and educational 

stereotypes (Cabrera & Padilla, 2004; Gloria & Rodriguez, 2000; Lopez, 1995).  

While much research has focused on barriers prior to college enrollment, the present 

study was designed to examine Hispanic college students enrolled in postsecondary 

education in order to better understand this population’s experience. This study focused 

on exploring anxiety and acculturative stress within a Hispanic college student 
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population.  This research is aimed at understanding the challenges and the possible 

role of anxiety within this population.  

A component of handling stress is motivation, which may be divided into 

approach and avoidance motivation. Approach is the act of moving toward something 

perceived as positive or engaging in an activity to maximize satisfaction. Avoidance is 

the act of distancing or keeping away from something perceived as aversive. It is not 

unusual for individuals to experience discomfort about a situation or task. Furthermore, 

one common method of coping with anxiety is avoidance. While avoidance has short 

term benefits, it also has long term implications. This study was designed to examine 

how Hispanic college students who have embarked upon a college career may 

encounter approach-avoidance conflict, which produces anxiety. A major goal of this 

study was to better understand these students’ perception and experiences of anxiety 

and this potential anxiety conflict in the college setting. Overall, within academic 

contexts, emotional and motivational components are both influential and important to 

achievement and persistence. Therefore, examining Hispanic college students’ 

experience of anxiety, stress, and avoidance motivation may provide practical 

information which could lead to interventions for Hispanic college students.    

 

Ecological Perspective of Factors Affecting Hispanic Students’ Education 

The social ecological model aims to portray the dynamic interactions among 

various factors at three or so levels that include personal and situational factors. 

Although the analyses of this study did not test an ecological model among Hispanic 

college students, using the model provides a framework for understanding the various 
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components interacting in a student’s life. Additionally the content of the data was 

aimed at understanding student’s anxiety, stress, and motivation as related to the 

different contexts, with emphasis on the academic situation.  

 Bronfenbrenner (1979) applied the ecological model to human development and 

emphasized that environmental aspects are important. His theory suggested that 

human development could be most fully understood through understanding the 

ecological system and how the systems interact. That is, he emphasized the importance 

of understanding how various levels or systems influence the individual and one 

another. He suggested that human development occurs in layered interactions of 

systems which were represented through concentric circles. The individual is at the 

center and is surrounded by the microsystem which represents settings or groups with 

whom the individual has direct contact. This layer consists of those the individual has 

immediate contact with such as college family, classrooms, and friends. The 

mesosystem represents the cross or interrelationships relationships between the 

microsystems. For instance, this might include a family member attending a school 

function.  The next layer, called the exosystem consists of elements that indirectly 

impact the individual by interacting with some element in the microsystem. For instance, 

the course requirements in the program of study might change a student’s degree plan. 

The macrosystem is the final layer which consists of cultural, values, laws, and 

economic factors of society. Bronfenbrenner also described the chronosystem which 

adds a layer of time to the framework. This time dimension is a reminder that the 

systems or layers are dynamic.  
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Bronfenbrenner’s theory was utilized in this study to frame levels of the Hispanic 

college students’ experience. See Figure 1.The students are comprised of cognitions, 

affect, and behaviors. Hispanic college students directly interact with family, peers, 

instructors, bosses/supervisors, classroom settings, workplaces, etc. At times, elements 

of this microsystem may interact and influence students in a different way. Students are 

indirectly affected by the North Texas community, College/University mission or 

purpose, and Texas Education System. The final, outer layer includes economic 

influences, nationality, and media. All of these systems may change over time which 

influences the various layers. The focus of this study remained at the microsystem level. 

This study examined individual experiences expressions of general anxiety, situational 

anxiety, stress related to acculturation and avoidance motivation. Yet these factors are 

influenced by other variables such as the university setting and familial values which 

form a complete multilayered system.  

 

Hispanics in the United States 

The Hispanic population within the United States comprises 16.7% of the 

population (United States Bureau of the Census, 2010) and is comprised of a 

heterogeneous group of individuals with similar cultural origins, but different histories 

and cultural nuances (Brown, Santiago, & Lopez, 2003; Garcia-Preto, 1996). The 

diversity of this group is evidenced by the ethnic variability. According to the United 

States Census Bureau (2010), 64% of the Hispanic population is of Mexican origin, 

9.2% of Puerto Rican origin, 7.9% of Central American origin (with the largest group 

identifying as Salvadoran), 5.5% of South American origin (with the largest group 
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identifying as Columbian), 3.5% of Cuban origin, 2.8% of Dominican origin, and 6.8% of 

other Hispanic origin. Approximately 40% of the Hispanics within the United States are 

foreign born. Furthermore, according to the 2012 Census Bureau projections, the 

Hispanic population (of any race) is projected to constitute 31% of the United States 

population by 2050.  The Hispanic population is also considered a young ethnic group 

with almost half of the population (46.7%) being 24 years of age or younger (US Census 

Bureau, 2010). The median age of Hispanic females is 27.6 years, while the median 

age of males is 27.0 years (US Census Bureau, 2006 American Community Survey).  

One area that demonstrated substantial shifts in association with changes in the 

Hispanic population is higher education. Parallel to the growth of the population, higher 

education evidenced an increase in enrollment of Hispanic individuals. Fry (2002) 

indicated that in the last twenty-five years, Hispanic college student enrollment has 

increased by about 200%. Nationally among Hispanics 25 years or older 19.3% 

completed some college or obtained an associate’s degree, 10.1% obtained a 

Bachelor’s degree, and 3.8% obtained an advanced degree (United States Bureau of 

the Census, 2010). In summary, 13.9% of Hispanics attain some college or higher level 

of education.  

 

Mexican Americans in Post-secondary Education 

According to the Pew Hispanic Center (2012) 16.5% of the United States college 

student population (between ages 18 and 24) is Hispanic. This represents a 50% 

growth over the last five years (Fry & Lopez, 2012). Additionally, Hispanics now 

compose the largest minority group among students in four-year colleges and 
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universities and represent a quarter of the population in two-year colleges. Parallel to 

the composition of the United States, a majority of Hispanic undergraduates are of 

Mexican heritage, followed by those of Cuban, Puerto Rican, South America, and 

various other Hispanic ethnicities (National Center for Education Statistics, 2013).  

Hispanic individuals often achieve a level of education similar to that of parents 

or caregivers (Devall, Vail, & Resendez, 2005). In terms of level of parental education, 

the distribution is varied but most parents (48.6%) obtained a high school level of 

education or less, 23% have parents with some college, 16.6% have parents with a 

Bachelor’s degree, and 11.8% have parents with advanced degrees.  

It is important to note that college generational status and citizenship status also 

shape college student experience. A growing number of students are the first in their 

family to pursue post-secondary education. The college experience for first generation 

college students presents unique challenges. For example, the academic environment 

may be culturally foreign to first generation students or they may not have resources at 

home or from family to navigate the post-secondary culture (Terenzini, Springer, 

Yaeger, Pascarella & Nora, 1996). In addition, undocumented college students have 

distinctive stressors. Among this population, the added stressors of documentation and 

politics of immigration status no doubt influence degree attainment (Bagnato, 2005; 

Dolan 2012).  

Among individuals of Mexican origin ages 25 and older, 10% have obtained a 

bachelor’s degree as compared to 13% of all United States Hispanics (Gonzalez-

Barrera & Lopez, 2013). Those who are born in the United States are more likely to 

obtain a degree than those born in Mexico.  
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The following sections are provided to establish some background for 

understanding the personal experiences of general anxiety, situational anxiety, 

acculturative stress and avoidance motivation. Exosystem and microsystem factors 

such as the university setting, familialism, and peer relationship have been the focus of 

previous research and it has been suggested that these areas may influence the college 

experience among Hispanic students. Arellano and Padilla (1996) found that Hispanic 

college students’ beliefs and values toward education, their interactions with faculty and 

staff, and academic climate influence academic outcomes. Gloria, Castellanos, Lopez & 

Rosales (2005) found that support and mentorship from faculty, peer support, and 

perception of the university environment were robust predictors of nonpersistence. 

 

The University Setting an Exosystem Factor 

Research supports that Hispanic students make up 33.6% of the population 

within public or private universities and  about 10% of all Hispanic students who enroll in 

a university will graduate (National Center for Education Statistics, 2005; Solorzano & 

Yosso, 2000). Researchers have reviewed the university setting to better understand 

what factors at the institutional level may be influencing persistence.  

Scholars suggest that within the college setting there is a new culture to learn 

which may contribute to a disconnection between Hispanic students and post-

secondary education. Cabrera and Padilla (2004) discuss a “culture of college” which is 

defined as “knowledge that many middle-class parents possess and that they use to 

guide their children toward a college education” (p. 154). For example, this includes 

information that would make a student prepared for college, such as participation in 
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college preparatory courses and extracurricular activities, preparation to take college 

entrance exams, and completion of college applications for admissions and financial 

assistance (Cabrera & Padilla, 2004). Information on how to access college may be 

available but it is a matter of obtaining the information that is challenging for individuals 

and families unfamiliar with the process. It may be particularly difficult for those of lower 

socioeconomic status.  

Research suggests that the campus climate shapes a student’s adjustment, 

persistence, and achievement (Hurtado & Ponjuan, 2005). Some research indicates that 

the environment of post secondary institutions, particularly those which are 

predominately European American, do not promote an optimal learning environment for 

Hispanic students. The university environment may reflect a European American, male, 

middle-class system or orientation which can be challenging for non European 

American students to navigate (Gloria & Rodriguez, 2000; Jones, Castellanos & Cole, 

2002). University culture may promote individualism and competition. Consequently, 

students who are not accustomed to such values may be disconnected and experience 

isolation or alienation (Gloria & Rodriguez, 2000; Gloria, Castellanos, Lopez, & Rosales, 

2005). Students may perceive a lack of ethnic and cultural diversity as a lack of support 

and as an unwelcoming environment (Jones, Castellanos & Cole, 2002). A student’s 

perception of the university atmosphere influences the sense of belonging to the 

university as well as various elements of social and academic lives (Hurtado, Milem, 

Clayton-Pedersen, & Allen, 1998). Overall, the stress that results from an unwelcoming 

environment, cultural dissimilarities, and discrimination within the university setting has 

a direct relationship with one’s academic performance.  
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Research supports that Hispanic students who have a mentor and social support 

are more likely to succeed (Gloria & Rodriguez, 2000). Support from university faculty 

and staff may have significant impacts on students. There is research which suggests 

that Hispanic faculty, although largely underrepresented enhance Hispanic retention, 

attainment, as well as improving campus diversity (Ponjuan, 2012). Other buffers which 

can foster persistence and success among Hispanic college students are relationships 

with family and peers (Gloria & Rodriguez, 2000). Within the Hispanic culture 

maintaining familial relationships and sustaining the needs of the family are important. 

 

Family a Microsystem Factor 

Hispanic college students may strongly identify with their family or view family as 

a source of support (Gloria & Rodriguez, 2000). Evidence of this identification or support 

is seen when students provide encouragement to family members, rely on family 

members for support, look to family members to inform behaviors, and place family 

needs before individual needs (Gloria & Rodriguez, 2000). For those Hispanic college 

students who place a strong value in family, a negotiation between their individual 

needs, the demands of the institution, and familial needs must take place. Early in 

development, family members affect the students’ attitude toward education. 

Furthermore, familial support has been examined as a facilitative factor for academic 

success (Arellano & Padilla, 1996; Solberg, Valdez, & Villarreal, 1994). Familial ties 

among Hispanic college students also appear to be beneficial. Fit between the students’ 

familial and academic experience as well as access to resources appear to be important 

factors for success among Hispanic college students (Arellano & Padilla, 1996). 
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The level of familial support appears to influence the academic performance of 

Hispanic students (Gloria & Rodriguez, 2000).  Research suggested that familial 

support is related to positive psychological outcomes and moderates negative 

experiences associated with minority status (Fuligni, Tseng, & Lam, 1999; Zhou & 

Blankston, 1998). Older siblings were found to influence the post-secondary experience 

of younger siblings’ attendance (Hurtado-Ortiz & Gauvain, 2007).  Older siblings or 

extended family may help younger college students be successful in post-secondary 

education by transmitting information. A more salient factor examined is parental 

involvement and encouragement in academic pursuits. In a study by Hurtado-Ortiz and 

Gauvain (2007), Mexican American mothers played an important role in students’ 

education. In particular, there was a positive relationship between mother’s level of 

education and college attendance (Hurtado-Ortiz & Gauvain, 2007).  

In another study, Cabrera and Padilla (2004) conducted a focus group in which 

two Hispanic students of Mexican heritage were interviewed to better understand their 

background, home, school, and community experiences. Despite the aversive 

circumstances each student encountered, which included poverty, poor English 

proficiency, and lack of peer support, feelings of racism and alienation, both students 

successfully obtained a degree from a prestigious university. Each of the students 

utilized social networks to acquire knowledge about higher education and found support 

and motivation in their families, particularly their mothers. The researchers noted a 

strong sense of motivation and self-efficacy in both students. Cabrera and Padilla 

(2004) also highlighted that a portion of the students’ success was due to their ability to 

learn the class and culture of college and to navigate the system.  
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 Conversely, there is also research which suggests that families may be a source 

of stress and may present challenges for the Hispanic college student (Devall, Vail, & 

Resendez, 2005). Parental expectations or familial economic status may conflict with 

the college student’s academic obligations or responsibilities. Role strain and role 

conflict may present the challenge of balancing family and academic obligations. Some 

research suggests that conflicts between familial obligations and academic 

requirements contribute to difficulties in academic adjustment and performance (Devall, 

Vail, & Resendez, 2005; Lopez, 1995). Brooks-Gunn and Markman (2005) suggest that 

parental demands and restrictions placed on Hispanic college students negatively 

influence academic performance. These results underscore the complexity of strong 

familial values and ties.  

 Overall, familial support and values appears to positively and negatively influence 

Hispanic college students. Understanding how familial ties affect performance and 

achievement is multifaceted, important, and deserves continued investigation. 

Additionally, understanding how students respond when faced with a challenging 

situation which involves their family is important.  This study has focused on this latter 

aspect.  

Another microsystem factor that influences college life is peer relationships. The 

next section will review some ways in which peers influence Hispanic college students.  

 

Peer Support a Microsystem Factor 

Peers and friends play a role in supporting students. Peer groups offer resources 

and skills that may not be available via familial networks. Peer support may also 
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increase the sense of belongingness and academic success (Hurtado & Ponjuan, 

2005). Networks of peers help to establish a sense of community and organization of 

navigating the academic system (Gloria, Castellanos, Lopez, & Rosales, 2005). Peer 

support may also help to reduce maladjustment, enhance comfort, and serve to 

facilitate academic adjustment (Gloria, et al., 2005; Lopez, 1995).  In a study on well-

being and distress among Mexican American and Central American college students, 

researchers found that support from friendships contributed to well-being and protected 

against psychological distress above the influence of family support (Rodriguez, Mira, 

Myers, Morris, & Cardoza, 2003).  

 

Stress as an Individual Factor 

Post-secondary education is stressful and demanding (Gallagher, 1992). While 

this author recognizes there are many factors influencing the pursuit and attainment of 

postsecondary education, understanding stressors within the educational setting at the 

post-secondary level may provide important information regarding baccalaureate 

persistence. Furthermore, exploring anxiety and how anxiety is expressed may be 

beneficial in identifying specific areas for intervention.  

Lovallo (2005) suggests that stress consists of tension which disrupts an 

individual’s equilibrium.  Individuals are faced with the prospect of compensating in 

some way.  Tension may be thought of as resulting from the size of the challenging 

force and the need to compensate for the challenge. Tensions may be physical (e.g. 

temperature), psychological (e.g. threat), or both (Lovallo, 2005).  The intensity of the 

demand is associated with the necessity of compensation. An individual’s ability to 
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compensate determines the impact the stressor has. Effective compensation or coping 

is influenced by the type of stressor, individual factors and the situation. Coping has 

been defined as an individual’s cognitive and behavioral endeavors to manage internal 

and external demands which are causing tension (Folkman, Lazarus, Dunkel-Shetter, 

DeLongis, & Gruen, 1986). Coping functions to regulate stressful emotions and change 

the individual-environment relationship (Folkman et al., 1986). Stress is removed when 

the tension is resolved through compensation or coping (Lovallo, 2005).  

Previous research suggests that Hispanic college students may experience 

certain aspects of higher education as more stressful than others. Quintana, Vogel, and 

Ybarra (1991) conducted a meta-analysis and found that Hispanic students experienced 

higher levels of stress related to academics and finances than European American 

students. In terms of academics, Hispanic students endorsed higher levels of stress 

related to taking exams, meeting with instructors, and meeting academic expectations. 

Hispanic students also reported experiencing greater levels of financial stress such as 

loan re-payment and uncertainty of financial aid than other college students. Finally, 

Hispanic students who reported some discomfort with European American culture 

reported higher stress scores than those who were comfortable with European 

American culture. Hispanic females appeared to experience higher levels of stress than 

males (Quintana, Vogel, and Ybarra, 1991).  Quintana, Vogel, and Ybarra failed to 

support any differences in social stress as measured by social isolation and lack of a 

sense of community between the Hispanic students and other college students.  

One specific type of stress is acculturative stress which is stress resulting from 

the acculturative process. The educational system presents students with a potentially 
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different cultural system. Hispanic college students may find themselves balancing 

home culture with academic and peer cultures as the process of acculturation evolves 

within the college setting. This balancing and stress may become an additional 

undertaking apart from academic content.  

 

Acculturative Stress 

The educational system (as an opportunity of acculturation) presents a prospect 

for acculturative stress. Acculturative stress is experienced tension that results from the 

dynamic process of cultural shifts (Williams & Berry, 1991). For individuals experiencing 

acculturative stress, signs may include sadness, hostility, apprehensiveness, and 

identity uncertainty. Furthermore, a pattern of behaviors may result and include “anxiety, 

depression, feelings of marginality and alienation, heightened psychosomatic 

symptoms, and identity confusion” (Williams & Berry, 1991, p.364).  For instance, 

acculturative stress may be experienced upon encountering cultural value differences 

among at least two cultures, and may develop for Hispanic college students who find 

cultural incongruence between their culture of origin and academia. Within the college 

or university setting, language preferences, values, or cultural practices may differ 

among Hispanic and non-Hispanic college students.  Hispanic college students may 

develop cultural self consciousness when met with such challenges (Crockett, Iturbide, 

Stone, McGinley, Raffaelli, & Carlo, 2007). 

Organista, Organista, and Kurasaki (2003) suggested that acculturative stress 

and psychological distress appear to be positively associated. Previous research 

supports the positive association between acculturative stress and negative affect 
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(Crockett, et al., 2007). Among the general Hispanic population acculturative stress has 

been related to depressive symptoms and anxiety symptoms (Hovey & King, 1996; 

Hovey & Magana, 2002a, c; Mejia & McCarthy, 2010). Although similar findings are not 

yet generally established among Hispanic college students, a few studies have 

indicated that there is a relationship between acculturative stress and psychological 

distress. One study specifically found acculturative stress related to general 

psychological distress in a Hispanic student sample (Rodriguez, Myers, Morris, & 

Cardoza, 2000). Among Mexican American college students, acculturative stress has 

been associated with higher levels of anxiety and depression (Crockett, et al., 2007). 

Crockett et al. (2007) also found that avoidant coping positively predicted depressive 

and anxiety symptoms. Another study found culturally specific stressors in Hispanic 

adolescents were positively related to anxious and depressive symptomology (Alva & 

de Los Reyes, 1999).  

Anxiety as related to the Hispanic college student experience is worthwhile to 

examine because of its prevalence and implications in both the general national and 

general Hispanic populations. Given the stressors of post-secondary education and the 

challenges faced by Hispanic college students, understanding the expression of anxiety 

could heighten awareness and present specific areas where interventions might focus.  

 

Anxiety as an Individual Factor 

Anxiety, as a natural response to expected or real danger includes psychological, 

behavioral, and physical components (Barlow, 2002). General indicators of anxiety are 

worry, fear, heightened arousal, body tension and sweating.  
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Literature suggests that the experience of anxiety consists of a cultural 

component such that physical displays of anxiety are common in cultures not heavily 

influenced by the European culture as these may be more culturally acceptable (Barlow, 

2002; Tseng & Streltzer, 2004). There is some research which suggests that generally, 

Hispanic individuals are more likely to convey distress via somatic expressions in 

contrast to cognitive or affective symptoms (Barlow 2002; Canio, 2004). Common 

symptoms of physical distress include stomach discomfort, nausea, chest pain, 

headaches, dizziness, tension, and sweating. However, there is little research 

examining symptom presentation among Hispanic college students.  

Research suggests that symptoms of anxiety and depression represent the two 

most common presenting concerns to college counseling centers (Chandler & 

Gallagher, 1996). Among college students, it is common to read about test anxiety and 

social anxiety. College students experience stressors related to social support, 

expectations, transitioning, and academic stressors, as well as challenges related to 

financial and interpersonal contexts. For students outside the majority culture, such as 

Hispanic students, college stressors may be intensified by stress related to their ethnic 

status, such as being in the ethnic minority (Jarama Alvan, Belgrave, & Zea, 1996); 

however, Hispanic college students may be influenced by the majority culture. 

Like most college students, ethnic minority students, including Hispanic students, 

face common stressors such as academic stresses, role strain, life event stressors, and 

adjustment difficulties (Gloria & Rodriguez, 2000; Smedley, Myers, & Harrell, 1993). 

Some research has also examined ethnic minority students in predominately European 

American institutions and assessed stress associated with social climate, interracial 
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stresses, overt and covert racial discrimination, within-group stress, and achievement 

related stress (Smedley, Myers, & Harrell, 1993). Other stressors may include 

microaggressions (Sue, Capodilupo, Torino, Bucceri, Holder, Nadal, & Esquilin, 2007) 

and acculturative stress (Crockett, et al., 2007; Rodriguez,et al., 2000).  

Research suggests that ethnic minority students experienced stress and anxiety 

related to concerns regarding academic preparedness, concerns that faculty and peers 

would question their legitimacy, and concerns over familial expectations (Smedley, 

Myers, & Harrell, 1993). The ethnic minority status stressors that were most influential 

and affected students’ academic confidence and connection with the university were 

internal stressors and concerns, demographic variables, and social climate of the 

campus. These results suggested that sociocultural and ethnic minority stress play a 

role in college adjustments for ethnic minority students (Saldana, 1994; Smedley, 

Myers, & Harrell, 1993).  

It is likely that Hispanic college students experience psychological distress in 

relation to the academic stressors and cultural shifts (Smedley, Myers, & Harrell, 1993).  

Anxiety has the potential to influence attention, concentration, adjustment, wellbeing, 

and performance. Unfortunately, there is little research on how Hispanic college 

students experience and present anxiety. Yet, understanding how the Hispanic student 

population experience and present anxiety would provide insight into this area of mental 

health and provide potential case formulations and treatment options. Understanding 

anxiety as experienced by Hispanic college students might also help to better identify 

challenges and areas of intervention within post-secondary education.  
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Related to pursuing higher education and overcoming stress and challenges is 

motivation. Motives are involved in every human behavior. Examining human 

achievement-related motivation and how it relates to the Hispanic college student 

experience could provide new insight. This is especially the case because some of 

these students, who are highly motivated toward educational success, may also be 

experiencing fear of failure, an avoidance motive, and/or fear of success, due to 

stereotype threat (Steele & Aronson, 1995), internalized racial stereotypes, and other 

pressures. In classical motivational theory, one consequence of approach-avoidance 

conflict is anxiety. 

 

Motivation as an Individual Factor 

Human motivation is a partial determinant of behavior and can be understood as 

including conscious and unconscious intents (McClelland, 1987). Conscious intents are 

those things that people want to have or do. According to McClelland, if the intent is 

present, a person’s conscious desire is closely related to the outcome. Unconscious 

intents are those outcomes that appear to be different from what people report as their 

wishes. The remainder of a behavioral outcome can be attributed to other features of 

the individual and the environment (McClelland, 1987). In focusing on the individual, two 

major factors play a role in arriving at a behavioral outcome. The first factor is effort, 

which includes the motivational element, and the second factor is ability.   

 Personality and behavioral scholars proposed a number of theories to explain 

motive dispositions. Lists of noteworthy human motives and a lexicon of human 

motivation have developed, and although there is not a firm consensus on all key 
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motives, many theorists agree that motives are often unconscious, though they need 

not be (McClelland, 1987). Many also agree that human motivations include some 

specific needs that appear universal: need for power, aggression, love, and sexuality, 

as well as a motivation to relieve anxiety and to establish self-actualization (McClelland, 

1987). The most extensively studied of these are the need for achievement, need for 

affiliation, and need for power. 

 Motives are thought to be trait-like in that they are organizing factors that inform 

an individual’s behavior (McClelland, 1987). According to McClelland, the motivational 

sequence is initiated by a demand or an arousal cue which can be environmental or 

internal. The demands typically involve incentives, which are emotionally arousing 

elements that may be positive or negative. Together, demands and incentives produce 

a motive disposition, which is an individual’s ambition state and the trait-like cognitive 

schema around the incentives. Thus, an individual arrives at an aroused motive to 

behave in a way that fulfills the motive disposition. When the aroused motivation is 

combined with thought, ability, and opportunity, actions are then formed. McClelland 

suggested that demands may lead directly to aroused motivation. That is, motivation 

appears to be composed of motive, expectancy of incentive attainment, degree of 

incentive value, and ability to act (Birney, Burdick, & Teevan, 1969). 

 

Measurement of Motivation 

Measurement of motivation has developed in a number of ways including coding 

of stories and self-report measures. The following highlights the value of utilizing 

pictures and stories. 
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Henry A. Murray developed a theoretical system to examine human motivations. 

Murray conceptualized that human motivates could be expressed in diverse ways, 

which led him to collect an assortment of data (McClelland, 1987). Among the varied 

approaches, Murray’s Thematic Apperception Test (TAT) gained popularity as a means 

of understanding motivation. Along with the TAT, Murray contributed a language for 

motives by identifying and defining human needs. From Murray’s original work other 

thematic apperception measures and picture-story exercises developed. The scoring or 

coding of verbal material for thematic content is one way of understanding motivation.  

Using scoring systems has many benefits such as flexibility and effectiveness 

(Jenkins, 2008). Additionally, implicit scoring systems for stories told in response to 

pictures, in contrast to self-reports, offer a sampling of participants’ private experiences 

somewhat independent of self-report scales (Jenkins, 2008; McClelland, Koestner, & 

Weinberger, 1989; Winter, John, Stewart, Klohnen, & Duncan, 1998). Furthermore, 

stories told may provide more information that may be censored if asked in a direct 

manner. This is particularly true because the social meanings of pictures are 

ambiguous, yet stimulating. Within psychology, stories are thought to reveal aspects of 

an individual’s internal psychological functioning not accessible otherwise. Heckhausen 

(1967) suggested that content analyses derived from pictures and stories offer three 

benefits: unbiased responses (since participants are unaware of the researcher’s intents 

and may therefore provide unbiased responses), access to inner motives, and a wide 

range of data at one time point. Structured scoring systems then present a means of 

data extraction and reduction.  Moreover, scoring systems serve as an opportunity for 

objectivity in interscorer reliability and validity (Jenkins, 2008).  
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The next section reviews how researchers utilized pictures and stories to 

understand achievement motivation and other aspects of motivation. 

   

Achievement Motive 

Studies of achievement motives began using an experimental design in which 

male participants were asked to first write a series of stories about pictures under 

“neutral” (classroom) conditions or under a condition where achievement was cued such 

as a task measuring intelligence and leadership. While the participants were waiting to 

be given feedback, they were shown pictures and instructed to write stories again 

(McClelland, Atkinson, Clark, & Lowell, 1953). These stories under achievement-

arousing conditions were then compared to the stories written under neutral conditions. 

The contrasts between stories written under the achievement motive arousal and those 

written under neutral conditions were used to empirically derive a scoring system. The 

major difference which emerged involved a notion of competition with a standard of 

excellence. McClelland suggested that achievement motivation involves an inherent 

satisfaction and that the idea of doing something better is the incentive (McClelland, 

1987). Achievement motivation is in one way defined as the “striving to increase, or 

keep as high as possible, one’s own capability in all activities in which a standard of 

excellence is thought to apply and where the execution of such activities can, therefore, 

either succeed or fail” (Heckhausen, 1967, p. 4).   The scoring categories for the 

achievement motive included positive and negative indices which would be used to 

differentiate those with high need for achievement from those with low need for 

achievement.  
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 There are numerous studies examining achievement motivation, and various 

assertions were made about differences between those high and low in achievement 

motive (McClelland, 1987). McClelland and Koestner (1992) reported several correlates 

to the need for achievement motive which were found in studies since the 1950s. Some 

of the notable correlates of a high need for achievement include preference for 

moderately difficult tasks, higher level of task persistence, a forward thinking orientation, 

higher rating of interpersonal associations, and generally, a higher level of physiological 

arousal (McClelland, 1987; McClelland & Koestner, 1992). McClelland conceded that 

sometimes individuals with low levels of the need for achievement motive show higher 

levels of physiological arousal, but cites that this may partly be due to the fact that those 

low in need for achievement may be high in an avoidance motive, fear of failure. 

Avoidance motivation stems from the idea that individuals will seek to protect the self 

from harm or discomfort and is held in contrast to approach motivation (Elliot, 2008).   

 

Avoidance Motives 

Avoidance and approach motivation have a long history and are useful in 

understanding and explaining human behavior (Elliot, 2008). Approach motives are 

thought of as those which seek to maximize satisfaction or move toward something 

positive, whereas avoidance motives seek to reduce or move away something negative, 

such as pain, conflict, or frustration. Elliot suggested that avoidance motivation enables 

individuals to survive while approach motivation facilitates thriving, and together 

approach and avoidance foster adaptation.  It should be noted that research supports 

the existence of approach and avoidance motivation in all organisms (Tooby & 



23 

Cosmides, 1990). Moreover, the complexity of the motivational processes and the 

complexity of the organism are directly related.  

 Elliot (2008) defines avoidance motivation as “the energization of behavior by, or 

the direction of behavior away from negative stimuli (objects, events, possibilities)” (p. 

3). Elliot expounds upon this definition by highlighting five aspects. First, he emphasizes 

that organisms are active and are guided in behaviors. Next, he underscores that there 

is movement away from something. Third, the drive away from something can include 

moving away from something negative or keeping something negative away. Fourth, 

avoidance is understood as being negatively charged. That is, the entity of avoidance is 

something disliked or undesirable or harmful. And finally, the “stimuli (objects, events, 

possibilities)” may be tangible or abstract and can be infinite (Elliot, 2008, p.3). 

Various factors were examined in the area of avoidance motives. As previously 

stated, avoidance motives are directed by an aversive stimulus or possibility. Avoidance 

as a means of anxiety reduction is common. That is, individuals may use avoidance to 

decrease feelings of anxiety in the immediate future. An individual’s anxiety regarding 

performing well is one way to understand avoidance motivation. Within academic 

settings, many students experience some level of anxiety related to performing well and 

many students may use a form of avoidance to cope with this uncomfortable state. Two 

of the areas pertinent to the current study that are related to avoidance motivation, 

academic performance, and anxiety are fear of failure and fear of success. Implicated 

within these areas are the desires to reduce the anxiety of approach-avoidance conflict.  
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Fear of Failure 

Fear of failure was first developed in an attempt to understand a specific type of 

avoidance motive that drives individuals toward achievement goals to avoid failure. The 

theory was derived from behavioral patterns observed and related to level of 

achievement aspiration (Birney, Burdick, & Teevan, 1969). Early studies focused on 

level of aspiration and deduced that feelings of failure were experienced when one did 

not attain a particular level of aspiration (Birney et al., 1969; Heckhausen, 1967). 

Success and failure were experienced when tasks were moderately difficult. This 

occurrence was explained by the idea that achieving an easy task or failing at a difficult 

one may not be experienced as a success or failure (Heckhausen, 1967). Finally, it was 

hypothesized that those who set their level of aspiration goals lower than their 

performance potential may be avoiding failure.  

Atkinson (1957) examined risk taking behavior and concluded that some 

individuals seek to avoid failure more than being driven by the approach motivation to 

achieve. He suggested that the “motive to avoid failure is considered a disposition to 

avoid failure and/or a capacity for experiencing shame and humiliation as a 

consequence of failure” (Atkinson, 1957, p. 360). Atkinson proposed that the internal 

process involved in avoiding failure is opposite of the motivation to approach and 

achieve. Specifically, the tendency to avoid failure could be described as a product of 

motivation, expectancy, and incentive (Atkinson, 1957). Atkinson utilized the self-report 

Test Anxiety Questionnaire as a measure of fear of failure. He postulated that 

individuals exhibiting fear of failure would be high in test anxiety and low in need for 

Achievement. Conversely, individuals who exhibit a high need for achievement and low 
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test anxiety would be considered success-oriented.  Atkinson’s theory underwent 

modifications and it was concluded that fear of failure is an individual’s disposition to 

inhibit achievement endeavors in order to avoid a negative consequence (Birney et al., 

1969). 

Another prominent figure in the exploration of the fear of failure literature is the 

German scholar, Heckhausen. In the 1960s, Heckhausen examined stories and 

developed a scoring system based on goal strategies (Birney et al., 1969; McClelland, 

1987). Heckhausen empirically derived a scoring system based on stories and 

developed two categories based on approach and avoidance tendencies: one was 

named hope of success and the other, fear of failure. Among those who established 

realistic goals, stories frequently indicated positive urges to succeed. Among those 

setting unrealistic goals or who utilized a defensive goal strategy, stories indicated a 

need to avoid failure. Fear of failure was understood to be a focus on the fear that a 

standard of excellence would not be met.   

Within the United States, early studies utilized achievement orientation and goal 

setting strategies to understand fear of failure. Birney, Burdick and Teevan (1969) 

developed a TAT scoring system to assess fear of failure. Their system became popular 

in the United States and drew from research by McClelland, Atkinson, and Heckhausen 

(McClelland, 1987). This system was empirically based on the coding of stories written 

under situations that would incite a fear of failure, namely performing a difficult task. 

Birney et al. found that stories written in the face of a challenging situation contained 

“hostile press.” Hostile press was a fitting name because the stories were observed to 

contain press (as Murray conceptualized it) (Birney et al., 1969). The press or external 
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forces were threatening and negative, or as Birney et al. describe, hostile. Hostile Press 

imagery was established if the story included people “reacting” and contained particular 

types of imagery (Birney et al., 1969). The imagery of negative or threatening press 

categories from Birney et al.’s (1969) Hostile Press scoring system includes: 

“reprimands for personal actions” (p. 79), “legal or judicial retaliation for action” (p. 79), 

“deprivation of affiliative relationships” (p. 80), and the presence of “hostile, vague 

environmental forces or physical conditions, violations of privacy, inducement to crime, 

destruction of beliefs, or any major assault on [a subject’s] well-being” (p. 81).  Aside 

from scoring the imagery, sub-categories used within the Hostile Press scoring system 

include: goal anticipation, goal affect, outcome of instrumental activity, need press relief, 

as well as blocks or obstacles (Birney et al., 1969). Birney et al. reported inter-rater 

reliabilities of .90 or more in initial studies. 

 Over the last century different measures of fear of failure were devised. The story 

telling approach utilized scoring systems such as the Hostile Press scoring system to 

understand fear of failure, whereas other measures focused on a self-report method. 

Early studies indicated that fear of failure was related to received criticism and 

punishment, self-devaluation, avoidance of moderate risk tasks, preference to set 

defensive goals, poor performance under some conditions and better in other 

conditions, as well as avoidance of competition and vulnerability to suggestion (Birney 

et al., 1969; McClelland, 1987).  

 Fear of failure is helpful in understanding a particular dimension of avoidance 

motivation. Moreover, this construct of fear may provide information about anxiety 

experienced by college students. It is important to note that although trends for fear of 
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failure were established, the original results were limited to men. Research within this 

area was inconclusive for women (Fleming & Horner, 1992).  

 

Fear of Success 

In the late 1960s Horner began to examine why women did not perform similarly 

to men in achievement situations (McClelland, 1987). She proposed that women may 

avoid success, particularly in competitive situations with men, because of the 

expectancy of a negative consequence. That is, women’s achievement-orientation may 

be hindered by fear of success as opposed to fear of failure. She indicated that women 

may experience anxiety by the notion of appearing aggressive and less feminine, which 

may result in loss of self-esteem and negative social consequences (Fleming & Horner, 

1992). Horner set out to examine fear of success in women.  

Horner (1968) first investigated the fear of success via achievement motivation. 

Her initial investigation involved providing sentence cues that suggested a woman’s 

success to female participants, i.e. “at the end of first-term finals, Anne finds herself at 

the top of her medical school class.” Similarly, male participants were administered 

sentence cues suggestive of a man’s success (Fleming & Horner, 1992). Overall, 

Horner found that women told stories that conveyed negative consequences of success 

as well as a fear of social rejection. Similar results were not found among male 

participants. Later studies found that women who scored higher in fear of success also 

obtained low scores on performance tasks when in the presence of men. Generally, it 

appeared fear of success was relevant to understanding gender differences in 

competitive achievement (reviewed in Fleming & Horner, 1992). 
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 Initial examinations of fear of success failed to replicate Horner’s original 

findings, calling into question the reliability and validity of the fear of success system 

(Fleming & Horner, 1992). McClelland (1994) suggested that the findings may have 

been influenced by the time period and historical factors. In 1973, Horner and 

colleagues then established a revised scoring system that was empirically derived 

(Fleming & Horner, 1992). Utilizing an experimental design, women wrote stories after 

competing with a male and under neutral conditions. In the arousal condition women 

competed against men and were provided feedback stating that they were successful in 

the competition. The neural condition presented the same task without the competitive 

setting. After participation in the arousal or neutral group, women wrote stories. The 

imagery between the two groups was compared. The main differentiation was found to 

be an expression of performance activity. Initially, 43 categories were established as 

aspects that differentiated story themes. After performing statistical analyses and 

combining some of the 43, six categories made up a revised version of the scoring 

system. Subsequent revisions developed and refined the fear of success scoring 

system. The most recent edition, version C, includes five categories. The five categories 

of the fear of success system, version C are: noncontingent negative consequences, 

interpersonal engagement, relief, absence of instrumental activity, and absence of 

others. Fleming and Horner reported inter-rater reliabilities of .90 or better in studies 

utilizing the revised scoring system. 

Early studies using Horner’s fear of success system indicated that fear of 

success was inversely related to achievement behaviors (Fleming & Horner, 1992). 

Among the research that was conducted using fear of success, women were observed 
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to generally report higher levels of fear of success than men; fear of success has been 

correlated with low performance, career conflicts, passivity, and spending time on non-

important tasks (reviewed in Fleming & Horner, 1992). Overall, fear of success has 

been observed in studies but replication of findings is a major limitation (McClelland, 

1987).  Researchers have acknowledged a need to continue examining the construct 

while some have asserted that fear of success and fear of failure are indistinguishable 

and strongly related (Griffore, 1977; Jackaway & Teevan, 1976; Sadd, Lenauer, Shaver 

& Dunivant, 1978). McClelland noted that fear of success is aroused by the potential of 

negative consequences, typically in relation to other people, which is reminiscent of the 

fear of failure construct.  

It is important to highlight that fear of success as an avoidance motive includes a 

gender component. Anxiety over conflict involving gender roles held by the individual in 

contrast to those held by others may be evoked by particular situations. As such, the 

negative consequences of success or failure suggest a strong social facet. Jackaway 

and Teevan (1976) argued that if social esteem is an achievement goal for women, and 

the fear of success involves a fear of social rejection or failure, then fear of success is 

equivalent to fear of failure. Stated differently, some individuals have interrelated social 

and achievement needs. If the needs are mutually supporting then fear of success and 

fear of failure may be indistinguishable (Jackaway & Teevan, 1976). This idea is more 

commonly applied to women because traditionally women’s interpersonal needs are 

closely related to achievement needs. The next section will examine how fear of 

success and fear of failure may be combined.  
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Fear of Success and Fear of Failure 

Fear of success and fear of failure involve similar avoidance motive definitions, 

namely anxiety (Jackaway & Teevan, 1976). Jackaway and Teevan suggested that fear 

of success is a dimension of the general fear of failure motive rather than a separate 

motive. This is particularly true among individuals who highly value social acceptance.  

Furthermore, it was hypothesized that fear of success and fear of failure would be 

positively correlated for both men and women. 

Jackaway and Teevan (1976) conducted a study in which they used pictures to 

elicit stories from male and female high school students. Seniors from New York were 

assigned to an aroused or neutral condition.  Those in the aroused condition were 

placed in a competitive situation where results were immediately announced and the 

story task was administered. The neutral condition participants wrote stories at the 

beginning of the session and assured there was no right or wrong answers. All stories 

were scored using the Revised Fear of Success scoring system as well as the Hostile 

Press scoring system.  

Analysis of variance (gender by arousal condition) suggested that girls wrote 

stories that contained more fear of success imagery than boys (Girls’ M = 10.08; Boys’ 

M =  8.06). Unlike boys, who scored similarly in a neutral and aroused condition 

(Aroused M =  8.07; Neutral M = 8.05), girls exhibited higher scores in fear of success in 

the aroused condition in contrast to the neutral condition (Aroused M = 11.15; Neutral M 

= 9.02). There were no gender differences within the fear of failure system. When 

examining Pearson product moment correlations between the two scoring systems, 

Jackaway and Teevan found moderate to strong positive correlations between the 
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scores for the neutral and aroused conditions for both sexes. When combining girls and 

boys the correlation coefficients were .46 and .43 in the neutral and aroused conditions, 

respectively. Correlations between Fear of Success and Hostile Press were higher for 

girls (.53 and .58 in the neutral and aroused condition, respectively) than boys (.44 and 

.41 in the neutral and aroused condition, respectively). There was not a statistically 

significant gender difference between these findings.  

Based on these results, Jackaway and Teevan provided empirical evidence that 

fear of success and fear of failure correlate moderately to strongly. Hence, the results 

also reflect the underlying theoretical similarities. Moreover, the scoring systems share 

many similarities and overlapping content categories. Specifically, both fear of success 

and fear of failure involve a negative factor (negative consequences or hostile press) as 

well as relief (or need press relief). Overall, this study suggested that the Fear of 

Success and Hostile Press systems are not independent.  

Heckhausen (1967) suggested that “success and failure occur also in person-

environment relationships that have nothing to do with achievement” (p. 5). This idea 

implies that it is possible to use fear of success and fear of failure to understand other 

relationships such as how college students relate to an academic environment. 

Examining the relationship between Hispanic college students and the college 

environment through stories may provide more practical information which could lead to 

interventions. Avoidance motivation coupled with stress response and anxiety may also 

provide insight into the challenges experienced by Hispanic college students and mental 

health of this population. Overall, the present study was designed to explore avoidance 
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motivation and how it relates to general stress and anxiety within a Hispanic college 

student population.  

 

The Present Study 

Anxiety and stress, as natural aspects of the human experience, are complex; 

and research suggests that the experience and expression of anxiety may be influenced 

by one’s cultural background.  Research has suggested that stress as a natural part of 

college may include cultural nuances among Hispanic college students. However, it is 

unclear whether and to what extent the voluminous multidisciplinary stress literature 

conducted mostly on European American samples can be generalized to Mexican 

Americans.  Within the cultural frame, it is also important to examine the implications of 

cultural shifts for Mexican American college students. At times individuals may 

experience cultural stress as it relates to cultural modifications and interactions. More 

specifically, they may experience acculturative stress, which is distress associated with 

the acculturation process, and also academic acculturative stress, associated with 

acculturation to academic norms for first generation college students (Jenkins, 

Belanger, Connally, Boals, & Durón, 2013). In accordance with cross-cultural literature, 

it is likely that Hispanic college students will report somatic symptoms of anxiety more 

intensely or more often than cognitive or affective symptoms. 

The interaction of hope-of-success motives in pursuit of higher education and 

fear of failure and success may create an approach – avoidance conflict and thus 

anxiety. Previous research has suggested that cultural distress may appear as 

symptoms of anxiety or depression (Hovey, & Magaña, 2002b). However, the research 
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examining acculturative stress, achievement conflict, and mental health within a college 

population is insufficient at best.  

The present investigation examined Hispanic students’ experience of anxiety and 

stress using a multimethod strategy. This study used anxiety symptoms endorsed on a 

self-report scale as the major outcome variable. However, self-report scales are subject 

to response set biases as well as social desirability and other self presentation biases. 

Such scales are also often general rather than situation specific. Therefore, in order to 

explore anxiety related to the areas of academic life, familial relations, and minority 

social interactions, open-ended responses to questions about hypothetical scenarios 

were utilized. Presenting participants with hypothetical scenarios provided an 

opportunity for participants to respond in their own words and to offer a wide range of 

data. Verbal material that is provided in a free response fashion is a naturalistic 

response which may be less censored and subject to less measurement bias than self-

report scales are (Winter, et al., 1998). Additionally, verbal responses may provide 

behavior samples representative of the individuals’ internal functioning (Winter, et al., 

1998). Scoring systems which are devised from qualitative data offer flexibility and 

effectiveness (Jenkins, 2008). Overall, one of the objectives of this research was to 

better understand the Hispanic students’ experience and expression of anxiety, 

conceptualized as approach-avoidance conflict in specific situations. It is likely that the 

context of the situation pulls for specific signs or symptoms of anxiety and may activate 

the approach/avoidance conflict to varying degrees. The types of symptoms students 

endorse and patterns of responding could potentially influence interventions to target 
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this population. Therefore, this study set out to examine the situation specific nature of 

anxiety and the approach-avoidance conflict.  

Part of handling stress and anxiety is motivation. Motivation – both approach and 

avoidance is common to all organisms. The literature on avoidance (and approach) 

motivation does not suggest any conclusions about this construct specific to Hispanic 

college students. The avoidance motive is particularly relevant to this study as 

avoidance is often an aspect of anxiety reduction. It is possible to gain some insight by 

examining motivation as it is related to stress and anxiety. Within avoidance motivation 

two particular facets are relevant – fear of failure (Birney et al., 1969) and fear of 

success (Fleming & Horner, 1992). The fear of success construct was developed to 

measure storytelling patterns associated with role conflict among women about 

successful performance in situations consistent with the feminine role of the 1960s, i.e. 

in competition with men.  Although named as two separate constructs, it is suggested 

that they are actually measuring the same experience (Jackaway & Teevan, 1976), 

which might be anxiety about failure within a social role definition as well as with/for 

explicit task performance. The current examination utilized Jackaway and Teevan’s 

approach to assess stories told by Hispanic college students. Stories told about 

achievement oriented images were used to examine anxiety as it relates to academics. 

The fear of failure and fear of success measure development strategy using empirical 

derivation was used to develop new generalizable systems to examine stories told by 

Hispanic college students. Finally, the story scores were related to a structured self-

report measure of anxiety symptomology and to scenario anxiety counts.  
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Overall, this study was designed to explore how factors such as anxiety, 

acculturative stress, and avoidance motivation relate to each other for this population, 

using a mixed-method approach. The content analysis portions of this study provide 

unique opportunities to review free responses concerning academic, familial, and 

minority social anxiety as well as stories told to an ambiguous image. Understanding the 

experience and expression of anxiety among the Hispanic college student population 

would provide insight into this growing demographic. Understanding the expression of 

anxiety and stress provides avenues which could inform culturally relevant 

interventions.  

 

Hypotheses 

1. There will be significant differences in symptoms of anxiety expressed in 
response to different contexts of hypothetical stressful situations.  

a. Participant scores on the academic scenario will include the highest total 
level of anxiety symptomology.  

b. Scores on the familial scenario will include moderate total anxiety 
symptomology. 

c. Scores on the minority social scenario will include the lowest total level of 
anxiety symptomology. 

2. Hispanic college students will perceive physiological symptoms of anxiety more 
prominently than cognitive or affective symptoms.  

a. The language spontaneously used in response to scenarios reflects more 
somatic symptomology than cognitive or affective symptoms. 

b. PAI anxiety subscale scores on physical symptoms of anxiety will be 
greater than cognitive or affective anxiety.  

3. Scores from PSE Card 2 will be significantly related to scores derived from the 
academically oriented hypothetical situation and PAI anxiety symptomology.  

 



36 

Research Questions 

1. What do the stories told by Hispanic college students suggest about stress as 
it relates to academic orientation? 

2. What do the stories told by Hispanic college students suggest about fear of 
success and fear of failure? 
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CHAPTER 2 

METHOD 

Participants 

The present study utilized data collected over a one-year period between fall 

2009 and fall 2010 from postsecondary institutions located in the North Texas region 

(Durón, 2010). The aim of the original data collected was to examine cultural factors 

influencing symptoms of anxiety among Hispanic college students. Approximately 550 

individuals started the survey and 304 individuals completed it, for a completion rate of 

55%. Inclusion and exclusion criteria were used to obtain the final sample. Participants 

were included if they identified as being of Mexican origin (either ethnically or culturally).  

Participants were excluded if they obtained a low completion time, which was defined as 

less than one hour. Pilot data suggested that the study would take 1.5 hours to two 

hours to complete; therefore, participants’ whose completion time was less than one 

hour would likely be inauthentically responding.  Individuals who responded the same 

way across all structured self-report measures were also excluded. Particular attention 

was placed on responses to reversal items. Of the 304 participants who completed the 

survey, the present sample consists of N = 197.  

Descriptive data for demographic information can be found in Table 3. The 

sample was largely comprised of women (71%). Most individuals (91%) reported being 

single. Participants ranged in ages from 18 to 46, with a mean age of 21 and standard 

deviation of 4.3. College standing was identified as 37% freshmen, 21% sophomores, 

20% juniors, and 22% seniors or had completed courses beyond senior level. Over half 

(59%) reported they were seeking degrees in the social and behavioral science fields 
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(psychology, sociology) while the rest were distributed among the fields of physical 

sciences, business, and the arts.   

Participants were primarily born in the United States (84%) and 48% were 

second generation immigrants, 11% were third generation, 15% were first generation, 

and 16% were fourth generation or higher according to the immigrant generational 

status criteria established by Cuellar, Arnold, & Maldonado (1995). 

Participant’s father’s education was relatively evenly distributed with 18% 

receiving less than high school education, 18% attaining some high school education, 

24% obtaining a high school diploma or GED and 20% attaining some college. 

Participant’s mot her’s education was distributed with 17% received less than high 

school education, 11% attained some high school education, 31% received a high 

school diploma or GED and 16% attaining some college.  

In terms of reported caregiver annual income, 20% indicated an income under 

$30,000, 25% reported an income between $30,000 and $44,999, while 16% reported 

an income between $45,000 and $59,000, and 35% reported an income of over $60, 

000. 

In terms of health, most participants reported no history of physical (86%) or 

mental illness (95%).  Twenty-four percent reported having had at least one panic attack 

in the past. Among those who endorsed panic attacks, the frequency varied from a 

onetime occurrence to approximately once per week. In terms of substance use, 13% 

reported a problem with alcohol while 8% reported a problem with recreational drugs. 

Twenty-two percent of participants reported having a parent who experiences alcohol or 

recreational drug abuse. 
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Measures 

Participants completed an informed consent followed by a series of 

questionnaires, which included a demographics section and the following instruments:  

Card 2 of the Morgan-Murray Thematic Apperception Test picture set (Murray, 1943),  

referred to hereafter as Card 2 of the PSE, and six other story-eliciting pictures; three 

stress arousing hypothetical situations; the Anxiety Scale from the Personality 

Assessment Inventory (PAI, Morey, 1991); and the Social, Attitudinal, Familial, and 

Environmental Acculturative Stress Scale (SAFE, Mena et al., 1987).   

 

Demographics 

The demographics section included information on age, marital status, highest 

level of education attained, place of birth, and estimated annual income. Information on 

participants’ parent’s highest level of education attained and birth place of parents were 

also collected. Additionally, some questions regarding participants’ physical and mental 

health were included. Participants were asked about history of anxiety symptoms and 

substance use.  

 

Stress Arousing Hypothetical Situations 

In order to better understand academic, familial, and minority social stressors 

challenging Hispanic college students, three stress inducing hypothetical situations 

were included. The first scenario presented a family member who was experiencing 

significant illness, “An immediate family member is very sick. At this point it is unclear 

exactly what is wrong. There is much to be done in terms of tending and caring for this 
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family member as well as the rest of the family.” The next scenario pertained to 

academics with an embedded social aspect, “You are about to give a presentation in 

one of your courses. The class size is quite large (about 150 students) and the 

presentation counts for 40% of your final grade.” The third scenario examined minority 

social stress, “You are attending a social gathering where you realize you do not know 

very many people there. As you start to look and walk around you realize that you are 

one of the few ethnic minorities.” 

Each of the scenarios was followed with subsequent questions to cover a range 

of symptomology: “What are your thoughts as this happens?”, “What are your feelings 

as this happens?”, “How might you feel physically?” and “What action(s) might you 

take?” 

 

Picture-Story Exercise (PSE) 

Seven pictures were used as cues in this task. The present study utilized the four 

achievement-related cues to examine academic anxiety and motivation. Picture 1 –a 

farming scene with a man plowing with a horse, a pregnant woman leaning against a 

tree, and in the foreground a teenage girl in a dress holding an armful of books (Murray, 

1943); Picture 2 –two men at a drafting table (Fleming, 1984); Picture 4 –  two women 

working in a chemistry lab (Smith, 1992, p. 636); and Picture 7 –a man catching a 

woman on a flying  trapeze (Smith, 1992, p. 637). For the purposes of this study, picture 

one, the farm depiction, was chosen to be scored entirely for its strong academic pull 

and emphasis. Participants were presented with the following general prompt: “Now you 

are going to be asked to do a story telling exercise. You are going to see a series of 
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pictures, and will be asked to tell stories about the people shown in the pictures. Try to 

imagine what is going on. Then tell what happened before, what the people are thinking 

about and feeling, and what will happen next.” Participants then viewed a picture and 

instructed to “Try to write a story, with a beginning and end, about each picture. Look at 

each picture for a few seconds then write your story.” The following questions were 

provided with each picture as a guide: “What is happening?”, “Who are the people?”, 

“What happened before?”, “How did the story begin?”, “What are the people thinking 

about, and how do they feel?”, “What will happen?”, and “How will the story end?” 

Finally, participants were instructed to “Give yourself no more than five minutes for each 

story. There are no right or wrong stories. Write whatever kind of stories you like.” 

 

Anxiety Scale - Personality Assessment Inventory (PAI) 

Morey (1991) developed the PAI as a self-administered inventory of 

psychological symptoms for adults 18 years and older.  Because the PAI is a 

copyrighted measure, permission was obtained from the publisher, Psychological 

Assessment Resources, to utilize the Anxiety Scale for this study. The PAI Anxiety 

Scale, hereafter referred to as “PAI Anxiety,” is a 24 item measure which assesses 

anxiety symptomatology on a 4-point Likert-type scale (ranging from 0 = not at all true to 

3 = very true). The scale consists of cognitive, affective, and physical factors of anxiety 

and contains eight items within each factor. The factors can be examined individually 

and the sum of these symptoms yields a total anxiety symptom score.  

The cognitive subscale measures worry and fearful expectations that interfere 

with an individual’s thought processes. Questions that assess this include, “It’s often 
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hard for me to enjoy myself because I am worrying about things.” The affective subscale 

measures feelings of fear and nervousness, and include questions such as, “Sometimes 

I am afraid for no reason.” The physical subscale examines somatic symptoms of 

anxiety such as heart palpitation and breathing difficulties. Items such as “I often have 

muscle aches and pains” assess the physiological symptoms. Morey (1991) established 

adequate reliability within a census sample (alpha coefficient = .90) and within a college 

sample (alpha coefficient = .89). Among Hispanic populations, the PAI has been used 

and construct validity has been established (Durón, 2010; Fantoni-Salvado & Rogers, 

1997; Hoovey & Mangaña, 2002a; Morey, 1991).  Durón (2010) established that total 

PAI Anxiety had good internal consistency, Cronbach’s alpha of .92. The subscales also 

had good reliability with the Cognitive Scale Cronbach’s alpha of .81, the Affective Scale 

Cronbach’s alpha of .78 and the Physical Scale Cronbach’s alpha of .77. The present 

study established good internal consistency with a similar pattern as Durón 2010. 

Overall, the total Cronbach’s alpha was .92. Each subscale also had good reliability with 

the Cognitive scale Cronbach’s alpha of .82, the Affective scale Cronbach’s alpha of 

.76, and the Physical scale Cronbach’s alpha of .79.  

 

Social, Attitudinal, Familial, and Environmental Acculturative Stress Scale (S.A.F.E.). 

The S.A.F.E. consists of 24 items and uses a 5-point Likert-type scale (ranging 

from 1 not at all to 5 extremely stressful). This measure was developed by Mena, 

Padilla, and Maldonado (1987) from a 60-item measure by Padilla, Wagatsuma, and 

Lindholm’s (1985). The S.A.F.E measure was designed to examine stress derived from 

the acculturative stress within four contexts: familial, social, attitudinal, and 
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environmental. Sample questions are as follows: “I feel uncomfortable when others 

make jokes about or put down people of my ethnic background,” “I don’t feel at home,” 

and “it bothers me that I cannot be with my family.”  

The S.A.F.E measure was theoretically to be divided into the four factors; 

however, Mena et al. did not identify the items within each factor. Fuertes and 

Westbrook (1996) assessed the S.A.F.E measure with a Hispanic college student 

sample and found that 21 items loaded into the four factors with adequate reliability, 

Cronbach’s alphas ranging from .70 to .88. A previous study, Durón (2010), also 

examined the factor structure using an exploratory factor analysis and did not replicate 

the findings of Fuertes and Westbrook (1996). The present study will use the S.A.F.E 

measure as a sum in contrast to examining subscales due to the lack of validation of 

scales in literature and in previous findings.  Fuertes & Westbrook (1996) established 

reliability of the S.A.F.E measure with a Cronbach’s alpha of .89. Durón (2010) 

established good overall internal consistency with a Cronbach’s alpha of .93. The 

present established good internal consistency with a Cronbach’s alpha of .93. 

 

Procedures 

Data for the present study was collected at postsecondary institutions located in 

the North Texas region between fall 2009 and fall 2010. During this time frame, UNT 

participants were recruited via the SONA website, classroom visits, and flyers posted. In 

fall 2009 and spring 2010, introductory psychology students were recruited via email. 

During summer 2010, participants were primarily recruited via classroom visits and 

flyers. During fall 2010, participants were primarily recruited via the SONA website and 
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flyers; a few classroom announcements were also made. Non-UNT students were 

predominantly recruited via email announcements and flyers. Upon completion of the 

survey, participants were directed to another website where they could enter their email 

address.  In terms of compensation, participants within the UNT psychology 

undergraduate program were offered SONA credit and/or extra credit in a course for 

their participation. All participants were offered the opportunity to enter a raffle to win 

one of three Amazon gift cards for a $50.00.  

This study was a web-based study, all participants were provided or directed to a 

web link, where they would find an informed consent page followed by the 

questionnaires and scales. Confidentiality of participants was ensured in a couple of 

ways. First the survey was hosted on a secure site. Additionally, participants were 

clearly asked to not type any part of their name. The online survey began with elicitation 

of stories by the picture-story task, followed by part of the demographic section, free 

recall of a stressful time, stress arousing hypothetical situations, the MacArthur Scale of 

Subjective Social Status, the ARSMA-II, the anxiety scale of the PAI, the SAFE scale, 

and demographic questions. Data from the MacArthur Scale of Subjective Social Status 

and the ARSMA-II are not included in the present study.  

 

Data Analysis Plan 

Scenario Scoring 

Qualitative data analysis (content analysis) as described by Boyatzis (1998) was 

utilized. Three manuals were developed using thematic coding, one for each scenario. 

Participant responses were coded for cognitive, affective, and somatic symptoms of 
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anxiety. Additionally, responses were coded for general or initial reaction and 

hypothesized behaviors. The five major sections to be coded included: General 

Reactions, Thoughts, Affect, Physical Sensations, and Actions Taken. Within each 

section of the three manuals, five to seven categories were developed. In sum, 33 

categories were identified for the academic scenario and 32 categories were identified 

the familial scenario and minority social scenario, respectively. The manual tables for 

the three scenarios can be found in Appendix A.  

General Reactions included experiences that are not best captured by cognition, 

affect, physical sensation, or behaviors. Often, General Reactions were listed as part of 

the participants’ initial response. That is, the majority of these responses were found in 

the first portion of the response. Some examples of General Reactions include, 

descriptions of stress or an overwhelming feeling, problem focused coping strategies, 

vague discomfort, social anxiety, fear of academic failure, and hope of academic 

success. Examples of categories found in the Thoughts section included positive and 

negative thoughts, worry, confusion, avoidant thoughts, and concentration difficulty. 

Examples of categories found in the Affect category include fear, sadness, guilt, 

joviality, serenity, and self-assurance. Examples of Physical Sensations include 

autonomic arousal, abdominal distress, head distress, and tension. Examples of Actions 

Taken include body relaxation, preparation, social support, prayer, active and passive 

engagement.  

If a symptom was present in the participant’s response the category for which the 

symptom fit was coded 1, coded 0 for absence. Volunteer undergraduate students were 

recruited and placed in pairs. Three groups were formed to code the three scenarios; N 
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= 6 scorers.  The groups were independently trained to score one of the three 

scenarios. The individuals within each pair scored the responses independently and 

then conferred to reconcile scoring discrepancies, which resulted in a consensus score. 

After scoring fifty to one hundred responses, the original manuals were revised to 

incorporate or edit categories as needed. All participant responses were reviewed with 

the finalized manual and a consensus score was obtained for each response. 

Consensus scores represent the final decision after resolving disagreements.  

Checks for inter-rater reliability were performed throughout this process by 

calculating Kappa Coefficients. The present study established that the scenarios had 

good to excellent inter-rater reliability; familial scenario categories kappa coefficients 

ranged from .70 to 1.00, academic scenario categories ranged from .75 to 1.00 and the 

minority social scenario categories ranged from .90 to 100. The present study also 

established fair to excellent reliabilities between the consensus scores and each 

individual scorer. Kappa Coefficients for the academic scenario categories ranged from 

0.79 to 1.00, kappa coefficients for the familial scenario categories ranged from 0.66 to 

1.00 and kappa coefficients for the minority social scenario categories ranged from 0.93 

to 1.00.  

The three (academic, familial, and minority social) hypothetical scenarios were 

used to examine participant’s experience of anxiety within different contexts. The 

consensus scores, which represent the final decision after resolving disagreements 

between scoring pairs, were used to assess the presence of cognitive, affective, and 

physical counts of anxiety. In terms of cognitive counts, all three scenarios consisted of 
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negative, positive, and avoidant thoughts. The academic and familial scenarios also 

consisted of hopeful thoughts, worry, and concentration difficulty.    

There were a few unique categories present. The academic scenario cognitive 

count included a “stonewall response” or sense of acceptance and the social scenario 

cognitive count included observations (neutral thoughts) and confusion. With regard to 

affective counts, all three scenarios included the following categories: fear, anger, 

sadness, guilt, joy, self assurance, and serenity. The minority social scenario also 

included two additional affective categories: shyness and surprise. In terms of physical 

counts, all three scenarios included autonomic arousal (as manifested by sweating, 

heart palpitations, and shaking), chest discomfort, abdominal distress, head distress, 

body tension, and non-specific body sensations. The academic and familial physical 

counts also included difficulty sleeping.  

To examine the scenarios, frequencies of counts within each content analysis 

category of each of the scenarios were examined. Correlations among categories were 

also examined during initial data analysis. Categories which reflected negative 

responses were combined. That is, positive categories such as positive thoughts or 

serenity were not included in total counts. Total counts consist of uncomfortable states 

and represent a summation of categories across cognitive, affective and physical 

factors. The categories within each context were summed to obtain a total anxiety count 

for the respective scenarios.  

In order to understand the scenario categories comprehensively, all symptom 

categories (cognitive, affective, and physical counts) across the three scenarios 

(academic, familial, and minority social) were summed into a total score representing 
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total scenarios cognitive, affective, and physical counts. That is, the presence-absence 

scores to each category (cognitive, affective, and physical) in the three scenarios 

(academic, familial, and minority social) were summed to create overall symptom 

counts. A total scenario anxiety score was used to examine the total number of counts 

of anxiety presence expressed across all three scenarios combined.  

 Since the scenario data was examined and calculated as indexes; Cronbach’s 

alpha was not appropriate and therefore, not calculated (Streiner, 2003a, b).  

 

PSE Scoring 

To examine the stories told in response to the PSE pictures, volunteer 

undergraduate students were recruited, trained, and supervised as described by 

Jenkins (2008b, 2013). The original intention was to develop one general achievement 

anxiety scoring system by combining the fear of failure and fear of success scoring 

systems modeled after the findings of Jackaway and Teevan (1976). Undergraduate 

scorers (N=5) were placed in two groups; one group learned the Hostile Press (fear of 

failure; n=3) system, while the other group learned the Motive to Avoid Success (fear of 

success; n=2) system. Each team independently scored practice sets of stories and 

then conferred to reconcile their scoring discrepancies from the expert scores in the 

manual. Ultimately each team worked toward becoming experts on their respective 

system and prepared to apply the Hostile Press and Motive to Avoid Success manuals 

to the achievement-cued pictures used for this study. The teams then switched the 

practice stories and scored the sets from the other manual using the system they 
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learned, and conferred. The objective of this step was to identify the degree of overlap 

of the score-generating passages in each text.   

The overall reliability of this scoring was marginal and several limitations were 

noted (Jenkins, 2013). The original systems (Hostile Press and Motive to Avoid 

Success) contain less precise category definitions as compared to present day system 

standards. Furthermore, the provided expert scores were not always clarified or 

explained thoroughly, which limited scorer ability to learn from expert scoring. Another 

limitation pertained to the number and variety of practice sets available. Within the fear 

of failure practice material, only 100 practice stories with expert scoring were provided. 

Having more stories available to score would have provided scorers additional 

opportunities to master the Hostile Press system. The fear of success practice materials 

included more stories (N=180); however stories were taken from a general set which 

could be used by many systems. While this provided some flexibility for the original 

authors, it meant that some picture cues did not consistently pull scorable imagery, and 

the infrequent scores made attaining reliability difficult. Finally, historical and geographic 

differences contributed to scoring limitations (Jenkins, 2013). The scorers for the current 

study are over 40 years apart and from a different geographical region as compared to 

the original system developers. The implications of this are that assumptions, attitudes, 

schemas and laboratory culture of the original developers versus the contemporary 

scorers may be contributing to the challenges in the present study’s application of the 

systems.   

Despite the limitations and because marginal reliability was established, however 

inconsistently, efforts were undertaken to apply the fear of failure and fear of success 
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systems to the current data. Through these efforts it was observed that the Hostile 

Press and Motive to Avoid Success systems were strongly tied to the picture cues used 

in the original research. This is particularly relevant for the Hostile Press system in 

which all original participants and picture cues were men. It is notable that there were a 

few occasions in which both systems generated scores for the same story; however, 

upon further examination the passages rarely overlapped as would be expected in light 

of Jackaway and Teevan’s (1976) findings. Therefore, it became apparent that 

integrating the systems would not be possible in the current study.  

Since the present sample included Hispanic college students who are believed to 

experience various levels of achievement anxiety, the original undergraduate scorers (N 

= 5) set out to establish new systems focused on academic anxiety (Jenkins, 2013). 

This strategy was used to maximize individual perspective in order to facilitate 

generalizabiliy. The goal was to use an empirically derived strategy and four pictures in 

order to create more generalizable categories assessing academic anxiety.  Card 2, the 

farm scene, was chosen to be scored in entirety for its strong academic pull. 

PAI Anxiety scores and Academic Scenario total scores were used to establish 

criterion derivation groups. Group A included stories from participants (n = 21) who 

scored one standard deviation above the mean in PAI anxiety and who also reported 

two or more physical symptoms on the Academic scenario. Group 1 included stories 

from participants (n = 18) who scored one standard deviation below the PAI Anxiety 

mean and who did not report any physical symptoms for the Academic Scenario. All 

undergraduate scorers were blind to the construct being measured, the nature of the 

sample, the other measures, and the criteria set for derivation samples as well as the 
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hypotheses. The scorers were given Card 2 stories from the most extreme scores from 

each group for the initial derivation round and instructed to independently compare and 

contrast the two groups of stories, then develop content analysis category descriptions 

of within group (Group A and Group 1) similarities that also differentiate between the 

groups. The scorers independently developed categories and scored the two groups of 

stories using their categories. Scorers then scored stories told to Picture 4 – the 

chemistry lab, Picture 2 – the drafting table and Picture 7 – the trapeze using their newly 

developed systems applied to the same participant groups A and 1 (based on PAI 

anxiety and Academic Scenario scores). During these phases, scorers were 

encouraged to edit their categories as needed and focus on increasing their level of 

abstraction. This latter point was to discourage scorers from concentrating on concrete 

details or story specifics and to encourage focus on conceptual aspects which might 

generalize. Weekly meetings were held throughout this process to discuss challenges, 

insights, strategies, and to refine the process (Jenkins, 2013).  

After completing the initial development phase, four scorers were paired into 

mixed-gender groups. To further encourage diversity of ideas, pairs were divided by 

their original scoring systems (fear of failure and fear of success). These pairs reviewed 

and critiqued each others’ category content to further refine individual systems. The 

pairs were then disassembled and individuals were paired with a new person to review 

and critique each others’ systems a second time. With the scoring manuals refined, the 

remaining stories selected for Group A and Group 1 were scored by both partners using 

each of their systems to serve as a crossvalidation round. For calculation of interscorer 
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reliability, two additional scorers (B. J. and T. K.) who had been unaware of this project 

and its process joined the scoring rotation. 

Five systems were thus developed which were diverse in quality and categories. 

Systems contained between five and sixteen categories. System 1 (developed by C.F.) 

consisted of eight categories. Notable categories from this system included educated 

peoples, difference of opinion, outperformance, prior preparation, unique/long term 

goals, and attack on person. System 1 appeared to focus on achievement and 

education by examining preparation, striving, and goal setting. Systems two (developed 

by A.R.) and three (developed by W.L.) consisted of six categories each. Notable within 

System 2 included the presence of motivation, mutual goal, and dominant role. This 

system contained minimal overlap between categories and presented a range of 

categories. System 3 also consisted of a shared goal category (Team). Other 

noteworthy categories included restriction and generativity. System 4 (developed by 

W.A.C.) consisted of five categories and looked at the structure of the stories in terms of 

collaboration (“unistructuring”) and independence (“polystructuring”) between 

characters. System 4 also included conflict and negative outcomes. System 5 

(E.K.M.H.) was the most broad in scope and expansive as it included 16 categories. 

This system was the only system to examine the affect, support, and temporality. 

Notable categories within this system include mutual goals, unsupportive structure, goal 

completion, power dichotomy, and death. System 5 also consisted of a category aimed 

at roles (i.e. teach).  

Pairs of scorers coded Card 2, the farm scene using their own and their partner’s 

systems. Since each of the five scoring systems coded content for presence or absence 
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the implication is that when one category is coded as present it reduces the opportunity 

to have said something else because within each system, scorers were discouraged 

from scoring two different categories for the same phrase. However, across systems 

scores might overlap if the content was similar which would lead to positively correlated 

categories (Jenkins, 2013). 

For the purposes of this study, categories were examined by derivation samples, 

Group A (n = 21) and Group 1 (n = 18). See Table 1 for frequencies in derivation 

samples. Twenty-five categories were observed to distinguish between Group A (high 

anxiety group) and Group 1 (low anxiety groups). Among these 24 categories, 14 

categories were more frequent in Group 1, while 10 were more frequent in Group A, 

which indicates that categories more often reflected the low anxious participants.  For 

the purposes of this study, the 24 categories were combined based on conceptual 

bases with a focus on higher-order abstraction. Therefore, this writer examined the five 

systems to integrate categories into high-order variables of abstraction. Category 

frequencies were assessed as well as category correlations within systems and 

between systems. Ultimately, five variables were computed which included 19 of the 24 

categories; see Table 2. Computed variables included any participant response which 

was scored for any of the subcategories. That is, if a computed variable include four 

subcategories, participants who scored as present for any one of the four would be 

scored as present for the computed variable.  

The present study established a range of interscorer reliabilities among the PSE 

categories. Kappa Coefficients were calculated among original scores between raters, 

ten of the 19 interscorer reliabilities were between .30 and 1.00; nine were between 
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zero and .30, and the latter were primarily low base rate for presence. In any case, 

consensus scores (after discussion and resolution of scoring disagreements) were used 

in all analyses for this study.  

The drive for goal orientation variable was composed of five categories from 

three systems. This variable included preparing for a specific action, goal orientation, 

and mention of character engaging in goal directed behaviors or attaining education. 

The collaboration variable was composed of four categories from three systems. 

Collaboration was formed by categories measuring the establishment of a mutual goals 

and teamwork. The conflict variable was composed of six categories from four systems. 

Conflict consisted of differences of opinions, power, intentions or desires and characters 

being constrained or receiving discouragement from an outside source. The Adjustment 

variable was composed of two categories from two systems. Adjustment consisted of 

changes mentioned in environment, or status. Finally, positive outcome variables were 

computed. Positive outcome was composed of two variables from two systems and 

included success and helping another. This study utilized the five computed variables 

as indexes to understand the experience of Hispanic college students. Since these 

computed variables represent indexes, Cronbach’s alpha was not appropriate and not 

calculated for these variables (Streiner, 2003a, b). 

Due to copyright considerations, the PSE scoring manuals developed by the 

undergraduate team are not included among the appendices. However, they are 

available from Sharon Rae Jenkins, Ph.D., University of North Texas, Psychology 

Department, 1155 Union Circle #311280, Denton, Texas  76203-5017, 

Sharon.Jenkins@unt.edu  

mailto:Sharon.Jenkins@unt.edu
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CHAPTER 3  

RESULTS 

Descriptive Analyses 

Initial data analyses including means, standard deviations, skewness, kurtosis, 

and range values were calculated for each demographic, independent, and dependent 

variable. Transformation calculations were attempted on positive skew variables within 

scenarios but were unsuccessful.  Demographic variables are included in Table 3 and 

Table 4.  

The PAI Anxiety scale was used to examine overall anxiety as well as cognitive, 

affective, and physical symptoms. The total anxiety mean was 24.28 (SD = 13.22). The 

participants’ range for total PAI Anxiety symptoms was 1-58 (the scale ranges from 0-

72). The means for symptoms ranged from 6.86 to 8.82; affective symptoms of anxiety 

had a mean of 8.82 (SD = 4.54), cognitive symptoms M = 8.60 (SD = 5.12), and 

physical symptoms 6.86 (SD = 4.48). See Table 4. 

The S.A.F.E scale was used to examine total acculturative stress. The total 

acculturative stress mean was 44.24 (SD = 15.53).   The participants’ range for total 

acculturative stress was 24-91 (the scale ranges from 24-96). See Table 4. 

Overall, women reported more PAI anxiety (M= 26.25, SD=13.41) than men did 

(M = 19.55, SD  = 11.52); t(195) = 3.33, p<0.01. Women also reported higher levels of 

acculturative stress (M = 45.12, SD = 15.44) than men (M = 42.14, SD = 15.65); 

however, this was not statistically significant t(195) = 1.23, p = ns.  

The three (academic, familial, and minority social) hypothetical scenarios 

assessed participant’s experience of anxiety within different contexts. Cognitive, 
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affective, and physical categories associated with negative cognitions or affect and 

physical distress were included in counts of anxiety. Scores were also summed to 

obtain a total anxiety score within each context. See Table 5. The academic anxiety 

total was 3.29 (SD = 1.56). The means for academic cognitive, affective, and physical 

anxiety counts ranged from 0.93 to 1.37. Academic cognitive anxiety had a mean of 

0.99 (SD = 0.89), affective anxiety 0.93 (SD = 0.47), and physical anxiety 1.37 

(SD=0.96). Within the academic scenario, cognitive counts consisted of five categories, 

affective counts consisted of four categories and physical counts consisted of seven 

categories. See Table 6 for notable frequencies within each scenario. Most frequently 

reported (83.2% of the sample) in academic scenario was an expression of fear – 

nervousness, feeling scared or anxiousness. Signs of autonomic arousal (i.e. sweating, 

shaking, etc) were also reported in about half of the sample (48.7%). In terms of 

thoughts, positive thoughts and worries were reported at 33.5% and 34%, respectively. 

Other notable categories included negative thoughts which were endorsed 28.9% and 

abdominal distress which was reported in 24.4% of the responses. Additionally, 

participants’ general or initial reactions and potential behaviors were examined. With 

regard to initial reaction, many participants identified feeling stressed and noted a 

problem focused approach, 23.9% and 21.8%, respectively. In response to the 

question, “what action(s) might you take,” many (37.6%) indicated engaging in body 

relaxation through behaviors such as breathing, drinking water or walking. Almost one 

third of the participants (32%) also noted that they would engage in preparatory 

behaviors such as rehearsing, practicing or organizing. Finally, 24.4% also endorsed 

considering strategies to use during the task which included behaviors or thoughts (i.e. 
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speaking loudly, using hand motions or visual aids, etc.) that would be used throughout 

the presentation.  

The anxiety mean total for the familial scenario was 2.87 (SD = 1.56). The means 

for familial cognitive, affective, and physical anxiety counts ranged from 0.63 to 1.24; 

familial cognitive anxiety had a mean of 0.63 (SD = 0.68), affective anxiety 0.99 (SD = 

0.77), and physical anxiety 1.24 (SD = 0.80). Within the familial scenario, cognitive and 

affective counts included four categories, while physical counts included seven 

categories. See Table 6 for notable frequencies within each scenario. Most frequently 

reported (66%) were general physical sensations such as feeling tired or drained, sick, 

weak, numb, etc. Sadness, fear, and worries were also frequently reported, 44.2%, 

36%, and 43.7%, respectively. In terms of initial reactions, many (30.5%) participants 

endorsed experiencing feeling stress or overwhelmed. Many participants also reported 

a problem focused approach (27.9%) and an assortment of responses which were 

coded as Other (32%). These responses included those which did not fit elsewhere 

such as "Start saying things that make no sense,” “I have a lot on my plate as it is,” 

“Prepare for the worse,” "Empty…I do not want anything," "Why am I not closer to 

home?" and "Spend my time enjoying life and freedom…conflicted.” In terms of actions 

taken, many (43.1%) participants indicated general plans for how to help the family 

member and 29.6% noted specific actions they might engage in, such as talking with 

doctors or taking over responsibilities. Additionally, 38.3% of the participants also 

endorsed seeking others to gain emotional support or comfort.  

The anxiety mean for the minority social scenario was 1.44 (SD = 1.06). The 

means for cognitive, affective, and physical counts of anxiety in the minority social 
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scenario ranged from 0.35 to 0.68; social cognitive anxiety had a mean of 0.42 (SD = 

0.56), affective anxiety 0.68 (SD = 0.70), and physical anxiety 0.35 (SD = 0.56). Within 

the minority social scenario, cognitive counts included three categories, affective and 

physical counts included six categories each. See Table 6 for notable frequencies within 

each scenario. Most frequently reported (42.6%) was fear. Confusion was reported by 

27.9% of the participants and autonomic arousal was reported by 18.8% or participants. 

In terms of initial reactions 38.1% of participants reported feeling unaffected (i.e. normal, 

fine, like usual self, etc), while 34.5% reported feeling discomfort or awkward. 

Additionally, 29.4% of participants reported considering some form of problem focused 

coping. With regard to actions taken, the majority (63.5%) of participants indicated that 

they would engage in the social scenario by talking with people, walking around, or 

trying to make friends. In contrast 18.8% of participants indicated that they would leave 

the gathering.   

The overall anxiety count mean for the three scenarios was 7.60 (SD = 3.00). 

The means for symptom counts ranged from 2.03 to 2.96; scenario affective count of 

anxiety had a mean of 2.60 (SD = 1.28), cognitive count mean of 2.03 (SD = 1.37), and 

physical count had a mean of 2.96 (SD = 1.54).  

The PSE variables which were computed from the five systems were used to 

better understand Hispanic students. See Table 7 for picture-story frequencies, means 

and standard deviations. A majority of stories scored for Drive for Goal Orientation and 

Conflict, 69.5% and 73.6%, respectively. Drive for Goal Orientation had a mean of 0.70, 

(SD = 0.46). Almost half (43.7%) of the participants’ stories scored for Collaboration 

which had a mean of 0.44 (SD = 0.50).  Many (28.9%) participants stories also scored 
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for Adjustment which had a mean of 0.28 (SD = 0.45). In terms of resolutions, 7.1% 

were coded for Positive Outcomes (M = 0.07, SD = 0.26). 

There were a few other notable categories which were not included in the 

computed variables because they did not fit the higher order of abstraction. A Fear of 

Failure category emerged in one system and was coded in responses which mentioned 

negative repercussions of unsuccessful efforts. Fear of failure was coded in 2.5% of the 

responses. One category from System 4 examined negative outcomes which were 

found in 12.7% of stories. Negative affect was also established in System 5 and was 

coded in 31% of the stories. In terms of story timeline, the majority (68%) of stories were 

coded for limited time continuum which represented stories which took place in a short 

timeframe (less than one day).  

 

Bivariate Correlations 

Among Demographic Variables 

Bivariate correlations were computed to assess relationships among 

demographic variables, independent variables, and dependent variables. This study 

used Cohen’s (1992) standards to establish practical significance; See Table 8.   

Younger individuals were more likely to be single earlier in their college career 

while older individuals were more likely to be married, separated or divorced and to be 

upper level college students. Participant college standing was positively related to father 

education attainment but not mother education attainment. Higher immigrant 

generational status was related to being born in the United States, having parents with a 

high school diploma, GED or higher levels of education, and higher levels of income. 
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Parent birthplace was associated with parent level of education  such that parents born 

in the United States more often reported having high school education or greater. 

Parent level of education was also associated with participant reported income.  

 

Between Demographic Variables and Independent and Dependent Variables 

A series of Pearson correlations was calculated to examine relationships among 

demographic and independent variables. See Table 9 for correlation coefficients. Men 

reported less acculturative stress and PAI anxiety than did women. Pearson correlation 

patterns among PAI anxiety and acculturative stress measures were similar for men and 

women. That is, while correlations were slightly stronger for women, men and women 

exhibited positive and moderate correlations between PAI anxiety and acculturative 

stress and between PAI total anxiety and PAI subscales. With regard to examining 

correlation patterns between men and women, a similar pattern of positive relationships 

was established between PAI symptoms and scenario counts.  

Younger individuals reported higher levels of total PAI anxiety as well as more 

cognitive, affective, and physical symptoms of anxiety. In terms of PSE variables, older 

individuals and men described higher levels of Drive for Goal Orientation than did 

younger participants and women. Men also described more Collaboration and less 

Conflict than women.  Individuals who were earlier in their college careers also 

described more Adjustment in their stories. Other demographic factors did not 

significantly relate to the PSE variables or scenario anxiety – academic, familial, or 

social contexts.    
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Among Independent and Dependent Variables 

 A series of Pearson correlations was calculated to examine associations among 

independent and dependent variables. See Table 10 and Table 11 for correlation 

coefficients. Acculturative stress was positively and moderately associated with PAI 

anxiety as well as PAI cognitive, affective, and physical symptoms. These PAI cognitive 

symptoms of anxiety were positively and very strongly related to affective symptoms 

and physical symptoms. Affective symptoms of anxiety and physical symptoms were 

also positively and very strongly associated.  

Total counts of symptoms spontaneously mentioned in response to academic, 

familial, and minority social scenarios were positively related to each other. Academic 

total anxiety was positively related to total familial anxiety and minority social scenario 

anxiety. Total familial anxiety was positively related to minority social anxiety. In terms 

of scenario anxiety counts, all counts were positively and moderately related to each 

other. That is, cognitive counts, physical counts, and affective counts of anxiety in 

scenario responses were positively associated. 

Among the PSE variables, Drive for Goal Orientation was positively related to 

Collaboration and Positive Outcome. Additionally, Drive for Goal Orientation was 

negatively related to Conflict. Collaboration was strongly and negatively correlated with 

Conflict. Positive Outcome was positively related to Collaboration and Adjustment. 

Stories that included Positive Outcomes were more likely to also include aspects of 

Drive for Goal Orientation, Collaboration, and Adjustment.  Adjustment positively related 

to Conflict. None of the other picture-story variables related to each other.  
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In terms of relationships between scaled scores and content analysis variable 

indexes, the academic and familial scenarios were positively related to PAI total, PAI 

cognitive, and PAI affective symptoms. PAI affective symptoms were positively related 

to academic and familial total counts but not to total minority social counts. PAI cognitive 

symptoms were positively related to minority social anxiety. The total familial scenario 

count was the only count related to PAI physical anxiety.  Acculturative stress was 

positively related to the minority social and familial scenario counts but not to the total 

academic anxiety count. 

In terms of scenario counts based on cognitive, affective, and physical facets, 

scenario affective and physical counts were positively related to PAI total scores, as 

well as PAI cognitive and affective symptoms. Affective anxiety counts were also related 

to PAI physical symptoms. Scenario cognitive counts were not significantly related to 

PAI total anxiety or any PAI subscale. The total scenario anxiety count (count from all 

scenarios) was positively related to PAI total symptoms as well as to PAI cognitive, 

affective, and physical symptoms. Total scenario anxiety (count from all scenarios) was 

also positively related to total acculturative stress.  Acculturative stress was also related 

to affective anxiety counts. With regard to PSE variables, acculturative stress was 

negatively related to Collaboration. PSE variables in relation to PAI anxiety will be 

described under Hypothesis 3.  

 

Hypotheses Testing 

 In order to test the hypotheses, multiple comparisons were made; therefore, the 

Bonferroni correction was used to counterbalance the changes of committing Type I 
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errors. The following results used three similar tests therefore inflating the chance of 

finding one or more significant difference to 14.26%. In order to adjust for this, the alpha 

level for each test was reduced using the Bonferroni correction, which resulted in α = 

0.016. Power analyses were then calculated using this adjusted p value. While the 

Bonferroni correction reduces statistical power, it was considered a conservative 

approach to examining the present data.   

 

Hypothesis 1 

There will be significant differences in symptoms of anxiety expressed in 

response to different contexts of hypothetical stressful situations. Participant scores on 

the academic scenario will include the highest total level of anxiety symptomology. 

Scores on the familial scenario will include moderate total anxiety symptomology. 

Scores on the minority social scenario will include the lowest total level of anxiety 

symptomology.A repeated measures analysis of variance with planned comparisons 

was conducted to examine total anxiety reported in response to the academic scenario, 

familial scenario, and minority social scenario. Mauchley’s test of sphericity was 

conducted and suggested covariances were homogenous. The observed F value was 

statistically significant, suggesting differences in expressed anxiety between scenarios 

[F (2, 392) = 123.6, p < 0.01; partial η2=.39]. Bonferroni pairwise comparison tests 

indicated significant differences between each possible pair; symptoms reported to the 

academic and familial scenario were significantly different as were symptoms reported 

in response to the academic and minority social scenario and the familial and minority 

social scenario. Participants endorsed more anxiety symptoms in response to the 
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academic scenario (M = 3.29, SD = 1.57) than either the familial scenario, (M = 2.87, 

SD = 1.55) or the minority social anxiety scenario (M = 1.44, SD = 1.06); the latter two 

also differed. See Table 12. Power analysis was conducted using GPower 3.1.2 and 

indicated moderate power of 0.60 to detect differences of this size between means at p 

< .01. 

 

Hypothesis 2 

Hispanic college students will perceive physiological symptoms of anxiety more 

prominently than cognitive or affective symptoms. The language spontaneously used in 

response to scenarios will reflect more somatic symptomology than cognitive or 

affective symptoms. PAI anxiety subscale scores on physical symptoms of anxiety will 

be greater than cognitive or affective anxiety. A repeated measures analysis of variance 

with planned comparisons was conducted to examine total cognitive, affective, and 

physical anxiety counts reported in response to the three scenarios. Mauchley’s test of 

sphericity was conducted and suggested covariances were homogenous between 

scenario symptom counts. The observed F value was statistically significant, suggesting 

differences between counts of anxiety within the scenarios [F (2, 392) = 30.03, p < 0.01; 

partial η2=.13]. Bonferroni pairwise comparison tests indicated significant differences 

between each possible pair; see Table 13. Reported cognitive counts were the relative 

lowest (M = 2.04, SD = 1.37) which was followed by affective counts of anxiety (M = 

2.59, SD = 1.27). Participants reported physical counts relatively higher (M = 2.96, SD = 

1.54). Power analysis was conducted using GPower 3.1.2 and indicated moderate 

power of .60 to detect differences of this size between means at p < .01.   
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A two-way mixed design analysis of variance with planned comparisons was 

conducted in order to examine differences between PAI cognitive, affective, and 

physical anxiety. Gender and age were entered to control for the effects of these 

demographic variables. See Table 14. Box’s test of equality of covariance matrices 

suggested that covariance matrices of PAI subscales were significantly different 

between women and men. Mauchley’s test of sphericity indicated that covariances were 

homogenous among PAI symptoms of anxiety. The interaction effects of PAI symptoms 

by gender were not statistically significant in this study on account of the adjusted alpha 

level, [F (2, 388) = 3.54, p = 0.03]. Main effects were not detected for this sample.  

Power analysis was conducted using GPower 3.1.2 and indicated low power of .41 to 

detect differences of this size between means at p < .01. 

An examination of PAI subscale means and standard deviations highlighted the 

relative differences between symptoms. Physical symptoms were reported relatively 

lowest (M = 6.86, SD = 4.48) which was followed by cognitive symptoms of anxiety (M = 

8.59, SD = 5.12). Participants reported affect counts relatively highest (M = 8.82, SD = 

4.54).  Within each symptom cluster, women obtained higher scores than men.  

 

Hypothesis 3 

Scores from PSE Card 2 will be significantly related to scores derived from the 

academically oriented hypothetical situation and PAI anxiety symptomology.  

This hypothesis was partially supported as a few PSE variables were significantly 

related to academic scenario counts; see Table 15. Conflict was positively related to 

Total Academic Anxiety count and Physical Academic Anxiety. Positive Outcome was 
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negatively related to Academic Cognitive Anxiety count. With regard to the PSE 

variables and PAI anxiety, PAI total anxiety symptoms were not related to any picture 

story variables; see Table 11.  

 

Research Questions 

Question 1 

What do the stories told by Hispanic college students suggest about fear of 

failure and fear of success? Combining the Hostile Press and Motive to Avoid Success 

scoring systems was unsuccessful in the current study. Therefore, the present research 

did not use fear of success and fear of failure to better understand stories told by 

Hispanic college students. It is notable that one of the five picture-story systems 

included a fear of failure category defined as negative repercussions of unsuccessful 

efforts. Fear of Failure using this system was coded in only 2.5% of the stories.  

The academic scenario presented an opportunity to address this question 

because two categories were established to examine fear of academic failure and hope 

of success. About 11.2% of the stories described fear of academic failure, while 5.1% 

included some mention of hope of success.  

 

Question 2 

What do the stories told by Hispanic college students suggest about stress as it 

relates to academic orientation?  

None of the five picture-story systems developed in the present study included a 

category which directly examined stress. System 5 included a category called “negative 
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affect” which was coded in 31% of the stories. This category included any negative 

affect which was also experienced in a distressing manner.   

The categories from the five PSE systems were examined to evaluate what the 

categories suggest about stress. It is helpful to recall that categories were developed 

using two derivation samples A and 1, which included individuals who scored the 

relative highest and relative lowest, respectively. Variables computed from the 

categories that differentiate these groups suggest that Conflict and Drive for Goal 

Orientation may be most prominent tensions among Hispanic college students. These 

results suggest that students may be stressed by the following, interpersonal 

differences; role or demand conflict; personal or established standards; or authority and 

control. Additionally, Hispanic college students may perceive academic life, being 

prepared, and accomplishing goals as stressful. Furthermore, students may feel 

conflicted in their roles (student versus daughter) or by their demands (academic versus 

home life). Overall, these results illustrate the approach-avoidance conflict experienced 

by Mexican American college students.  

The academic scenario was also used to address this question. Within scenario 

coding, a Stress category included expressions of vague dread and descriptions of 

feeling overwhelmed. Among participants in the current study, 23.9% of the sample 

described feeling stressed or some variant of stress. It is noteworthy that a comparable 

portion (21.8%) of students’ responses also described problem focused coping.  

 

Exploratory Analyses 

 The present study aimed to better understand academic anxiety among Mexican 
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American students. Students endorsed generalized, nonspecific anxiety (PAI Anxiety), 

as well as stress related to academic performance (Academic Anxiety). It is useful to 

examine whether PAI anxiety as a self-report scale is related to the experience of 

approach-avoidance conflict among Mexican American students. Therefore, counts of 

Academic Anxiety were expected to moderate the relationship of PAI Anxiety and 

Conflict, as well as PAI anxiety and PSE variables that described characteristics of 

stories told more often by Group 1. In order to test the exploratory analyses both 

Academic Anxiety and PAI Anxiety were standardized by transforming scores to z-

scores. The interaction term was developed by multiplying the standardized Academic 

Anxiety and PAI Anxiety scores. Two separate analyses were conducted for models 

predicting Conflict and PSE variables characterizing Group 1. 

 A binary, sequential logistical regression was used to predict Conflict with gender 

entered in the first block as a control, Academic Anxiety and PAI Anxiety separately 

entered in the second block, and the standardized interaction term entered in the third 

block. The logistic regression suggested that gender (OR = .46, p < .05) and Academic 

Anxiety predicted Conflict, (OR = 1.52, p < .05). PAI anxiety and the interaction term did 

not significantly contribute to this regression. The Hosmer and Lemeshow goodness-of-

fit statistic of 6.83 (p = .55) suggested that the model was acceptable.  

 PSE variables where Group 1 demonstrated higher scores than Group A were 

computed into one variable, Group 1 Sum. A hierarchical multiple regression was 

conducted to examine the moderator model predicting Group 1 Sum (Baron & Kenny, 

1986).  Gender was entered in the first block as a control, Academic Anxiety and PAI 

Anxiety were separately entered in the second block, and the standardized interaction 
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term was entered in the third block. Results suggested that the model was significant F 

(4, 192) = 2.77, p < 0.05 and accounted for 5.5% of the variance. However, results from 

each of the three blocks indicated that that gender (β = .18, p < 0.05) accounted for a 

significant portion of the variance. No other predictors significantly contributed to the 

model.  
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CHAPTER 4  

DISCUSSION 

As the demographics of the United States continue to change, post-secondary 

education continues to see an increase in Hispanic enrollment, and it is important to 

better understand Mexican American college student populations. From an ecological 

perspective, there are many factors that interact and may directly or indirectly influence 

Mexican American college students, such as the state education system, university 

climate, and familial identification/support. While these aspects are not the focus of this 

study, these elements provide a conceptual background for understanding this 

particular demographic.  

The primary objective of the present study was to examine reported symptoms of 

anxiety and achievement related avoidance motivation among Hispanic college 

students of Mexican heritage.  This study utilized a mixed methods approach to 

understand stress, anxiety, and motivation among Hispanic undergraduates. The PAI 

Anxiety Scale and the Acculturative Stress scale were used to capture general 

symptoms of anxiety and acculturative stress. Additionally, students’ open-ended 

responses were used to understand their stressors and anxiety symptomology. 

Hypothetical scenarios captured spontaneous responses from participants regarding 

subjective anxiety experiences in academic, familial, and social contexts. A picture-story 

task, which involved examining stories told in response to an achievement oriented 

image which also pulls for interpersonal relationships (Morgan-Murray TAT Card 2), was 

used to explore student motivation and experience of academic approach-avoidance 

conflict that seemed likely to produce anxiety. Picture-Story Exercise variables were 
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related to scenario scores and a structured self-report measure of anxiety 

symptomology. Results provided support for one of three hypotheses. Additional 

research questions addressed what picture-story categories suggest about academic 

conflict and stress. Overall, findings from this study have contributed to the 

understanding of Mexican American college student experiences of stress, anxiety and 

academic orientation. The implications, practical utility and potential interventions for 

Hispanic college students are discussed along with directions for future research. 

This study supported the general hypothesis that the context of stress is 

important. Symptoms of anxiety expressed to academic, familial, and minority social 

situations were different from each other. As hypothesized, participants more frequently 

described thoughts, feelings, and physical sensations when presented with a scenario 

involving academic work than when presented with familial or minority social stressors.  

Participants endorsed a moderate number of thoughts, feelings, and physical 

sensations in response to the familial scenario while the minority social scenario 

included the lowest total count of anxious thoughts, feelings, and physical sensations. 

These results indicate that Hispanic college students may provide more anxious 

responses to academically toned stressors in contrast to familial and minority social 

scenarios. One limitation of this finding is that the method used to score scenario data 

included a presence/absence system in contrast to scoring severity. Therefore, the 

counts represent how many categories were coded (range of symptomatology) and not 

the intensity or severity of categories. Also, since only one scenario of each type was 

used, the findings might have been specific to the unique features of these stimuli. 
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It is important to note that while the Academic and Familial scenario counts were 

positively related to PAI total anxiety, cognitive anxiety, and affective anxiety, familial 

total anxiety counts demonstrated the relative strongest association with PAI symptoms. 

Furthermore, the total familial count was related to each PAI subscale (cognitive, 

affective, and physical). Academic scenario counts were most strongly related to PAI 

affective symptoms, while total familial counts were equally related to PAI cognitive, 

affective, and physical symptoms. This finding indicates that the responses to the 

scenarios are associated with PAI symptomology, but somewhat differently. Familial 

stressors may pull for anxiety symptomology more readily than other academic or 

minority social situations. Therefore, it appears that the familial scenario may provoke a 

stronger anxiety response that more closely aligns with PAI anxiety symptoms. This 

may be reflecting a sense of familial values held by many Hispanic individuals. While 

academic stressors may provoke more responses than other stressors, familial 

stressors may provoke responses that more closely resemble symptomology. 

The minority social scenario was least threatening and anxiety provoking, and 

was positively correlated with acculturative stress. One potential reason for this is that 

Hispanic college students may have encountered situations in which they are in the 

minority and have learned to navigate such situations or find such situations familiar. 

Another explanation is that the students don’t perceive being in the minority to be 

stressful. This latter suggestion may be supported by the number of individuals who 

described feeling unaffected or “normal” in response to the minority stress scenario. 

These findings are supported by the cultural framework and sample being of college 

student standing.  
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This study partially supported the hypothesis that physiological responses would 

be more prominent than cognitive or affective responses to anxiety.  Within the 

scenarios, physical counts were relatively higher than cognitive or affective counts. As 

aforementioned, these counts indicate that students described physical sensations 

more frequently than cognitive or affective counts. However, this does not suggest 

anything about the relative severity of the anxiety experience. In contrast, PAI physical 

anxiety symptoms were rated in terms of severity, and were the lowest as compared to 

cognitive and affective anxiety symptoms. Overall, results of the second hypothesis 

suggest that this sample more strongly endorsed affective and cognitive anxiety 

symptoms in contrast to physical symptoms of PAI anxiety.  It appears that Hispanic 

college students are more likely to describe or endorse cognitive and affective 

experiences rather than physical experiences. This contradicts cross-cultural research 

(Barlow, 2002; Canio, 2004; Tseng & Streltzer, 2004) which suggests that physical 

symptoms may be more common and/or culturally acceptable among non-European 

cultures. One potential explanation for this is that Hispanic college students may have 

more experience with the educational system and European American culture than 

Hispanic individuals not enrolled in post-secondary education. Therefore, these 

individuals may perceive and describe affective and cognitive symptoms more 

frequently than physical symptoms, consistent with European American cultural norms.  

In terms of PAI anxiety, younger individuals also reported higher levels of PAI 

anxiety. This finding may be the result of younger students encountering more 

transitions and stressor than older students. Another potential explanation is that older 

students may have adopted beneficial coping skills and resources to counterbalance 
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stress and anxiety. With regard to PSE variables, older individuals and men described 

stories which included more goal orientation. Men described more goal orientation and 

collaboration while women described more conflict. It is possible that men and women 

in this sample may be experiencing differing levels of anxiety, reporting different 

symptoms, or results could be influenced by another aspect not examined.  

This study used a picture-story task to better understand how approach-

avoidance motivation related to anxiety and acculturative stress. PSE variables were 

calculated from twenty-five empirically derived categories to distinguish between 

individuals who both self-rated and described high anxiety and those who both self-

rated and described low anxiety. Therefore, it was hypothesized that categories would 

relate to PAI symptoms. It was noteworthy that five different systems emerged that 

differentiated the highest and lowest scorers on both the PAI and academic scenario. 

Given that scorers had individual freedom to develop a system, the systems which 

emerged were quite diverse. However, there were conceptual threads seen throughout 

the five systems. This researcher utilized conceptual threads and abstraction to arrive at 

the computed variables. The computed variables included Drive for Goal Orientation, 

Collaboration, Conflict, Adjustment, and Positive Outcomes. These computed variables 

largely reflected higher scores among the less anxious participant group, except for the 

category Conflict, which distinguished the more anxious group.  

The present study conducted exploratory analyses to examine the influence of 

PAI Anxiety and Academic anxiety on PSE variables. Gender appeared to be a major 

contributing factor to both Conflict and Group 1 sum. Academic Anxiety accounted for a 

portion of the variance in Conflict. These findings suggest that an individual’s gender 



75 

has a role in perception and interpretation of anxiety-provoking situations. Gender 

should be included in future examinations.  

Overall, this study partially supported the hypothesis that picture-story scores 

would be related to academic scenario counts and PAI anxiety. Correlations among 

these variables were quite small. One potential explanation for this is that the picture-

story variables were not overtly anxiety related variables, but rather invited participants 

to imagine other people’s fictional life situations and experiences. The computed 

variables pulled for a higher order of abstraction and were not focused on symptoms of 

anxiety. Participants who described collaboration in their stories also reported less 

anxiety. This supports the notion that individual who experience lower levels of anxiety 

may be more likely to engage in collaborative endeavors and vice versa. It may also be 

true that the relationship between picture-story variables and other variables are 

complex and best understood as nonlinear, given that different measurement methods 

require different response processes and thus may be individually valid with only 

modest convergence (Bornstein, 2009, 2011). This researcher examined scatterplot 

graphs to better understand the relationships among picture-story variables and other 

variables but was unsuccessful in determining any pattern of relationships.  

Exploratory questions were posed to better understand Hispanic student 

academic anxiety and stress by means of the picture-story task. Unfortunately, 

integrating the fear of failure and fear of success systems was unsuccessful and these 

systems were not utilized to score the present data. Fear of failure was discovered in 

one of the five systems created using Card 2 and empirical derivation processes. The 

low number of responses scored in this category coupled with the PAI mean and 
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academic scenario count within normal limits suggests that fear of failure is relatively 

rare. Perhaps this notion of fear of failure is best defined or applied differently among 

Hispanic college students. Negative affect was also established in one of the scoring 

systems and was scored in about one-third of the sample. While it is possible that 

participants did not describe negative affect, it may be that not enough categories coded 

for this component.  

Overall, Hispanic college students appear to experience conflict and goal 

orientation or motivation quite frequently. About half of the scored stories included some 

facet of conflict. That is, about half of the stories consisted of differing 

opinions/intentions/desires, restrictions, or disagreements. This finding may represent 

Hispanic college students’ internal struggles, interpersonal challenges and/or 

challenges resulting from interactions with an institutional system. College provides 

many opportunities to learn about self, systems, and to develop interpersonal 

relationships. As college students, there are numerous roles and demands to navigate 

and it is likely that internal, interpersonal or environmental conflict arise. This finding 

may also be related to the students’ perception of conflict in relation to cultural 

navigation and acculturation.  Of note, stories containing conflict did not include 

collaboration. While teamwork may involve elements of conflict, typically working 

together means forming a set of mutual goals and agreements. Moreover, collaboration 

and adjustment were more likely to result in a positive story outcome such as goal 

completion. It appears that individuals who described collaborative efforts or change 

also believed that the results would be positive or successful.  
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In addition to conflict, many stories described motivation for goal orientation in 

their stories. Motivational aspects such as goal setting, striving, and preparation 

emerged in a majority of stories. This finding may be related to participants focusing on 

academic and achievement oriented aspects of the picture cue. Additionally, the sample 

consisted of college students who are typically encouraged to engage in goal oriented 

activities such as preparation, goal setting, and learning.   

The academic scenario was also used to explore Hispanic student academic 

anxiety and stress. Within the academic scenario there was little indication of fear of 

academic failure or hope of success. It was noteworthy that comparable portions of the 

sample endorsed a vague feeling of stress or problem focused strategies in response to 

the academic scenario. These findings suggest that the majority of students do not react 

to academic scenarios with vague terror and may not feel overwhelmed. It is possible 

that by college Hispanic college students feel equipped to handle academically 

challenging situations. While some may feel stressed and overwhelmed an almost equal 

number may focus on problem solving and strategizing.  

Aside from the formal hypotheses and exploratory questions, scenario responses 

were examined to suggest ideas about how students react to potentially distressing 

situations. Within the academic scenario and minority social situations, the most 

frequent response was “fear” although this response was much higher in the academic 

scenario. Mention of fear was established in a majority of responses to academic 

scenario suggesting that most students who encountered the given situation 

experienced fear, nervousness or apprehension.  It may be that when presented with 

stimuli that are academically stressful, students recognize a sense of fear first. Given 
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the nature of the scenario (class presentation accounting for a significant portion of 

students’ final grade) students may have been reacting to the evaluative component or 

the public speaking component or both components.  About half of the sample also 

endorsed arousal sensations in response to academic distress. These results suggest 

high levels of affective and physical anticipation to real or imagined academic threat. 

Given the findings that affect was more pervasive than physical sensations, it is 

possible that some students do not perceive physical signs as strongly as emotional 

signs.  

Thoughts within the academic scenario centered on positive thoughts and 

worries. About one third of the sample described positive thoughts or worried thoughts 

suggesting that some students may opt to focus on preparing oneself, while others may 

consider the worst possibilities or “what ifs.” Both positive thoughts and worries 

represent anticipatory reactions to the academic presentation. Positive thoughts 

suggest an approach orientation and focus on preparing to undertake the task, while 

worries suggest an avoidance orientation and focus on negative possibilities. About a 

quarter of the sample also described negative thoughts which suggest a focus on 

unfavorable aspects which could contribute to avoidance motivation.  

While the most frequently reported response to the academic and minority stress 

scenarios was fear, the most frequently reported response to the familial scenario was 

feeling tired, drained, sick, or numb. This suggests that Hispanic college students 

perceive ambiguous physical distress in response to familial stress. This finding may 

represent a reactive response that reflects helplessness. Given the nature of the 

scenario (sick family member), it is likely that students experienced a sense of 
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helplessness or powerlessness which may be most easily expressed as diffuse and 

ambiguous physical sensations. In terms of emotions, the most frequently reported 

emotion was sadness. Perhaps this result suggests that some students and families are 

strongly connected and the notion of losing a family member is more quickly met with 

sadness than fear. Higher frequencies of sadness in contrast to fear may also reflect the 

sense of helplessness or powerlessness involved in the scenario. That is not to say that 

there is a lack of fear, the present findings established a fear response in one third of 

the reactions. 

The minority social scenario appeared to be the least distressing with overall 

lower counts. While the most frequent response to the minority social scenario included 

fear. Participants also endorsed confusion rather frequently which suggested that being 

a minority in social situations rarely occurs or is not perceived as stressful. Again, the 

findings suggest that the minority social scenario may not be as stressful as other 

stressors because participants may be familiar with such situations or may not perceive 

these situations as anxiety provoking. 

The scenarios also provided suggestions of initial reactions and plans of action 

that may be taken. Within the academic and familial scenarios the most frequently 

coded initial reaction was a general sense of stress or being overwhelmed which was 

followed by problem focused coping or strategizing. Within the minority social scenario, 

the most frequently coded reaction was feeling unaffected or uncomfortable or 

awkward. It appears that students may react to academic and familial stressors with 

diffuse or vague terror and by strategizing or planning. Conversely, students described 

feeling unaffected by the possibility of being a minority in a social setting.  
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It is notable that the familial scenario was the only one in which there were a 

diversity of responses coded as “other.” It appeared that student initial reactions to 

familial situations were the most idiosyncratic. Given the diversity of initial reactions 

responses coded as “other,” it appears that students’ internal dialogue regarding familial 

stress is quite varied. This may reflect the diverse quality of familial relationships. Some 

participants appeared to react very strongly to the idea of a family member experiencing 

sickness and expressed concern or thoughts for the sick person. Other participants 

appeared to focus on the implications the situation would have on them, while others 

provided particular responses such as “paranoid,” “curious” “indifferent” or “desperate.”  

In terms of actions taken, within the academic scenario participants reported 

using body relaxation techniques or strategies. This follows from students identifying 

fear and autonomic arousal most frequently. Other students focused on preparing 

oneself by practicing or rehearsing the task. Both relaxation and preparation are 

excellent methods of addressing stress.  

The most frequently reported course of action in the familial scenario was to 

generate ideas on how to be helpful to the family. A proportion of the sample also 

described seeking others for comfort and support. This reflects a desire to be engaged 

or to assist the family during the time of distress. It also suggests that students perceive 

support to be valuable and desired during such a time.  

Finally, most participants described that they would engage in the social 

gathering by actively involving oneself or attempting to do so. A small subset would 

decide to leave a situation in which they are the minority. These results suggest that 
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some Hispanic college students are open to engaging with others if they were the 

minority in a social situation.  

As the Hispanic population continues to grow, post-secondary education has also 

seen increased enrollment of Hispanic students of Mexican origin. Previous research 

has suggested that academic persistence and degree attainment among Hispanic 

college students is lacking (Devall, Vail, & Resendez, 2005; Fry, 2002, 2004). From an 

ecological perspective, there are many factors influencing academic attainment and 

persistence.  The present study highlighted national demographic information, 

characteristics of Hispanic college students, and systemic factors affecting this 

population within post-secondary education. In considering academic pursuits, students’ 

experience of anxiety, stress, and motivational components are both influential and 

important to achievement, persistence, and wellbeing. Therefore, this study aimed to 

provide practical information which could lead to interventions for Hispanic college 

students. These results may be particularly applicable and useful to university and 

college counseling centers. 

Overall, the present research suggests that among Hispanic college students, 

cognitive and affective symptoms of anxiety and stress are more frequently described 

than physical symptoms. Interventions targeting thoughts and feelings may be an 

appropriate first step followed by exploring physical sensations. This study also 

suggested that women endorse higher levels of anxiety and acculturative stress than 

men. It may be helpful to target this subsample through interventions aimed at 

identifying and reducing stress. Additionally, younger individuals were more likely to 

endorse anxiety and conflict. Therefore, it may be beneficial to provide young students 
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with outlets for expressing conflict, anxiety reducing strategies as well as skills training 

in conflict resolution. The present study suggests that minority social situations may not 

be as acutely stressful as academic and familial stressors. For individuals presenting 

with academic anxieties and concerns, it may be helpful to examine their fears and 

teach body relaxation skills. For those reporting familial stressors, it may be helpful to 

discuss body sensations, relaxation, and then address sadness or fears. With regard to 

familial stress, it may be most helpful to provide the student space to express 

themselves in their own words to account for individual nuances. Additionally, it appears 

that Hispanic college students may be open to focusing on problem focused strategies; 

therefore, interventions aimed at examining ways to address the stress, conflict, or 

anxiety directly may be beneficial.   

 

Limitations and Future Directions 

The present study is not without limitations. As aforementioned one of the major 

goals of this study was to better understand anxiety, stress, academic anxiety, and 

motivation among Hispanic college students. This researcher decided to rely heavily on 

content analysis of qualitative data in response to hypothetical scenarios and a picture-

story task. These qualitative approaches accessed different psychological processes 

(Bornstein, 2011), allowed for more participant-designed diversity of responses which 

offered a wider range of data than self-report questionnaires alone and gave 

participants the opportunity to use their own words to describe their experiences.  

While the scenarios may have demonstrated some face validity in content and 

questions, the PSE was ambiguous and participants were not aware of the researcher’s 
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intentions. In general, it was anticipated that responses would be less censored and 

would provide a glimpse into internal functioning. The benefits of utilizing qualitative 

data included using participants’ own words which included individual nuances. 

Additionally, scoring systems provided opportunities for scoring flexibility and 

effectiveness. Once data was scored and coded, there were a variety of ways to 

compute indexes and therefore, a variety of ways to examine the data. For instance, the 

hypothetical scenarios were examined by context, by thoughts, feelings and physical 

sensations and in totality. Additionally, thoughts and feelings could also be divided into 

positive and negative aspects which would provide additional ways of examining the 

data. Two challenges of using qualitative data included the time commitment and 

number of individuals required to code data. Data for the present study was scored over 

the course of one year and five months and 12-15 individuals have been involved in 

developing the scenario manuals and picture-story systems.  

The most prominent challenge of relying on coding open-ended data was in 

regard to the picture-story task. The Hostile Press and Motive to Avoid Success 

systems were not amenable to the present data. It is notable that the present data was 

gathered from a preponderance of women and composed of Hispanic college students 

only. As previously discussed, the original systems appeared to be tied to the cues and 

participants used in the early studies. Undergraduate scorers were asked to develop the 

systems through experiential practice of scoring stories. One particular challenge with 

the Hostile Press system was utilizing and applying categories which were not 

described elaborately and in exhaustive detail. Additionally, the Hostile Press system 

did not provide clear rationale for the expert scores provided. Other historical and 
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geographic differences likely contributed to the difficulty of applying the proposed 

systems to the current data. Therefore, utilizing the systems with the present stories did 

not yield many reliably consistent scores.  

Since the original proposal to integrate the systems was unsuccessful, 

undergraduate students set out to develop a generalizable system focusing on 

academic anxiety and using empirical derivation strategies. The present study utilized 

categories developed from the five systems which resulted from this process. One 

benefit of utilizing computed variables to understand the present sample was the 

provision of an additional level of abstraction. Additionally, the present study utilized 

stories told about only one picture which limited the findings by relying on data from this 

single situation sample. It would have been beneficial to have more data to summarize 

and integrate into the study.  

In terms of the hypothetical scenarios, the three situations were very specific and 

included one scenario within each area. That is, there was one scenario utilized for 

each context. It is possible that the scenarios presented did not provide enough 

variance in the present study. Additionally, the scoring manuals which were developed 

and utilized on the scenarios were based on a presence or absence system and did not 

assess severity.  

While the intention of the present study aimed at a specific examination of 

anxiety, stress, and academic anxiety/motivation, including additional factors or 

variables may have contributed to the findings. In light of the ecological perspective, it 

may have been useful to examine student perceptions of microsystem and mesosystem 

influences such as interpersonal relationships with family, peers, or instructors and 
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perceptions of classroom instruction. Other individual variables also might have been 

helpful such as GPA, values, and self-report motivation measure. 

Future research should consider developing the manuals and systems further. It 

may be useful to examine severity within scenario coding (as opposed to the 

presence/absence system). Additionally, further development and enhancement of a 

general PSE scoring manual to measure academic anxiety would also be beneficial. 

Utilizing more picture cues or scenarios would broaden the scope of data and allow for 

a more thorough examination of central tendency and variability. Other qualitative 

approaches such as sentence completion or open-ended questions could also be 

implemented. Perhaps other self-report measures could be employed to depict a more 

complete perspective of anxiety and motivation among Hispanic college students.    
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Table 1 

Picture Story Categories Frequencies in Derivation Samples  

System Category & Description 
Highest 
Group 

 

Group 
A % 
n=21 

Group 1 
%  

n=18 
1           Educated Peoples 1 14.3 22.2 
 Character in a story is described as 

educated at or above the societal 
standard or when a role would require 
an education  

 

   

 Difference in Opinion A 23.8 5.6 
 Strong contrasting opinions present –

presence of two differing  opinions; 
only disagreement is needed 
 

   

 Prior Preparation 1 0 11.1 
          Prior planning or preparation for 

some specific future action or event 
 

   

 Veteran 1 0 22.2 
         Character defined as a veteran or 

experienced worker 
 

   

 Outperformance A 28.6 0 
         Character seeks to outperform 

someone else or a self-imposed 
standard of excellence for themselves 

 

   

2 Domain Change 1 9.5 16.7 
 Characters experience a change – 

any change  
 

   

3 Change 1 4.8 22.2 
         Character’s life changes in a 

significant way or a significant change 
is  foreseen 

 

   

 Restriction via Person or Press A 47.6 33.3 
 Character is restricted from doing 

something by person or press 
 

   

 
(table continues).   
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Table 1 (continued). 

System Category & Description  Highest 
Group 

A 1 

3 Team 1 0 5.6 
(cont) Two or more people doing the same 

thing; teamwork must be present 
   

    
 Generativity 1 0 16.7 
 Character gains something then uses 

what was gained to help another 
 

   

     
4 Unistructuring 1 28.6 55.6 
  Character assigned to the same 

structure - the same activity, role, 
motivation,  intention, goal,  or system 

 

   

 Polystructuring A 66.7 38.9 
  Characters differentiated; Conflict or 

coercion are typically present 
 

   

 Geographic Extent 1 9.5 16.7 
  Characters described in relation to the 

world in fame or travel  
   

  
Mention Negative  

 
A 

 
14.3 

 
0 

        Negative event or outcome is 
anticipated 

   

     
5 Action Focused 1 52.4 83.3 
 Action centered; Focus is on 

completion toward goals and action 
 

   

 Struggle Focused A 47.4 16.7 
 Emotional focus on struggle or sacrifice 

often in relation to pursing goals  or 
interests 

 

   

 Teach 1 0 11.1 
 Mention of a character teaching or 

studying to become a teacher; 
education may  also be used 

 

   

 
(table continues). 

 



88 

Table 1 (continued). 

System Category & Description Highest 
Group 

A 1 

 Goal Completion 1 0 11.1 
 Completion of educational or career goal    

5 Power Dichotomy  A 33.3 5.6 
      Characters presented as differing in 

position of power 
 

   

 Expansive Time Continuum 1 14.3 38.9 
        Story timeline expands more than a 

day 
 

   

 Limited Time Continuum A 85.7 61.1 
       Story timeline is limited to a shorter 

timeframe – less than one day 
 

   

 Positive Support Structure 1 4.8 11.1 
 Positive social support in statements 

or actions 
 

   

 Fear of Failure A 9.5 0 
        Character mentions negative 

repercussions if efforts are 
unsuccessful 

 

   

 Negative Affect A 52.4 22.2 
 Uncomfortable feeling states 

experienced as negative  
 

   

Note. These descriptions are not adequate for reliable scoring. PSE scoring manuals should be consulted 
for scoring purposes. 
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Table 2 

Computed and Singular Variables Computed from Five Systems 

Computed Variables System 
 
Categories 
 

 
Drive for Goal Orientation 

 
1 
 

 
Educated Peoples 
Prior Preparation 
Veteran  

 4 Geographic Extent 
 5 Action Focused  
 
Collaboration 

 
3 

 
Team 

 4 Unistructuring 
 5 Teach 

Positive Support Structure 

Conflict 1 Difference of Opinion  
Outperformance 

 3 Restriction 
 4 Polystructuring 
 5 Struggle Focused 

Power Dichotomy 
   
Adjustment 2 Domain Change 
 3 Change  
   
Positive Outcome 3 Generativity 
 5 Goal Completion  
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Table 3 

Frequencies for Demographic Variables  

Demographic variables n                 Percentage 
Gender   

Women  139 70.6% 
Men 58 29.4% 

Marital Status    
Single  178 90.4% 
Married 26 8.1% 
Divorced 1 .5 % 
Separated 2 1.0.7% 

Living Situation    
Alone 19 9.6% 
Parents  37 18.8% 
Roommate/Friend/Significant other  118 59.9% 
Other  23 11.6% 

College Standing   
Freshman 74 37.6% 
Sophomore 41 20.8% 
Junior 39 19.8% 
Senior or Beyond  43 21.8% 

Participant Birth Place   
United States 166 84.3% 

Table 3 (continued).    
Demographic variables n                 Percentage 

Mexico  29 14.7% 
Other  2 1.0% 

Immigration Generational Status   
First Generation 31 15.7% 
Second Generation  95 48.2% 
Third Generation 22 11.2% 
Fourth Generation or later 32 16.2% 

Father’s/Paternal Guardian’s Education   
      Less than eighth grade 37 18.8% 

   Some high school 36 18.3% 
      High school graduate/GED 48 24.4% 
      Some College 36 18.3% 
     Bachelor’s Degree or higher 33 16.7% 
Mother’s/Maternal Guardian’s Education   

Less than eighth grade 35 17.8% 
Some high school 23 11.7% 
High school graduate/GED 61 31.0% 

      Some College 33 16.8% 
     Bachelor’s Degree 30 15.2% 
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Annual Income (Parents or guardians)   
$29,000 or less 41 20.8% 

Table 3 (continued).    
Demographic variables n                 Percentage 

$30,000 - $44,999 49 25.5% 
$45,000 and $59,000 33 16.8% 
$60, 000 or more  70 35.5% 

Religious Affiliation     
Catholic  110 55.8% 
Christian/Protestant 44 22.4% 
Agnostic  13 6.6% 
None/Other 27 13.7% 

Panic Attack   
No 148 75.1% 
Yes 49 24.9% 

Problem with alcohol    
No 170 86.3% 
Yes 27 13.&% 

Problem with drugs    

No 181 91.1% 

Yes 16 8.1% 
Parent alcohol or drug abuse   

No 142 72.1% 
Yes 45 22.8% 
Unsure 10 5.1% 
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Table 4 

Descriptive Statistics Age and Scales  

Variables M SD Range Skew 

Age 21.16 4.26 18-46 2.47 

Acculturative Stress Total  44.24 15.53 24-91 0.75 

PAI Anxiety Total  24.28 13.22 1-58 0.42 

    PAI Cognitive Anxiety 8.60 5.12 0-21 0.31 

    PAI Affective Anxiety  8.82 4.54 0-20 0.38 

    PAI Physical Anxiety 6.86 4.48 0-18 0.61 

 

Table 5 

Descriptive Scenario Count Statistics  

Variables M SD Range Skew 

Academic Anxiety Total Count 3.29 1.56 1-8.00 0.61 

    Academic Cognitive Anxiety Count 0.99 0.89 0-3.00 0.62 

    Academic Affective Anxiety Count 0.93 0.47 0-2.00 -0.24 

    Academic Physical Anxiety Count 1.37 0.96 0-4.00 0.82 

Familial Anxiety Total Count 2.87 1.56 0-8.00 0.552 

    Familial Cognitive Anxiety Count 0.63 0.68 0-3.00 0.73 

    Familial Affective Anxiety Count 0.99 0.77 0-3.00 0.42 

    Familial Physical Anxiety Count 1.24 0.80 0-4.00 0.84 

Minority Social Anxiety Total Count 1.44 1.06 0-6.00 0.78 

    Minority Social Cognitive Anxiety Count 0.42 0.56 0-3.00 1.12 

    Minority Social Affective Anxiety Count 0.68 0.70 0-3.00 0.73 

    Minority Social Physical Anxiety Count 0.35 0.56 0-3.00 1.50 

Three Scenarios Total Count  7.60 3.00 1-20.00 0.51 

    Three Scenario Cognitive Count 2.03 1.37 0-6.00 0.42 

    Three Scenario Affect Count 2.60 1.28 0-7.00 0.60 

    Three Scenario Physical Count  2.96 1.54 0-10.00 0.89 
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Table 6 

Descriptive Scenario Category Statistics  

Scenario Category Frequency  M SD 
Academic Stress 23.9% 0.24 0.42 
  Problem Focused Coping 21.8% 0.22 0.42 
 Positive Thoughts  33.5% 0.34 0.47 
 Worry 34.0% 0.34 0.47 
 Negative Thoughts 28.9% 0.29 0.46 
 Fear  83.2% 0.83 0.37 
 Autonomic Arousal 48.7% 0.49 0.50 
 Body Sensations 33.0% 0.33 0.47 
 Abdominal Distress 24.4% 0.24 0.43 
 Body Relaxation 37.6% 0.38 0.49 
 Prepare 32.0% 0.32 0.47 
 Strategy during Presentation 24.4% 0.24 0.43 
Family  Stress 30.5% 0.30 0.46 
  Problem Focused Coping 27.9% 0.28 0.45 
 Other  32.0% 0.32 0.47 
 Worry 43.7% 0.44 0.50 
 Fear  36.0% 0.36 0.48 
 Sadness 44.2% 0.44 0.50 
 Body Sensation 66.0% 0.66 0.48 
Familial Help family 46.2% 0.43 0.50 
 Social Support 33.0% 0.33 0.47 
 Active Engagement 27.9% 0.28 0.45 
Minority Social  Unaffected 38.1% 0.38 0.49 
 Discomfort 34.5% 0.35 0.47 
 Problem Focused Coping  29.4% 0.29 0.46 
 Confusion 27.9% 0.28 0.45 
 Fear  42.6% 0.43 0.49 
 Autonomic Arousal 18.8% 0.19 0.39 
 Active Engagement 63.5% 0.63 0.48 
 Vacate 18.8% 0.19 0.39 
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Table 7 

Picture-Story Category Statistics 

Computed Variables Frequency Mean SD 

    

Drive for Goal Orientation  69.5% 0.70 0.46 

    

Collaboration 43.7% 0.44 0.50 

    

Conflict 73.6% 0.74 0.44 

    

Adjustment 28.9% 0.28 0.45 

    

Positive Outcome 7.1% 0.07 0.26 
Note.  Computed variables were calculated if scored 1 in any subcategories. 
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Table 8 

Intercorrelations among Demographic Variables  

Demographic 1 2 3 4 5 6 7 8 9 10 

1. Age --          

2. Gendera .06 --         

3. Marital Statusb .60** -.06 --        

4. College Standingc .49** -.03 .27** --       

5. Generational Statusd .01 .11 .01 .08 --      

6. U.S. Birthe .06 .03 .05 .12 .55** --     

7. Father Birth Placee .07 .13 .05 .11 .76** .30** --    

8. Mother Birth Placee -.01 .01 -.01 .10 .73** .40** .63** --   

9. Father Educationf -.07 .01 .01 .17** .23** .04 .39** .33** --  

10.  Mother Educationf -.08 -.02 -.03 .12 .37** .24** .48**  .47** .65**    -- 

11. Income .11 .06 .10 .24** .28** .23** .36** .25** .37** .38**  

 
Note. aCoded: 1= women, 2 = men; bCoded: 1= single, 2 = married, divorced, separated; cCoded: 1 = freshman, 2 = sophomore, 3 = junior, 4 = 
senior and beyond; dCoded: 1 = first generation, 2 = second generation, 3 = third generation, 4 = fourth generation, 5=fifth generation or higher; 
eCoded: 0 = Outside the United States, 1 = United States; fCoded: 1= Less than eight grade, 2 =  some high school, 3 = high school graduate or 
GED, 4 = Some college, 5 = Associate’s Degree, 6 = Bachelor’s degree, 7 =  Master’s degree, 8 = Professional Degree, 9 = Doctoral degree;   
* p< .05, **p< .01. 
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Table 9 

Correlations of Demographic Variables with Independent and Dependent Variables 

Demographic PAI Total 
Anxiety 

PAI 
Cognitive 
Anxiety 

PAI 
Affective 
Anxiety 

PAI 
Physical 
Anxiety 

Acc 
Stress 
 

Acad 
Anxiety 
Total 

Familial 
Anxiety 
Total 

Social 
Anxiety 
Total 

 
All 
Scenarios 
Total Sx 
Count 

Age -.22** -.16** -.23** -.22** .00 .01 -.12 -.14* -.11 
Gendera -.23** -.26** -.22** -.17** -.09 -.13 -.13 -.06 -.16* 
Marital Statusb -.15* -.13 -.16* -.13 .01 .01 -.12 -.14 -.11 
College Standingc -.07 -.05 -.11 -.05 .04 -.01 -.05 -.14 -.08 
Generational Statusd -.07 -.06 -.10 -.03 -.09 -.02 -.17* -.01 -.09 
Father Education -.05 -.07 -.07 -.01 -.22** .05 -.05 -.03 -.01 
Mother Education .05 .02 .01 .10 -.13 .05 -.08 .02 -.01 

Income -.10 -.09 -.13 -.07 -.17** -.03 -.18* -.05 -.12 
 

Age .19** .05 -.05 -.11 .06 
Gendera .16* .24** -.17* -.02 .08 
Marital Statusb .10 .02 .01 -.02 .04 
College Standingc .03 .07 .01 -.14* .07 
Generational Statusd -.04 -.03 -.01 -.09 -.05 
Father Education -.01 -.08 .07 .01 -.01 
Mother Education -.04 .00 .03 .02 -.03 
Income .10 .11 -.04 .07 -.02 

 
Note.  Acc Stress = Acculturative Stress; Acad Anxiety Total = Academic Anxiety Total.  aCoded: 1= women, 2 = men; 
bCoded: 1= single, 2 = married, divorced, separated; cCoded: 1 = freshman, 2 = sophomore, 3 = junior, 4 = senior and 
beyond; dCoded: 1 = first generation immigrant, 2 = second generation, 3 = third generation, 4 = fourth generation or 
higher;* p<.05, **p< .01. 
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Table 10 

Intercorrelations among Independent Variables and Dependent Variables  

Variable 1 2 3 4 5 6 7 8 9 10 11 

1. PAI Total Anxiety --           

2. PAI Cognitive Anxiety .95** --          

3. PAI Affective Anxiety .94** .84** --         

4. PAI Physical Anxiety .92** .79** .79** --        

5. Acculturative Stress  .47** .44** .41** .45** --       

6. Academic Anxiety Total Count .15* .15* .17* .11 .12 --      

7. Familial Anxiety Total Count .20** .20** .20** .15* .15* .33** --     

8. Minority Social Anxiety Total Count .12 .14* .13 .08 .16* .24** .20** --    

9. Cognitive Anxiety in All Scenarios  .09 .06 .12 .06 .12 .59** .45** .40** --   

10. Affective Anxiety in All Scenarios  .23** .23** .22** .19** .19** .41** .61** .51** .26** --  

11. Physical Anxiety in All Scenarios  .18* .21** .18* .11 .10 .63** .56** .36** .22** .33** -- 

12. All Scenarios Total Sx Count .23** .23** .24* .16* .19* .77** .76** .58** .68** .71** .75** 

Note: * p<.05, **p< .01. 
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Table 11 

Intercorrelations among PSE Variables and Scaled Scores 

Variable 1 2 3 4 5 

1. Drive for Goal Orientation --     

2. Collaboration .27** --    

3. Conflict -.37** -.61** --   

4. Adjustment -.09  -.07 .20** --  

5. Positive Outcome .18* .24** -.15* .30** -- 

6. PAI Total Anxiety -.12 -.02 .00 -.08 -.11 

7. PAI Cognitive Anxiety -.12 -.02 .03 -.07 -.07 

8. PAI Affective Anxiety -.11 -.02 .01 -.07 -.13 

9. PAI Physical Anxiety -.10 -.02 -.04 -.08 -.10 

10. Acculturative Stress  -.11 -.15* .11 -.06 -.08 

Note: Correlations among variables 1-5 are Phis. Correlations of variables 1-5 with variables 6-10 are point biserial. 
*p<.05, **p< .01. 
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Table 12 

Hypothesis 1: Scenario Repeated Measures ANOVA with Planned Comparisons 

 

Note: **p< .01. 
 
 

Effect MS df F p Partial η2 Comparisons  Mean 

difference 

Std. Error 99% CI 

Scenario  184.73 2 123.60 <.01 .39     

Error 1.50 392        

      Academic vs. Familial .42** .13 [0.04, 0.81] 

      Academic vs. Social  1.84** .12 [1.49, 2.02] 

      Familial vs. Social 1.43** .12 [1.06, 1.77] 
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Table 13 

Hypothesis 2-A: Scenario Symptoms Repeated Measures ANOVA with Planned Comparisons 

Note: **p< .01. 
 
 

Effect MS df F p Partial 

η2 

Comparisons  Mean 

difference 

Std. 

Error 

99% CI 

Scenario 

Counts  

43.14

2 

2 30.04 <.01 .13     

Error 1.44 392        

      Cognitive vs. Affective  -.56** .11 [-.90, -.22] 

      Cognitive vs. Physical -.92** .13 [-1.32, -.54] 

      Affective vs. Physical  -.37** .12 [-.71, -.02] 
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Table 14 

Hypothesis 2-B: PAI Symptoms by Gender with Age Repeated Measures ANOVA with Planned Comparisons 

Note: **p< .01. 

Effect MS df F p Partial 

η2 

Comparisons  Mean 

difference 

Std. 

Error 

99% CI 

PAI     8.81 2 2.04 .13 .10     

PAI x Age    4.31   2   1.00 .37 .01     

PAI x Gender 15.29 2  3.54 .03 .18     

Error   4.32 388        

      Women vs. Men 2.12** .66 [0.40, 3.84] 

      Cognitive vs. Affective  -.37 .22 [-1.01, .28] 

      Cognitive vs. Physical 1.49** .24 [.76, 2.21] 

      Affective vs. Physical  1.85** .23 [1.17, 2.53] 
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Table 15 

Hypothesis 3: Point Biserial Correlations between Academic Scenario Anxiety Counts and PSE Variables 

Demographic Drive for Goal 
Orientation Collaboration Conflict 

 
Adjustment 

 

Positive 
Outcome 

      

Academic Anxiety Total Count -.11 -.06 .17* .03 -.06 

Academic Cognitive Anxiety Count -.07 -.04 .12 .03 -.17* 

Academic Affective Anxiety Count -.03 -.04 .01 .03 .04 

Academic Physical Anxiety Count -.10 -.04 .16* -.01 .04 

Note: * p<.05. 
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Figure 1. Ecological model of the present study based on Bronfenbrenner’s ecological 
framework.  
 



104 

APPENDIX  

HYPOTHETICAL SITUATION MANUALS
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Family Scenario Manual Tables. This manual includes scoring for responses to a 

prompt describing the following scenario: “An immediate family member is very sick. At 

this point it is unclear exactly what is wrong. There is much to be done in terms of 

tending and caring for this family member as well as the rest of the family..” 

 

Major sections are in bold and underlined below and categories are listed within the 

tables. Descriptions and bullet point examples represent samples of each category. 

Score ‘1’ for category presence; score ‘0’ for category absence; and ‘NS’ for responses 

that reflect un-codeable answers (e.g. “I don’t know ;”). 
 

Score each sentence or phrase of a response for one category. Use active verbs to help 

distinguish and separate phrases for scoring. Sentences that contain multiple themes 

should be divided by words such as “and” scored in separate categories. Sentences 

that reflect one theme should be coded as such. Score multiple themes if response 

contains different themes. If a sentence/phrase fit under a “General Reaction” category, 

score there and not in sub sections.  
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Family Scenario General Reactions 
 
Category Abbr.  Description/Code here: Examples Comments  
Stressed 
(vague) 

Str Responses that include an 
abstract notion of stress; Vague 
terror 

• Stressed out; Overwhelmed  
• Feel all over the place  
• Confused 
• Exclamations or exaggerations 

such as: “OMG!;” “Wow!;”  

o Without consideration of one’s own 
actions  
(cf. PFC) 

Helplessne
ss 

Hns Expressions conveying a sense 
of helplessness or 
powerlessness 

• Helpless 
• Powerless 

 

Altruism Alt Expressions conveying a sense 
of selflessness and self-
sacrifice  

• Do whatever family needs;  
• Take on stress 
• Give up things to make them 

okay 
• Do what it takes 

o i.e., not directly related to illness but 
giving something up, taking on stress, 
self-sacrifice, etc 

o if “do what I can” score in Help 

Familial 
Importance  

FI General expressions conveying 
importance of family or 
ensuring everyone is okay  

• Family ____ is so important to 
me; means a lot 

• I couldn’t stand to lose any of 
my family members  

• Ensure everyone else is okay 

 

Problem 
Focused 
Coping 

PFC Ways of handling the situation 
itself (illness; not own stress 
response or helping others);  
Going to figure it out; 
Specific considerations;  
Could be wither positive or 
negative  

• “Game plan” statements such 
as: 
 Wait for definite results; 
Contact a specialist; figure out 
what’s going on 

•  Multiple Considerations or 
Questions for what needs to 
be done; how to help; what 
should I do (logistics) 

o Immediate thoughts about how to 
handle situation– rely on first column 
of response only  

o Questions regarding how to help 
score here, If questioning about the 
gravity of the situation then score 
Worry 

o If mention of things “to do” after first 
column then score Active 
Engagement  

Other Oth Responses that are not coded 
elsewhere and are not NS 

 o  List any responses that do not fit 
elsewhere  
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Family Scenario Thoughts 
 

Category Abbr.  Description/ Code here: Examples 
Negative Thoughts NT Negative thinking or focus on 

negative possibilities 
 

• This is bad  
• Hopeless 

Positive Thoughts PT Focus on self in an attempt to 
feel better or encourage self; 
Positive self-talk 

• Stay positive  
• Focus on positive aspects  
• Persevere  

Hopeful Thoughts HT Vague/abstract thoughts 
conveying a sense of hope; 
Often a futuristic quality 
including thoughts and imagery 
 

• Hopeful 
• Wish it will end soon 
• Hope _____  
• I want things to go well; it will be okay  
• Optimistic but abstract – look forward to it 

Avoidant Thoughts AT Expressing the desire to not 
think about the situation  

• Think about something else entirely  
• Try to ignore _____ 
• I just want to go home 

Worry Wor Often a futuristic or prediction-
like quality of concern including 
thoughts and imagery 
 

• Worried; concerned;  
• Unsure; don’t know what’s happening   
• What if ___ (they don’t make it; it’s a disease)  
• Questioning – what’s going to happen? What’s the problem? 

Why is this happening? Are they going to die? 
Concentration Difficulty  CD Difficulty focusing or thinking 

clearly 
• Unclear thoughts; Jumbled thoughts; thoughts are 

everywhere 
• Can’t focusing  
• Racing thoughts  
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Family Scenario Affect 
 
Category Abbr. Examples 
Fear Fea • Nervous; Anxious; Scared; Intimidated  

 
Hostility Hos • Upset; Angry;  

• Irritable; agitated 
• Frustrated  
• Disgusted; Hatred 

Sadness Sad • Sad; Down;  
• Depressed  
 

Guilt Gui • Ashamed; embarrassed; disgusted; guilty  
 

Joviality Joy • Excited; Enthusiastic; Energetic  
 

Self-Assurance  SA • Confident; Strong; Bold; Determined  
 

Serenity Ser • Calm; relaxed  
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Family Scenario Physical 
 
Category Abbr. Description/Code here: Examples 
Autonomic Arousal AA Symptoms or descriptions of 

autonomic arousal – fight or 
flight 

• Heart palpitations: pounding/racing; Beating fast; Increased 
heart rate  

• Sweating: Feet, hands, palms  
• Shaking: Hands shaky; Quivers; Unsteady; Twitchy; 

Trembling  
• Adrenaline rush 
• Awake; hyper 
• Panicky  

Chest Discomfort Ches Direct mention of chest 
discomfort 

• Trouble breathing; chest aching   

Abdominal Distress AD Mention of abdominal or 
stomach distress 

• Stomach-  Ache; Churning; Knots;  
• Nauseous; Like going to throw up/ queasy;  
• Sick to my stomach 
• Unable to eat 

Head Distress HD Mention of distress in head • Faint; Light headed  
• Dizzy  
• Flushed or descriptions like: hot or red in the face 

Tension Ten Tension in the body or actions 
denoting tension  

• Tense; Muscles tight 
• Restless; Fidgety;  inability to sit still  
• Body movements 

Body Sensation BS General body descriptions – 
non specific 

• Tired/Drained; Worn out/down 
• Sick  
• Weak; sluggish; lethargic  
• Cry  
• High energy 
• Shook up  
• Numb  

Difficultly Sleeping DS Any mention of difficulty 
sleeping  

• Loss of sleep  
• Could not sleep; Mention of sleep difficulty 
• Sleepy 
• Tired from no sleep  
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Family Scenario Actions Taken 
 
Category Abbr Description/Code here: Examples Comments 
Body Relaxation BR Things done to relax or 

calm down or release 
tension  

• Breathe - Deep breathing 
• Writing exercises  
• Exercise activities 
• Smoke/drink 

 

Help/Support  Hlp General plans for how to 
help or support the  family 
member; 
 

• Help; Be supportive; Do what I can 
• Find out how to help/what needs to be 

done; Do what needs to be done 
• Reach out; be there;  Go immediately 
• Distract 

o General or 
nonspecific  

Disposition Dis Focus/Thoughts on how 
to present self; outward or 
inward appearance; 
Both positive and 
negative 

• Stay strong 
• Try to stay positive  
• Keep normal; keep working hard 
• Hide sadness (negative affect/thoughts) 
• Distance self from situation/remove self 

 

Prayer  Pra Use of prayer or going to 
church services 

• Say a prayer; Recite a prayer 
• Go to church 

 

Social support SS Using others for comfort 
and emotional support or 
comfort 
Spend time with member 

• Talk with someone 
• Spend time with family; family member 
• Reach out to others for help 
• Get advice – from family or pastor 

 

Active Engagement  AE Actively engage in the 
situation 
 

• Talk with doctors; Figure out health care; 
Research _____ (medical condition, 
doctors) 

• Take over responsibilities; take control 
• Purposeful questions – to fix the 

situation: how much money is needed?  
• Care ______(for the person) 
• Get a job; inform job of situation  
 

o Appears after 
the first 
column  
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Academic Scenario Manual Tables. This manual includes scoring for responses to a 

prompt describing the following scenario: “You are about to give a presentation in one of 

your courses. The class size is quite large (about 150 students) and the presentation 

counts for 40% of your final grade.” 

 

Major sections are in bold and underlined below and categories are listed within the 

tables. Descriptions and bullet point examples represent samples of each category. 

Score ‘1’ for category presence; score ‘0’ for category absence; and ‘NS’ for responses 

that reflect un-codeable answers (e.g. “I don’t know;” and words like: “great,” “fine,” 

“good”). 

 

Score each sentence or phrase of a response for one category. Use active verbs to help 

distinguish and separate phrases for scoring. Sentences that contain multiple themes 

should be divided by words such as “and” scored in separate categories. Sentences 

that reflect one theme should be coded as such. If a sentence/phrase fits under a 

“General Reaction” category, score there. 
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Academic Scenario General Reactions 
 
Category Abbr.  Description/Code here: Examples Comments  
Stressed (vague) Str responses that include 

an abstract notion of 
stress Vague Terror 

• Freaking out; Stressed out;   
Overwhelmed  
• Exclamations or exaggerations 

such as: “OMG!;” “Wow!;” stand 
alone expletives (i.e. “Holy Shit”)  

• Exclamations or exaggerations 
about class size or project (i.e. 
“That is a big class” 

 

Fear of Academic Failure FAF Concern about making a 
bad grade or the large 
portion of the grade 

• Fail presentation; fail course o If  “making a good grade” 
or “doing a good job”  
then score Hope of 
Success 

Hope of Success (explicit 
to academics) 

HS Hope of making a good 
grade 

• Good grade; do a good job (on 
presentation, project, etc) 

o If “I’ll do fine” or “hope it 
will go well” – global 
thoughts – then score 
Hopeful Thoughts 

 
Social Anxiety (explicit to 
social anxiety) 

SA Mention of social 
situation and anxiety 
about social situation 

• Large crowds intimidates me; 
public speaking makes me 
nervous 

• Peer evaluation; concern over 
peer thoughts/evaluation  

o If “hate speaking to large 
groups” score Negative 
Thoughts 

o If mention of large class 
– do not score  unless 
exclamation then score 
Stressed 

Problem Focused Coping PFC Ways of handling 
presentation; both 
positive and negative   

• Make sure I’m prepared, practice, 
study hard, plan to what to say  

• “Game plan” statements such as: 
“think about presentation & what 
to say” 

o Immediate thoughts 
about how to make 
presentation good – rely 
on first column of 
response only  
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Academic Scenario Thoughts 
 
Category Abbr.  Description/Code here: Examples Comments  
Negative Thoughts NT Negative thinking or 

focus on negative 
possibilities 

• I am going to fail/mess up;  I can’t do 
this;  

• I hate presentations; hate public 
speaking 

• Don’t ____ OR Try not to ___(mess 
up; forget; go blank; mispronounce)  

o If “I hope I don’t 
______ (mess up; 
forget)” then score 
Worry 

Positive Thoughts PT Focus on self; attempts 
to feel better and 
encourage self  
 

• Thinking positive self or situation  
Self- I can do this; I am prepared; I will 
do fine; I’m ready; Situation - Do the 
best; try my best; do well/awesome 

 

Hopeful Thoughts HT Vague/abstract positive 
thoughts  

• Hope _____ (things go well, 
everything will be fine; it’ll be okay) 

• I want things to go well 
• Optimistic but abstract – look forward 

to it 

o If  grade related or 
something specific 
about doing well 
on the project 
then score Hope 
of success   

Avoidant Thoughts AT Expressing the desire to 
not think about or do the 
presentation  

• Think about something else entirely  
• Try to ignore _____ 
• I just want to go home 

 

Worry Wor Often a futuristic or 
prediction-like quality of 
concern including 
thoughts and imagery 
 

• Worried; concerned; Unsure  
• What if/I hope I dont ___ (I mess up, I 

forget, everyone thinks it’s dumb)  
• Negative imagery  
• Questioning –How do I handle this? 

o If  desire to “make 
a good grade” or 
“doing a good job” 
then score Hope 
of Success 

Stonewall Response/ 
Acceptance  

SRA Responses reflecting a 
desire to be done with 
the project  

• Get it over with; get through it 
• Focus on the task and finish it 
• Present no matter what  

o This may be 
defensive  

o Acceptance of the 
task 

Concentration Difficulty  CD Difficulty focusing or 
thinking clearly 

• Jumbled thoughts; Unclear thoughts 
• Can’t focusing  

 



114 

Academic Scenario Affect 
 
Category Abbr. Examples 
Fear Fea • Nervous; Anxious; Scared; Intimidated  

 
Hostility Hos • Angry; Irritable; Disgusted; Hatred  

 
Sadness Sad • Sad; Down 

 
Guilt Gui • Ashamed; embarrassed; disgusted  

 
Joviality Joy • Excited; Enthusiastic; Energetic  

 
Self-Assurance  SAS • Confident; Strong; Bold  

 
Serenity Ser • Calm; relaxed  
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Academic Scenario Physical 
 
Category Abbr. Description/Code here: Examples Comments 
Autonomic Arousal AA Symptoms or descriptions 

of autonomic arousal – 
fight or flight 

• Heart palpitations: 
pounding/racing; Beating fast; 
Increased heart rate  

• Sweating: Feet, hands, palms  
• Shaking: Hands shaky; Quivers; 

Unsteady; Twitchy; Trembling  
• Adrenaline rush 
• Awake; hyper 

 

Chest Discomfort Ches Direct mention of chest 
discomfort 

• Trouble breathing; chest aching    

Abdominal Distress AD Mention of abdominal or 
stomach distress 

• Stomach-  Ache; Churning; 
Knots; Butterflies; cramping  

• Nauseous; going to throw up/ 
queasy  

• Need to use the restroom   

o If “go to the bathroom” 
then score Body 
Relaxation  

Head Distress HD Mention of distress in head • Faint; Light headed  
• Dizzy  
• Flushed or hot or red in the face 

 

Tension Ten Tension in the body or 
actions denoting tension  

• Tense; Muscles tight 
• Body movements  
• Restless; Fidgety 

 

Body Sensation BS General body descriptions 
– non specific 

• Tired/Drained /Sick  
• Temperature change (non-

specific)  
• Weak or High energy 

 

Difficultly Sleeping DS Any mention of difficulty 
sleeping  

• Could not sleep night before 
• Mention of sleep difficulty 

 

o Score any sleep 
difficulty regardless of 
the explanation 
(sleepless could be due 
to anxiety or working 
on presentation)  
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Academic Scenario Actions Taken 
 
Category Abbr Description/Code here: Examples Comments 
Body Relaxation BR Things done to relax or 

calm down or release 
tension  

• Breathe - Deep breathing; 
breathing exercises 

• Drink Water 
• Crack knuckles; Laugh; Shaking 

it out   
• Use the restroom; leave the 

room; take a walk 

 

Preparation Prep Focused on presentation – 
not affect/emotional 
management  
 

• Prepare; Focus on presentation 
• Rehearse; recite; practice (with 

self or others) 
• Organize  

o If mention of 
preparation type things 
in the first column 
score PFC  

Pray Pra  • Say a prayer 
• Recite a prayer 

 

Imaginative Coping IC Positive imagery used to 
help in preparation  
 

• Pretend to be professor 
• Imagine presenting; imagine 

class in underwear 
 

 

Self- presentation SP Prior to presentation and 
focus on outward 
appearance 
 

• Dress well  
• Look professional  

 

Social support SS Using others for comfort 
and emotional support or 
comfort 
 

• Talk with peers; commiserate 
with peers   

• Thinking of others being in a 
similar position 

o If content preparation 
or practice then score 
Preparation   

Strategy During 
Presentation 

SDP Behaviors or thoughts 
used during the 
presentation  

• Speak loudly; speak clearly; 
walk around class; use hand 
motions; use visual aids; use 
comedy in presentation; act 
normal; look confident  
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Minority Social Scenario Manual Tables. This manual includes scoring for responses 

to a prompt describing the following scenario: “You are attending a social gathering 

where and you realize you do not know very many people there. As you start to look 

and walk around you realize that you are one of the few ethnic minorities.” 

 

Major sections are in bold and underlined below and categories are listed within the 

tables. Descriptions and bullet point examples represent samples of each category. 

Score ‘1’ for category presence; score ‘0’ for category absence; and ‘NS’ for responses 

that reflect un-codeable answers (e.g. “I don’t know”)  

 

Score each sentence or phrase of a response for one category. Use active verbs to help 

distinguish and separate phrases for scoring. Sentences that contain multiple themes 

should be divided by words such as “and” scored in separate categories. Sentences 

that reflect one theme should be coded as such. Score multiple themes if response 

contains different themes. If a sentence/phrase fit under a “General Reaction” category, 

score there and not in sub sections. 
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Minority Social Scenario General Reactions 
 
Category Abbr.  Description/Code here: Examples Comments  
Discomfort Dis Expressions of 

discomfort or 
awkwardness 

• I feel uncomfortable, awkward, 
weird 

• I’d feel out of place; I don’t fit in 
• Self-conscious; Awkward 

 

Apathy/Indifference Apa Expressions of lack of 
interest or concern about 
the situation; absence of 
feeling or changes 

• I don’t really care; wouldn’t care 
• I don't feel much; No reaction; no 

thoughts 
• Neutral; Nothing would change 

o If  thought/feeling of 
“fine” or “normal” then 
score under Unaffected 

Unaffected Una Expressions conveying 
thoughts, feelings, or 
psychical sensations of 
being unaffected or 
feeling like usual self 

• Fine; okay; 
• Normal 
• I think I would feel okay 
• Physically I would feel fine 

o If absence of 
thought/feeling then 
score under 
Apathy/Indifference  

Problem Focused Coping  PFC Strategy or Ways of 
handling social situation; 
both positive and 
negative   

• Focused on ____ or _____ 
• I should’ve brought someone I 
know 
• Considerations for how to handle 
the situation – how to talk with 
people; thoughts of leaving; etc 

o  Immediate thoughts 
about how to handle the 
social situation – rely on 
first column of response 
only  

o Other responses 
indicating thoughts, 
actions, feelings score 
under the Actions 
section 

Other Oth Responses that are not 
coded elsewhere and are 
not NS 

 o  List any responses that 
do not fit elsewhere  
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Minority Social Scenario Thoughts 
 

Category Abbr.  Description/Code here: Examples 
Neutral Thoughts Neu Observations about the 

social gathering; 
Non-judgmental self- 
awareness  

• There are not many ethnic people here  
• I don’t know anyone here 
• Im  the only _____ 

Positive Thoughts  PT Focus on positive 
aspects of the situation 
or self; Hopeful thoughts 
 

• Thinking positive – this is cool 
• I need to meet new people 
• This is a great opportunity to ____ (represent Hispanics; meet 

new people; mingle) 
• Fun! ; Enjoy myself 

Negative Thoughts NT Focus on the negative 
aspects of the situation 
or self 

• I hate social gatherings; hate public speaking; they hate me 
• Stop being lame 
•  

Avoidant Thoughts AT Expressing the desire to 
leave or disengage  

• I want to leave; 
• I wish I had not come here  
• Thought is to leave  
• Avoid trouble 

Confusion/Worry Con Responses reflecting 
confusion or concern 
about the situation 
including thoughts and 
imagery; may also have 
a futuristic or prediction-
like quality of concern 
including thoughts and 
imagery 

• Confused; Worried; concerned; Unsure  
• Questioning – who are these people?  

Why did I come here?? Why aren’t there more ___ people 
here? Am I in the right place?  

• I don’t know what to do 
• I hope I don’t make a fool of myself; I hope people don’t stare 
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Minority Social Scenario Affect 
 
Category Abbr. Examples 
Fear Fea • Nervous; Anxious; Scared; Intimidated  

 
Hostility Hos • Angry; Irritable; Disgusted; Hatred  
Sadness Sad • Sad; Down; Lonely  

 
Shyness 
 

Shy • Shy; bashful; sheepish; timid; not confident 

Surprised 
 

Sur • Surprised; amazed; astonished  

Guilt Gui • Ashamed; embarrassed; disgusted  
 

Joviality Joy • Happy; Excited; Enthusiastic; Energetic; Cheerful   

Self-Assurance  SA • Confident; Strong; Bold  
 

Serenity Ser • Calm; relaxed  
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Minority Social Scenario Physical 
 
Category Abbr. Description/Code here: Examples 
Autonomic Arousal AA Symptoms or descriptions of 

autonomic arousal – fight or 
flight 

• Heart palpitations: pounding/racing; Beating fast; 
Increased heart rate  

• Sweating: Feet, hands, palms  
• Shaking: Hands shaky; Quivers; Unsteady; Twitchy; 

Trembling  
• Adrenaline rush 
• Awake; hyper 

Chest Discomfort CD Direct mention of chest 
discomfort 

• Trouble breathing; chest aching   

Abdominal Distress AD Mention of abdominal or 
stomach distress 

• Stomach-  Ache; Churning; Knots; Butterflies; 
cramping  

• Nauseous; Like going to throw up/ queasy  
• Need to use the restroom   

Head Distress HD Mention of distress in head • Faint; Light headed  
• Dizzy  
• Flushed or descriptions like: hot or red in the face 

Tension  Ten Tension in the body or actions 
denoting tension  

• Tense; Muscles tight 
• Restless; Fidgety; Jittery 
• Body movements 

Body sensation BS General body descriptions – non 
specific 

• Tired/Drained 
• Temperature change (non-specific)– i.e. Hot Flash or 

feeling cold  
• Sick; Weak 
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Minority Social Scenario Actions Taken 
 
Category Abbr Description/Code here: Examples 
Body Relaxation BR Things done to relax or calm 

down or release tension  
• Breathe - Deep breathing; breathing exercises 
• Use the restroom; 

Pray Pra  • Say a prayer 
• Recite a prayer 

Future planning  FP Considerations for future 
possibilities 
 

• Bring a friend, next time.  
• Ask beforehand who will be present 

Self- presentation SP Focus on how to present self; 
outward appearance; Thoughts 
on how to present self 
 

• Act normal ; act cool  
• Be myself  
• Smile; be funny  
• Use of language  

 
Active Engagement  AE Actively engage in the social 

gathering  
 

• Talk with people  
• Start a conversation  
• Find someone I know;  
• Walk around; start dancing  
• Try to find someone; try to make friends 

 
Passive Engagement  PE Passively engage in the social 

gathering  
• Wait for someone to talk to me  
• Observe people  
• Do other things (text/call other people/friends)  
• Isolate myself; Stay to myself; withdraw 

Vacate Vac Leave the social gathering  • Leave; Go home;   
• Find an excuse to leave  
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