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CHAPTER 1 

INTRODUCTION 

Statement of the Problem 
Because of the many new experiences it encompasses, the freshman 

year is generally recognized as being the most stressful for college students 
^Knott k Daher. 1978; Lokitz k Sprandel. 1976; Palladino k Tryon. 1978; 
Schwitzer k Robbins, 1986). Unlike returning adult or transfer students, 
many traditional freshmen will be on their own for the first time, free of 
parental and community restrictions. Even those living at home will seek a 
freer, more autonomous, less restricted relationship with parents (Moore. 
Peterson, k Wirag, 1984). They will be establishing themselves as 
autonomous human beings, achieving independence from childhood 
influences and, for the first time, assuming responsibility for their lives. 
They will vacillate from dependence to independence, in part because most 
of them will still be economically, if not emotionally, dependent upon their 
parents (Moore, Peterson, k Wirag, 1984). They will learn that freedom 
involves responsibility and that responsibility is not always an easy burden 
to carry. They will become more aware of who they are, both intellectually 
and emotionally (Moore, Peterson, k Wirag, 1984). Moore, Peterson, and 
Wirag (1984) assert that, "Achieving independence and autonomy and 
establishing a clearer sense of identity are an important part of the 
development of the traditional entering freshman"' (p. 40). 

Lokitz and Sprandel (1976) explain that prior to their college career, 
students were defined by their parents' place in the community, by their 
place in high school, and by their place within their peer group. Without 
these supports, many students may feel stripped of their social identity. Not 
only must they redefine themselves academically, they must also redefine 
themselves socially as they are now in an environment in which they have 
no history; no one knows who they are or anything about their past (Lokitz 
& Sprandel, 1976). 



In general terms, the entering college freshman is a novice in an 
unfamiliar social organization, and is therefore confronted with the values, 
norms, and role structures of a new social system and various subsystems 
(Feldman k Newcomb, 1969). Such an experience usually involves 
desocialization as well as socialization; the entering student must learn new 
skills while unlearning old ones. The uncertainties of this learning period 
are often compounded by the frustrations involved in moving from a system 
where one is an established member to a system where one is a newcomer. 
Therefore,"... regardless of the degree to which the new college environ
ment matches what the entering freshman expected, he[/shel faces a variety 
of expected and unexpected academic, intellectual, and social challenges" 
(Feldman k Newcomb, 1969, p. 89). It has been noted that freshmen 
arriving on campus are eager, enthusiastic, and serious about their future 
experiences in college (Feldman k Newcomb, 1969). 

The way one approaches the university environment, and, in turn, the 
adjustment process, may vary as a function of his or her locus of control 
orientation (Hartman k Fuqua, 1983; Keller k Pugh, 1976; Lefcourt, 1976; 
Rotter. 1966; Ryback k Sanders, 1980; Taylor, 1982). Based on social 
learning theory, the concept posits that individuals differ in the degree to 
which they attribute reinforcements to their own actions (internality) or to 
other forces such as luck, chance, fate, or powerful others (externality) 
(Rotter, 1966. 1975). Rotter (1975) describes adjustment as "'... only a value 
concept, and any relationship Ibetween adjustment and locus of control] 
must depend upon the definition of adjustment" (p. 60). Although he states 
that there should be a curvilinear relationship between the two (1966), the 
relationship has not been borne out (1975). Still, however, self-reports of 
control scales correlate with anxiety (Himle k Barcy, 1975), hopelessness and 
depression (Prociuk, Breen, k Lussier, 1976), social avoidance and self-
esteem (Geist k Borecki, 1982), stress (Heretick. 1981) and self-report scales 
of adjustment (Warehime k Foulds, 1971). 

Preparation prior to college matriculation may serve to facilitate the 
adjustment process. Feldman and Newcomb (1969) report "competent"" high 
school seniors engage in preparatory activities in anticipation of college. The 
students did this in a number of ways: (a.) by referring back to previous 
situations that required adaptation in which they had been successful; (b.) 



by viewing the university as a continuous process of growing and maturing 
and themselves as ready for change and development; and (c.) overt 
preparation. In varying degrees, they educated themselves on the 
university environment in advance by interacting with college friends and 
representatives, visiting college campuses, reading information distributed 
by the college, and writing to the university (Feldman k Newcomb. 1969). 

Another way students could prepare for their college experience 
might involve attendance at a university orientation conference. Coming at 
the beginning of the college experience, orientation serves as the transition 
cushion between past and future learning experiences (Titley. 1985). 
Following the recruiting-admissions phase, which relies mainly on written 
materials to communicate to the student the needs and expectations of the 
university, the orientation program may be the first face-to-face meeting of 
student and institution. As such, it can determine and perhaps even cement 
the relationship between the two (Titley. 1985). One never gets a second 
chance to make the very impactful first impression. 

Similarly, the CAS Standards and Guidelines for Student Services 
Development Programs asserts the following as the overall objective of 
university orientation programs (Council for the Advancement of Standards, 
1986): 

The mission of student orientation must be to provide for 
continuing services and assistance that will: 
- aid new students in their transition to the institution; 
- expose new students to the broad educational opportunities 

of the institution; and 
- integrate new students into the life of the institution, (p. 97) 

Facilitating the adjustment process, then, has been articulated as a primary 
goal of new student orientation programs. 

Contribution QI thg Study 
The first few weeks of college can present such a strain on the student 

that maladaptive responses may be set in motion that will result in leaving 
college in the freshman year (Sanford, 1962). In recent years, freshmen 
have reported an increase in problems during the freshman year suggesting 



increased difficulty regarding the adjustment process (Koplik k DeVito, 
1986; Mayes k McConatha. 1982; Palladino k Tryon. 1978; Sagaria. 
Higginson. & White, 1980). 

Easing the adjustment to college for new students has been stated as 
a primary objective of orientation programs. Orientation is often the 
student's first face-to-face contact with the university and may serve as an 
effective and influential aspect of the student's first impressions of college 
life. 

Most of the research indicates that the effect of orientation on new 
students is both unclear and inconsistent (Brinkerhoff k Sullivan. 1982; 
Butts. 1971; Jesseph. 1966; Miller k Ivey. 1967; Pappas. 1967; Titley, 1985). 
This results, in part, from two interrelated problems surrounding research 
outcomes in orientation. First, few comparative studies have been 
undertaken that compare outcomes across different institutions (Brinkerhoff 
k Sullivan, 1982). Secondly, the reported studies are frequently assess
ments of specific programs rather than orientation in general (Dannelis k 
Kuh, 1977). For these reasons, the research needed to take a different 
perspective. Rather than study a particular orientation program, this 
research focused on the student population typically targeted for orientation 
programs. 

Limitations and Considerations of the Study 
Every effort was made to select instruments for this research that are 

both valid and reliable. Still, such instruments are far from perfect and may 
lack the sensitivity to note differences between groups. 

That the research was conducted within the confines of a single 
university setting is an obvious limitation. Also because random assignment 
was not possible, it was, therefore, necessary to use intact groups. 

Conclusion and Statement of Research Questions 
The literature suggests that adjustment is a stressful and important 

process for the college freshman. The first semester of college serves as the 
glasses through which the student views the remaining college experience; if 
too stressful, it may cause the student to discontinue the educational process 
altogether. 



Purpose of the Stî ^y 

The purpose of this study was to investigate the effects of the 
student's locus of control and orientation attendance on the initial 
adjustment of the traditional full-time freshman. Specifically, the study will 
attempt to answer the following 11 research questions: 

1. Is there a significant difference in the levels of general adjustment 
to college between orientation attenders and non-attenders? 

2. Is there a significant difference in the levels of academic 
adjustment, social adjustment, personal-emotional adjustment, or 
goal commitment-institutional attachment between orientation 
attenders and non-attenders? 

3. Do orientation attenders have a significantly higher rate of return 
for the subsequent (spring) semester than orientation non-
attenders? 

4. Are locus of control scores significantly more internal among 
orientation attenders than non-attenders? 

3. Are general adjustment to college scores significantly higher among 
early orientation attenders (conferences 1 through 3) than late 
orientation attenders (conferences 6 through 8)? 

6. Are academic adjustment, social adjustment, personal-emotional 
adjustment, or goal commitment-institutional attachment scores 
significantly higher among early orientation attenders (conferences 
1 through 3) than late orientation attenders (conferences 6 through 
8)? 

7. Are locus of control scores significantly more internal among early 
(conferences 1 through 3) orientation attenders than among late 
(conferences 6 through 8) orientation attenders? 

8. Are subjects with internal locus of control scores significantly more 
well-adjusted than those with external locus of control scores? 

9. Do locus of control and orientation attendance/non-attendance 
have a significant effect on overall adjustment to college? 

10. Do students who have declared a major manifest significantly more 
internal locus of control scores than those who are undecided 
regarding a major? 



11. Do students who have declared a major manifest scores indicating 
significantly better adjustment to college than those who are 
undecided regarding a major field of study? 



CHAPTER II 

REVIEW OF RELATED LITERATURE 

Introduction 
Theorists, educators, and student services personnel have 

demonstrated interest in college student development throughout the 
history of higher education. For the purpose of the present study, literature 
from developmental theory, adjustment to college, locus of control, and 
student orientation will be reviewed. 

Developmental theory presents a framework for charting passage 
through the college years. It presents a comprehensive, composite profile of 
the tasks and stressors confronting students in various stages of intellectual, 
social, and emotional growth. Its importance to student services 
programming and to the present study lies in its emphasis on all components 
of the college student experience. 

The literature reviewed regarding adjustment to the university 
environment examines the relationship between the institution and its 
entering students. This review provides an overview of the facets and tasks 
required of entering freshmen. 

The locus of control literature reviewed examines the concept of 
internality versus externality and its possible effects on the entering 
student. The concept is presented in relation to the several facets involved 
in the adjustment process. 

New student orientation is one means by which the university may be 
able to ease the transition from high school to the university campus. The 
literature regarding the relationship between orientation and freshman 
adjustment is reviewed in an effort to discern the possibility of lessening the 
stresses and anxieties experienced by incoming freshmen. 

Theory 
Developmental theorists postulate, observe, and measure stages and 

tasks of the individual as growth occurs. The theories most directly related 
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to the development of college students-Erikson's and Chickering s-are 
reviewed herein. 

Edksoa 
According to Erikson's timetable, development proceeds by eight 

stages that encompass the entire life span. The first four stages occur during 
infancy and childhood, the fifth during adolescence, and the last three during 
the adult years. Erikson places particular emphasis on the adolescent period 
because it represents the pivotal point between childhood and adulthood. 
For this reason and because of the nature of this study, the adolescent period 
will serve as the focus of the review of Erikson s theory. It should also be 
noted that these consecutive stages are not posited in accordance with a 
strict chronological timetable. Because each person adheres to a unique and 
individual scheme of development, no exact duration for each stage has been 
specified (Hall k Lindzey, 1978). For this reason, the first stage within the 
early adult years will also be reviewed. In describing Erikson's stages, the 
author has brought together and paraphrased material from several sources 
including Identity; Youth and Crisi? (1968). Tovs and Reasons (1977). Jhs. 
Life Cvcle Completed (1982). and "Identity and the Life Cycle" (1959). 

The first stage, basic trust versus mistrust, occurs in infancy and is 
demonstrated by the capacity to sleep peacefully, to take nourishment 
comfortably, and to excrete relaxfully (1982). During autonomy versus 
shame and doubt, the second stage of childhood, the child learns from both 
itself and others what is expected and expectable (1968, 1982). An age of 
expanding mastery and responsibility, the third stage is that of initiative 
versus guilt (1968, 1977, 1982). The final stage of childhood is industry 
versus inferiority. It is at this time, that the child develops a sense of 
industry and learns the benefits of perseverance and diligence (1977. 1982). 

During adolescence-identity versus identity confusion-the individual 
begins to sense a feeling of his or her own identity, a feeling that one is a 
unique human being and yet prepared to fit into some meaningful role in 
society (1968). The person becomes aware of individual inherent 
characteristics, such as likes and dislikes, anticipated goals for the future, 
and the strength and purpose to control ones own destiny (1968). This is a 



time in life when one wishes to define what one is at the present and what 
one wants to be in the future. It is a time for making vocational plans 
(1968). 

In general, it is mainly the inability to settle on an occupational 
identity that bothers young people (1959). To keep themselves together 
they temporarily overidentify with the heroes, cliques, and crowds to the 
point of apparent complete loss of their own identities (1959). On the other 
hand, they become remarkably clannish, intolerant, and cruel in their 
exclusion of those who are '"different." Erikson (1959) explains that 
adolescents help each other temporarily through their discomfort by forming 
cliques and by stereotyping themselves, their ideals, and their enemies. 

The ego at this stage has the capacity to select and integrate talents, 
aptitudes, and skills in identification with like minded people and in 
adaptation in the social environment (1968). It also has the ability to 
maintain its defenses against threats and anxiety, as it learns to decide what 
impulses, needs, and roles are most appropriate and effective (1968). 

Because of the difficult transition from childhood to adulthood on the 
one hand, and of a sensitivity to social and historical change on the other, the 
adolescent during the stage of identity formation is likely to suffer more 
deeply than ever before or ever again from a confusion of roles, or identity 
confusion (1968, 1982). This state can cause one to feel isolated, empty, 
anxious, and indecisive (1982). The adolescent feels he or she must make 
important decisions, but is unable to do so. Adolescents may feel society is 
pushing them to make decisions, thus they become even more resistant 
(1968). They are deeply concerned with how others view them, and are apt 
to display a great deal of self-consciousness and embarrassment (1968. 
1982). 

Behavior is inconsistent and unpredictable during this period. 
The adolescent may feel as though he or she is regressing rather than 
moving forward, and, in fact, a periodic flight to childishness presents itself 
as a pleasant alternative to involvement in adult society (1959, 1968, 1977). 
Any loss of a sense of identity exposes adolescents to their own childhood 
conflicts (1959). For example, Erikson (1959) notes that the student entering 
college is faced with a multitude of decisions and choices regarding friends 
and mores which may be very different from their previous experience. 
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Although these choices and decisions are difficult, avoiding them leads to a 
sense of outer isolation and inner vacuum (1959). 

The virtue that develops during this stage is fidelity (1982). Behavior 
shifts back and forth from impulsive, thoughtless, sporadic actions, to that of 
compulsive restraint (1982). It is during this stage that one seeks an inner 
knowledge and understanding of the self and tries to formulate a set of 
values; the particular set of values that comes about is what Erikson calls 
fidelity (1968, 1982). 

The social environment is especially important to the concept of 
fidelity since the substance for fidelity is acquired through the confirmation 
of beliefs, as well as through the affirmation of friends (1968). One s 
inherent need to feel a part of a group serves as the foundation for the 
evolution of the identity (1977, 1982). For example, one needs to know that 
one belongs to a special ethnic group or religious group and can therefore 
participate in their customs, rituals, and ideologies. The adolescent's identity 
creates clarity for his or her environment. 

The ritualization that occurs during this stage is totalism (1977). 
Totalism is the incorporating of ritualizations from previous stages into a 
coherent but idealistic set of ideas and ideals—a synthesis of self (1977). If 
the individual falls short of this incorporation, the result is identity 
confusion. 

Adolescence merges into intimacy versus isolation, the first stage of 
adulthood. In this stage, young adults are willing to connect their identities 
with others (1959, 1968, 1977, 1982). They seek relationships that involve 
intimacy, partnerships, and affiliations, and are prepared to develop the 
necessary strengths to fulfill these commitments despite the sacrifices they 
may have to make. For the first time in life, one can develop true sexual 
intimacy with a partner (1968). In previous stages, sex was restricted to 
establishing a sexual identity and a striving for sexual encounters on a 
physical level (1982). During this stage, psychological intimacy begins to 
accompany sexual intimacy (1982). The danger of this stage is isolation or 
the avoidance of relationships because of an unwillingness to make a 
commitment to intimacy (1959, 1968, 1977, 1982). 

The virtue of love manifests itself during this stage. Although love is 
evidenced in earlier stages as well, the development of true intimacy comes 



11 

about only after adolescence (1982). Although one's individual identity is 
maintained in a joint relationship, ego strength is dependent upon the 
mutual partner who is prepared to share in the responsibilities associated 
with rearing children, the produaivity, and the ideology of their relationship 
(1982). 

Erikson postulates eight stages of psychosocial development; two of 
these describe college age individuals. Tasks from both adolescence and 
young adulthood are encountered: resolution of identity, development of 
intimacy, and establishment of generative mentality. 

Chickering 
While most psychosocial theorists talk of developmental tasks, 

Chickering (1969) prefers the term vectors. Similar to Erikson's views, the 
resolution can be positive or negative, and, either way, it will affect the 
resolution of future vectors. Unlike Erikson's stages, however, vectors can 
recycle in life. For example, the woman whose children have left home may 
reconsider vocational options. His theory, an elaboration of Erikson's stages 
of Identity and Intimacy, covers approximately the 17 to 25 age range and is 
built mainly from research on college students. 

Many college students enter institutions simultaneously trying: (a.) to 
be intellectually competent, socially competent, and physically competent, 
(b.) to deal with strong sexual and aggressive impulses and feelings which 
tend to be controlled by rigidly applied rules but moving toward acceptance 
of the emotions and flexible internal control, (c.) to learn to take the 
initiative on. and to be responsible for, solving their own problems and doing 
so without the continual need for "strokes" from friends and parents. The 
order of their salience is determined by the idiosyncratic characteristics of 
the individual (Rodgers, 1985). Progress toward the favorable resolution of 
these three vectors is necessary before the next vector, identity, can be 
undertaken in a healthy manner. 

Chickering uses the term identity to cover the reflective and 
integrative process of using data from the first three vectors to come to 
terms with sexual orientation, body acceptance, and knowing the kinds, 
frequency, and levels of intensity of experiences one prefers. In a healthy 
resolution, others see us as we see ourselves on these dimensions. Finally, 
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progress on identity and the first three vectors become the framework for 
the last three vectors (freeing interpersonal relationships, developing 
purpose, and developing integrity), all three of which also tend to occur 
simultaneously. 

Between the ages of 17 and 25, Chickering believes seven vectors of 
development ascend in the lives of college students. They are called: 
developing competence, managing emotions, developing autonomy, 
establishing identity, freeing interpersonal relationships, and developing 
integrity. The first three vectors tend to ascend simultaneously and before 
the last four vectors. 

The first vector, developing competence, includes mastery of three 
areas: intellectual, physical and manual, and social The university 
environment provides constant opportunities for the student to evaluate a 
variety of roles (e.g., capable student, compatible roommate, social being) to 
answer the inner question, "Can I make it in this environment?" Freshmen 
are concerned with survival. Rather than a vocation, their interests center 
on assessment of individual competencies relative to the demands of various 
fields of study (Rodgers, 1985). As intellectual skills develop, competencies 
are realized in reading, analyzing, reporting, critiquing, creating, and 
executing original ideas. Physical and manual skills are also stressed, 
ranging from the acquisition of pre-professional dexterities to the practice of 
sports and crafts. Many potentially new social skills are called into play, 
such as meeting strangers, living with a roommate, and working in a project 
group. The freshman is concerned with determining the social and 
interpersonal demands of the new environment and mastery of these new 
social norms. Will previous behaviors be acceptable to peers in this new 
situation; will I "fit in'" with a social group and be able to get along with my 
roommate (Rodgers. 1985)? Mastering these basic intellectual, physical and 
manual, and social skills provide the student with a solid foundation upon 
which to build new bases of learning. The interpersonal competencies 
established within this vector may have a later bearing on vocational 
interests and competencies (Rodgers, 1985). 

The second vector, managing emotions, involves recognizing feelings, 
realizing their utility as sources of information, learning to deal with 
emotions, and developing timing regarding when, how, and with whom to 
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share feelings. A student's inability or limited ability to manage emotions 
may result in self-destructive or assaultive behavior (e.g., drug and alcohol 
abuse, residence hall damage). 

Developing autonomy, the third vector, involves recognition of both 
emotional and instrumental autonomy as well as ones interdependence. 
Emotional autonomy is a gradual decrease in the students needs for constant 
reassurance, affection and approval. The student gradually moves from 
introjected parental or societal demands to a more personal, flexible set of 
guidelines. The task is difficult, gradual, and often painful 

While developing autonomy, the student moves dependence on 
parental restrictions to peer guidelines and then to identification with a 
chosen professional reference group. In the final phase, the student 
formulates self-determined guidelines for behavior and is often drawn to 
fads, preferably those mysterious and inaccessible to authority figures. 
Peers are often viewed as co-conspirators as long as there is no breach of 
perspective. Should such a breach occur, however, those peers will be cast 
aside and the search for new co-conspirators begun. Rebounds to the family 
are common during the resolution of this phase. 

The second task of this vector, the development of instrumental 
autonomy, is synonymous with self-direction. The student forms the ability 
to set and planfully attain goals. Consultation with appropriate resources for 
information and aid. if necessary, is developed. This phase also includes the 
ability to use more complex problem solving methods. 

The third objective of this vector is the recognition of one's inter
dependence. Once the student has achieved a sense of competence, self-
direction and responsibility, the "'right to be" can be extended to others. In 
recognizing one's own and others" separateness, the need for connection to 
others crystallizes. This, in turn, allows the individual to maintain 
supportive relationships without excessive dependence or reactionary 
independence. 

Armed with competence and the capacity to determine direction 
without relying on others, the individual now chooses specific areas of 
personal import and endeavor. The objective of the fourth vector is the 
establishment of identity. The task, previously elusive, is the achievement 
of a stable, realistic self-image. It is the process of identifying one's values. 
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interests, wants, and needs. The student will define the self as a being of 
quality, a physical being, sexual being, psychological being, and so forth. 

Freeing interpersonal relationships, the fifth vector, includes tasks 
that are dependent upon growth in the preceding vectors, especially those of 
autonomy and identity. With increased capacity to perceive and enjoy 
individual differences, and less need to please, dominate or judge, 
relationships are increasingly empathic. reciprocal, and committed. 

Vector six, developing purpose, consists primarily of life-style 
planning tasks, the capacity to assess interests and values, to formulate and 
assess personal goals (including marriage and children) and conceptualize 
future directions. 

Finally, within the seventh vector—developing integrity—the 
individual defines and reviews values before acting upon them. Tasks 
include humanizing, personalizing, and gradually eliminating "mixed 
messages" in values. The individual searches for congruence between 
personal beliefs and behavior. 

Chickering presents a thorough outline of developmental tasks for 
college students. His theory stresses the student's individuality with regard 
to resolution of. or placement along, each of the seven vectors. 

Chickering cautions us about individual differences and the fact that 
selective populations may be attracted to certain colleges. In other words, a 
given college's students, as a group or individuals, could be develop mentally 
ahead or behind the generalizations which have been made about ages and 
vectors. 

Summarv 
Eriksons developmental theory covers the entire lifespan. Because he 

posits that we do not adhere to a strict timetable regarding development, 
people do not move through stages in a strict chronology. Therefore, the 
main objectives of the college freshman may be the establishment of identity 
versus identity confusion or, if more mature, intimacy versus isolation--the 
first stage of adulthood. 

Chickering's theory, an outgrowth of Eriksons stages, is more specific 
to the college age individual. Preferring the term vector to the word stage, 
the theory states that, at the time of college entry, the student is attempting 
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to develop competence in three areas—intelleaual, social, and 
physical/manual 

The scope of Chickering's theory is more narrow and specific than 
Erikson's, and therefore, probably more pertinent to student development 
(Rodgers, 1980). Both theories assert that resolution within a particular 
stage or vector, whether positive or negative, affects the resolution of future 
developmental tasks. Unlike Erikson's stages, however, vectors can recycle 
in life. 

Frgshman Adjustment 
Introduction 

Feldman and Newcomb (1969) note that, prior to matriculation, 
freshmen have little idea about scheduling of classes, the large number of 
organizations and activities, and other areas that require adjustment. 
Freshmen are unprepared for the wealth of competition for their time and 
the abundance of choices of curricular and extracurricular activities. 
Patterson and Longsworth (1966) have described the entering freshman as 
coming to college "'... with unspoken and unformed questions about self and 
the world, questions that schools and parents assiduously never asked them 
to ask" (p. 110). 

Freshmen enter the university community with an enthusiasm that is 
often replaced by disappointment (Baker, McNeil k Siryk. 1985; Kramer, 
1980; Whiteley, 1982). Students new to the college environment variously 
report experiencing depression and nervousness (Henggeler. Sallis, k Copper, 
1980), mild to severe stress (Schwitzer k Robbins, 1986). anxiety and 
somatic discomfort (Lustman, Sowa, k O'Hara, 1984). and other forms of 
psychological distress (Schwitzer k Robbins, 1986). Even smaU, everyday 
tasks can contribute to the adjustment process. Knott and Daher (1978) 
recount the case of a freshman student who, when asked to endorse the first 
check he cashed, wrote on the back, "I heartily endorse this check!" 

The literature generally considers freshman adjustment as a 
multifaceted process (Baker k Siryk, 1984, 1986; Coons. 1970; Feldman k 
Newcomb. 1969; Knott k Daher. 1978; Sanford. 1962; Walsh k Russel 1969; 
Whiteley. 1982). A major transition such as moving from high school to 
college is difficult and includes establishing a new basis for relationships 
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with parents, forming new friendships, intensifying intimacy and sexuality 
with peers, adjusting to new and more demanding academic work 
assignments, and generally relocating oneself in a new and strenuous 
environment (Baker k Siryk. 1984; Chickering, 1969; Erikson, 1968; Whitely, 
1982). According to Knott and Daher (1978), adjustment requires such tasks 
as adapting to a new environment, decision-making and self-discipline skill 
acquisition, meeting new academic demands, clarifying sexual values and 
their expression, resolving separation and loss, and initiating new 
relationships. Coons (1970), on the other hand, considers the process to 
involve five similar areas: a. resolving the parent-child relationship, b. 
solidifying a sexual identity, c. formulating a personal value system, d. 
developing the capacity for true intimacy, and e. choosing a life's work. 
Baker and Siryk (1986) describe the process in terms of broader facets: a. 
academic adjustment, b. social adjustment, c. personal-emotional adjustment, 
and d. goal commitment-institutional attachment. 

The degree to which students are able to cope with their new 
environment and all the changes associated with it may have "... long term 
effects on the student's entire college experience, academically and 
otherwise"' (Knott k Daher, 1978, p. 256). Schmidt and Sedlacek (1972) 
report that student satisfaction varied depending upon what the students 
found to be a difficult adjustment in college. Those who found being away 
from home and friends the most difficult adjustment felt most satisfied as 
students at the University of Maryland. The most dissatisfied students were 
those indicating a difficulty in choosing a major field or career (Schmidt k 
Sedlacek. 1972). 

According to Baker and Siryk (1984) the transition is as important as it 
is difficult since "... the way in which one adjusts during the first year of 
college is predictive of significant life events later in the college career" (p. 
188). As one would expect, the literature suggests less well-adjusted 
students are more likely to withdraw from the university than well-adjusted 
students ( Baker, McNeil, k Siryk, 1985; Baker k Siryk. 1984, 1986; Nelson. 
Scott, k Bryan, 1984; Scherer k Wygant, 1982). 
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Definition of T?r nil fr 
Within the confines of this study, adjustment to college will be defined 

as a multifaceted process that requires coping with or adapting to a new 
environment or situation. The specific facets include (Baker k Siryk. 1984): 

a. Academic Adjustment: that which is related to motivation in. success 
in, and satisfaction with academic efforts. 

b. Social Adjustment: refers to the amount and success of social 
involvement on campus, as well as how well one is coping with being away 
from family and friends at home. 

c. Personal-Emotional Adjustment: refers to the psychological distress 
and somatic symptoms associated with the adjustment proce s. 

d. Goal Commitment-Institutional Attachment: related to satisfaction 
with being in college in general and at the chosen college in particular. 
Satisfaction, as referred to in the academic adjustment and goal 
commitment-institutional attachment facets, will be defined as "... the 
student's subjective experience during the college years and perceptions of 
the value of the educational experience" (Astin, 1977, p. 164). Within this 
portion, each facet will be reviewed in more detail. 

Academic Adjustment 
As defined herein, academic adjustment refers to that which is related 

to motivation in, success in, and satisfaction with academic efforts. Choosing 
a career direction may be a task that freshmen are not yet ready to 
approach (Chickering, 1969; Erikson. 1968; Titley k Titley, 1980). but 
nevertheless, one that contributes to their anxiety in resolving personal 
identity (Astin, 1977; Brown k Strange, 1981; Coons. 1970; Lokitz k 
Sprandel 1976; Titley k Titley. 1980). Titley and Titley state that. 

. . . expecting college bound students in the throes of 
maturational and identity struggles to know what they 
want to pursue academically and to choose from a myriad 
of majors with any degree of certainty may be more than 
most are ready to manage. It is also a possibility . . . that 
an unsuccessful attempt to resolve this dimension of 
personal development is a variable involved in attrition 
among college undergraduates, (p. 298) 
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Still, students are expected by their families, friends, and universities to 
declare a major (Titley k Titley, 1980). 

The transition from late adolescence to young adulthood has been 
consistently characterized in the developmental literature as a period when 
questions about purpose, self-identity, and life goals are paramount 
(Chickering, 1969; Erikson, 1968). A time of exploration and discovery, this 
period is also marked by a certain degree of anxiety over the need to choose 
and make commitments in the face of parental and peer pressure (Brown k 
Strange, 1981). Responding to the question of "What's your major?" becomes 
a principal means of communicating about self to family and peers, and for 
the student who has not yet selected an academic major, admission of 
confusion or doubt in that respect may be the same as an admission of 
identity confusion (Brown k Strange. 1981). The student, undecided on a 
major field of study, may experience anxiety and pressure as a result of not 
having declared a major. Bechtol (1978) states many undecided students 
reported that they had "'... lied to relatives and friends.. .to keep . . . from 
being criticized about not having a major" (p. 570). A student's choice of 
major and career as well as its associated anxiety are a normal part of 
personal and career development during the college years, and, although 
generally not the case, it should be recognized as such (Titley k Titley, 
1980). 

Titley and Titley's study reveals that the majority of new freshmen 
express or experience some form of tentativeness, uncertainty, or 
undecidedness. Lokitz and Sprandel (1976) explain this by four factors: a. 
Most students ".. experience shock when they discover that being bright is 
average at the university" (p. 275); b. Both students and their parents are 
ambitious, therefore, sensing the need for good grades in order to secure 
well-paying positions or admittance to graduate programs; c. Students feel 
the need to know the ""right" answers to questions posed by their professors, 
and, for the first time, they are often dealing with material (e.g., philosophy) 
where "right" answers do not exist; and d. Many students have not yet 
learned to manage their time effectively and generally have difficulty 
establishing a balance between their academic assignments and their social 
needs. 
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There are two kinds of evidence in the literature that are fairly 
consistent in indicating a relationship between academic major decision 
status and quality of adjustment to college. The first and most directly 
relevant evidence defines decision status in terms of having or not having a 
major, or degree decidedness about a major, and explores its relationship 
with various adjustment criteria. Some studies find that decided, or 
relatively more certain, students perform better academically than 
undecided or less certain ones (Chase k Keene. 1981; Kramer, 1981; Smith, 
1977; Weitz, Clarke, k Jones, 1955). Several investigators report an inverse 
relationship between decidedness and anxiety (Brown k Strange. 1981; 
Hawkins, Bradley, k White, 1977; Kimes, 1974; Walsh k Lewis. 1972). Some 
investigators describe implications of decision status for social adjustment in 
college (Bechtol 1978; Walsh k Lewis, 1972), and some find a relationship 
with attrition (Bechtol 1978; Titley k Titley, 1980), although one study 
reports a reversal of the expected relationship (Watley, 1965). 

A second kind of evidence from the literature indicating a relationship 
between decision status regarding major and effectiveness of adjustment to 
college concerns not presence or absence of major, but degree of satisfaction 
expressed by the student with his or her major status. While it is possible 
that a student might be decided about a major and yet dissatisfied with it. or 
even undecided and yet satisfied, very likely on the average there is some 
positive relationship between those two aspects of major status. Kimes 
(1974), cited above as finding an inverse relationship between decidedness 
and anxiety, reports a similar relationship between satisfaction with major 
and anxiety. Kramer's (1980) findings suggest a relationship between 
student's satisfaction with academic progress and adjustment to college, the 
ability to maintain enthusiasm and commitment yet have fun while working, 
and success in time management, making friends and handling the workload 
and grade point average. However, Kramer (1980) reported significance for 
the fall semester only; no significance was found for the spring semester. 
Nafziger, Holland, and Gottfredson (1975) found a positive correlation 
between satisfaction with major and satisfaction with college in general. 
Smith and Baker's (1987) study also supports the hypothesis of a positive 
relationship between freshmen decidedness regarding academic major and 
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adjustment to college, although the relationship seems to emerge more 
clearly in the second semester than in the first. 

Social Adjustment 
Like all other late adolescents, traditional entering students have a 

great need to affiliate and identify with one another. As previously stated, 
social adjustment is herein defined as the amount and success of social 
involvement on campus, as well as how well one is coping with being away 
from family and friends at home. 

Evidence suggests that the peer group is an especially powerful 
influence on traditional students' lives mostly because they have a need to 
replace family and community support systems with peer support systems 
(Moore, Peterson. Wirag, 1984). Because of their common backgrounds, 
interests, personality characteristics, and goals, and because as entering 
students they are all "in the same boat," they have a strong need to be liked 
and accepted by one another and to influence and be influenced by one 
another. The peer group provides norms and behavior guidelines for the 
late adolescent that are enforced through direct rewards and punishments 
(Moore. Peterson, k Wirag. 1984; Sanford. 1962). As a result, traditional 
entering students are more likely to transfer some control over themselves 
to the group and become subject to its influence; the dominant social group is 
an excellent substitute for an earlier moral authority (Moore, Peterson, k 
Wirag, 1984; Sanford, 1962). 

Social adjustment in the university community can make the 
difference in persistence and withdrawal (Nelson, Scott, k Bryan. 1984; 
Sanford, 1962). Nelson, Scott, and Bryan's (1984) study revealed that those 
students who withdrew passing did not participate in activities as did their 
persisting counterparts. Thus, poor social integration rather than academic 
performance probably contributed to their leaving. They also report (1984) 
those students who withdrew failing rated both their social and academic 
integration poorly. These students seemed to have decided in advance that 
they did not fit at that particular college (Nelson. Scott, k Bryan, 1984). 
These results support models, such as those presented by Pascarella and 
Terenzini (1979) and Tinto (1982), stating that persistence decisions are 
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determined by students" intellectual and social integration with the 
institution. 

Evidence tends to support a relationship between involvement in 
student organizations and retention (Astin. 1977; Baker k Siryk. 1980; Bean 
k Creswell, 1980). The more alienated the student, the less likely he or she 
is to be involved with campus organizations and activities. A lesser degree 
of involvement with or commitment to the immediate social system of which 
the student is a part is interpreted by Baker and Siryk (1980) as reflecting 
less effective adjustment. Astin (1975) reports that participation in 
extracurricular activities is significantly related to staying in college thus 
lending support to the theory that student persistence is positively related to 
personal involvement in the campus. Baker and Siryk (1980) concur as they 
report the more alienated the student (as measured prior to registration), 
the more likely he or she is to report dissatisfaction, difficulty with 
adjustment in the freshman year, or both. 

Tinto (1975), however, posits that, of the various forms of social 
interaction that occur within the social system of the college, peer group 
associations appear to be most directly related to individual social 
integration, whereas extracurricular activities and faculty interactions 
appear to be of approximately equal secondary value in developing 
commitment to the institution. Schmidt and Sedlacek (1972) reveal that 
satisfaction differed depending upon the number of professors with whom 
the student was acquainted. Those feeling most dissatisfied were those 
acquainted with no professors, and the most satisfied were those acquainted 
with six or more (Schmidt k Sedlacek. 1972). Whether this is a cause or an 
effect of adjustment is unknown. 

Timmons' (1978) study revealed women who withdrew from a large 
college were as interested in their courses as those who persisted but 
dropouts reported feeling "... lost at the university because of its size and 
impersonality" (p. 161) as well as feelings of loneliness and social isolation. 
To them, making friends was a major reason for being in college and when 
this was not working out to their satisfaction, they left college to deal with 
the issue in other settings. Timmons (1978) reports those who withdrew 
failing certainly experienced academic difficulties but also reported spending 
too much time socializing instead of studying. Women, students with high 
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test scores, and students from highly educated families are also likely to 
report more emphasis on social life (Astin, 1977). Schmidt and Sedlacek 
(1972) revealed that student satisfaction varied as a function of number of 
dates per month. Surprisingly, the more dates per month the subject had. 
the higher the degree of dissatisfaction. Social adjustment, therefore, 
necessitates balance; more is not necessarily better. 

The strongest environmental correlate of satisfaction with student 
friendships is living in a residence hall rather than with parents. Astin 
(1977) reports that during the freshman year, living in a residence hall 
lessens the likelihood of student withdrawal from college by 10 percent. 

Perhaps the only real research that has been done regarding the 
nature of newcomer integration, was done by Nash and Wolfe (1957). The 
study was conducted in a laboratory setting and investigated a stranger's 
performance in small groups. Though not explained, results revealed 
newcomers to groups tend to be anxious and anxiety prone (Nash k Wolfe, 
1957). 

Douvan and Kaye (1962) explain that going to college often represents 
the adolescent's first experience in establishing and maintaining the self 
outside the immediate precinct of home. Upon entering college, the student 
governs his or her own life in many details previously managed by parents 
(Douvan & Kaye, 1962). 

^he ability to become involved and feel a part of the university is an 
important aspect of the college adjustment process and must be preceded by 
a sense of separation and independence from the family of origin. Timmons 
(1978) states,"'... a sense of involvement develops out of a feeling that one 
is a separate person in ones own right and is responsible for one's own 
choices and actions" (p. 166). 

Coons (1970) believes that, if there is a "typical freshman problem," it 
is the student who has become bogged down in his/her attempts to resolve 
the parent-child relationship. On one hand, the students seem to be saying 
they wish to be more autonomous and relate more maturely to their parents 
but on the other hand, they request additional support. They want to be 
autonomous when it is convenient and dependent when autonomy requires 
some effort on their part (Coons, 1970; Levin, 1967). 
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Unresolved separation from parents can result in problems for the 
new freshman student. Timmons (1978) stated that, among dropouts, it was 
as though some students felt too insecure to move out and explore their new 
surroundings, whereas others clung to their peers rather than feeling secure 
enough among them to be able to direct sufficient energy to their academic 
work. The assumption here is that the major cause of this insecurity and 
consequent social isolation or excessive socializing was the unresolved 
separation from parents (Timmons, 1978). Students who do not adequately 
separate from their parents are unable to get actively involved with their 
peers and form a network of social support within which they can feel 
secure enough to take the initiative to learn academic material (Erikson, 
1959). 

In the ideal situation, parents of an infant are psychologically pre
pared to acknowledge the fact that the small, helpless baby will someday be 
autonomous (Coons, 1970). They are able to accept the gradually changing 
nature of the parent-child relationship so that eventually the mutual trust 
and respect of an adult-adult relationship evolves (Coons, 1970). 

Coons (1970) explains that for the first five or six years of life, the 
developing child's exposure to meaningful adults is limited to parental inter
actions. Upon entering school, the child has the first opportunity to make 
familial comparisons. The testing of autonomy, characteristic of the three to 
five year old, again comes to the forefront with the onset of puberty and 
adolescence. By the time the individual leaves home for college, the ". . . 
change in the relationship . . . is well on its way, and in the normal situation 
is nearing completion by the second or third year of college" (Coons, 1970, p. 
535). Erikson (1953) seems to support the thesis that such crucial charac
teristics as trust, autonomy, and initiative are discovered primarily in the 
nature of the relationship between the child, the parents, and the siblings. 

Anderson and Fleming (1986) report four interrelated but distinct 
variables as significant predictors of college adjustment: economic inde
pendence, separate residence, personal coiitrol, and emotional attachment to 
parents. Of these, perceptions of personal control and living apart from 
parents accounted for a greater portion of variance than did emotional 
attachment to parents. While they concur that a positive, supportive 
relationship with parents is important, Anderson and Fleming (1986) assert 
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that these needs are outweighed by those of physical separateness and a 
perception of personal control 

Those students whose fathers had attended the same university felt 
more satisfied (Schmidt k Sedlacek, 1972) suggesting this may ease the 
separation process as Sanford (1962) has suggested. Likewise, Timmons 
(1978) has discerned that men who withdrew failing indicated a greater 
likelihood of visiting their parents often during the first semester at the 
university than did those who withdrew passing. Both Timmons (1978) and 
Sanford (1962) suggest difficulty separating from parents may result in 
interference with the ability to concentrate on studying. 

Hoffman (1984) hypothesizes that ongoing confliaual feelings toward 
one's parents may lead to feelings of mistrust, personal inadequacy, or 
insecurity in intimate relationships and may interfere with an adolescents 
ability to freely participate in a give-and-take love relationship. In terms of 
personal adjustment in work, greater emotional independence from both 
parents was found to be related to fewer academic problems for both males 
and females (Hoffman, 1984; Levin, 1967). 

The process of separating from parents may, however, result in a 
vicious cycle. For the freshman who is depressed about leaving home, it may 
be difficult to study which, in turn, yields poor grades. The poor grades 
cause increased anxiety and depression and, therefore, increased difficulty in 
studying. Such reactions, especially if combined with social withdrawal, are 
often accompanied by increasing difficulty in maintaining satisfactory 
relationships, since withdrawal usually evokes counterwithdrawal on the 
part of others (Levin, 1967). 

Levin (1967) reports evidence of a strong reaction to separation from 
home in first year nursing students. The reaction manifested itself in a 
variety of contexts which included difficulties in adjustment to the new 
environment and in their relationships with both faculty members and 
fellow students among others. While the students complained of being 
treated "like babies,"" they referred to themselves as ""kids" and commented 
that "... it was a strain to have to grow up" (Levin, 1967, p. 645). 

While freshmen usually feel ashamed of their emotional disturbances 
over separation from home, the shame is more pronounced among males 
than females (Levin, 1967). Males consider such upsets as a sign of lessened 
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masculinity and females find it to be immature. Both sexes will deny-to 
themselves and others-that such a disturbance exists (Levin, 1967). 

Kennys (1987) review of the literature on the subject of parent-
adolescent separation similarly revealed that a new interdependent 
relationship seems to be conducive to enhanced college adjustment. She 
explains that those who seek support from home "... may be using a 
network to help them adapt to changes" (p. 441). Neither rugged individu
alism nor enmeshed dependence facilitate adjustment. College adjustment is 
enhanced by a feeling that one is able to turn to parents for emotional 
support (Kenny, 1987). 

Stoltenberg, Garner, and Kells (1986) study investigated the nature of 
students family background in relation to adjustment. Subjects were 
between the ages of 17 and 19 and in their first year at a major university; 
those reporting psychological illness within the family unit were excluded 
from the study. Their findings suggest that the more cohesive the family, 
the greater the adjustment during the separation process. Subjects from 
such families also displayed more emotional dependence on their parents 
well after the separation process had begun. Therefore, it appears that 
adjustment to college is positively related to emotional dependence on 
parents. 

Personal-Emotional Adjustment 
Some students experience greater difficulty with college transition 

than others. As explained earlier, personal-emotional adjustment refers to 
the psychological distress and somatic symptoms associated with the 
adjustment process. The first few weeks of college can present such a strain 
on the student that the maladaptive responses may be set in motion that will 
result in leaving college in the freshman year (Sanford, 1962). 

The abundance of new life skills to be learned are often stressful and 
can be overwhelming to the new, incoming freshman. Scherer and Wygant 
(1982) report freshmen concerns that involved feeling a part of the 
university and having to prove themselves to peers, family, and the 
university community. Proving oneself to peers often resulted in excessive 
partying, use of drugs and alcohol, sexual activity, and fear leading to 
nonassertiveness and the compromising of values. Questioning self-ability 
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coupled with the problem of trying to prove oneself to the family and to the 
university led to frustration and feelings of hopelessness and indifference 
that were sometimes manifested by vandalism (Scherer k Wygant, 1982). 

Levin (1967) explains that common reactions to living away from 
home usually lead to mild depression although in some instances it may be 
severe. In many cases, the feelings of depression and anxiety are not 
conscious and may be masked by symptoms such as fatigue, insomnia, 
overeating, hyperactivity, psychosomatic disorders, frequent colds, or other 
illnesses. With some students, the feelings of depression and anxiety are 
fully conscious but the student incorrectly attributes them to other problems 
such as difficulty in mastering courses or in completing academic 
assignments (Levin, 1967). 

While students wanted to be treated as adults, they needed the 
structure that rules provided, since their behavior often indicated an 
unwillingness or inability to make decisions based on weighing the 
consequences (Scherer k Wygant, 1982). Many of the students would not or 
could not admit that they needed help. Rather, they had a sense of wanting 
to make it on their own (Levin, 1967; Scherer k Wygant. 1982). 

Although the opportunity for change was commented on and viewed 
positively by almost all students participating in Lokitz and Sprandel's 
(1976) study, the experience was a bit overwhelming. The beginning of the 
first semester is described by most students as the time when they 
experience the greatest degree of homesickness, with fluctuations 
throughout both the freshman semesters (Lokitz k Sprandel, 1976). 

Not until students have made a trip home do they aaually realize 
they have made a four-year commitment to a style of life that will create a 
different home, and "home" in the old sense has become a place to visit 
(Lokitz k Sprandel, 1976). A large percentage (68%) of students and 
parents indicated a change in their relationship; this was reportedly due to 
both students and parents viewing the student as being more adult and 
more independent (Lokitz k Sprandel, 1976). Students who then accept and 
recommit themselves to completing their college educations take more 
interest in fixing up their rooms and move in, emotionally as well as 
physically (Lokitz k Sprandel, 1976). As freshmen begin to "move in." they 
become interested in the campus as a community. Having to initiate their 
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students have previously relied on friends and easily accessible social 
structures (Lokitz k Sprandel, 1976). 

As they begin searching for people with whom to develop close 
relationships, their search becomes frustrated by several factors (Astin, 
1975; Baker k Siryk, 1980; Lokitz k Sprandel, 1976; Scherer k Wygant. 
1982): (a.) the amount of time they feel should be allotted for studying; (b.) 
entrenchment within a circle of friends formed in their residence hall floor 
which offers support but may not be filling all of their needs or expectations; 
(c.) feeling the pressure to make the "right" decision in choosing friends or 
in deciding what organization(s) to join since time is so very limited; (d.) 
insufficient reading and writing skills to successfully compete with those 
who possess such skills; and (e.) forming career goals are all critical factors in 
whether students are successful academically and whether they can 
emotionally adjust to the new environment with its temptations and 
freedoms. 

The majority of subjects (71%) in Lokitz and Sprandels (1976) study 
reported a change in their social life from the first semester to the second 
semester, citing both positive and negative factors that centered around 
their opportunity to meet new people. Research reveals freshmen ex
perience an increased degree of "comfort" with themselves, their 
experiences, and their surroundings during this time (Kramer, 1980). 
However, they also reached a plateau where levels of satisfaction and 
behavior patterns either stopped increasing or began to decrease from 
previous levels. Kramer (1980) also found evidence of the freshman myth— 
that disenchantment with the university when it fails to measure up to 
unrealistic expectations. 

Several studies have reported the unfortunate circumstance of 
increasing distress within the already troubled freshman year (Koplik k 
DeVito, 1986; Mayes k McConatha, 1982; Palladino k Tryon, 1978; Sagaria, 
Higginson, k White, 1980). The most recent study (Koplik k DeVito, 1986) 
reports the freshman class of 1986 showed a marked increase in nine of ten 
problem areas when compared to their 1976 counterparts. Those areas 
include: health and physical development; finances, living conditions, and 
employment; social-recreational activities; social-psychological relations; 
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personal-psychological relations; courtship, sex, and marriage; adjustment to 
college work; and future: vocational and educational. The area of morals and 
religion is the only one of greater concern in 1976 than 1986. While 
students in the latter portion of the study reported less concern over 
keeping religious faith than their predecessors, they were more troubled 
over moral issues and generally wanted to feel closer to God (Koplik k 
DeVito, 1986). It seems that coping with the stresses associated with the 
transition from high school to the university environment is becoming an 
even more difficult task. 

Freshmen are uncertain and insecure regarding the self and vacillate 
from overestimation to underestimation of their abilities. They tend to 
maintain patterns of behavior that have previously been rewarded and try 
to appear confident (Sanford, 1962). Upon encountering failure or near 
failure in early academic situations or with peers, the student experiences 
self-doubt and anxiety, or even depression (Sanford, 1962). As Erikson 
(1953) points out, the college environment is, or could be. highly favorable to 
the stabilization of the young person's self-concept and self-esteem; here the 
student has a continuous opportunity to test the self in a variety of activities 
without failure being catastrophic and without successes resulting in 
premature commitments. 

Emotional adjustment effects achievement in an indirect way. Because 
unstable and maladjusted students have been found to do less well in their 
studies in proportion to their intelligence than have students who were well 
balanced, Centi (1962) concluded that the emotional adjustment of the 
student affects the level of achievement by affecting the degree to which use 
is made of his or her potential 

One of the areas to which the incoming freshman must adapt centers 
around values. Young people in our society have sets of values and beliefs 
imposed upon them primarily by parents, but also by the church, school, and 
community (Coons. 1970; Sanford, 1962). Upon entering the university, 
freshmen enter a new environment and reach out to "... re-establish or re-
anchor their beliefs" (Whitely, 1982, p. 141). 

The manner in which values are presented to a child may be crucial to 
later development as a college student (Coons, 1970). In the ideal situation, 
the child learns the relativity of most values and begins to get practice in 
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developing the tools to make the judgments and decisions which will be 
necessary later in life. 

If the child is presented with a set of values and beliefs in a rigid 
fashion, he or she will experience intense anxiety when moving from the 
familiar, ""clear-cut" home life to a large state university (Coons, 1970). The 
university presents the student with a variety of value systems such as 
religious, political, economic, racial, or philosophical. These differing beliefs 
come from all directions—professors, classmates, friends, and roommates. 

Traditional freshmen have not had time to develop their own value 
system (Sanford. 1962) and the student who has no experience in listening, 
weighing, and discriminating may be overwhelmed. There is also the 
tendency to rebel against authoritarian parents (Coons. 1970). With little or 
no tolerance for other lifestyles and values, "... the possibility that the 
whole house of cards may come tumbling down about his[/herl ears is a very 
real one" (p. 537). Students, therefore, live with a degree of anxiety until 
they are able to create a value system that fits the unique individual (Coons. 
1970). 

A second response to the collapse of a value system may be to find 
another ready-made set of beliefs and completely accept it (Coons, 1970). 
Becoming a member of the John Birch Society, a fraternity/sorority, a 
political or religious group and adopting their value system may well save 
the student from academic failure, and may be one of the more valuable 
functions of such groups (Coons, 1970). 

Another task particularly germane to the incoming student is the 
development of intimacy (Chickering, 1969; Erikson, 1982). The establish
ment of an essential degree of comfort with human intimacy is a major 
problem, not only on university campuses but in society in general (Coons, 
1970). Delayed autonomy and independence, segregated residence halls, and 
intense competition all make the establishment of true intimacy more 
difficult. Focusing most of its attention on cognitive learning, the university 
expends minimal effort on developing the interpersonal skills necessary for 
optimum human relationships (Coons, 1970). 
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Goal Commitment-Institutional Attachment 
As previously stated, goal commitment-institutional attachment is 

defined as that which is related to satisfaction with being in college in 
general and at the chosen college in particular (Baker k Siryk, 1984). 
Satisfaction, as referred to within this section is defined as '"... the student's 
subjective experience during the college years and perceptions of the value 
of the educational experience" (Astin, 1977, p. 164). 

Other things being equal, the higher the degree of integration of the 
individual into the college system, the greater will be the students 
commitment to the specific institution and to the goal of college completion 
(Tinto, 1975). Satisfaction with the college choice thus becomes an important 
variable because of the implied relationship between it and such factors as 
remaining at a particular college, achieving success in college, and 
adjustment both in the scholastic and social spheres (Rand. 1968). 

Tintos (1975) model of the college dropout process states that 
students bring different background characteristics to college (i.e., person
ality traits, academic aptitude, family background, secondary school 
achievement and experiences) which lead them to interact with the 
institutional environment in different ways. In turn, the nature and quaUty 
of these interactions lead to different levels of integration into the academic 
and social systems of the institution. The implication is that the higher the 
student's levels of social and academic integration the more likely the 
student is to persist at the institution (Tinto, 1975). 

The ideal relationship between student and college may be a 
continuing series of not-too-threatening discontinuities (Feldman k 
Newcomb,1969; Rodgers, 1985). Too great a divergence, especially initially, 
may result in the student's marshalling of resistances, or even withdrawal 
from college. Too little might mean no challenge, no change, and no impact 
(Feldman k Newcomb, 1969). 

Dawis, Lofquist, and Weiss (1968) propose a theory of work adjustment 
by which an explanation of the college adjustment process may be inferred. 
The theory is based on the concept of correspondence between the 
individual and the environment. Dawis, Lofquist, and Weiss (1968) explain 
that correspondence between an individual and the environment implies 
conditions that can be described as "... a reciprocal and complementary 
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relationship between individual and his environment" (p. 3). A basic 
assumption of the theory of work adjustment is that each individual seeks to 
achieve and maintain correspondence with the environment (Dawis, Lofquist, 
& Weiss. 1968). 

When an individual enters a work environment for the first time, 
behavior is directed toward fulfilling its requirements. If one finds a 
correspondent relationship between oneself and the work environment, the 
individual seeks to maintain it. If this is not the case, one attempts to 
establish correspondence, or, failing in this, leaves the work environment. 

Correspondence between the individual and the environment is 
indicated by satisfactoriness and satisfaction; they are the basic indicators of 
success one has achieved and is maintaining (Dawis, Lofquist, k Weiss. 
1968). Satisfactoriness is defined as an external indicator of adjustment and 
is derived or obtained by means other than self-appraisal of the fulfillment 
of the requirements of the environment; satisfaction is an internal indicator 
of correspondence and represents the Individuals assessment of the extent 
to which the environment fulfills his/her needs (Dawis, Lofquist, k Weiss. 
1968). 

In the parallel school environment, satisfactoriness is indicated by 
external assessments of the student by the university such as grades, course 
credits, and eventually, the conferring of a degree. Like an employee, the 
college student must interact effectively with the work (study) environment. 
For the student, correspondence, as described by Dawis, Lofquist, and Weiss 
(1968), can be stated in terms of the individual's fulfilling the requirements 
of the college environment (i.e.. meeting minimal grade standard), and the 
college environment's, fulfilling the requirements or meeting the needs of 
the individual students (Starr. Betz, k Menne, 1972). Achievement of 
correspondence should increase the probability that the individual will 
remain in the environment (Starr, Betz. k Menne, 1972). Therefore, if an 
individual is to remain within the college environment, he or she must be 
fulfilling the requirements of that environment (performing satisfactorily) 
and the college environment must be meeting the needs of the student 
(leading to satisfaction) (Starr, Betz, k Menne, 1972). 

Support for the "goodness of fit"' hypothesis in relation to the 
university environment has been found in numerous studies (Astin, 1975; 
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Baker, McNeil k Siryk. 1985; Bean, 1985; Diedrich k Jackson, 1969; Feldman 
k Newcomb. 1969; Huebner, 1980; Nafziger. Holland, k Gottfredson. 1975; 
Pervin. 1967; Richardson, 1969; Starr, Betz, k Menne, 1972). Both Feldman 
and Newcomb (1969) and Lewis (1969) found that congruity between ideal 
and real perceptions of college was positively related to college choice 
satisfaction. 

Huebner (1980) found congruence related to satisfaction, achievement, 
successful coping behavior, and better performance. Bean (1985) reveals a 
relatively large relationship between academic integration and institutional 
fit. Astin (1975) asserts that congruence is enhanced if the student attends 
an institution in which social backgrounds of other students resemble each 
other. Such interactions are apparent with the home town size, religion, and 
race of the student (Astin, 1975). 

Bean"s (1985) study reveals the degree of institution fit had the 
greatest influence on the dropout rate among freshmen. Starr. Betz. and 
Menne (1972) also report that lower levels of satisfaction with the 
institution were reported among all dropouts—both academic and 
nonacademic—than among persisters. As one would expect, if there is a low 
level of congruence between student and institution, students leave the 
university prior to the sophomore year (Bean, 1985). Although, as stated 
above, academic integration had a great influence on institutional fit, social 
life had the greatest effect on fit for aU three of the classes studied-
freshmen, sophomores, and juniors—implying that fitting in at school is due 
to interaction with peer groups (Bean, 1985). 

These findings suggest that the primary agents of socialization for 
university students are their peers. This finding was further reinforced by 
the negative influence found by outside friends; Bean (1985) suggests that 
freshmen who want to be with a significant other outside the school are not 
being socialized by their peers, and the greater the importance of these 
outside friends,'"... the less good the student's institutional fit"' (p. 54). 

Diedrich and Jackson (1969) investigated the relationship between 
satisfaction and a number of variables, and found that dissatisfied students, 
as seen by their teachers, tended to violate common expectations in the 
classroom. Interestingly, satisfaction was unrelated to achievement or 
ability measures. 
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Rand (1968) provides different evidence regarding the relationship 
between satisfaction and student-environment congruency. He included 
measures of scholastic potential, personality, interests, and subcultural 
orientation of freshmen at 28 colleges. The results of this study cast doubt 
on the notion of "goodness of fit" as related to satisfaaion. The notion that 
students most similar or dissimilar to students at their chosen school are 
more satisfied or dissatisfied was not supported. He concluded that the 
relationship between satisfaction and matching is at best minimal and quite 
complex (1968). 

Summary 
There can be little doubt that the college freshman experiences a 

great deal of change, requiring a repertoire of coping behaviors which 
categorically address new intellectual social, and personal demands. 
Generally considered a multifaceted process, adjustment herein has been 
defined as including four general areas—academic adjustment, social 
adjustment, personal-emotional adjustment, and goal-commitment-
institutional attachment (Baker k Siryk, 1984). 

Knott and Daher (1978) explain, "Lack of adaptability to these 
demands can result in a costly and often unnecessary educational casualty" 
(p. 457). When considering some of the common features of the freshman 
situation—absence from home, the academic requirements and expectations, 
the presence of a student society and culture to which one must adapt--it 
seems that entering college brings about a developmental crisis, in Erikson's 
(1953) sense of the term. The freshman year is typically considered to be 
stressful for incoming students because of the major life changes 
experienced (Knott k Daher, 1978; Lokitz k Sprandel 1978). 

The problems experienced by these students has increased over the 
past decade (Koplik k DeVito, 1986; Mayes k McConatha. 1982; Palladino k 
Tryon, 1978; Sagaria, Higginson, k White. 1980) suggesting the possibility of 
increased difficulty with the adjustment process as well. In response, 
several universities (i.e., Clark University, University of Iowa, University of 
Ohio. University of Rhode Island, and Bowling Green State University) have 
attempted to address the issue by implementing programs specifically 
designed to aid freshman adjustment (Baker k Nisenbaum, 1979; Gelso k 
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Rowell, 1967; Hetherington k Davis, 1984; Knott k Daher, 1978; Levin, 1967; 
Rodgers, 1985; Scherer k Wygant, 1982); although Baker and Nisenbaum 
(1979) report their program as being largely unsuccessful 

The manner in which one approaches any new experience may vary 
as a function of the perception of control of reinforcement. Simultaneously, 
new student orientation programs serve as the most widely utilized attempt 
at facilitating the transition to college. Because of their possible effect on the 
student"s adjustment to college, both of these areas will be reviewed next. 

Locus of Control 
Introduction and Definition 

The concept of locus of control is based on social learning theory which 
states that a reinforcement acts to strengthen an expectancy that a particular 
behavior or event will be followed by that reinforcement in the future 
(Rotter, 1966, 1975). When an expectancy is not reinforced by the behavior-
reinforcement sequence, the expectancy will be either reduced or 
extinguished (Rotter, 1966). Rotter (1966. 1975) posits that individuals 
differ in the degree to which they attribute reinforcements to their own 
actions or to other forces and hypothesises the normal population 
approximates a bell-shaped curve. Locus of control is, therefore, defined as 
follows: 

When a reinforcement is perceived by the subject 
as following some action of his own but not being 
entirely contingent upon his action, then, in our 
culture, it is typically perceived as the result of 
luck, chance, fate, as under the control of powerful 
others, or as unpredictable because of the great 
complexity of the forces surrounding him. When 
the event is interpreted in this way by an individual, 
we have labeled this a belief in external control 
If the person perceives that the event is contingent 
upon his own behavior or his own relatively permanent 
characteristics, we have termed this a belief in 
internal control (Rotter. 1966. p. 1) 

Rotter (1975) comments on two problems regarding the internal-external 
locus of control construct. In research, the most frequent problem is failure 
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on the part of investigators to consider the value of reinforcement (Rotter, 
1975); what is reinforcing for one, may not be for another. By the time one 
enters college, he or she is aware of the individual relationship between 
effort and grades. Motivation—or the value placed upon academic 
achievement reinforcements-is the difference between two students of the 
same abilities (Rotter, 1975). 

The other difficulty revolves around the question of unidimensionality 
versus multi-dimensionality. Several studies have reported multi
dimensional results of factoral analyses of Rotter's (1966) construct (Collins, 
1974; Fleming k Courtney, 1983; Fleming k Spooner. 1985; Mirels. 1970; 
Ward k Thomas. 1985). StiU. Rotter (1975) believes that such analyses do 
not reveal"'... the true structure of the construct; they only reveal the kinds 
of similarities perceived by a particular group of subjects for a particular 
selection of items"" (p. 63). In the early development of the scale. Rotters 
own (1966) factor analysis revealed the majority of variance to be accounted 
for by one general factor. 

Rotter"s well-known (1966) article synthesizes much of the research in 
the area of locus of control and reports that: 1. External individuals are less 
likely to expect future success than internals since internals perceive success 
to be the result of their own skill and efforts; 2. Internals are likely to (a.) 
be more alert to those aspects of the environment which provide useful 
information for future behavior, (b.) take steps to improve the 
environmental condition, (c.) place greater value on skill or achievement 
reinforcements and be generally more concerned with his or her ability, and 
(d.) be resistive to subtle attempts of influence. 

Rotter (1975) describes adjustment as"'... only a value concept, and any 
relationship [between adjustment and locus of controll must depend upon 
the definition of adjustment"' (p. 60). Although he states that there should 
be a curvilinear relationship between the two (1966), the relationship has 
not been borne out (1975). Still, however, self-reports of control scales 
correlate with self-report scales of adjustment (Warehime k Foulds, 1971). 
anxiety (Himle k Barcy, 1975). hopelessness and depression (Prociuk, Breen, 
k Lussier, 1976), social avoidance and self-esteem (Geist k Borecki, 1982) 
and stress (Heretick, 1981). Rotter (1975) explains that, because typical 
internals tend to repress failures and unpleasant experiences, they may 
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report lower levels of anxiety or higher levels of adjustment. He (1975) also 
explains, however, that the degree of happiness among those who repress a 
great deal is unknown. 

Keller and Pugh (1976) studied 140 male and 130 female freshmen at 
Indiana University and found the expected positive relationship between 
internal locus of control and personal adjustment. Both males and females 
characterized by internal locus of control tended to be well adjusted and 
have a positive self-attitude. Subjects reporting an internal locus of control 
also tended not to have, or did not admit to having, psychological difficulties 
and anxieties and tended not to engage in deviant or unconventional 
behaviors. 

Gender differences have been indicated by both Keller and Pugh 
(1976) and Kleiber (1980). According to Keller and Pugh (1976), internally 
oriented females tended to be more intellectual, more competitive, and 
preferred certainty to ambiguity. On the other hand, males characterized by 
internal lociis of control tended to be more affiliative and conservative, both 
socially and religiously. 

Like Keller and Pugh (1976), others have also found a relationship 
between internality and participation (Gore k Rotter, 1963; Strickland, 
1965). Strickland's (1965) study revealed the I-E Scale to be a significant 
predictor of ""political activism" among college students. Similarly, Gore and 
Rotter (1963) report comparable results among black students. Still. 
Abramowitz (1974) believes findings pertaining to locus of control and 
political participation to be inconsistent. He (1974) speculates that this may 
be due to the fact that no study has attempted to assess the personal value-
degree of reinforcement—respondents attach to political behavior. 

Research has indicated that internals as more likely than externals to 
actively seek information that will be useful in the future (Davis k Phares. 
1967). Similarly, Feldman and Newcomb (1969) report "competent" high 
school seniors engage in preparatory activities in anticipation of college. In 
varying degrees, they educated themselves on the university environment in 
advance by interacting with college friends and representatives and visiting 
college campuses. They also reported deriving support "... from an 
awareness that others were 'in the same boat." that others, too. were 
experiencing anxiety"' (Feldman k Newcomb. 1969. p. 71). 
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Kleiber"s (1980) study hypothesized a relationship between anxiety, 
locus of control and level of leisure activity; findings revealed limited 
support for the hypothesis. While there was a significant negative 
correlation between level of aaivity and anxiety among males, no 
significance was discovered between activity and locus of control Among 
females, however, a significant relationship was found between locus of 
control and activity but no significance was discerned between anxiety and 
activity. Based on these findings, Kleiber (1980) speculates that, for some 
subjects, internal locus of control and a low level of anxiety may be more a 
function of academic work than leisure activity. 

Locus of Control and Academic Adjustment 
Unsure of what to expect intellectually, the manner in which college 

freshmen approach the academic environment may vary as a function of 
their locus of control. Ryback and Sanders' (1980) study suggests that 
externals prefer a more structured classroom environment while internals 
are more satisfied with a student-centered, humanistic approach. It can be 
inferred from research, however, (Baum, Mapp, k Davis. 1978) that as class 
size increases, the student's sense of control will decrease. Therefore, large 
classes may only serve to increase feelings of anxiety and powerlessness for 
the already insecure freshman. 

As would be expected, research reveals a relationship between 
externality and undecidedness of major (Hartman k Fuqua, 1983; Taylor. 
1982). Taylor's (1982) study points out that vocationally undecided college 
students are characterized by external locus of control and are more fearful 
of success. Similarly, Hartman and Fuqua (1983) present information that 
describe undecided college students as being state and trait anxious, 
externally controlled, and confused as to their identity. Although undecided 
externals were discovered to have lower ACT scores than their decided 
counterparts, Taylor (1982) also found locus of control to be the only 
predictor of vocational indecision among high ability students. This suggests 
that external locus of control may inhibit the making of vocational decisions 
for those who enjoy a number of options. Consistent with other research, 
these findings indicate locus of control is related to one's perception of 
reinforcement but not motivation toward achievement or ability (Edwards k 
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Waters, 1981a; Edwards & Waters, 1981b). Interestingly, locus of control 
personality measures have even been found to be better predictors of 
degree attainment than conventional ability scales (Otten, 1977). 

Locus of Control and Social Adjustment 
Other factors, such as one's living conditions, may also have a bearing on 

locus of control. Through a combination of survey, observation, and field 
experience methods, Baum, Mapp, and Davis (1978) ascertained that 
residents living in long (more populated) corridors of a residence hall 
expressed lower feelings of control over their environment. Students in this 
particular living situation were also less likely to interact with others and 
form local social groups. Conversely, those living in smaller residential 
clusters (short-corridors) experienced more control over the environment. 
They reported less social interference and social groups evolved more 
rapidly. Short-corridor residents were able to identify specific areas of their 
residence halls as being under group influence, and were more likely to feel 
they exerted control over that space as a result of group membership. 

Locus of Control and Personal-Emotional Adjustment 
Just as the college residential environment may effect one's perceptions 

of control, so may the student's previous milieu. Lefcourt (1976) has 
reviewed the literature pertaining to the social origins of internal-external 
attributions of reinforcement. While explaining that this area of research is 
far from complete, he (1976) cites Crandall (1973) as presenting the most 
complete body of data on the subject. Her longitudinal study revealed that, 
at some point during childhood, the internal adult experienced a greater "... 
push out of the nest" than the external adult. Lefcourt (1976) ascertains that 
the attentive, responsive, critical, and contingent environment seems to 
precede the development of an internal locus of control. Conversely, 
ostracization and deprivation or extreme control, inconsistent discipline, and 
lack of withdrawal on the part of the parent are likely to result in feelings of 
helplessness and an external locus of control. Interestingly, the milieu likely 
to inspire an external locus of control in the offspring is similar to the 
environment described earlier as likely to inhibit the separation-
individuation process necessary for adjustment within a new environment. 
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Summary 
The manner in which one approaches the university environment, and. in 

turn, the adjustment process, may vary as a function of the students locus of 
control orientation. Externals have consistently been found to be less well 
adjusted, more anxiety prone, more Ukely to be undecided regarding a 
major, and preferring of more structure in a classroom setting. Internals, on 
the other hand, have been found to be more likely to express higher levels of 
adjustment, lower levels of anxiety, a decision regarding major field of study, 
and preference for more freedom and less structure in the classroom. 

At Texas Tech University—as most public institutions of higher learning-
-freshmen are required to live on campus unless they are married, living 
with members of their immediate family, or have special permission from 
the Dean of Students. The vast majority of freshmen live in residence halls. 
The living situation can have an effect on students' perceptions of control 
and the likelihood of social contacts. Those living in less populated halls 
were more likely to perceive control of the environment and to form social 
groups on their floors. 

Prior knowledge or experience regarding an environment may result 
in a smoother transition to that environment. For that reason, orientation 
literature will be presented next. 

Orientation 
Introduction 

The freshman year in college can play an instrumental role in the 
process of student growth and development. Heath (1968) in his study of 
student development has concluded. 

The pattern of the freshman's growth in college is 
largely set in the first few months of college; much 
of his [or her] later growth represents a further 
stabilization and integration of that growth. 
(p.157) 

Within this context, the attitudes and orientations students have at entry to 
college not only mediate how they perceive the college environment, but also 
the manner in which they interact with that environment. The degree of 
experience with the university environment may play an important role in 
the level of collegiate adjustment, perseverance, and success, or conversely 
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maladjustment, attrition, and failure (Crandall, 1978; Feldman k Newcomb. 
1969; Sanford, 1962). 

Research has revealed-both in military academies and business-that 
realistic information regarding a situation into which new organizational 
members were about to enter consistently results in reducing the number of 
voluntary resignations (Ilgen k Seely, 1974; Wanous, 1977). This suggests 
that knowledge regarding what to expect in a new situation may well 
facilitate the adjustment process. 

Beginning with the informal efforts of upperclassmen and faculty to 
welcome freshmen to campus, the first formal orientation program was 
introduced in 1888 when Boston University provided a course to acquaint 
new students with college life (Drake, 1966b; Mueller, 1961). By 1925, over 
25 colleges had such courses (Drake, 1966b) with some institutions offering 
them for academic credit (Mueller, 1961). 

Precollege or summer clinics, first instituted by Michigan State 
University in 1949 (Drake, 1966b), took the place of formal courses (Butts, 
1971). By the mid-1960's, freshman week and/or summer clinics were 
practically nonexistent, although renewed interest in them has been noted in 
recent years (Cantor, 1974; Ehrlich, 1969;Felker, 1973;0'Banion. 1969; 
Snider. 1970). 

Definition 
Both historically and institutionally, orientation activities have and do 

vary greatly, depending on the nature, size, staffing, clientele, and purpose of 
each school. Defining orientation is difficult at best because the goals, 
techniques, and participants in the process vary from institution to 
institution (Butts, 1971; Cantor, 1974). By focusing on general outcomes, 
however, Upcraft and Farnsworth (1984) have provided a broad but 
workable definition: "Orientation is any effort on the part of an institution to 
help entering students make the transition from their previous environment 
to the collegiate environment and to enhance their success in college" (p. 27). 

Many colleges and universities hold a brief (e.g., two to three days) 
incoming student orientation prior to the beginning of classes each year 
(Pascarella, Terenzini. k Wolfle. 1986). The broad goals of such orientation 
programs are typically to acquaint students with the administrative 
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regulations and expected behaviors of the institution, introduce them to 
student organizations and activities, acquaint them with available student 
services, help them design an academic program, and provide opportunities 
to meet informally with the institutions faculty in a nonclassroom setting 
(Pascarella, Terenzini, k Wolfle, 1986). Clearly, there are numerous 
variations on this theme, but the general purpose underlying most 
orientation programs is to facilitate the student's successful integration into a 
new and unfamiliar academic and social setting. From this perspective, 
precollege orientation experiences may be one mechanism whereby colleges 
positively influence the anticipatory socialization of incoming students 
(Pascarella, Terenzini, k Wolfle. 1986). It would follow that students 
exposed to such orientation experiences would be somewhat more successful 
in becoming initially adjusted within the institution's milieu. 

Upcraft and Farnsworth (1984) posit four goals of orientation programs. 
First, and foremost, orientation programs should help students with their 
academic adjustment to college. By so doing, both the student and the 
institution will benefit by maximum academic achievement and retention. 
Secondly, orientation programs and services should aid students in their 
personal adjustment to the university environment so that personal 
development may be maximized. Thirdly, orientation programs and services 
should help the families of entering students understand what their sons, 
daughters, or spouses are about to experience. Finally, orientation programs 
and services should help the institution learn more about its entering 
students. 

Orientation and Adjustment to College 
Summer orientation programs have developed as one means of 

improving and accelerating the transition from high school to college (Bean, 
1985; Crandall 1978; Forrest k Knapp, 1966; Goodrich k Pierson, 1959; Ilgen 
k Seely, 1974; Titley, 1985). Titley (1985) asserts that, well done, 
orientation leads students to greater developmental independence, parents 
to more realistic expectations for both the offspring and the institution, and 
to more effective participation in the educational process. 

As explained earlier, college entrance presents many students with 
their first opportunity to function as independent adults. Although this is 
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initially exhilarating for most students, the feeling is soon dampened by the 
realization that help in decision-making relied on in the past is no longer 
immediately present (Dannelis, 1986). Those students who have attended 
orientation should be more aware of and, therefore more likely to utilize, 
support systems such as the counseling services, academic advisors, health 
clinic, and so forth (Dannelis. 1986). 

Dannelis (1986) explains that orientation can address and therefore 
reduce student transition and adjustment difficulties in three ways: a. by 
providing students with an introduction to the university resources that can 
help students in resolving problems they may encounter; b. by attempting to 
ensure that new students are content with their academic choices before 
classes begin. (One way of doing this is by providing an opportunity for 
personal academic advisement.) and c. by administering an inventory 
measuring the student's needs for support services. Once identified, the 
students in greatest need of services could be directed to these resources. 

Orientation programs have been found to affect students" attitudes in 
the following ways: more realistic expectations of academic demands (Cole k 
Ivey, 1967) and the environment in general resulting in greater satisfaction 
and better adjustment (Robinson, 1970); a general increase in positive 
feelings toward college life and learning (Reiter, 1964); greater interest in 
the extracurriculum (Chandler, 1972); a more clear understanding of the 
student role and its responsibilities (Rising, 1967). Kramer and Washburn's 
(1983) study revealed that students" overall perceived needs significantly 
decreased as they went through the orientation process. 

Bean (1985) states, 'Any programs that increase a student's academic 
performance, sense of social fit, and personal loyalty to an institution would 
also be expected to reduce attrition" (p. 63). Studies reveal that students 
who attend orientation have made better initial adjustment to the university 
and have been less likely to withdraw from school during their freshmen 
year (Goodrich k Pierson. 1959; Pascarella, Terenzini k Wolfle, 1986). 

Goodrich and Pierson (1959) report that as many as four times as 
many non-orientation participants as orientation attenders withdrew from 
the Michigan State University during the early months of the school year. 
Informal reports from orientation participants emphasized aid in the 
students" initial adjustment to the University by clarifying academic 



strengths and weaknesses so that more appropriate curricular plans could be 
made, by familiarizing students with some of the physical facilities, 
personnel, student services, and particularly by reducing some of the fear 
and confusion that frequently arise in the minds of students as they consider 
entering a large university (Goodrich k Pierson, 1959). 

Moore, Peterson, and Wirag (1984) assert that making a satisfactory 
academic adjustment is high on the list of immediate needs for most 
incoming students (Chickering, 1969; Higginson, Moore, k While. 1981; 
Kramer k Washburn, 1983). Kramer and Washburn (1983) report that 
students consistently ranked and perceived academic and career planning 
needs as most important both before and after orientation. Orientation 
should inform students regarding choosing a major, registration procedures, 
course selection and scheduling; academic survival techniques such as study 
skills, test taking, handling academic stress, and evaluating local academic 
competition; and locating key academic resources. 

Still, the combination of being on their own for the first time, and 
being especially subject to the influence of their peers is an important 
consideration when planning orientation programs and services for 
traditional entering students (Moore, Peterson, k Wirag, 1984). In regard to 
orientation programming, Kramer and Washburn (1983) assert, "Efforts 
should be made to balance the orientation program with activities that 
promote peer association, foster affiliation with the college, and provide 
direction in personal adjustment to campus life. The college experience is 
certainly more than the curriculum" (p. 318). Programs should contain 
special topics to meet these needs and should capitalize on peer group 
support and influence to reinforce whatever learning is planned (Moore, 
Peterson, & Wirag, 1984). 

Some consider the most important aspect of freshman adjustment to 
be the influence of students on one another (Feldman k Newcomb, 1969; 
Upcraft, Finney, k Garland,1984; Rodgers. 1985). Peer groups help achieve 
independence from home and family, support or impede academic goals, 
provide emotional support, develop interpersonal skills, change or reinforce 
values, and influence career decisions (Feldman k Newcomb, 1969). 

Kenny (1987) explains the importance of parent-adolescent 
interdependence in the college adjustment process. She likewise asserts that 
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orientation should also be a time to communicate to parents ways in which 
they can support the development and adjustment of their college-age 
children. 

Pascarella, Terenzini, and Wolfle (1986) investigated the effect of 
orientation on freshman persistence and withdrawal within the context of 
Tintos (1975) model Briefly, the model asserts that students enroll at a 
university with a range of background characteristics and varying degrees of 
initial commitments to the goal of graduation from college in general and the 
specific institution in particular. Together these characteristics and 
commitments are hypothesized as influencing how successful and well 
integrated the student will be in the environment. With this model (Tinto, 
1975) as a basis, Pascarella, Terenzini and Wolfle (1986) sought to test the 
influence of new student orientation on student persistence and withdrawal 
behavior. 

Freshmen subjects were drawn from a medium-sized (approximately 
10,000 undergraduate students), state supported, residential university 
(Pascarella, Terenzini, &Wolfle,1986). Data were collected prior to 
orientation and in the middle of the spring semester. Additional information 
was obtained from student records after the 1976-77 academic year. 

Students had a choice of 13 optional, identical orientation conferences; 
each one, two-days in length. Orientation activities were planned for both 
students and their parents. The overall stated goal of the program was to 
facilitate the "'... successful transition of new freshmen from secondary 
school to a new and quite different setting" (Pascarella, Terenzini, k Wolfle. 
1986, p. 159). This general goal was divided into three subgoals: a. develop
ment of academic and educational awareness, b. development of an 
awareness of available institutional services and resources, and c. develop
ment of an identification with the institution. 

Findings revealed that orientation largely influenced freshman year 
persistence by directly impacting important intervening variables such as 
social integration and commitment to the institution. These latter two 
variables had the largest direct effects on freshman year persistence of all 
(14) variables in the model. Thus, the major positive influence of exposure 
to orientation on freshman persistence was transmitted mainly through its 
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influence on freshman year social integration and, to a somewhat lesser 
degree, through its influence on subsequent commitment to the institution. 

It appears, therefore, that the orientation experience impacted 
students' initial abilities to cope with a new set of social challenges in an 
unfamiliar environment (Pascarella, Terenzini, k Wolfle, 1986). The process 
of applying this knowledge and developing initially successful integration 
into the social system of the institution was the factor which most directly 
influenced commitment to the institution and persistence. 

Nature of Orientation Programs 
Although orientation programs vary from university to university, 

there are many similarities among them as well Forrest and Knapp (1966) 
explain that, like Texas Tech's Orientation Program, summer programs 
typically consist of a series of one to three day identical programs repeated 
on campus at various times throughout the summer. Such programs have 
increased in popularity over the past few years. For example, in 1966 only 
14% of 110 colleges offered precollege orientation (Drake. 1966a). But by 
1972. about half of the community colleges, 43% of colleges and universities 
with enrollments of less than 10,000 and 84% of larger universities utilized 
summer clinics (Van Eaton, 1972). 

The National Orientation Directors Association Data Bank (1986-87) 
reports that, among colleges and universities of more than 15,000 students. 
52% conduct one-day summer orientation conferences for freshmen students 
and, like Texas Tech. 48% conduct two-day freshmen conferences. Within 
the same size category of universities and colleges, 66% report orientation 
participation as voluntary, 34% require all freshmen students to attend 
orientation; 59% report faculty advisement of students. 

The Council for the Advancement of Standards articulates eighteen 
goals in the interpretive guidelines. In descending order, the percentages of 
large institutions having programs or research to address these needs are as 
follows (frequency-% in each category): to promote an awareness of non-
classroom opportunities, to develop familiarity with the physical 
surroundings, and to provide information and exposure to available school 
services (100%); to assist students in determining their purpose in attending 
the institution and developing position relationships, to provide an 



46 

atmosphere and sufficient information to enable students to make reasoned 
and well-informed choices, and to create an atmosphere that minimizes 
anxiety, promotes positive attitudes and stimulates an excitement for 
learning (97%); to provide information concerning academic policies, 
procedures, requirements, and programs, and to help students understand 
the institution's expectations of them (93%); to improve the retention rate of 
new students, and to explain the process for class scheduling and registration 
and provide trained supportive assistance to accomplish this task (90%); to 
identify the costs in attending the institution, both in terms of dollars and 
personal commitment, to provide referrals to qualified counselors and 
advisors, to provide appropriate information on personal safety and security, 
and to provide opportunities for new students to discuss expectations and 
perceptions of the campus with continuing students (86%); to help students 
identify and evaluate housing and commuting options (83%); to assist 
students in understanding the purpose of higher education, and to assist 
students in understanding the mission of the specific institution (79%); and 
to provide information about and opportunities for self-assessment (59%) 
(NODA Data Bank, 1986-1987, pp. 55-56). Texas Tech University's 
Orientation Program provides at least one program during each freshman 
conference to address each of these goals and is discussed in detail in 
Appendix D. 

Summary 
Orientation has been defined as "... any effort on the part of an 

institution to help entering students make the transition from their previous 
environment to the collegiate environment and to enhance their success in 
college" (Upcraft k Farnsworth. 1984. p. 27). By virtue of definition and 
programming, facilitating the adjustment process is one of the primary 
objectives of new student orientation programs at universities across the 
United States. While no two programs are alike, there are a number of 
program similarities attempting to attain comparable goals. Attainment of 
these goals has been substantiated by research (Goodrich k Pierson, 1959; 
Pascarella. Terenzini k Wolfle. 1986; Robinson, 1970). 
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Chapter Summarv 
and Statement of Hvpotheses 

Both Erikson's (1982) and Chickering's (1969) theories assert that 
resolution within a particular stage or vector, whether positive or negative. 
affects the resolution of future developmental tasks. Unlike Erikson s stages. 
however. Chickering's veaors can recycle in a life. The scope of Chickering's 
theory is more narrow and specific than Erikson's, and therefore, probably 
more pertinent to student development (Rodgers, 1980). 

According to Erikson (1982), at college entrance the traditional aged 
freshman may be struggling with the establishment of identity versus 
identity confusion or, if more mature, intimacy versus isolation-the first 
stage of adulthood. Similarly, Chickering (1969) submits that the student is 
attempting to develop competence in three areas—intellectual social, and 
physical/manual—at the time of college entrance. 

The first year of college encompasses many new experiences for 
freshmen. Adjustment to the university environment has important 
implications for the remaining college years (Knott k Daher. 1978). 

There can be little doubt that the college freshman experiences a great 
deal of change, requiring a repertoire of coping behaviors which categorically 
address new intellectual, social, and personal demands (Baker k Siryk, 1984, 
1986; Coons, 1970; Feldman k Newcomb, 1969; Knott k Daher. 1978; 
Sanford, 1962; Walsh 5c Russel 1969; Whiteley, 1982). Generally considered 
a multifaceted process, adjustment herein has been defined as including four 
general areas—academic adjustment, social adjustment, personal-emotional 
adjustment, and goal-commitment-institutional attachment (Baker k Siryk. 
1984). 

The manner in which one approaches the university milieu, and, in 
turn, the adjustment process, may vary as a function of his or her locus of 
control orientation. Externals have consistently been found to be less well 
adjusted (Keller k Pugh, 1976; Warehime k Foulds, 1971), more anxiety 
prone (Himle k Barcy, 1975). more likely to be undecided regarding a major 
(Hartman k Fuqua, 1983; Taylor, 1982), and preferring of more structure in 
a classroom setting (Ryback k Sanders; 1980). Internals, on the other hand, 
have been found to be more likely to express higher levels of adjustment. 
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lower levels of anxiety, a decision regarding major field of study, and 
preference for more freedom and less structure in the classroom. 

Some universities have attempted to ease the transition by creating 
workshops or mini-courses for the purpose of facilitating adjustment (Baker 
k Nisenbaum. 1979; Gelso k RoweU, 1967; Hetherington k Davis, 1984; Knott 
k Daher, 1978; Levin, 1967; Rodgers, 1985; Scherer k Wygant. 1982). Still 
the most widely utilized means by which institutions recognize the need to 
integrate students into the university community is by new student 
orientation programs (Pascarella, Terenzini, k Wolfle, 1986). 

By virtue of definition and programming, facilitating the adjustment 
process is one of the primary objectives of new student orientation programs 
at universities across the United States (Council for the Advancement of 
Standards, 1986; Dannelis, 1986; Upcraft k Farnsworth, 1984). While no two 
programs are alike, there are a number of program similarities attempting to 
attain comparable goals (NODA Data Bank, 1986-87). Attainment of these 
goals has been substantiated by research (Goodrich k Pierson, 1959; 
Pascarella, Terenzini, k Wolfle, 1986; Robinson, 1970). 

Hypotheses 
Based on the review of related literature, the following hypotheses are 

presented: 
Hi: Subjects attending orientation will score significantly higher on 

the Freshman Transition Questionnaire (FTQ) than those who did not attend 
an orientation conference. 

One of the primary objectives of New Student Orientation Programs is 
to facilitate the college adjustment process (Bean, 1985; Crandall 1978; 
Dannelis, 1986; Forrest k Knapp, 1966; Goodrich k Pierson, 1959; Ilgen k 
Seely, 1974; Pascarella, Terenzini, ScWolfle, 1986; Titley, 1985). Pascarella, 
Terenzini. and Wolfle (1986) were successful in revealing the attainment of 
this goal. However, they did not investigate the adjustment process during 
the initial semester, looked more directly at orientation effects on voluntary 
college persistence than adjustment, and conducted the study at a medium 
sized university (approximately 10.000 students) rather than a large 
institution. 
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Hja- Subjects attending orientation will score significantly higher on 
each of the four subscales—academic adjustment, social adjustment, 
personal-emotional adjustment, and goal commitment-institutional 
attachment-within the FTQ. 

Pascarella, Terenzini, and Wolfle's (1986) study revealed the 
orientation experience resulted in the facilitation of freshmen social 
integration and commitment to the institution. Dannelis (1986b) explains 
that orientation can address and therefore reduce student transition and 
adjustment difficulties by providing students with an introduction to the 
university resources that can help students in resolving problems they may 
encounter and by trying to ensure that new students are content with their 
academic choices before classes begin. Orientation programs have been 
found to affect students' attitudes in the following ways: more realistic 
expectations of academic demands (Cole k Ivey, 1967), a general increase in 
positive feelings toward college life and learning (Reiter, 1964). greater 
interest in the extracurriculum (Chandler, 1972), and a more clear 
understanding of the student role and its responsibilities (Rising, 1967). 
Kramer and Washburn's (1983) study revealed that students" overall 
perceived needs significantly decreased as they went through the orientation 
process. 

H2: Subjects attending orientation will exhibit a significantly higher 
rate of return the subsequent (spring) semester than orientation non-
attenders. 

Again, Pascarella, Terenzini and Wolfle's (1986) study reveals that 
orientation attenders had a significantly higher rate of return for the second 
semester of college than those who chose not to attend orientation. 

H3: Subjects attending orientation will score significantly more 
internal on Rotter's I-E Locus of Control Scale than orientation non-attenders. 

Keller and Pugh's (1976) study indicates that males characterized by 
internal locus of control tend to be more affiliative and conservative, both 
socially and religiously. Others have also found a relationship between 
internality and participation (Gore k Rotter, 1963; Strickland, 1965). 
Strickland's (1965) study revealed the I-E Scale to be a significant predictor 
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of "'political aaivism" among college students. Similarly. Gore and Rotter 
(1963) report comparable results among black students. 

Feldman and Newcomb (1969) report "competent' high school seniors 
engage in preparatory activities in anticipation of college. In varying 
degrees, they educated themselves on the university environment in 
advance by interacting with college friends and representatives and visiting 
college campuses. They also reported deriving support"... from an 
awareness that others were in the same boat," that others, too. were 
experiencing anxiety" (Feldman k Newcomb. 1969, p. 71). 

Based on findings that present internals as more likely to actively 
seek information that will be useful in the future (Davis k Phares. 1967). it 
is predicted that internals will be more likely to attend an orientation 
conference than externals. Internals, being likely to be more alert to those 
aspects of the environment which provide useful information for future 
behavior, take steps to improve the environmental condition, place greater 
value on skill or achievement reinforcements and be generally more 
concerned with their abilities (Rotter, 1966), will be more likely to attend 
orientation than those characterized by external locus of control 

H4: Subjects attending orientation early in the summer (conferences 1 

through 3 in June) will score significantly more internal on Rotter s I-E Locus 
of Control Scale than those attending orientation late in the summer 
(conferences 6 through 8 in late July and early August). 

Because internals are more likely to be alert to those aspects of the 
environment which provide useful information for future behavior, take 
steps to improve their situation, and place greater value on their skill and 
ability (Rotter, 1966), they will be more likely to be admitted to the 
university and register for an orientation conference at an early date. 

H5: Subjects characterized as internal locus of control on Rotter's I-E 

Locus of Control Scale will score significantly higher on the FTQ than those 
characterized by external locus of control. 

Externals have consistently been found to be less well adjusted (Keller 
k Pugh, 1976; Warehime k Foulds, 1971), and more anxiety prone (Himle k 
Barcy, 1975). Conversely, internals have been found to be more likely to 
express higher levels of adjustment and lower levels of anxiety. 
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H6: There will be a significant interaction effect between locus of 
control, orientation attendance/non-attendance, and overall adjustment to 
college. 

H6a: Subjects attending orientation and exhibiting an internal locus of 
control will manifest a significantly higher general score on the FTQ than 
non-attending, internals. 

H6b: Subjects attending orientation and exhibiting an external locus of 
control will manifest a significantly higher full scale score on the FTQ than 
non-attending externals. 

H6c- Subjects attending orientation and manifesting an internal locus 
of control will manifest a significantly higher full scale score on the FTQ than 
non-attending externals. 

H6d: Subjects attending orientation and manifesting an internal locus 
of control will manifest a significantly higher full scale score on the FTQ than 
attending externals. 

This hypothesis will address the question regarding how orientation 
and locus of control effect the adjustment process. Externals have 
consistently been found to be less well adjusted (Keller k Pugh. 1976; 
Warehime k Foulds, 1971), and more anxiety prone (Himle k Barcy, 1975). 
Conversely, internals have been found to be more likely to express higher 
levels of adjustment and lower levels of anxiety (Himle k Barcy, 1975; Keller 
k Pugh, 1976; Warehime k Foulds, 1971). Simultaneously, both Pascarella, 
Terenzini and Wolfle (1986) and Goodrich and Pierson (1959) have found 
orientation participation to be positively related to adjustment to college. 

Hy: Subjects who have declared a major will score significantly more 

internal on Rotter's I-E Locus of Control Scale than those who are undecided 
regarding a major field of study. 

Externals have been found to be more likely to be undecided 
regarding a major while internals have been found to be more Ukely to 
express a decision regarding major field of study (Hartman k Fuqua, 1983; 
Taylor, 1982). 

Hya: Those subjects who'have declared a major will score significantly 

higher on the full scale score on the FTQ than undecided subjects. 
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Smith and Baker (1987) report that decidedness regarding a major is 
associated with better adjustment to college, the effect being more 
pronounced in the areas of academic adjustment and goal commitment-
institutional attachment. Likewise, students who have declared a major 
have consistently been reported in the literature as manifesting lower levels 
of anxiety (Bechtol, 1978; Brown k Strange. 1981; Titley k Titley. 1980). 
One who has declared a major will not have that particular source of anxiety 
and should, therefore, manifest higher scores on the FTQ. 



CHAPTER III 

METHODOLOGY 

Subjects 
Subjects for the study were traditional freshmen students enrolled 

full-time at Texas Tech University. Drawn from large sections of 
Introduaory History courses, they represent a cross-section of the 
University's freshman class. The number of subjects was 315. 157 male and 
158 female. The average age was 18.2 years. A summary of data regarding 
all Texas Tech University entering freshmen for the fall of 1987 (American 
Council on Education and the University of California, Los Angeles) was 
compared to demographic information derived from subjects participating in 
this study. The comparison revealed that these subjects are representative 
of the 1987 freshmen student population. A summary of the information is 
presented in Chapter 4. 

Instruments 
Data were collected from subjects on two measures: the FTQ (see 

appendix A) and Rotter's Internal-External (I-E) Locus of Control Scale (see 
Appendix B). A demographic questionnaire was administered as well (see 
Appendix C). 

Freshman Transition Ouestionnaire (FTO) 
The FTQ, constructed by Baker and Siryk (1984). was used to assess 

students' success in adjusting to college life. The underlying assumption of 
the scale is that adjustment to college is multifaceted and makes various 
demands on students that require different coping responses (Baker, McNeil. 
k Siryk, 1985). Accordingly, the 67-item questionnaire has a full scale and 
four subscales: a) academic adjustment, consisting of 24 items related to 
motivation for, success in, and satisfaction with academic efforts; b) social 
adjustment, with 20 items referring to the amount and success of social 
involvement on campus, as well as how one is coping with being away from 
family and friends at home; c) personal-emotional adjustment, containing 15 

53 
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items designed to assess psychological distress as well as accompanying 
somatic symptoms, and d) goal commitment-institutional attachment 
subscale, which has 15 items related to satisfaction with being in college in 
general, and at a chosen college in particular (Baker, McNeU, k Siryk, 1985: 
Baker k Siryk, 1986). There are no overlaping items among the academic, 
social, and personal-emotional subscales, but the attachment subscale 
contains eight items that are also included on the social adjustment subscale 
and one item from the academic adjustment subscale (Baker, McNeil, k 
Siryk, 1985). 

Subjects rate their responses to each item on a 9-point Likert scale, 
with the sum of scores over all 67 items providing a measure of the subject's 
overall adjustment. In addition, scores are provided for each of the four 
subscales, with higher scores indicating better adjustment (Baker k Siryk, 
1986; Baker, McNeil k Siryk, 1985). 

Coefficient alpha values for the full scale range between .93 and .95; 
for the academic adjustment subscale, between .84 and .88; for the social 
adjustment subscale, between .90 and .92; the personal-emotional 
adjustment subscale, between .78 and .85; and for the goal commitment-
institutional attachment subscale, between .85 and .91 (Baker, McNeil, k 
Siryk. 1985). Correlations among the subscales range from .36 to .87, the 
higher values occurring in the comparisons of the social adjustment and 
attachment subscales, as would be expected because they share several 
common items. The range of correlations among the three subscales that do 
not share common items is .36 to .66 (Baker k Siryk, 1986; Baker, McNeil k 
Siryk, 1985). 

Regarding validity, statistically significant relations have been found 
between the subscales and several criterion variables expected to be 
differentially relevant to the subscales (Baker k Siryk, 1984). Criterion 
variables—representing important behaviors or accomplishments in the lives 
of students-include attrition, appeals for services from a psychological 
clinic, grade point average, election to an academic honor society, 
involvement in social activities, and outcome of application for residence hall 
assistant positions (Baker k Siryk, 1986; Baker k Siryk, 1984). As other 
indications of validity, the scale has been found to predict differences among 
black students in their adjustment to predominantly white colleges as a 
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function of differences in prior interracial experience (Graham, Baker, k 
Wapner, 1984), as well as predicted differences among students in relation 
to preenrollment expeaations and post matriculation perceptions of self-
assessed adjustment to college (Baker, McNeil, Siryk, 1985). 

Rottgr's Internal-External Locus of Control ScaiP 
Rotters Internal-External Locus of Control Scale consists of 23 

question pairs, using a forced-choice format, plus six filler questions. 
Internal items are paired with external statements. One point is given for 
each external statement selected. Scores range, therefore, from zero (most 
internal) to 23 (most external). Robinson and Shaver (1973) report that, 
while the scale is used with other age groups, it is used most often with 
college students. 

Rotter (1966) described the I-E Scale as an additive scale. That is, 
items represent an attempt to sample beliefs across a range of situations 
including school and work. Because it samples a variety of areas, the scale is 
said to measure generalized expectancy (Rotter, 1966). 

Phares (1976) explains that it is the additive nature of the test that 
resulted in the moderate but rather uniform set of internal consistency 
estimates reported by Rotter (1966). These estimates ranged from .65 to 
.79. As Rotter suggests, the noncomparability of the items in an additive 
scale of this type makes it difficult to achieve high estimates of internal 
consistency. 

Rotter (1966) reported that correlations between the I-E Scale and the 
Marlowe-Crowne Social Desirability Scale ranged from -.07 to -.35 and cited 
occasional substantial correlations between I-E scores and social desirability. 
Despite this weakness, it continues to be the most widely employed measure 
of generalized expectancies of reinforcement (Phares, 1976; Prociuk k 
Lussier. 1975; Robinson k Shaver. 1973). Robinson and Shaver (1973) note 
that the correlations with measures of social desirabihty response bias are 
typically low and that "... methodological questions have been more 
effectively raised than answered" (p. 229). 
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Procedures 
All subjeas completed a consent form, a demographic form, and were 

posttested during the eighth, ninth, and tenth weeks of the fall semester 
with both the FTQ and Rotter's I-E Locus of Control Scale. An extensive 
demographic questionnaire was designed for the purpose of post hoc 
analyses. (See Appendices A, B, and C.) 

Nelson, Scott, and Bryan's (1984) survey regarding freshman 
satisfaction and persistence included items pertaining to student satisfaction 
in regard to academic performance, social life, relationships with friends, 
institutional attachment and commitment to degree attainment as well as 
plans regarding the decision to return to the University the following 
semester. Findings revealed that subjects tested between the eighth and 
tenth weeks of the fall semester were able to state plans regarding the next 
semester that remained stable throughout the year. Similarly. Pascarella, 
Terenzini, and Wolfle's (1986) study revealed significant differences 
between orientation attenders and non-attenders in areas such as social 
integration, and commitment to the institution as late as mid-spring. 

In order to test the second hypothesis, it was ascertained which 
subjects did and did not enroll in the University for the subsequent spring 
semester. Further analyses were performed on the data coUeaed during the 
previous semester. 

Design and Analvsis 
Hi: Subjects attending orientation will score significantly higher on 

the FTQ than those who did not attend an orientation conference. Hypothesis 
1 was tested using a t-test. The independent variable was orientation 
attendance/non-attendance. The dependent variable was the full scale score 
on the FTQ. 

Hja- Subjects attending orientation will score significantly higher on 
each of the four subscales-academic adjustment, social adjustment, 
personal-emotional adjustment, and goal commitment-institutional 
attachment-within the FTQ than those not attending orientation. Hypothesis 
la was tested using a series of t-tests. The independent variable was 
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orientation attendance/non-attendance. The dependent variables were the 
scores on each of the subscales of the FTQ. 

H2: Subjects attending orientation will exhibit a significantly higher 
rate of return the subsequent (spring) semester than orientation non-
attenders. Hypothesis 2 was tested using a chi-square. The independent 
variable was orientation attendance/non-attendance. The dependent 
variable was registration for the spring semester. 

H3: Subjects attending orientation will score significantly more 

internal on Rotter's I-E Locus of Control Scale than orientation non-attenders. 
Hypothesis 3 was tested using a t-test. The independent variable was 
orientation attendance/non-attendance. The dependent variable was the 
score on the I-E Locus of Control Scale. 

H4: Subjects attending orientation early in the summer (conferences 1 

through 3 in June) will score significantly more internal on Rotter's I-E Locus 
of Control Scale than those attending orientation late in the summer 
(conferences 6 through 8 in late July and early August). Hypothesis 4 was 
tested using a t-test. The independent variable was time of orientation 
attendance. The dependent variable was the score on the I-E Locus of 
Control Scale. 

H5: Subjects characterized as internal locus of control on Rotter s I-E 

Locus of Control Scale will score significantly higher on the FTQ than those 
characterized by external locus of control Hypothesis 5 was tested using a t-
test. The independent variable was internal versus external locus of control 
orientation. The dependent variable was the full scale score on the FTQ. In 
order to test this hypothesis, I-E Locus of Control scores were divided at the 

median. 
H6: There will be a significant interaction effect between locus of 

control, orientation attendance/non-attendance, and overall adjustment to 

college. 
H6a- Subjects attending orientation and exhibiting an internal locus of 

control will manifest a significantly higher full scale score on the FTQ than 
non-attending, internals. 

H6b: Subjects attending orientation and exhibiting an external locus of 
control will manifest a significantly higher full scale score on the FTQ than 
non-attending externals. 
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H6c Subjects attending orientation and manifesting an internal locus 
of control will manifest a significantly higher full scale score on the FTQ than 
non-attending externals. 

H6d: Subjects attending orientation and manifesting an internal locus 
of control will manifest a significantly higher full scale score on the FTQ than 
attending externals. 

Hypotheses 6, 6a, 6b, 6c, and 6d were tested using 2x2 analysis of 
variance. The first independent variable was orientation attendance/non-
attendance. The second independent variable was the score on the I-E Locus 
of Control Scale divided at the median. The dependent variable was the full 
scale score on the FTQ. In testing these hypotheses, I-E Locus of Control 
scores were divided at the median before groups were divided by 
attend ance/non- attend ance. 

Hy: Subjects who have declared a major will score significantly more 

internal on Rotters I-E Locus of Control Scale than those who are undecided 
regarding a major field of study. Hypothesis 7 was tested using a t-test. The 
independent variable was decided versus undecided choice of major field of 
study. The dependent variable was the score on the 1-E locus of control 
scale. 

Hya: Those subjects who have declared a major will score significantly 
higher on the full scale score on the FTQ than undecided subjects. 
Hypothesis 7a was tested using a t-test. The independent variable was 
decided versus undecided choice of major field of study. The dependent 
variable was the full scale score on the FTQ. 

Treatment 
Texas Tech University Freshman Orientation 

Upon being admitted to the University, all students are mailed a letter 
informing them of their admission. A card briefly explaining the orientation 
program and listing the conference dates is enclosed in this letter of 
admission. At a later date, a brochure and reservation form are sent to each 
formally admitted student detailing the orientation program and reservation 

process. 
Participation in an orientation conference is voluntary and students 

have a choice of eight conference dates. Official admittance to the University 
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and payment of the $20 orientation fee is required to ensure a place in an 
orientation conference. Parents and guests are allowed to attend at no 
charge. Participants and their guests may stay in the residence hall during 
the conference but on-campus housing is not required. Cost of on-campus 
housing is $35 for two nights and five meals. Therefore, participation in an 
orientation conference will cost each participant approximately $55. 
(Staying in a private home or hotel would decrease or increase cost 
accordingly.) 

Each of the University's seven colleges stipulated the maximum 
number of students they were able to adequately advise per conference. 
Based on these figures and upon receiving the $20 fee and a reservation 
form, the prospective student was assigned to an orientation conference. 
(Students' were asked to rank order their first five conference date choices.) 
A confirmation card was then mailed to inform the individual to which 
conference he or she has been assigned. 

The Texas Tech University Orientation staff consisted of an Assistant 
Dean of Students, a full-time secretary, one graduate assistant, one student 
assistant, and 12 undergraduate orientation aides. Of the staff, the 12 
undergraduate aides had the most direct contact with the orientation 
participants. 

Intended to serve as role models for new students, requirements for 
undergraduate staff included a minimum 2.5 grade point average, full-time 
enrollment at Texas Tech for at least two regular (fall and spring) semesters, 
and well developed leadership and communication skills. Renumeration 
included room, board, and $500 for the summer. Being an orientation aide is 
considered an honor and competition for the positions was intense. Once 
hired, the undergraduate staff was required to undergo training in areas of 
communication and self-assessment as well as orientation conference 
procedures. 

Conferences for the summer of 1987 were scheduled for June 15 
through June 30 and July 27 through August 4. Conferences were not held 
on weekends and were filled on a first-come, first-served basis. Each 
freshman orientation conference was two days in length. See Appendix D for 
a typical conference schedule. 



CHAPTER IV 

RESULTS 

Summary 
This study is a comparison of traditional college freshmen who 

attended an orientation conference and those who did not. A primary 
objective of new student orientation programs is to facilitate a smooth 
transition to the university community; the students' levels of adjustment, 
then, served as the dependent variable. Because ones perception of control 
may have an effect on the manner in which the environment is approached, 
locus of control was taken into account as well. 

The purpose of this study was to investigate the effects of the 
student's locus of control and orientation attendance on the initial 
adjustment of the traditional full-time freshman. Specifically, the study 
attempted to answer the following 11 research questions: 

1. Is there a significant difference in the levels of general adjustment 
to college between orientation attenders and non-attenders? 

2. Is there a significant difference in the levels of academic 
adjustment, social adjustment, personal-emotional adjustment, or 
goal commitment-institutional attachment between orientation 
attenders and non-attenders? 

3. Do orientation attenders have a significantly higher rate of return 
for the subsequent (spring) semester than orientation non-
attenders? 

4. Are locus of control scores significantly more internal among 
orientation attenders than non-attenders? 

5. Are general adjustment to college scores significantly higher among 
early orientation attenders (conferences 1 through 3) than late 
orientation attenders (conferences 6 through 8)? 

6. Are academic adjustment, social adjustment, personal-emotional 
adjustment, or goal commitment-institutional attachment scores 
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significantly higher among early orientation attenders (conferences 
1 through 3) than late orientation attenders (conferences 6 through 
8)? 

7. Are locus of control scores significantly more internal among early 
(conferences 1 through 3) orientation attenders than among late 
(conferences 6 through 8) orientation attenders? 

8. Are subjects with internal locus of control scores significantly more 
well-adjusted than those with external locus of control scores? 

9. Do locus of control and orientation attendance/non-attendance 
have a significant effect on overall adjustment to college? 

10. Will those students who have declared a major score significantly 
more internal on the I-E Locus of Control Scale than those who are 
undecided regarding a major? 

11. Are those students who have declared a major significantly more 
well-adjusted than those who are undecided regarding a major field 
of study? 

Subjects for the study (N=315) were traditional full-time freshmen 
enrolled in their first semester at Texas Tech University. They were drawn 
from large classes of Introductory History. All subjects were posttested 
using the FTQ and Rotter's Internal-External (I-E) Locus of Control Scale 
during the eighth, ninth, and tenth weeks of the fall semester. 

Two groups of subjects were unequal with approximately 17.97% of 
the subject pool not attending orientation (attenders=267, non-
attenders-48). According to figures obtained from the New Student 
Orientation Program and the Texas Tech University Entering Student Report 
for fall, 1987, 87.47% of entering freshmen attended orientation with only 
12.53% not attending. Appropriate measures were taken to correct for the 

unequal cells. 
A summary of data regarding Texas Tech University entering 

freshmen for the fall of 1987 (N=l 135) (American Council on Education and 
the University of California, Los Angeles) was compared to demographic 
information derived from subjects participating in this study. The 
comparison revealed that these subjects are representative of the 1987 
freshmen student population. A summary of the information is presented in 
Table 1. 
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TABLE 1 
SUMMARY OF DEMOGRAPHIC COMPARISON 

Parent w/ Bachelor's 
degree 

Parent's Annual Income 
$40,000 or more 

Receive Financial 
Aid From Parents 

High School Grades 
As k B's 

Did Not Apply to 
Another University 

Ethnic Comparison: 
White 
Black 
Hispanic 
Asian 

Ss 

33.0% 

53.2% 

70.5% 

70.2% 

34.0% 

87.9% 
3.2% 
8.3% 
0.6% 

FRESHMAN STUDY 

29.1% (Father) 
21.8% (Mother) 

59.6% 

82.8% 

88.9% 

38.0% 

90.0% 
2.2% 
6.3% 
1.3% 

Hypotheses 1, 3, 4, 5. and 7 were tested using t-tests. Hypothesis 2 
was tested using a chi-square and hypothesis 6. by a 2x2 analysis of 
variance. Results for each hypothesis are presented in the following seaion. 

Hypotheses 
Based on the review of related literature, the following hypotheses 

were tested: 
The first hypothesis (Hi) predicted that subjects attending orientation 

would score significantly higher on the FTQ than those who did not attend an 
orientation conference. It was tested using a t-test. There was no significant 
difference between the two groups. (See Table 2.) 
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TABLE 2 
1-TEST: ORIENTATION ATTENDERS" 

VERSUS NON-ATTENDERS" ADJUSTMENT SCORES 

SOURCE n MEAN STDDEV 

Attenders 267 394.38 63.40 .423 .672 
Non-Attenders 48 390.18 62.50 

Hypothesis la stated that subjects attending orientation would score 
significantly higher on each of the four subscales-academic adjustment, 
social adjustment, personal-emotional adjustment, and goal commitment-
institutional attachment—within the FTQ. This hypoethesis was also tested 
using a t-test. No significant difference was determined between the two 
groups on any of the four subscales. (See Table 3 ) 

TABLE 3 
I-TEST: ORIENTATION ATTENDERS' VERSUS NON-ATTENDERS' 

ADJUSTMENT SUBSCALE SCORES 

SOURCE n MEAN STDDEV t ^ 

Academic Adjustment Subscale: 
Attenders 267 135.75 24.67 1.44 .149 
Non-Attenders 48 130.20 23.38 
Social Adjustment Subscale: 
Attenders — 118.63 25.78 .033 .973 
Non-Attenders — 118.50 23.38 
Personal-Emotional Adjustment Subscale: 
Attenders — 84.51 19.11 -.78 .433 
Non-Attenders — 86.87 19.76 
Goal Commitment-Institutional Attachment Subscale: 
Attenders — 100.00 20.61 52 .599 
Non-Attenders — 98.31 19.80 
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Secondly, it was hypothesized (H2) that subjects attending orientation 
will exhibit a significantly higher rate of return the subsequent (spring) 
semester than orientation non-attenders. A chi-square was use to lest this 
hypothesis. No significant difference was discerned. (See Table 4.) 

TABLE 4 
CHI-SQUARE: ENROLLMENT BY ORIENTATION ATTENDANCE 

ENROLLED 

YES NO TOTAL 

Attenders 

Non-Attenders 

Total 

238 

40 

278 

29 

8 

37 

267 

48 

315 

df-1 Value«1.32 Probability-.250 

Thirdly, (H3) it was expected that subjects attending orientation would 
score significantly more internal on the I-E Locus of Control Scale than 
orientation non-attenders. The t-test revealed no significant difference 
between the two groups. (See Table 5.) 

TABLE 5 
I-TEST: ORIENTATION ATTENDERS VERSUS NON-ATTENDERS 

REGARDING LOCUS OF CONTROL 

SOURCE MEAN STD DEV 1 

Attenders 267 
Non-Attenders 48 

10.46 
10.06 

3.65 
3.98 

.68 .4940 

Fourthly, (H4) it was predicted that subjects attending orientation 
early in the summer (conferences 1 through 3 in June) would score 
significantly more internal on Rotter's I-E Locus of Control Scale than those 
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attending orientation late in the summer (conferences 6 through 8 in late 
July and early August). Also tested using a t-test, no significant difference 
was found. (See Table 6.) 

TABLE 6 
I-TEST: EARLY ORIENTATION ATTENDERS VERSUS LATE ATTENDERS 

REGARDING LOCUS OF CONTROL 

SOURCE n MEAN STDDEV t 

Early 29 11.03 3.52 .95 .338 
Late 192 10.31 3.81 

It was hypothesized within this study (H5) that subjects characterized 
as internal locus of control on Rotter's I-E Locus of Control Scale would score 
significantly higher on the FTQ than those characterized by external locus of 
control. Locus of control scores were divided at the median (10). Results 
from the t-test were significant at the .05 level. (See Table 7.) 

TABLE 7 
I-TEST: INTERNAL VERSUS EXTERNAL LOCUS OF CONTROL 

REGARDING ADJUSTMENT TO COLLEGE 

SOURCE n MEAN STDDEV 

Internals 164 411.46 58.81 5.41 .0001 
Externals 151 374.49 62.31 

* significant at i i< .05 

The sixth hypothesis (H6) stated that there would be a significant 
interaction effect between locus of control, orientation attendance/non-
attendance, and overall adjustment to college. Locus of control scores were 
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divided at the median (10). There were four subhypotheses stated as 
follows: 

H6a: Subjects attending orientation and exhibiting an internal locus of 
control will manifest a significantly higher general score on the FTQ than 
non-attending, internals. 

H6b: Subjects attending orientation and exhibiting an external locus of 
control will manifest a significantly higher full scale score on the FTQ than 
non-attending externals. 

H6c: Subjects attending orientation and manifesting an internal locus 
of control will manifest a significantly higher full scale score on the FTQ than 
non-attending externals. 

H6d: Subjects attending orientation and manifesting an internal locus 
of control will manifest a significantly higher full scale score on the FTQ than 
attending externals. 

The hypothesis was tested using a 2x2 analysis of variance. Two 
groups of subjects were unequal with approximately 17.97% of the subject 
pool not attending orientation (attenders=267, non-attenders=48). A 
comparison of figures obtained from the New Student Orientation Program 
and the Texas Tech University Entering Student Report for fall. 1987. 
revealed that 87.47% of entering freshmen attended orientation with only 
12.53% not attending. Appropriate measures were taken to correct for the 
unequal cells. Although no significance was determined regarding the 
interaction effect, significance was ascertained for one main effect. (See 
Table 8.) 

Finally, it was predicted (Hy) that subjects who had declared a major 
would score significantly more internal on the I-E Locus of Control Scale than 
those who are undecided regarding a major field of study. The hypothesis 
was tested using a t-test. No significant difference was found. (See Table 9.) 
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TABLE 8 
2x2 ANOVA: ANALYSIS OF ORIENTATION ATTENDANCE/ 
NON-ATTENDANCE, LOCUS OF CONTROL AND ADJUSTMENT 

SOURCE df SS MS 

Internal Vs. 
External 

Attendance Vs. 
Non-Attendance 

Interaction 
Effect 

Between 

Within 

Total 

311 

107439.49 

716.95 

2968.67 

111125.11 37041.70 

1142502.09 3673.64 

314 1253627.20 

29.25' 

.20 

.81 

10.08 

significant at ji < .05 

TABLE 9 
I-TEST: DECLARED VERSUS UNDECLARED MAJORS 

REGARDING LOCUS OF CONTROL 

SOURCE 

Declared 
Undeclared 

a 

247 
68 

MEAN 

10.38 
10.45 

STD DEV 

3.72 
3.67 

t 

-.140 

Q. 

.888 

A subhypothesis (H7a) predicted that those subjects who had declared 
a major would score significantly higher on the full scale score on the FTQ 
than undecided subjects. Also tested using a t-test, no significant difference 
was revealed. (See Table 10.) 
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TABLE 10 
I-TEST: DECLARED VERSUS UNDECLARED MAJORS 

REGARDING ADJUSTMENT TO COLLEGE 

SOURCE 

Declared 
Undeclared 

n 

247 
68 

MEAN 

395.92 
385.84 

STD DEV 

63.11 
63.29 

t n 

1.16 .244 

Further Analyses 
As stated in Chapter 3. an extensive demographic questionnaire was 

presented to subjects for the purpose of post-hoc analyses. Significance was 
determined on several correlations but not on any of the subsequent t-tests 
or Anova. 

A one-way Anova was performed to determine if there were 
significant differences between subjects in each of the seven colleges 
regarding the full scale adjustment score. No significance was ascertained. 
(See Table 11.) 

TABLE 11 
1-WAY ANOVA: ANALYSIS OF COLLEGE 

AFFILIATION AND ADJUSTMENT 

SOURCE df SS MS 

Between Groups 

Within Groups 

Total 

24587.01 

307 1210005.59 

313 1234592.60 

4097.83 

3941.38 

1.04 

A series of t-tests were performed to ascertain the possibility of 
significance between those who attended orientation early in the summer 
(conferences 1-3) and those who attended late in the summer (conferences 



69 

6-8) regarding each of the four subscales and the full scale score of the FTQ. 
No significance was determined on any of the i-tests. (See Table 12.) 

As would be expected, the correlation between the FTQ full scale score 
and the demographic question, "In general, how satisfied are you with your 
life?" (0-10) was quite high, 0.57. Conversely, the correlation between locus 
of control scores and the same demographic question also revealed 
significance, -0.23. Therefore, as locus of control scores decrease (become 
more internal), subjects report more general life satisfaction. 

TABLE 12 
I-TEST: EARLY ORIENTATION ATTENDERS VERSUS LATE ATTENDERS 

REGARDING ADJUSTMENT 

SOURCE n MEAN STDDEV 

Full Scale Score: 
Early 29 401.17 63.00 .76 .44 
Late 192 391.67 62.19 

Social Adjustment Subscale: 
Early 122.96 25.05 1.2 .23 
Late 116.87 25.56 

Academic Adjustment Subscale: 
Early 141.72 23.52 1.5 .13 
Late 134.35 24.52 

Personal-Emotional Adjustment Subscale: 
Early 82.20 19.80 -0.72 .46 
Late 84.93 18.59 

Goal Commitment-Institutional Attachment Subscale: 
Early 100.13 19.11 0.08 .92 
Late 99.77 20.58 

Slight but significant correlations were revealed between high school 
grades and population of home town, -0.31. Subjects from smaller home 
towns reported achieving higher grades in high school In accordance with 
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this, a slight but significant negative correlation (-0.26) was also determined 
between the number of extracurricular activities engaged in during high 
school and population of home town. Those subjects from smaller home 
towns reported greater extracurricular involvement than those from larger 
home towns. 



CHAPTER V 

DISCUSSION OF RESULTS 

Summary 
A review of the hterature revealed that the manner in which a 

student adjusts during the freshman year is important as it affects the way 
in which the remaining college years are approached. Generally considered a 
multifaceted process, the freshman has many areas in life that require 
transition. The student must redefine the self academically, socially, and 
emotionally. 

How one approaches the university environment may vary as a 
function of individual perceptions of reinforcement. The literature reveals 
that internality or externality of locus of control can effect the way the 
student approaches the new and unfamiliar setting and, therefore, may 
effect the adjustment process as well. 

The facilitation of a smooth transition from high school to college is 
generally considered one of the primary objectives of freshman orientation 
programs. Research has indicated the attainment of this goal is possible 
(Goodrich k Pierson, 1959: Pascarella, Terenzini, k Wolfle, 1986). 

The purpose of this study was to investigate the effects of the 
student's locus of control and orientation attendance on the initial 
adjustment of the traditional full-time freshman. A discussion of the 
hypotheses and the results, therefore, follows. 

Discussion 
The first hypothesis stated that subjects attending orientation would 

score significantly higher on the FTQ than those who did not attend an 
orientation conference. No significant difference was determined. Because 
orientation attenders are self-selected, non-significance suggests that those 
students who chose not to attend orientation may have been correct in their 
estimation that they did not need the pre-coUege experience. Secondly, a 
deficit in orientation programming may account for a lack of support for this 
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hypothesis. It could be that the orientation attender arrives on campus with 
a greater confidence than the non-attender; but by mid-semester, the two 
groups have become homogeneous. Finally, in spite of all attempts to use 
statistically sound measures, a lack of support may be the result of utilizing 
instruments that are not sensitive enough to detect differences between 
groups. 

Hi a, a sub-hypothesis, stated that subjects attending orientation will 
score significantly higher on each of the four subscales-academic 
adjustment, social adjustment, personal-emotional adjustment, and goal 
commitment-institutional attachment-within the FTQ. This hypothesis 
intended to test specific facets of the adjustment process. While a lack of 
support for the subscales may indicate specific programming deficits, other 
explanations may clarify the situation as well. It could be that certain areas 
of adjustment present the student with a greater challenge than others or— 
as with the first main hypothesis—those students who elected not to attend 
orientation correctly ascertained that they did not need the extra assistance. 

The second hypothesis (H2) stated that subjects attending orientation 
would exhibit a significantly higher rate of return the subsequent (spring) 
semester than orientation non-attenders. This is in accordance with the 
Pascarella, Terenzini and Wolfle (1986) study that revealed that students 
who had attended a summer orientation conference were more likely to 
return for the following semester and were less likely to withdraw from the 
university voluntarily. A lack of support for this hypothesis seems to 
indicate that an orientation program conduaed in the summer has little or 
no effect on the decision to continue at a particular university. Other 
influences—i.e., finances, grades, motivation, the first semester experience-
may play a larger role in the decision to persist or withdraw. 

Thirdly, it was hypothesized (H3) that subjects attending orientation 
would score significantly more internal on Rotter's Locus of Control Scale 
than orientation non-attenders. A lack of support for this hypothesis might 
indicate that there are no more internals at orientation than externals. 
However, it could also be that those characterized by external locus of 
control are more likely to attend orientation at the suggestion of their 
parents or friends. Internals may choose to "go their own way" and not 



73 

attend believing they can seek out the information they need on their own 
when the semester begins. 

The fourth hypothesis (H4) sought to compare the locus of control 
characteristics of those students who attended an orientation conference 
early in the summer (conferences 1-3) to those who attended one of the 
later conferences (conferences 6-8). A lack of support for this hypothesis 
suggests that there may be a mixture of internals and externals at all 
conferences and none of the conferences are any more lopsided than the 
others. Another possibility might be that students who make application 
early and attend early conferences are doing so as a result of an external 
suggestion (i.e., from parents or friends). Parents may be taking 
responsibility and making decisions for a passive, external student. 

The fifth hypothesis (H5) stated that subjects characterized as internal 
locus of control on Rotter's I-E Locus of Control Scale would score 
significantly higher on the FTQ than those characterized by external locus of 
control This hypothesis was significant at the .05 level It was expected 
that those characterized by internal locus of control would experience lower 
levels of anxiety and depression than externals as has been reported in the 
literature. Simultaneously, internals would be expected to seek out the 
necessary resources that would facilitate the adjustment process. 

The sixth hypothesis (H6) endeavored to investigate the interaction 
effects between locus of control and orientation attendance on the 
freshman's adjustment process. Specifically, the hypothesis stated: 

H6: There will be a significant interaction effect between locus of 
control orientation attendance/non-attendance, and overall adjustment to 
college. 

H6a: Subjects attending orientation and exhibiting an internal locus 
of control will manifest a significantly higher general score on the FTQ than 
non-attending, internals. 

H6b: Subjects attending orientation and exhibiting an external locus of 
control will manifest a significantly higher full scale score on the FTQ than 
non-attending externals. 

H6c' Subjects attending orientation and manifesting an internal locus 
of control will manifest a significantly higher full scale score on the FTQ than 
non-attending externals. 



74 

H6d̂  Subjects attending orientation and manifesting an internal locus 
of control will manifest a significantly higher full scale score on the FTQ than 
attending externals. 

A lack of support regarding main effects might indicate that, while one 
or the other may effect the adjustment process, the two do not effect each 
other. Subhypotheses 6a-d test the import of attending orientation versus 
not attending among internals (a), and among externals (b), as well as 
internals attending orientation versus non-attending externals (c). and (d) 
attending internals versus attending externals. A lack of support regarding 
interaction effects indicates that the two do not interact. A lack of sig
nificance regarding main effect B is in accordance with hypothesis 1; 
significance for main effect A, likewise, reinforces significant findings for 
hypothesis 5. In summary, while locus of control seems to have an effect on 
adjustment to college, orientation attendance does not: there is no statistical 
evidence of any interaction between the two. 

Finally, the seventh hypothesis tested the relationship between 
decidedness of major field of study and internal locus of control (Hy) and the 
relationship between decidedness of major field of study and higher levels of 
adjustment (H7a). A lack of significance for this hypothesis suggests that 
undecided students are more likely to be internal and "decided" externals 
may have given in to the society's, family's, and university's pressures to 
declare a major. A lack of significance for the subhypothesis indicates that 
"decided" students have not decided at all but have succumbed to pressures 
to declare a major even though they may not be comfortable with the choice. 

Discussion of Further Analvses 
A one-way anova was used to test the possibility of differences 

between subjects within the seven different colleges regarding general 
adjustment to college. No significant difference was determined. This may 
suggest that, as freshmen, the group is still fairly homogeneous as they are 
generally enrolled in the same basic courses. Another explanation may 
simply be that they are comfortable in their choices regarding their major 
field of study. The same procedure performed with upper classmen subjects 
may provide different results. 
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A series of t-tests were performed to ascertain the possibility of 
significance between those who attended orientation early in the summer 
(conferences 1-3) and those who attended late in the summer (conferences 
6-8) regarding the full scale score of the FTQ and each of the four subscales. 
Again, no significance was determined thus suggesting there are few 
differences among the population attending orientation. Another possibility 
may be that orientation programming throughout the summer is consistent; 
each conference is of equal quality. 

Implications for Further Research 
Results of this study did not reveal any significant differences 

between the adjustment of orientation attenders and non-attenders at mid-
semester. Still, orientation attenders may be more well adjusted than non-
attenders during the first few weeks of the semester. Therefore, data 
collection earlier in the semester may yield different results. In such a case, 
however, the researcher may need to give special consideration to the 
academic adjustment subscale since students may not have had an 
opportunity to receive feedback in all courses. Methodology may also be 
revised to increase the likelihood of obtaining equal or proportionate groups 
of non-attending and attending subjects. 

Regarding locus of control, internals were found to be significantly 
more well adjusted to college than their external counterparts. It might be 
interesting to investigate whether or not these results continue throughout 
the college years. 

Finally, other research regarding adjustment to college may include 
additional independent variables. Areas such as communication 
apprehension, self-disclosure, and classroom communication all seem to be 
fruitful for future study. Likewise, factors that influence the students 
college choice may also have a bearing on the level of adjustment to college 
life. 

gumm^ry 
The purpose of this study was to investigate the effects of the 

student's locus of control and orientation attendance on the initial 
adjustment of the traditional full-time freshman. Results of the study 
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revealed no evidence to support the hypothesis that orientation attenders 
are significantly more well adjusted to college life at mid-semester than non-
attenders. One or more of the following reasons may explain these findings: 
a. because orientation attenders are self-selected, non-significance may 
suggest that those students who chose not to attend orientation were correct 
in their estimation that they did not need the pre-coUege experience; b. 
ineffective treatment (deficits in orientation programming); c. instruments 
that are not sensitive enough to detect differences between groups were 
utilized; or d. errors in sampling. 

Significance was determined for hypothesis 5. however, indicating that 
those characterized by an internal locus of control are, in fact, better 
adjusted to their new milieu than their external counterparts. As indicated 
in the literature, internals seem to be more likely to take an active role in 
their integration into the new environment. 

There can be little doubt that the college freshman experiences a great 
deal of change, requiring a repertoire of coping behaviors which categorically 
address new intellectual social and personal demands (Baker k Siryk. 1984. 
1986; Coons, 1970; Feldman k Newcomb, 1969; Knott k Daher. 1978; 
Sanford, 1962; Walsh k Russel 1969; Whiteley, 1982). The literature 
reports mixed results regarding the effects of orientation attendance on the 
adjustment process (Pascarella, Terenzini and Wolfe, 1986; Cole k Ivey, 
1967). Other factors, such as relationahip with the family of origin (Kenny, 
1987) and locus of control (Keller k Pugh, 1976). have more frequently 
accounted for a greater portion of the variance. Given the short duration of 
the orientation conference, perhaps it is not surprising that significance was 
not ascertained. Still orientation programs can have a great deal of merit for 
a university as they often remain to be the first face-to-face contact between 
the university and student or parent. 
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APPENDIX A 

FRESHMAN TRANSITION QUESTIONNAIRE 

PLEASE READ THESE INSTRUCTIONS VERY CAREFULLY 

Below are several statements which will apply to you in greater or 
lesser degree. Each has beneath it a continuum of asterisks labeled "Applies 
very closely to me" at one end and Doesn't apply to me at all" at the other 
end. Please encircle an asterisk at the point in the continuum which best 
represents your judgment concerning how closely the statement applies to 
you AT THg PRESENT TIME, i.e., WITHIN THE LAST FEW DAYS. Since your 
judgment may vary considerably from item to item, you should feel free to 
use any one of the asterisks in each continuum. 

As an example, if you felt that a statement applied very closely to you. 
you could encircle the asterisk at point "A" in the sample continuum below; if 
less closely, at point "B"; if not very closely, at point "C"; if not at all, at point 
"D"; etc. Please remember that you can use any asterisk at any point in each 
continuum, but NO MORE THAN ONE asterisk in each continuum. 

A B C D 
« » » « « » « « » 

Applies very closely to me Doesn't apply to me at all 

Please be sure to complete the entire questionnaire (the sheets are 
printed on both sides). Be just as frank and honest as possible: your 
answers will be accorded strict professional confidentiality. 

If you should decide to change an answer, please write an "X" over the 
encircled asterisk and then encircle another asterisk. 

1. I feel that I fit in well as part of the Tech environment. 
» » » « * * « « « 

Applies very closely to me Doesn't apply to me at all 
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2. I have been feeling tense or nervous lately. 
* * * » « « , « , 

Applies very closely to me Doesn't apply to me at aU 

3. I have been keeping up to date on my academic work. 
* * » * » » * « » 

Applies very closely to me Doesn't apply to me at all 

4. I am meeting as many people, and making as many friends, as I would 
like at Tech. 
* * * « « « « « « 

Applies very closely to me Doesn't apply to me at all 

5. I know why I'm in college and what I want out of it. 
* » » « » « « « « 

Applies very closely to me Doesn't apply to me at all 

6. I am finding academic work at Tech difficult. 
« * « » » « « « « 

Applies very closely to me Doesn't apply to me at all 

7. Lately I have been feeling blue and moody a lot. 
« » » » « » » « » 

Applies very closely to me Doesn't apply to me at all 

8. lam very involved with social activities in college. 
» « » « » « « » » 

Applies very closely to me Doesn't apply to me at all 

9. I am adjusting well to college. 
« » » « » « » « « 

Applies very closely to me Doesn't apply to me at all 

10. I have not been functioning well during examinations. 
« « « » » t « « « 

Applies very closely to me Doesn't apply to me at all 

11. I have felt tired much of the time lately. 
t * * * * * » » » 

Applies very closely to me Doesn't apply to me at all 
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12. Being on my own. taking responsibihty for myself, has not been easy. 
* « * » * * » » » 

Applies very closely to me Doesn't apply to me at all 

13. I am satisfied with the level at which I am performing academically. 

Applies very closely to me Doesn't apply to me at all 

14. I have had informal, personal contacts with Tech professors. 
« « « « « * t * * 

Applies very closely to me Doesn't apply to me at all 

15. lam pleased now about my decision to go to college. 
« « » * » « » » » 

Applies very closely to me Doesn't apply to me at all 

16. I am pleased now about my decision to attend Tech in particular. 

Applies very closely to me Doesn't apply to me at all 

17. I'm not working as hard as I should at my course work. 

Applies very closely to me Doesn't apply to me at all 

18. I have several close social ties at Tech. 
« « « « « * « « « 

Applies very closely to me Doesn't apply to me at all 

19. My academic goals and purposes are well-defined. 

Applies very closely to me Doesn't apply to me at all 

20 I haven't been able to control my emotions very well lately. 
, » » » « % % t * 

Applies very closely to me Doesn't apply to me at all 

21. I'm not really smart enough for the academic work I am expected to be 
doing now. 
, « « » « » « « « 

Applies very closely to me Doesn't apply to me at all 
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22. Lonesomeness for home is a source of difficulty for me now 

Applies very closely to me Doesn't apply to me at all 

23. Getting a college degree is very important to me. 
* * * « « . . , , 

Applies very closely to me Doesn't apply to me at all 

24. My appetite has been good lately. 
* * « » * « » « , 

Applies very closely to me Doesn't apply to me at all 

25. I haven't been very efficient in the use of study time lately. 
* * * « « » * « » 

Applies very closely to me Doesn't apply to me at all 

26. I enjoy living in a college dormitory. (Please omit if you do not live in a 
dormitory: any University housing should be regarded as a dormitory.) 
* * » « * « » » « 

Applies very closely to me Doesn't apply to me at all 

27. I enjoy writing papers for courses. 
» » * « » « » « « 

Applies very closely to me Doesn't apply to me at all 

28. I have been having a lot of headaches lately. 
* » « * « » « « « 

Applies very closely to me Doesn't apply to me at all 

29. I really haven't had much motivation for studying lately. 
» * « » « « » » « 

Applies very closely to me Doesn't apply to me at all 

30. I am satisfied with the extracurricular activities available at Tech. 
« « « » » » * « » 

Applies very closely to me Doesn't apply to me at all 

31. I've given a lot of thought lately to whether I should ask for help from 
the University Counseling Center, or from a psychotherapist outside of Tech. 
* * t t * % % % % 

Applies very closely to me Doesn't apply to me at all 
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32. Lately I have been having doubts regarding the value of a college 
education. 
* * * * , , , , » 

Applies very closely to me Doesn't apply to me at aU 

33. I am getting along very well with my roommate(s) at Tech. (Please omit 
if you do not have a roommate.) 

Applies very closely to me Doesn't apply to me at all 

34. I wish I were at another college or university rather than Tech. 
* * * » « * « « » 

Applies very closely to me Doesn't apply to me at all 

35. I've put on (or lost) too much weight recently. 

Applies very closely to me Doesn't apply to me at all 

36. I am satisfied with the number and variety of courses available at Tech. 
» « » « « » « * » 

Applieŝ  very closely to me Doesn't apply to me at all 

37. I feel that I have enough social skill to get along well in the college 
setting. 
« « < » * t » « » 

Applies very closely to me Doesn't apply to me at all 

38. I have been getting angry too easily lately. 
« » » » * * » » « 

Applies very closely to me Doesn't apply to me at all 

39. Recently I have had trouble concentrating when I try to study. 
» » » « « * « « « 

Applies very closely to me Doesn't apply to me at all 

40. I haven't been sleeping very well. 
» » « » * « « « « 

Applies very closely to me Doesn't apply to me at all 

41. I'm not doing well enough academically for the amount of work 1 put in. 
« « * « * « « « « 

Applies very closely to me Doesn't apply to me at all 
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42. I am having difficulty feeling at ease with other people at Tech. 
* * * * « » » « « 

Applies very closely to me Doesn't apply to me at all 

43. I am satisfied with the quality or the caliber of courses available at 
Tech. 
* * * » « » « « * 

Applies very closely to me Doesn't apply to me at all 

44. I am attending classes regularly. 
* * * « » » « « « 

Applies very closely to me Doesn't apply to me at all 

45. Sometimes my thinking gets muddled up too easily. 

Applies very closely to me Doesn't apply to me at all 

46. I am satisfied with the extent to which I am participating in social 
activities at Tech. 

Applies very closely to me Doesn't apply to me at all 

47. I expect to stay at Tech for a bachelor's degree. 

Applies very closely to me Doesn't apply to me at all 

48. I haven't been mixing too well with the opposite sex lately. 
» « » « * * » * « 

Applies very closely to me Doesn't apply to me at all 

49. I worry a lot about my college expenses. 

Applies very closely to me Doesn't apply to me at all 

50. I am enjoying my academic work at college. 
« » « » « « » « » 

Applies very closely to me Doesn't apply to me at all 

5 1 . 1 have been feeling lonely a lot at Tech lately. 

Applies very closely to me Doesn't apply to me at all 
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52. I am having a lot of trouble getting started on homework assignments. 

Applies very closely to me Doesn't apply to me at all 

53. I feel I have good control over my life situation at Tech. 
* « » « « * » » « 

Applies very closely to me Doesn't apply to me at all 

54. I am satisfied with my program of courses for this semester. 
« « « « * * » « » 

Applies very closely to me Doesn't apply to me at all 

55. I have been feeling in good health lately. 
« « « « * « « « » 

Applies very closely to me Doesn't apply to me at all 

56. I feel I am very different from other students at Tech, in ways that I 
don't hke. 
* » » » « « t * * 

Applies very closely to me Doesn't apply to me at all 

57. On balance, I would rather be home than here. 
« « « » * « « * » 

Applies very closely to me Doesn't apply to me at all 

58. Most of the things I am interested in are not related to any of my course 
work at Tech. 
« » « » « « * t » 

Applies very closely to me Doesn't apply to me at all 

59. Lately I have been giving a lot of thought to transferring to another 
college. 
t t * * * * » » » 

Applies very closely to me Doesn't apply to me at all 

60. Lately I have been giving a lot of thought to dropping out of college 
altogether and for good. 
, , « * « « « « » 

Applies very closely to me Doesn't apply to me at all 

61.1 find myself giving considerable thought to taking time off from college 
and finishing later. 
, » * * * « « « » 

Applies very closely to me Doesn't apply to me at all 
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62. I am very satisfied with the professors I have now in my courses. 
* * » » » « « » » 

Applies very closely to me Doesn't apply to me at all 

63. I have some good friends or acquaintances at Tech with whom I can talk 
about any problems I may have. 
* * » * » « « » » 

Applies very closely to me Doesn't apply to me at all 

64. I am experiencing a lot of difficulty coping with the stresses imposed 
upon me in college. 
« * « » « « « « « 

Applies very closely to me Doesn't apply to me at all 

65. I am quite satisfied with my social life at Tech. 
t t t * * % % % % 

Applies very closely to me Doesn't apply to me at all 

66. I'm quite satisfied with my academic situation at Tech. 
% % % % % % % % % 

Applies very closely to me Doesn't apply to me at all 

67. I feel confident that I will be able to deal in a satisfactory manner with 
future challenges here at Tech. 
% % % % % X % % X 

Applies very closely to me Doesn't apply to me at all 



APPENDIX B 

ROTTER'S INTERNAL-EXTERNAL 

LOCUS OF CONTROL SCALE 

Please circle the one statement (either a or b) for each question that best fits 
your belief. 

1. a. Children get into trouble because their parents punish them too 
much, 

b. The trouble with most children nowadays is that their parents 
are too easy with them. 

2. a. Many of the unhappy things in people's lives are partly due to 
bad luck, 

b. People's misfortunes result from the mistakes they make. 

3. a. One of the major reasons why we have wars is because people 
don't take enough interest in pohtics. 

b. There will always be wars, no matter how hard people try to 
prevent them. 

4. a. In the long run people get the respect they deserve in this 
world, 

b. Unfortunately, an individual's worth often passes unrecognized 
no matter how hard he tries. 

5. a. The idea that teachers are unfair to students is nonsense. 
b. Most students don't realize the extent to which their grades 

are influenced by accidental happenings. 

6. a. Without the right breaks one cannot be an effective leader, 
b. Capable people who fail to become leaders have not taken 

advantage of their opportunities. 

7. a. No matter how hard you try some people just don't like you. 
b. People who can't get others to like them don't understand how 

to get along with others. 
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8. a. Heredity plays the major role in determining one's personality. 
b. It is one's experiences in life which determine what one is 

like. 

9. a. I have often found that what is going to happen will happen. 
b. Trusting to fate has never turned out as well for me as making 

a decision to take a definite course of action. 

10. a. In the case of the well prepared student there is rarely if ever 
such a thing as an unfair test, 

b. Many times exam questions tend to be so unrelated to course 
work that studying is really useless. 

11. a. Becoming a success is a matter of hard work, luck has little 
or nothing to do with it. 

b. Getting a good job depends mainly on being in the right place 
at the right time. 

12. a. The average citizen can have an influence in government 
decisions, 

b. This world is run by the few people in power, and there is not 
much the little guy can do about it. 

13. a. When I make plans, I am almost certain that I can make them 
work, 

b. It is not always wise to plan too far ahead because many 
things turn out to be a matter of good or bad fortune anyhow. 

14. a. There are certain people who are just no good, 
b. There is some good in everybody. 

15. a. In my case getting what I want has Uttle or nothing to do 
with luck, 

b. Many times we might just as well decide what to do by 
flipping a coin. 

16. a. Who gets to be the boss often depends on who was lucky 
enough to be in the right place first, 

b. Getting people to do the right thing depends upon ability, luck 
has little or nothing to do with it. 
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17. a. As far as world affairs are concerned, most of us are the 
victims of forces we can neither understand, nor control, 

b. By taking an aaive part in political and social affairs the 
people can control world events. 

18. a. Most people don't realize the extent to which their lives are 
controlled by accidental happenings, 

b. There really is no such thing as "luck". 

19. a. One should always be willing to admit mistakes, 
b. It is usually best to cover up one's mistakes. 

20. a. It is hard to know whether or not a person really likes you. 
b. How many friends you have depends on how nice a person you 

are. 

21. a. In the long run the bad things that happen to us are balanced 
by the good ones, 

b. Most misfortunes are the result of lack of ability, ignorance, 
laziness, or all three. 

22. a. With enough effort we can wipe out political corruption. 
b. It is difficult for people to have much control over the things 

politicians do in office. 

23. a. Sometimes I can't understand how teachers arrive at the 
grades they give, 

b. There is a direct connection between how hard 1 study and the 
grades I get. 

24. a. A good leader expects people to decide for themselves what 
they should do. 

b. A good leader makes it clear to everybody what their jobs are. 

25. a. Many times I feel that I have little influence over the things 
that happen to me. 

b. It is impossible for me to believe that chance or luck plays an 
important role in my life.' 

26. a. People are lonely because they dont try to be friendly. 
b. There's not much use in trying too hard to please people, if 

they like you. they like you. 
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27. a. There is too much emphasis on athletics in high school 
b. Team sports are an excellent way to build character. 

28. a. What happens to me is my own doing. 
b. Sometimes 1 feel that I don't have enough control over the 

direction my life is taking. 

29. a. Most of the time I can't understand why pohticians behave the 
way they do. 

b. In the long run the people are responsible for bad government 
on a national as well as on a local level 



APPENDIX C 

DEMOGRAPHIC QUESTIONNAIRE 

Please circle one answer for each of the following questions. 

1. I graduated from high school last school year. 
A. Yes 
B. No 

2. I am enrolled in at least 12 semester hours this semester. 
A. Yes 
B. No 

3. I attended Freshman Orientation: 
A. before June 23 
B. between June 24 and June 30 
C. in July or August 
D. I can't remember when I attended orientation 
E. I did not attend Orientation 

4. Circle one. 
A. My parents accompanied me to Freshman Orientation because I 

wanted them to. 
B. My parents accompanied me to Freshman Orientation even though I 

did not want them to. 
C. My parents did not accompany me to Freshman Orientation even 

though I did want them to. 
D. My parents did not accompany me to Freshman Orientation and I did 

not want them to. 
F. Neither my parents nor I attended Freshman Orientation. 

5. If you did not attend a Freshman Orientation conference at Texas Tech 
last summer, select vour primary reason for not attending. Choose one. 

A. The conference dates conflicted with summer employment. 
B. The conference dates conflicted with summer school. 
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C. I didn't receive information about Tech's Freshman Orientation 
conferences. 
D. I didn't feel that it was necessary to attend. 
E. None of the above: I did not attend for a different reason 
F. I did attend an orientation conference 

6. What is your best estimate of your parents' total income last year? 
A. less than $10,000 
B. $10,000-$12,499 
C. $12,500-$14,999 
D. $15.000-$19,999 
E. $20,000 - $24,999 
F. $25,000 - $29,999 
G. $30,000 - $34,999 
H. $35,000 - $39,999 
I. $40,000 - $49,999 
J. $50,000 - $99,999 
K. more than $100,000 

7. My parent (step-parent) with the highest level of formal education: 
A. did not graduate from high school 
B. graduated from high school but did not go to college 
C. attended postsecondary school other than college 
D. went to college but did not graduate 
E. earned a Bachelor's degree 
F. earned a Masters degree or higher 

8. At least one of my parents (step-parents) attended Texas Tech University. 
A. Yes 
B. No 

9. The majority of my living expenses are taken care of by: (Choose one.) 
A. my parents 
B. myself 
C. financial aid (e.g.: loan, grant, scholarship) 

10. Approximately % of my high school friends attend college. 
A. 100% 
B. 80% 
C. 50% 
D. 20% 
E. 0-5% 
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11. Approximately of my high school friends attend Texas Tech. 
A. 5 or more 
B. 4 
C. 3 
D. 2 
E. I 
F. none of my high school friends attend Tech 

12. My decision to go to college was influenced most by: (Choose one.) 
A. my parents 
B. my high school counselor 
C. teacher(s) 
D. myself 
E. brother/sister 
F. myfriend(s) 
G. other 

13. No one in my family has ever gone to college before now. 
A. Yes 
B. No 

14. In high school, my grades were mostly: 
A. As 
B. B's 
C. As and B's 
D. C's 
E. B's and C's 
F. lower than C's 

15. While in high school, I enrolled in college preporatory classes. 
A. Yes 
B. No 

16. To how many universities other than this one did you apply for 
admission? 

A. 0 
B. 1 
C. 2 
D. 3 
E. 4 or more 
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17. In addition to TTU. how many other acceptances did you receive this 
year? 

A. 0 
B. 1 
C. 2 
D. 3 
E. 4 or more 

18. While in high school, I participated in extracurricular activities. 
A. 3 or more 
B. 1 - 3 
C. none 

19. How many high schools did you attend? 
A. more than 3 
B.3 
C. 2 
D. 1 

20. The population of my home town is approximately: 
A. 50,000 or more 
B. 10,000-49,000 
C. 2,500 - 9,000 
D. 1.000-2,499 
E. 999 or less 

21. The name of my home town and state are: (Please print.) 

22. My home town is approximately miles from Lubbock. 
A. more than 500 
B. 101 -500 
C. 5 1 - 1 0 0 
D. 11 - 50 
E. 6 - 1 0 
F. 5 or less 

23. Circle one. 
A. My major is in the College of 

(If your answer is A., fill in blanks.) 
B. I have not yet declared a major. (If your answer is B.. skip next 

item.) 
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24. I will probably change my major at least once. 
disagree strongly agree strongly 

1 2 3 4 5 6 

25. In my home, going to college is encouraged. 
disagree stron gly agree stron gly 

1 2 3 4 5 6 

26. My age is: 
A. 17 or younger 
B. 18 
C. 19 
D. 20 
E. over 20 

27. Race: 
A. White 
B. Black 
C. Hispanic 
D. Asian 
E. Other 

28. I am currently classified as a: 
A. freshman 
B. sophomore 
C. junior 
D. senior 

29. lam currently taking part in or have taken part in an orientation 
program conducted within my college. 

A. Yes 
B. No 

30. I am currently participating in or have participated in the Tech Success 
Orientation course. 

A. Yes 
B. No 
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31.1 feel I am most alert and awake in the: 
A. morning 
B. afternoon 
C. evening 

32. In general, how satisfied are you with your life? 
least satisfied most satisfied 

0 1 2 3 4 5 6 7 8 9 10 
THANK YOU FOR YOUR COOPERATION 



APPENDIX D 

FRESHMAN ORIENTATION SCHEDULE OF EVENTS 

Day Prior to Orientation 
1:00 - 6:00 pm Courtesy Shuttle Van Service from the airport to 

the residence hall 

5:30 - 6:30 Dinner in residence dining hall 

6:40 A brief wing meeting at which participants had 
an opportunity to meet the orientation staff 
member on their floor and each other. Residence 
hall rules and an overview of the orientation 
conference were presented. 

7:00 Free time for the rest of the evening. The student 
staff was expected to be available and in the lobby 
to meet and mingle. 

Monday 
7:00 - 8:00 am Breakfast 

8:00 - 8:30 Registration packet distribution 

8:30 - 10:00 Welcome program and preview of academic 
advisement and registration procedures. This 
included brief speeches by University officials 
and two brief media presentations: one regarding 
the campus and city; the other explained the 
registration process. 

10:00 Student staff escorted orientation participants to 

their colleges for academic advisement 

12:00-1:00 pm Lunch or Minority Concerns Luncheon 

1:00-6:00 Advisement continued 
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1:00-5:00 Optional programs, seminars, and tours: 
Options included seminars on financial planning, 
PASS (Program for Academic Support Services) 
Center, career planning and placement, 
organizations and activities; tours of the 
campus and the library were also conducted 
during the afternoon 

5:30-6:30 Dinner 

^'•'^^ Another brief wing meeting to ascertain how 
advisement went and help with any problems. 

7:00-7:45 Choice of two meetings: one regarding 
residence hall life or one regarding the 
experience of living off campus. 

8:00-10:00 Parents had an opportunity to meet with 
campus administrators and ask questions 
regarding their son or daughters upcoming 
college experience. 
Simultaneously, students watched skits 
performed by the student staff that depicted the 
nature of college life before attending a pep 
rally and pool party/dance. 

Day 2 
7:00-8:00 am Breakfast 

8:00-1:30 Academic advisement concluded 
Students registered for fall classes 

8:15-11:00 Programs, seminars, and tours: 
Financial planning and tour of the library (repeats of 
previous day's programs) and counseling center and 
health center services. 

11:00-5:00 Courtesy Shuttle Van Service to the airport. 


