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ABSTRACT 

Despite the growing recognition on the importance of mental health and wellbeing, college 

students’ mental health and wellbeing continue to decline. Given this information, research is 

needed to explore potential predictors of college student stress. Utilizing a theoretical model of 

Self-Actualization Wellness and the Person-Environment Fit Theory, the purpose of this study 

was to explore potential predictors that may impact college students’ wellness. More specifically, 

the extent to which a higher level of development in each of the seven dimensions of the 

theoretical model of Self-Actualization Wellness reduces the impact of college student stressors 

and areas of concern. Identified areas of college student stress or concern are a) person variables 

and b) environment variables. A quantitative approach and survey methodology were utilized in 

this study. Moreover, participants included 199 college-aged students, mostly undergrads, from 

universities in the central United States. Independent samples t-test revealed males had a higher 

mean self-sufficiency, self-care, self-assess, self-advocate, and self-advocate score than females. 

Furthermore, hierarchical regression analyses suggested that gender, ethnicity, age, intelligence 

beliefs of a growth mindset, level of extroversion, and six of the seven dimensions of Self-

Actualization Wellness (self-sufficiency, self-care, self-social understanding, self-assess, self-

advocate, and self-compassion) statistically significantly predicted person variables and 

environment variables. Recommendations for college students, postsecondary institutions, and 

policy makers and discussed, along with recommendations for future research. 
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CHAPTER 1 

INTRODUCTION 

Stress is a word that has entered into everyday vocabulary. It is also a word that, it could be 

argued, is misused as often as it is used. Stress has become a convenient label for a wide range 

of problems that are encountered (Robotham & Julian, 2006, p. 114). 

 

Today, more than ever, stress appears to be affecting people of all ages. According to the 

American Psychological Association’s Stress in America survey (2017a), though Americans’ 

levels of stress have remained consistent over the past two years, with an average stress level of 

4.8 out of 10, Americans were more likely to report feeling the effects of stress compared to 

2016. Specifically, “for nearly half of Americans (45 percent), lying awake at night in the past 

month was one stress outcome, as opposed to four in 10 (40 percent) who had reported 

sleeplessness in 2016” (American Psychological Association, 2017a, p. 4-5). Furthermore, the 

Stress in America survey (American Psychological Association, 2017a) also revealed a new 

source of stress for Americans, the future of our nation (63%), followed by the common sources 

of stress: money (62%), work (61%), current political climate (57%), and violence/crime (51%).  

While the concept of stress seems to have different definitions depending on where one 

looks, the idea that stress is the nonspecific response of the body to any demand seems to be 

widespread (Agolla & Ongori, 2009; Crandall, Preisler, & Aussprung, 1992; Lazarus & Cohen, 

1977; Selye, 1978). Moreover, stress stems from both positive and negative life events. “Positive 

stress or good stress that improves performance, motivates and focuses energy is called 

eustress…Negative stress that demotivates and displaces energy causes anxiety, worry, and 

decreases overall performance and lead to many other physical problems is called distress” 

(Mishra & Rath, 2015, p. 563). Though the impact of these positive and negative life events on 

an individual varies, stress “is involved in the etiology of physical and psychological disorders 
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such as the development of anxiety, depression, peptic ulcers, hypertension, immune system 

suppression, organ damage, and general system dysfunction,” making the issue all the more 

important for research (Baum, Grunberg, & Singer, 1982, p. 217). 

Statement of the Problem 

For college students, stress has become a growing concern as college is deemed one of 

the most stressful times in a person’s life (Bland, Melton, Welle, & Bigham, 2012; Hamaideh, 

2011). The combination of the many stressors college students face (e.g., academics, 

relationships, lack of resources, physical environments, expectations, diversity, transitions, etc.) 

have varying effects on their overall well-being including behavioral (Gadzella, 1994; Hudd et 

al., 2000; Misra, McKean, West, & Russo, 2000), emotional (Agolla & Ongori, 2009; Chow & 

Flynn, 2016; Hamaideh, 2011), physiological (Agolla & Ongori, 2009; Hamaideh, 2011; Misra 

et al., 2000; Peer, Hillman, & Van Hoet, 2015), and psychological (Misra et al., 2000; Hamaideh, 

2011; Stallman & Hurst, 2016). Specifically, “millennials are unlike any previous generation of 

youth…over scheduled, heavily monitored, and pressured to excel academically” (Bland et al., 

2012, p. 363). According to the American College Health Association (ACHA), students’ 

description of their overall general health as either “very good” or” excellent” has declined by 

11.8% since 2000 (ACHA, 2000; 2017). Particularly, students reported experiencing the 

following: anorexia, anxiety disorders, bulimia, depression, and substance abuse problems, 

among various other general health conditions. Furthermore, in 2016, 52.7% of students felt 

hopeless, 83.3% felt exhausted, and 62.3% felt lonely (ACHA, 2017). 

Over the past 30 years, the levels of stress experienced by college students has grown 

significantly (Abouserie 1994; Chow & Flynn, 2016; Pierceall & Keim, 2007). According to the 

ACHA, in 2000, 28.7% of undergraduate students reported that stress had negatively affected 
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their individual academic performance within the past year (ACHA, 2000). Comparatively, in 

2016, 34.4% of undergraduate students reported that stress had negatively affected their 

individual academic performance within the past year, and 98.2% of students reported 

experiencing stress within the past year, with 43.6% experiencing more than average levels of 

stress (ACHA, 2017). Figure 1.1 provides a frequency distribution of undergraduate students 

reporting that stress had negatively affected their individual academic performance within the 

past year. 

 

Figure 1.1 Frequency of the impact of stress on undergraduate students’ academic performance 
within the past year— Adaptation of the American College Health Association National College 
Health Assessment (ACHA 2000 thru 2017). 
 

As college students’ levels of stress become an increasingly recognizable issue, “it is not 

surprising to see that reports of the frequency and severity of mental health problems by college 

students are also increasing” (Chow & Flynn, 2016, p. 192). Particularly, during the 2015-2016 

academic year, over 150,000 college students sought mental health treatment, which was a 50% 
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increase from the previous academic year (Center for Collegiate Mental Health, 2016). Table 1.1 

shows the frequency of the college counseling center clients during the 2010-2011, 2011-2012, 

2012-2013, 2013-2014, 2014-2015, and 2015-2016 academic years. 

Table 1.1  

Frequency of College Counseling Center Clients  

Year Number of Students 

2010-2011 82,611 
2011-2012 97,012 
2012-2013 95,109 
2013-2014 101,027 
2014-2015 100,736 
2015-2016 150,483 

(Center for Collegiate Mental Health, 2016) 

 
 

According to the Center for Collegiate Mental Health (2016), since the year 2010, the 

percentage of college students who “seriously considered attempting suicide” has risen from 

23.8% to 33.2%, with 6.7% considering attempting suicide more than five times. Additionally, 

since the year 2000, students reporting anxiety and depression negatively affecting their 

academic performance has increased by 31.6% (ACHA, 2000; 2017). Though, anxiety and 

depression are the most frequent concerns reported on college campuses, they are not the only 

presenting concerns. Figure 1.2 displays a frequency distribution of college students’ concerns 

comparing the 2013-2014 academic year with the 2015-2016 academic year. 
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Figure 1.2 Frequency of concerns across all college counseling center clients during the 2013-
2014 academic year and the 2015-2016 academic year— Adaptation of the Center for Collegiate 
Mental Health Annual Report (Center for Collegiate Mental Health, 2014; Center for Collegiate 
Mental Health, 2016) 
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While not only have the frequency of concerns changed over time, the concerns 

themselves have also changed over time. First, over the last six years, the ACHA survey has 

added the following areas of concern: discrimination, finances, gambling, homesickness, 

participation in an extracurricular activity, roommate difficulties, and work (ACHA, 2000; 

2017). Second, advancements in technology have allowed students to “witness in real time the 

horrible, man-made tragedies and natural disasters” (Bland et al., 2012, p. 364), and changed 

“the landscape of the typical college classroom (e.g., increased use of distance education), 

making the study of college students’ stressors a timely and important issue” (Hurst, Baranik, & 

Daniel, 2013, p. 275). Third, as students “are paying more for college than ever before…the debt 

burden used by students to finance these costs has increased by 400%” (Hurst et al., 2013, p. 

275). Finally, as “going to college is no longer reserved for the elite, it is the norm” (Bland et al., 

2012, p. 364), college students are constantly stressed about obtaining good grades and a job 

after graduation.  

Previous research has examined college students’ mindset, personality, and stressors and 

their effects in varying contexts on wellness; however, a lack of research exists regarding the 

relationship of these variables and the components within the theoretical model of Self-

Actualization Wellness (Cooper & Harrell, 2017). Furthermore, as the negative impact of stress 

on college students continues to climb it is imperative to add to the research literature ways in 

which college students’ overall wellness can be improved. The combination of the above-

mentioned issues provides an opportunity for study examining how mindset, personality, and a 

developmental approach of self-actualization wellness can predict and subsequently reduce 

college student stress. 
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Purpose 

The purpose of this study is to explore potential predictors that may impact college 

students’ wellness. More specifically, the extent to which a higher level of development in each 

of the seven dimensions of the theoretical model of Self-Actualization Wellness reduces the 

impact of college student stressors and areas of concern. For the purposes of this study, identified 

areas of college student stress or concern are differentiated under the conceptual framework of a) 

person variables and b) environment variables. Person variables include: relationships, lack of 

time, lack of money, lack of sleep, expectations of self, expectations of others, physical health, 

and mental health. Environment variables include: academics, work, extracurriculars, graduating, 

finding a job post-graduation, and physical environment. 

Research Questions 

 The following research questions guide this study: 

1. What are the basic demographics of participants in this study? 

2.  To what extent is there a difference in each of the seven dimensions of self-actualization 

wellness (self-sufficiency, self-care, self-social understanding, self-assess, self-initiative, 

self-advocate, and self-compassion) based on a) gender, b) ethnicity, and c) year in school? 

3. To what extent is there a statistically significant relationship between college students’ level 

of intelligence beliefs of a growth mindset, level of behavior beliefs of a growth mindset, 

level of extroversion, and college student stressors/concerns related to a) person variables 

and b) environment variables?  

4. To what extent is there a statistically significant relationship between the level of college 

students’ development in each of the seven dimensions of self-actualization wellness (self-

sufficiency, self-care, self-social understanding, self-assess, self-initiative, self-advocate, and 
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self-compassion) and college student stressors/concerns related to a) person variables and b) 

environment variables?  

5. To what extent do college students’ gender, ethnicity, age, level of intelligence beliefs of a 

growth mindset, level of behavior beliefs of a growth mindset, level of extroversion, and the 

seven dimensions of self-actualization wellness (self-sufficiency, self-care, self-social 

understanding, self-assess, self-initiative, self-advocate, and self-compassion) predict the 

level of stress/concern related to a) person variables and b) environment variables?  

Significance of the Study 

 This study is essential because it sought to examine the extent to which college students’ 

mindset, personality, and a theoretical developmental model of self-actualization wellness impact 

college students’ stress and areas of concern. Specifically, this study targeted the factors that 

impact college students’ overall wellness. With the continual increase in college student stress 

and the impact on students’ mental and physical health, determining which factors impact and 

may reduce college students’ stress is beneficial in the following ways: 

• Postsecondary institutions and policy makers will have a better understanding of 

college students’ wellness and potential predictors. 

• Programs and preventative services can be developed to enhance college students’ 

wellness in areas that are determined most impactful. 

• Students, parents, and postsecondary institution faculty/staff will have a better 

understanding of college students’ wellness and its implications on students’ 

stressors. 
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• Four of the seven dimensions of the self-actualization model successfully predicted 

college student stress and areas of concern; therefore, students themselves can work 

on developing skills in dimensions for which they show lower levels of development. 

Conceptual Framework 

According to Miles, Huberman, and Saldaña (2014), “a conceptual framework explains, 

either graphically or in narrative form, the main things to be studied – the key factors, variables, 

or constructs – and the presumed interrelationships among them” (p. 20). Specifically, 

conceptual frameworks are “the current version of the researcher’s map of the territory being 

investigated” (Miles et al., 2014, p. 20), and allow the researcher to better explain how and why 

one variable may predict another.  

This study is grounded in a theoretical model for Self-Actualization Wellness (Cooper & 

Harrell, 2017). This model hopes to explain the positive impact of wellness, “an active process 

through which an individual becomes aware of and makes choices toward a more successful 

existence” (Hettler, 1980, p. 77) from a developmental self-awareness perspective on college 

students’ stress. In particular, in this study the theory is utilized to address the relationship 

between seven dimensions of wellness from an individual self-awareness and self-action 

perspective, thus giving agency for wellness to the individual whose quality of life is impacted 

by a stressful event or concern. The seven different dimensions of the model include: self-

sufficiency, self-care, self-social understanding, self-assess, self-initiative, self-advocate, and 

self-compassion. The model suggests that by applying the seven dimensions to one’s daily life, a 

person can become self-actualized, the process of fulfilling one’s potential (Myers & DeWall, 

2015), in wellness and manage stress more effectively. Moreover, through an understanding and 
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development within each dimension, a person can become more aware of how each dimension 

interacts with and contributes to healthy living and one’s quality of life.  

Self-Sufficiency  

The dimension of self-sufficiency emphasizes individuals satisfying their own needs and 

being independent from others. Moreover, in college, this dimension encourages students to 

know how to do things on their own and/or where to turn if they need assistance instead of 

relying on others or having others do things for them.  

Self-Care 

The dimension of self-care assesses an individual’s capacity to regulate one’s self 

holistically including: mentally, emotionally, and physically. In college, this dimension 

encourages students to recognize their body’s needs and act accordingly, whether that is getting 

more sleep, eating better, exercising, and/or saying no to others and yes to one’s self.  

Self-Social Understanding 

The dimension of self-social understanding recognizes an individual’s ability to 

understand one’s self in social situations, and understand the types of situations/environments 

one can thrive in. For instance, in college, this dimension encourages students to be able to 

acknowledge when a situation/environment will allow them to thrive versus a 

situation/environment that may be less fitting/comfortable. Peer pressure can have a significant 

impact on one’s wellness in this dimension.  

Self-Assess 

The dimension of self-assess encourages an individual to be able to recognize one’s self, 

in the moment of a stressful experience and determine whether one needs to adapt to the 

experience/situation or redirect one’s energies into another experience/situation. For example, in 
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college, this dimension encourages students to be able to assess an experience/situation and 

determine how to proceed.  

Self-Initiative 

The dimension of self-initiative acknowledges an individual’s readiness and ability in 

initiating action and using one’s inner drive. Specifically, in college, this dimension encourages 

students to use intrinsic motivation, as opposed to extrinsic, to work and excel.  

Self-Advocate 

The dimension of self-advocate recognizes an individual’s ability to speak up for one’s 

self, make decisions for one’s self, learn where and how to obtain information in order to help 

one’s self, and know one’s rights. Furthermore, in college, this dimension encourages students to 

seek help and speak on their own behalf instead of having others seek help and speak on their 

behalf. 

Self-Compassion 

The dimension of self-compassion acknowledges “one’s own suffering, not avoiding or 

disconnecting from it,” and “involves offering nonjudgmental understanding to one’s pain, 

inadequacies and failures, so that one’s experience is seen as part of the larger human 

experience” (Neff, 2003, p. 87). Specifically, in college, this dimension encourages students to 

be kind to themselves, recognizing that mistakes and failures for which they are responsible are 

part of the larger human experience and part of being human.   

Figure 1.3 provides an illustration of the theoretical model of Self-Actualization 

Wellness. 
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Figure 1.3 Theoretical Model for Self-Actualization Wellness (Cooper & Harrell, 2017) 

 

Person-Environment Fit Theory 

This study is also grounded in the Person-Environment Fit (P-E fit) theory. In 1951, 

Lewin first observed that people’s individual characteristics interact with their environment, 

specifically work environment, which can cause stress and other behaviors. Through these 

observations, French (1973) developed the P-E fit theory which suggests that the relationship 

between a person and their environment is key in influencing health, and that it is necessary for 

people’s attitudes, skills, abilities, and resources to match the demands of their work 

environment, and that work environments should meet their people’s needs, knowledge, and 

skills too. P-E fit theory also assumes:  
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People seek out and create environments that allow them to behaviorally manifest their 

traits; the extent to which people fit their work environments has significant 

consequences, with better fit associated with better outcomes; and P-E fit is a reciprocal 

and ongoing process whereby people share their environments and environments shape 

people. (Su, Murdock, & Rounds, 2015, p. 83) 

French (1973) states that a lack of fit in either of these areas can cause problems, and the greater 

the “misfit,” the greater the stress and other health-related issues. Chu (2014) examined the P-E 

fit theory and found that P-E fit did in fact moderate employees stress, and that if monitored and 

managed correctly, can help employees fit better into their work environment. In this study, the 

theory is utilized to categorize various stressors and examine how self-actualization wellness has 

the potential to help mediate the stressors. For the purpose of this study, person stressors include: 

a) relationships, b) lack of time, c) lack of money, d) lack of sleep, e) expectations of self, f) 

expectations of others, g) physical health, and h) mental health. Environment stressors include: a) 

academics, b) work, c) extracurriculars, d) graduating, and e) physical environment. 

Definitions and Key Acronyms 

Extraversion – Individuals who are typically energized by active involvement in events, and 

like to be immersed in the breadth of activities (Martin, 1997). Though this spelling is congruent 

with Carl Jung’s (Jung, 1948/1969) work, and I recognize the history of its spelling, I will be 

using the spelling below as it is more widespread today. 

Extroversion – Individuals who are typically described as enthusiastic, talkative, assertive, and 

gregarious (Cain, 2012). I will be using this spelling as it is more widespread today; however, 

recognize the above spelling is congruent with Carl Jung’s (Jung, 1948/1969) work. 

Fixed mindset - The belief that characteristics of an individual cannot change (Dweck, 2006).  
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Growth mindset - The belief that characteristics of an individual can change (Dweck, 2006).  

Introversion - Individuals who are typically described as quiet, thoughtful, and analytic (Cain, 

2012). 

Mindset - An individual’s beliefs about themselves and their abilities (i.e., intelligence, 

academic ability, athletic abilities etc.) (Dweck, 2006). 

Personality - Individual differences in an individual’s patterns of thinking, feeling, and behaving 

(American Psychological Association, 2017b). 

Self-Actualization - The process of fulfilling one’s potential (Myers & DeWall, 2015) 

Self-Assess - The ability to recognize one’s self, in the moment, and determine whether one 

needs to adapt to the experience/situation or redirect one’s energies into another 

experience/situation. 

Self-Advocate - The ability to speak up for one’s self, make decisions for one’s self, learn where 

and how to obtain information in order to help one’s self, and knowing one’s rights. 

Self-Care - The ability to regulate one’s self holistically including: mentally, emotionally, and 

physically. 

Self-Compassion – The ability to be kind to oneself and nonjudgmental of one’s own pain, 

inadequacies, or failures (Neff, 2003). 

Self-Initiative - An individual’s readiness and ability in initiating action and using one’s inner 

drive. 

Self-Social Understanding - The ability to understand one’s self in social situations, and 

understand the types of situations/environments one can thrive in. 

Self-Sufficiency - The ability to satisfy one’s own needs, and be independent from others. 

Stress - The nonspecific response of the body to any demand (Selye, 1978, p. 55). 
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Stressor - An agent that produces stress (Selye, 1978). 

Wellness - An active process though which an individual becomes aware of and makes choices 

toward a more successful existence (Hettler, 1980, p. 77). 

Summary 

The purpose of this study was to identify potential predictors that impact college 

students’ stress and those that contribute to the healthy development of college students’ 

wellness. It was hoped that results of the study would guide institutions into planning 

preventative services to reduce students’ stress in order to obtain a better quality of life. Proposed 

predictors in this study included basic demographics (gender, race/ethnicity, age, and year in 

school), individual characteristics of mindset (growth vs. fixed), type of personality (extrovert vs. 

introvert), and the seven dimensions of self-actualization wellness (self-sufficiency, self-care, 

self-social understanding, self-assess, self-initiative, self-advocate, and self-compassion). Areas 

of stress and concern for college students addressed in this study are situated within the 

framework of Person Environment fit.  

 Chapter 2 provides the background and foundation of the study through a summary of 

related literature and research on stress, college students’ reactions to stress, measuring college 

students’ stress, mindsets, personality, wellness, and self-actualization wellness. Chapter 3 

describes the quantitative methodology of the study, including participant demographics, 

variables, instrumentation, data analyses, delimitations, and limitations. Chapter 4 details the 

results of the statistical analyses conducted. And, Chapter 5 provides a detailed discussion of the 

results of the study and recommended areas for future research. 
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CHAPTER 2 

LITERATURE REVIEW 

 This chapter provides the theoretical and research background on the variables in this 

study. The chapter begins with an overview of stress, which includes the definitions of stress, 

college students’ stress responses, measuring college students’ stress, and stress as it relates to 

the demographics of gender, race/ethnicity, and year in school. Following the sections on stress 

is a review of the literature related to mindset and personality. The concluding section of the 

chapter focuses on wellness, which includes the history of various wellness models, self-

actualization, and the theoretical model of Self-Actualization Wellness. 

Stress 

The topic of stress is so extensive, that a Google search of stress generated over 754 

million results. Though it may be safe to say that stress has existed since the beginning of time, it 

was not until the twentieth century that a generally accepted definition of stress emerged from 

Hans Selye, known as the “father of stress.” According to Selye (1978), stress is “a state 

manifested by a specific syndrome which consists of all the nonspecifically-induced changes 

within a biological system” (p. 64). More precisely, stress is the “nonspecific reaction of the 

body to any demand” (Selye, 1978, p. 55).  

Selye’s work in studying stress, beginning in the 1920’s, laid the groundwork for much of 

the current research on stress, as the concept of stress, in terms of a physical reaction, did not 

exist. Specifically, prior to Selye’s work, stress was considered to be a psychological reaction; 

however, stress has now become a major concept in both psychology and medicine. Selye’s 

experimental studies of animals’ reactions to various stressors, such as electric shock and surgery 

led Selye to propose that the body’s adaptive response to stress, known as the general adaptation 
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syndrome, occurs in three phases: alarm reaction, stage of resistance, and stage of exhaustion. In 

phase one, alarm reaction, one’s sympathetic nervous system is suddenly activated, heart rate 

increases, blood is diverted to their skeletal muscles, feels the faintness of shock, and with 

resources mobilized, one is ready to fight back (Myers & DeWall, 2015). In stage two, stage of 

resistance, one’s temperature, blood pressure, and respiration remain high, adrenal glands pump 

hormones into the bloodstream, body is fully engaged and is gathering all resources to meet the 

challenge, and with no relief from stress, the body’s reserve begins to lessen (Myers & DeWall, 

2015). Finally, in stage three, stage of exhaustion, the body becomes vulnerable to illness, and in 

extreme cases, death, demonstrating that although the body can cope with short-term stress, 

prolonged stress can have detrimental effects (Myers & DeWall, 2015).  

Though there is much controversy and debate about Selye’s concepts and views of stress 

as a nonspecific response (Fink, 2009); many researchers agree that stress is a transactional 

process between a person and their environment and refers to the perceptions that the demands 

placed upon them exceed their resources (Agolla & Ongori, 2009; Crandall et al., 1992; Lazarus 

& Cohen, 1977) including stressors, stress mediators, and reactions to stressors.  

College Students’ Stress Response 

Responses to stressors are called the “stress response” (Selye, 1978), and can be defined 

as reactions to stressors that are an innate or acquired way of responding to a changing 

environment or situation (Folkman & Lazarus, 1991). Responses to stress have been categorized 

into behavioral, emotional, physiological, and cognitive.  

Behavioral. College students’ behavioral stress responses include, but are not limited to, 

crying, abuse of self or others, smoking/drug use, and irritability (Gadzella, 1994; Misra et al., 

2000). Additionally, Hudd et al. (2000) found students’ behavioral reactions to stress to include 
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being less healthy, specifically not wearing seat belts, not using condoms/birth control, drinking 

more, and exercising less. 

Emotional. As college students’ levels of stress becomes an increasingly recognizable 

issue, “it is not surprising to see that reports of the frequency and severity of mental health 

problems by college students are also increasing” (Chow & Flynn, 2016, p. 192). Specifically, 

during the 2015-2016 academic year, over 150,000 college students sought mental health 

treatment, which was a 50% increase from the previous academic year (Center for Collegiate 

Mental Health, 2016). According to the Center for Collegiate Mental Health (2016), since the 

year 2010, the percentage of college students “seriously considered attempting suicide” has risen 

from 23.8% to 33.2%, with 6.7% considering attempting suicide more than five times. Aside 

from suicidal ideations, as mentioned earlier, other emotional stress responses include, but are 

not limited to: feelings of anxiety, depression, fear, worry, guilt, anger, grief, nervousness, 

hopelessness, and worthlessness (Agolla & Ongori, 2009; Blankstein & Flett, 1992; Chow & 

Flynn, 2016; Gadzella, 1994; Hamaideh, 2011; Misra et al., 2000; Peer et al., 2015; Renk & 

Smith, 2007). 

Physiological. Physiological, or physical, stress responses include, but are not limited to: 

sweating, trembling, stuttering, headaches, weight loss or gain, exhaustion, and body aches 

(Gadzella, 1994; Misra et al., 2000). Similarly, Peer et al. (2015) and Agolla and Ongori (2009) 

found college students’ reactions to stress to include increased heart rate, difficulty breathing, 

tremors, gastrointestinal complaints, and troubles sleeping. 

Cognitive. Cognitive stress responses include, but are not limited to: the lack of ability to 

analyze and think about stressful situations and the use of effective strategies to reduce stress 

(Gadzella, 1994; Hamaideh, 2011; Misra et al., 2000). Specifically, Dinzeo, Thayasivam, and 
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Sledjeski (2014) found a negative relationship between stress and psychological health. 

Similarly, in their study, Edwards, Hershberger, Russel, and Markert (2001) found “greater 

reported stress (both life events and hassles) was associated with poorer physical and 

psychological health” (p. 77). 

Measuring College Students’ Stress 

Stressors are defined as the actual or perceived threat to the individual (Lazarus, 1966; 

Selye, 1978). In college students, measuring college students’ stress can be categorized into 

person stressors and environment stressors. 

 Person Stressors. As it relates to the person, stressors include relationships, lack of 

resources (i.e., time, money, and sleep), expectations of self and others, and health (i.e., physical 

and mental) 

Relationships. Relationship-related stressors include, but are not limited to: family, 

friends, romantic, roommates, peers, and professors/faculty (Hurst et al., 2013). For family-

related stressors, leaving family behind to go to school, parents getting a divorce, family member 

getting ill, getting into an argument, and feeling academic pressure are some of the more 

common stressors (Brougham et al., 2009; Chow & Flynn, 2016; Crandall et al., 1992; Feldt, 

2008; Holm & Holroyd, 1992; Hurst et al., 2013; Rowland, 2008). For friend-related stressors, or 

lack thereof, leaving friends behind to go to school, being alone, not having close friends, 

conflicts, and death are some of the more common stressors (Crandall et al., 1992; Darling, 

McWey, Howard, & Olmstead, 2007; Hurst et al., 2013; Pett & Johnson, 2005). Romantic-

related stressors include developing romantic relationships, maintaining romantic closeness, 

feeling supported, missing a significant other, managing a dysfunctional relationship, and ending 

romantic relationships (Brougham et al., 2009; Hurst et al., 2013; Peer et al., 2015). For 
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roommate-related stressors, conflicts and difficulties were common stressors (Brougham et al., 

2009; Hicks & Heastie, 2008). For peer related stressors, developing strong relationships with 

peers and feeling judged or isolated from peers were common stressors (Hurst et al., 2013). And 

for professors/faculty related stressors, developing mature relationships with authorities and 

desires for respect and support from faculty members were common stressors (Hurst et al., 

2013). 

Lack of resources. Lack of resources include money, time, support, skills, and 

technology (Hurst et al., 2013). Particularly, this involves manifestations such as lack of 

money/income, student debt, and the inability to pay bills (Bland et al., 2012; Crandall et al., 

1992; Northern, O’Brien, & Goetz, 2010; Peer et al., 2015; Stallman & Hurst, 2016). In terms of 

time, it can involve too many things to do, too many responsibilities, time management, and 

procrastination (Holm & Holroyd, 1992; Hurst et al., 2013; Pett & Johnson, 2005). And finally, 

it may involve lack of support from faculty, relationships, classmates, teammates, etc., and lack 

of skills including language skills and preparation when studying abroad (Hurst et al., 2013). 

Expectations of self and others. Expectation-related stressors include both expectations 

of one’s self and expectations of others. Parental expectations are one of the more common types 

as students feel the pressure to do well and succeed (Bland et al., 2012; Darling et al., 2007; 

Merrell, Hannah, Van Arsdale, Burman, & Rice, 2011; Pett & Johnson, 2005; Stallman & Hurst, 

2016). Self-imposed expectations are also common as students fear failure (e.g., not getting a job 

or attaining personal goals), attempt to manage multiple roles, and master perfectionism (Agolla 

& Ongori, 2009; Chow & Flynn, 2016; Hamaideh, 2011; Hurst et al., 2013; Misra et al., 2000). 

Health. Finally, health stressors include, but are not limited to, stressors related to one’s 

mental and physical health. Moreover, specific stressors include: concerns about medical 
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treatment, physical illness, side effects of medication, health in general and staying in shape, 

bodily function, and change in sleeping and eating habits (Bland et al., 2012; Holm & Holroyd, 

1992; Ross, Niebling, & Heckert, 1999).  

 Environment Stressors. As it relates to the environment, stressors include academics, 

work and extracurriculars, transitions (i.e., graduating and finding a job post-graduation), and 

physical environments. 

Academics. Academic-related stressors, understandably so, “are the most potent causes 

of stress in students” (Abouserie, 1994, 326). Specifically, academic performance, academic 

overload, identifying a major, internships, graduation, assignments/papers/exams, and deadlines 

are among some of the more common academic stressors (Agolla & Ongori, 2009; Bland et al., 

2012; Brougham, Zali, Mendoza, & Miller, 2009; Hurst et al., 2013; Peer et al., 2015; Rowland, 

2008) 

Work and Extracurriculars. Work and extracurricular stressors include just that: work 

and various extracurricular activities. Specifically, for extracurricular activities, students have 

identified sports, clubs, organizations, and other leisure activities as common stressors (Chow & 

Flynn, 2016; Hurst et al., 2013). 

Transitions. Transition-related stressors include transitioning to the university, 

graduating, and finding a job post-graduation. Though “transitions” is a very broad concept, 

researchers have not specified any further than transferring to a new university and/or moving 

from home (Bland et al., 2012; Crandall et al., 1992; Hurst et al., 2013). 

Physical Environment. Physical environmental stressors include living environments and 

university environments dealing with pollution, crime, traffic, news events, and accidents (Holm 

& Holroyd, 1992; Stallman & Hurst, 2016). More precisely, stressors dealing with a 
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disruptive/hostile living environment, unfamiliar living environment, and dirty living 

environment can all be problematic (Chow & Flynn, 2016; Hicks & Heastie, 2008; Hurst et al., 

2013). 

College Student Stress Related to Demographics 

Gender. There are some notable differences in stressors and stress responses between 

various demographic groups, most notably between male and female college students. First, in 

terms of stressors, female students typically experience more stressors than their male 

counterparts (Darling et al., 2007; Misra et al., 2000; Pett & Johnson, 2005; Renner & Mackin, 

1998; Stallman & Hurst, 2016; Weinstein & Laverghetta, 2009; Zascavage, Winterman, Buot, 

Wies, & Lyzinski, 2012). For example, Darling et al. (2007) found “females experienced a 

higher level of stress, such as stress from current world events, major in school, lack of study 

time, quantity of homework, and parental expectations of school performance” (p. 221). 

Similarly, Asberg, Bowers, Renk, and McKinney (2008) found “in terms of perceived global 

stress, male scores on the PSS [Perceived Stress Scale] were significantly lower than females’ 

scores” (p. 488). Cooper and Harrell (2017) also found in the college environment that females 

(M =7.71) reported being more stressed than males (M = 6.81). On the other hand, Renk and 

Smith (2007) found “male and female college students were not experiencing significantly 

different levels of academic-related stress” (p. 417). In terms of the stress responses, females 

typically experience more responses to stress, and their responses vary from their male 

counterparts (Gadzella, 1994; Misra & Castillo, 2004; Misra et al., 2000). For example, Misra 

and Castillo (2004) found women “displayed greater behavioral and physiological reactions to 

academic stressors” (p. 144).  
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 Race/Ethnicity. In terms of race/ethnicity in the college environment, there are also 

differences between various groups. Cooper and Harrell (2017) found African American students 

(M = 8.10) reported more stress in college than White students (M = 7.43), Hispanic or Latino 

students (M = 7.50), and Asian/Pacific Islander students (M = 6.20). Wei, Ku, and Liao (2011) 

also examined college students’ perceived general stress, and found that Asian American and 

Latino students exhibited more stress than African American students; however, examined no 

other race/ethnic groups. Conversely, Turner and Smith (2015) examined the different levels of 

stress faced by minority college students and found no statistically significant differences 

between students’ stress levels in regard to their ethnicity. In terms of African American college 

students specifically, Johnson and Arbona (2006) examined the relationship between ethnic 

identity, racial identity, and race-related stress. Moreover, Johnson and Arbona (2006) found that 

African American students’ racial identity attitudes were related to the stress associated with 

experiences of racism at the individual and cultural level; however, ethnic identity was not 

associated with race-related stress. Reynolds, Sneva, and Beehler (2010) also examined race-

related stress in relation to academic and psychological factors in African American and Latino/a 

students and found that institutional racism-related stress was negatively correlated with extrinsic 

motivation, but was positively correlated with intrinsic motivation. Reynolds et al. (2010) also 

found that some racial differences were identified between the level of amotivation that African 

American and Latino/a college students who report high levels of institutional racism-related 

stress experience, emphasizing the importance in which the type of environment affects students’ 

attitudes toward school. Finally, Greer and Chwalisz (2007) examined stress and coping among 

African American students at a predominately White college/university and a historically Black 

college/university in relation to academic performance. Greer and Chwalisz (2007) found that 
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African American students on the predominately White college/university campus experienced 

higher levels of minority status stressors compared to those at the historically Black 

college/university. 

 Year in School. In terms of students’ year in school, there are also differences in regard 

to students’ levels of stress. Cooper and Harrell (2017) found undergraduate college seniors 

exhibited more stress in college (M = 8.44) than juniors (M = 7.75), freshman (M = 7.38), and 

sophomores (M = 7.29). Relatedly, Guo, Wang, Johnson, and Diaz (2011) examined 

undergraduate college students’ financial stress and found that college seniors reported higher 

economic stress than freshman, sophomores, and juniors. Guo et al. (2011) also found that 

perceived economic stress increased according to grade level with senior students’ stress levels 

more than juniors, juniors more than sophomores; however, freshmen more than sophomores. On 

the other hand, Misra et al. (2000) found a developmental trend for undergraduate students’ 

levels of stress, with freshman and sophomores reporting greater levels of stress than juniors and 

seniors. Additionally, Zascavage et al. (2012) found a significant difference in overall stress 

levels between freshman/sophomores and juniors and senior/graduate students, with freshman 

students reporting greater levels of stress. In terms of only senior undergraduate students, Song 

and Wen-Juan (2005) examined stressful events and their relationship with college seniors’ 

mood states. Moreover, Song and Wen-Juan (2005) found academic stressors were always high 

among students who applied for graduate school, while pressure from job hunting was relatively 

low. Additionally, academic stressors had an enduring and significant effect on mood of college 

seniors, while the pressure from job hunting predominated merely at four months before 

graduation (Song & Wen-Juan, 2005). 
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Mindset 

The concept of implicit theories, more commonly known as mindsets, is defined as the 

mental frame or lens that selectively organizes and encodes information, thereby orientating an 

individual toward a unique way of understanding an experience and guiding one toward 

corresponding actions and responses (Dweck, 2006). Moreover, mindsets have been a focus of 

study in research for almost fifty years, with Dr. Carol Dweck leading the efforts in mindset 

research (Dweck, 2006).  

According to Dweck (2006), people fall into one of two categories: a fixed mindset or a 

growth mindset. A fixed mindset, also known as an entity theory, refers to individuals who 

believe that human characteristics (i.e., abilities, talents, and intelligence) are fixed traits, carved 

in stone, and that individuals are born with a certain amount of these traits. A growth mindset, 

also known as an incremental theory, refers to individuals who believe that human characteristics 

(i.e., abilities, talents, and intelligence) can be cultivated and developed through the combination 

of effort and persistence. While individuals fall into one of the two categories, research shows 

that individuals can demonstrate different mindsets in different contexts (Burnette, O’Boyle, 

VanEpps, Pollack & Finkel, 2013; Dweck, 2006). Additionally, Dweck (2006) states that there 

are four characteristics that make up an individual’s mindset including: (a) how an individual 

responds to obstacles, (b) an individual’s beliefs about effort, (c) how an individual responds to 

criticism, and (d) how an individual responds to others’ success.  

First, in terms of how an individual responds to obstacles, rather than risk failing and 

negatively impacting the individual’s self-image, people with fixed mindsets tend to avoid, or 

give up easily on obstacles and stick with what they know. In contrast, people with growth 

mindsets tend to embrace obstacles because they believe they will come out stronger on the other 
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side, and believe that failure is an opportunity to learn (Dweck, 2006). Second, in terms of an 

individual’s belief about effort, people with fixed mindsets see effort as ineffective and think that 

having to work at something indicates they are not good at it. On the other hand, people with 

growth mindsets view effort as necessary and as needed in order to grow and master useful skills 

(Dweck, 2006). Third, in terms of how an individual responds to criticism, people with fixed 

mindsets tend to ignore useful constructive feedback as it is taken as an insult and criticism of 

them as a person as opposed to their capabilities. On the contrary, people with growth mindsets 

tend to view criticism and constructive feedback as sources of information, not an insult or 

criticism of them as a person, but an assessment of their current abilities (Dweck, 2006). And 

finally, in terms of how an individual responds to others’ success, people with fixed mindsets 

tend to affiliate others’ success to luck, or objectionable actions, or may even bring up things that 

are completely irrelevant (i.e., “but did you know about this…”). Quite the opposite, people with 

growth mindsets view the success of others as a source of inspiration and information and find 

lessons in others’ success (Dweck, 2006).  

Mindsets, College Students, and Stress 

An individual’s interpretation of stress as contextual has been shown to vary based on an 

individual’s mindset (Crum, Salovey, & Anchor, 2013; Kilby & Sherman, 2016). It is suggested 

that “positive stress beliefs lead to positive, rather than negative, outcomes when engaging with 

stressors” (Kilby & Sherman, 2016, p. 1). In one study, Crum et al. (2013) hypothesized and 

confirmed “that having a stress-is-enhancing mindset will engender enhancing effects in health 

and performance and that having a stress-is-debilitating mindset will be more likely to engender 

debilitating effects in health and performance” (p. 717). As a follow up, Kilby and Sherman 

(2016) tested the same hypothesis; however, concluded some support for the hypothesis with 
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participants “who held an enhancing stress mindset reporting greater perceptions of challenge 

than those with a debilitating stress mindset” (p. 6). Overall, both of these studies suggest a link 

between an individual’s mindset and the way a stressor is perceived, but suggest more research is 

needed in this area. Conversely, in Root Kustritz’s (2017) study, mindset was not correlated with 

students’ perceived stress level, further indicating a need for more research in this area, 

especially in college students. 

Personality 

Personality, which has been studied throughout the years, refers to differences in an 

individual’s patterns of thinking, feeling, and behaving (American Psychological Association, 

2017b). Moreover, the study of personality focuses on two areas: understanding differences in 

particular personality characteristics, such as sociability or irritability, and understanding how 

the various parts of an individual come together as a whole (American Psychological 

Association, 2017b). Personality has two historic approaches, with one tracing back to the early 

work of Sigmund Freud, known as the psychoanalytic theory. Psychoanalytic theory proposed 

that childhood sexuality and unconscious motivations influence personality; whereas, the second 

approach known as the humanistic approach, focused on an individual’s inner capacities for 

growth and self-fulfillment (Myers & DeWall, 2015). Later, social-cognitive theorists built upon 

these two approaches to develop trait theories, utilized in this study, which examine 

characteristic patterns of behaviors (i.e., traits) through the exploration of the interaction between 

people’s traits and social contexts (Myers & DeWall, 2015). 

Traits of Introversion and Extroversion 

 Cain (2012) stated, “Today introversion and extroversion are two of the most 

exhaustively researched subjects in personality psychology, arousing the curiosity of hundreds of 
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scientists” (p. 3). Moreover, the concepts of introversion and extroversion have been discussed 

since the dawn of time, even appearing in the Bible, and writings of Greek and Roman 

physicians (Cain, 2012). Introversion and extroversion were first coined by Carl Jung to explain 

different attitudes people use to direct their energy (Jung, 1948/1969). For example, does one 

more naturally turn to the outer world of people and things or to the inner world of ideas and 

images? Introversion refers to individuals who are typically energized and excited when they are 

involved in the ideas, images, memories, and reactions that are a part of their inner world 

(Martin, 1997). Introverts also tend to prefer solitary activities, or spending time with one or two 

individuals who they feel a resemblance with. Finally, introverts tend to take time to reflect on 

ideas that explain the outer world, and have a clear idea of what they are doing when they 

complete a task (Martin, 1997). Extroversion refers to individuals who are typically energized by 

active involvement in events, and like to be immersed in the breadth of activities (Martin, 1997). 

Extroverts tend to be most excited when they are around other people, and have an energizing 

effect on those around them. Lastly, extroverts tend to feel very at home in the world, finding 

their understanding of a problem becoming clearer if they talk it out loud with someone and hear 

what they have to say (Martin, 1997). Table 2.1 displays a comparison of introversion and 

extroversion characteristics.  
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Table 2.1 

Comparison of Introversion and Extroversion Characteristics 

Introversion vs. Extroversion 

Calm and “centered” or reserved  “Go-Getters” or “People-Persons” 
Comfortable being alone and like 

solitary activities 
 Comfortable with people and like 

working in groups 
Prefer fewer, more intense 

relationships 
 Wide range of relationships 

Sometimes spends too much time 
reflecting, and not moving into action 

 Sometimes jumps too quickly into an 
activity, and not reflecting 

Sometimes forgets to check with the 
outside world to see if ideas fit their 

experience 

 Sometimes forgets to pause to clarify 
the ideas that give aim or meaning to 

their activities 
(Martin, 1997)  

Introversion, Extroversion, College Students, and Stress 

Though a great deal of research has been conducted linking personality and stress, little 

research has been conducted on the relationship between introversion, extroversion, and stress in 

college students (Allred, Granger, & Hogstrom, 2013; Ebstrup, Eplov, Pisinger, & Jorgensen, 

2011). For example, though Ebstrup et al. (2011) used the Perceived Stress Scale and the NEO 

Five-Factor Inventory to examine the relationship between personality and stress and found a 

moderate significant negative relationship between extroversion and stress, the study focused on 

participants aged 18-69 years old. Allred et al. (2013) conducted a similar study utilizing college 

students and did not find a significant negative relationship between extroversion and stress. 

Overall, both of these studies indicate a need for more research in this area, especially in college 

students. 

Wellness 

 Though wellness has a long history in counseling and is considered the paradigm of 

counseling and development (Myers, 1991); the definitions and dimensional structures of 

wellness tend to vary. “Attempts to define wellness often begin with references to the World 
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Health Organization’s (1967) definitions of wellness being not just the absence of illness but a 

state of complete physical, mental, and social well-being” (Roscoe, 2009, p. 216). Though 

several authors have proposed definitions and dimensional structures of wellness that differ 

slightly, there are commonalities between them all. First, all recognize that wellness is more than 

an absence of disease (Roscoe, 2009). Second, all have several underlying factors or dimensions, 

all of which interact in a complex, integrated manner in which no one factor or dimension 

functions independently (Roscoe, 2009). Third, and finally, all rely partially on individuals’ 

responsibility to balance between the factors or dimensions and a movement along a continuum 

towards optimal functioning (Roscoe, 2009). 

History of Wellness Models 

 Numerous versions of wellness models, each with slight variations, exist and continue to 

evolve the utility of each model. Changes in stressors and areas of wellbeing continue to inform 

developments of new models. Some of the more commonly cited wellness models are 

highlighted in the following sections and table 2.2 displays a comparison of the literature 

regarding various wellness models. 

Table 2.2  

Comparison of Wellness Models 
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Lafferty (1979) X X X X X      

Hettler (1980) X X X X X X     

Greenberg (1985) X X X X X      

Leafgren (1990) X X X X X X     

Crose et al. (1992) X X X X X X     

Depken (1994) X X X X X      
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Table 2.2 (Continued) 

Comparison of Wellness Models 
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Adams et al. (1997) X X X X X X     

Durlak (2000) X  X X       

Renger et al. (2000) X X X X X  X    

Ryan and Deci (2001) X X X  X  X X   

Anspaugh et al. (2004) X X X X X X X    

Travis and Ryan (2004) X X X X X X X    

Hales (2005) X X X X X X X    

Helliwell (2005) X X X  X X X X X  

Myers et al. (2005) X X X X X X X X X  

Ryff and Singer (2006) X X X  X  X X   

May (2007) X X X X X X X X X  

Dolan et al. (2008) X X X X X X X X X  

Fritze (2008)  X     X   X 

Diener et al. (2009) X X X X X X X X X  

(Adapted from Miller & Foster, 2010; Roscoe, 2009) 

 

Five Factor Wellness Models. Depken (1994) “indicated that most college health 

textbooks describe wellness as comprising physical, intellectual, social, emotional, and spiritual 

dimensions” (as cited in Roscoe, 2009, p. 217). Furthermore, Lafferty (1979) and Greenberg 

(1985) each described wellness using the five factors Depken (1994) used; however, with slight 

differences. Lafferty (1979) and Greenberg (1985) both described wellness as the combination of 

the five dimensions and high-level wellness as the balance of the five dimensions, and Greenberg 

(1985) referred to mental wellness instead of intellectual wellness. In these models, the five 

dimensions are explained as follows. Social wellness encourages individuals to contribute to 
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their environment and community (Roscoe, 2009). Moreover, this dimension emphasizes the 

interdependence between others and nature, and urges individuals to take an active part in 

improving their world and initiating better communication with those around them. For example, 

for optimal social wellness, it is suggested to cultivate healthy relationships, get involved, 

contribute to one’s community, share one’s talents and skills, and communicate one’s thoughts, 

feelings, and ideas. Emotional wellness recognizes awareness and acceptance of one’s feelings. 

Furthermore, emotional wellness includes the degree to which one feels positive and enthusiastic 

about one’s self and life (Roscoe, 2009). For instance, for optimal emotional wellness, it is 

recommended to stay in-tune with one’s thoughts and feelings, cultivate an optimistic attitude, 

seek and provide support, learn time management skills, practice stress management techniques, 

and accept and forgive oneself. Physical wellness recognizes the need for regular physical 

activity, and learning about diet and nutrition (Roscoe, 2009). Furthermore, it discourages the 

use of tobacco, drugs, and excessive alcohol consumption, while striving to spend time building 

physical strength, flexibility, and endurance. For example, for optimal physical health it is 

advised to get adequate rest, use seat belts, helmets, and other protective equipment, learn to 

recognize early signs of illness, eat a variety of healthy foods, control meal portions, and protect 

against second-hand smoke. Intellectual wellness emphasizes one’s creative and stimulating 

mental activities. Moreover, it expands one’s knowledge and skills, while also allowing an 

individual to discover their potential for sharing their gifts with others (Roscoe, 2009). For 

instance, for optimal intellectual wellness, it is proposed that an individual takes a course or 

workshop, learn (or perfect) a foreign language, seek out people who challenge one 

intellectually, read, and learn to appreciate art. And spiritual wellness acknowledges one’s search 

for meaning and purpose in life. Additionally, it includes the development of a deep appreciation 
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for the depth and expanse of life and natural forces that exist in the universe (Roscoe, 2009). For 

example, for optimal spiritual health, it is mentioned to explore one’s spiritual core, spend time 

alone and meditate, be inquisitive and curious, be fully present in everything, listen to one’s heart 

and live by one’s principles, allow one’s self and those around the freedom to be who they are, 

and see opportunities for growth in the challenges life brings. Figure 2.1 exemplified the five 

dimensions of wellness. 

 

Figure 2.1 Five Dimensions of Wellness 

 

Six Factor Wellness Models. Hettler (1980) agreed with the five factors described by 

Depken (1994), Lafferty (1979), and Greenberg (1985); however, added a sixth dimension, 

occupational wellness. Occupational wellness assesses one’s personal satisfaction and 

enrichment in life through work. Additionally, it encourages one to contribute unique gifts, 

skills, and talents to work that are both personally meaningful and rewarding (Roscoe, 2009). For 

instance, for optimal occupational wellness, it is encouraged to explore a variety of career 

options, create a vision for the future, choose a career that suits one’s personality, interests, and 



33 
 

 

 

 

talents, and be open to change and learn new skills. Figure 2.2 illustrates the six dimensions of 

wellness. 

 

Figure 2.2 Six Dimensions of Wellness 

 

Wheel of Wellness. The Wheel of Wellness, developed by Witmer and Sweeney (1992) 

and later Myers, Sweeney, and Witmer (2000), attempts to demonstrate the interconnectedness 

of the characteristics of a healthy person, life tasks, and other life forces which promote holistic 

growth and learning over one’s life span. In this model, wellness is defined as “a way of life 

orientated toward optimal health and well-being in which body, mind, and spirit are integrated by 

the individual to live more fully within the human and natural community” (Myers et al., 2000, 

p. 252). Moreover, in this model, spirituality is the center of the wheel, and is seen as the most 

important characteristic of well-being. Spirituality includes having a sense of meaning in life, in 

addition to religious or spiritual beliefs and practices. Surrounding spirituality are twelve spokes 

in the life task of self-direction (i.e., sense of worth, sense of control, realistic beliefs, emotional 
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responsiveness and management, intellectual stimulation, problem solving, and creativity, sense 

of humor, exercise, nutrition, self-care, stress management, gender identity, and cultural 

identity), which help to regulate or direct the self as one responds to the life tasks of work and 

leisure, friendship, and love. This model is proposed as ecological in that life forces (i.e., media, 

government, community, family, religion, education, and business/industry) are shown as 

affecting one’s wellness (Myers & Sweeney, 2005). 

Though the Wheel of Wellness model was seen as a holistic model, it was critiqued for 

not having enough empirical research (Myers et al., 2000). Through this critique, the Wellness 

Evaluation of Lifestyle Inventory (WEL) was created to measure the evaluation of wellness by 

assessing each of the components within the Wheel of Wellness model (Hattie, Myers, & 

Sweeney, 2004). Furthermore, improvements were continually made to the psychometric 

properties of the WEL including factor analyses and structural analyses, and although the 

hypothesized interrelationships among the components of the Wheel of Wellness were not 

supported, the results of the factor analyses provided a basis for reexamining the structure of 

wellness (Hattie et al., 2004). Relationships among the higher-order wellness factors, five 

second-order factors, and 17 third-order or sub-factors emerged as relevant to a new, evidence-

based wellness model, known as the Indivisible Self Model of wellness (Myers & Sweeney, 

2005). Figure 2.3 displays the Wheel of Wellness model (Myers et al., 2000). 
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Figure 2.3 Wheel of Wellness model (Myers, Sweeney, & Witmer, 2000) 

 

Seven Factor Wellness Models. Anspaugh, Hamrick, and Rosato (2004) and Hales 

(2005) adapted the six factor models described above by adding a seventh dimension, 

environmental wellness. Environmental wellness measures one’s awareness of the unstable state 

of the earth, and the effects of one’s daily habits on the physical environment (Roscoe, 2009). 

Moreover, it emphasizes maintaining a way of life that maximizes harmony with the earth, and 

minimizes harm to the environment by being involved in socially responsible activities that 

protect the environment. For example, for optimal environmental wellness, it is suggested to stop 

junk mail, conserve water and other resources, minimize chemical use, reduce/reuse/recycle, and 

renew your relationship with the earth (Roscoe, 2009). Figure 2.4 displays the seven dimensions 

of wellness. 
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Figure 2.4 Seven Dimensions of Wellness 

 

The Indivisible Self Model of Wellness. Derived from the Wheel of Wellness model, The 

Indivisible Self Model of Wellness comprises five factors that make up the whole self, or the 

indivisible self (i.e., creative self, coping self, social self, essential self, and physical self) (Myers 

& Sweeney, 2005). Each of these factors are then composed of additional sub factors, each of 

which contribute to wellness in that particular factor, as well as the whole self. The first factor, 

creative self, consists of the combination of attributes that each individual forms to make a 

unique place among others in social interactions. The second factor, coping self, is composed of 

elements that regulate one’s responses to life events and provides a means for transcending any 

negative effects of what happens in life. The third factor, social self, consists of how 

relationships enhance one’s quality of life. The fourth factor, essential self, is the existential 

sense of meaning and purpose in one’s life. And finally, the fifth factor, physical self, is one’s 
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body, and how it is affected by one’s choices (Myers & Sweeney, 2005). The Indivisible Self 

Model of Wellness was seen as both holistic and evidence based; however, was still criticized. 

 First, the model is based on healthy people, and is seen as a strength-based model (Myers 

& Sweeney, 2005). Moreover, strength-based models may not always be seen as the most 

beneficial, as “exploring and amplifying strengths doesn’t come at the cost of dismissing or 

minimizing problems and weaknesses” (Rashid, 2015, p. 27). Second, the model is choice-

oriented in that wellness behaviors reflect intentionality in lifestyle choices (Myers & Sweeney, 

2005); therefore, individuals must want to intentionally change their lifestyle behaviors. Figure 

2.5 represents The Indivisible Self Model of Wellness (Myers & Sweeney, 2005). 

 

 

Figure 2.5 The Indivisible Self Model of Wellness (Myers & Sweeney, 2005) 

  

 Eight Factor Wellness Models. Finally, and most recently, the Substance Abuse and 

Mental Health Services Administration (SAMHSA) adapted the seven factor wellness models 
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above, and added an eighth dimension, financial wellness. Financial wellness is the feeling of 

satisfaction about one’s financial situation, both current and future (“The Eight Dimensions of 

Wellness,” 2017). Furthermore, this dimension can only be achieved through a comprehensive 

knowledge of one’s financial circumstance. For example, for optimal financial wellness, it is 

suggested to have a household budget, start a savings account and add to it every month even if it 

is just a small amount, save some of your income in an emergency account, cut back or limiting 

unnecessary expenses, avoid credit card debt, donate to a meaningful charity, shop at thrift 

stores, utilize the library for free books and DVDs, and cook your own meals instead of dining 

out. Figure 2.6 displays the eight dimensions of wellness. 

 

 

Figure 2.6 Eight Dimensions of Wellness 
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Self-Actualization and Wellness 

 Though each of the above models are slightly different from one another, all but the 

Indivisible Self Model of Wellness are critiqued for their lack of empirical research. The 

proposed study used a theoretical model focusing on what the authors of the model call self-

actualization wellness (Cooper & Harrell, 2017). The model is inspired by identifying 

characteristics of a self-actualized individual drawing upon the highest level on Maslow’s 

Hierarchy of Needs (Maslow, 1968). Thus, a review of the concept of self-actualization and the 

self-actualization model follows.  

Self-Actualization 

 The concept of self-actualization first originated by Goldstein (1939), and was referred to 

as “the tendency to actualize, as much as possible, individual capacities” (p. 46). More notably, 

self-actualization was discussed by Rogers (1961), and was popularized by Maslow (1968). 

Maslow (1968) introduced the concept of self-actualization as the highest-level of need for 

human beings, and argued that its achievement is due to the relative satisfaction of lower-level 

needs (i.e., physiological needs, safety and security, love and belonging, and self-esteem). 

Specifically, Maslow (1968) theorized that needs prioritize human behavior, and that human 

beings respond to their needs based on hierarchical strength, or urgency, with the most urgent 

need first. In Maslow’s Hierarchy of Needs, the base, or most urgent needs, are physiological 

which include hunger, thirst, breathing, shelter, clothing, and sleep. Second, is the need for safety 

and security, and includes health, employment, property, family, and social stability. Third is the 

need for love and belonging, and includes friendships, family relationships, intimacy, and a sense 

of connection. Fourth, is the need for self-esteem, which includes both the need for confidence 

and achievement and the need for respect of others. Finally, the highest level of need is self-
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actualization, and is a motivation for growth, as opposed to the previous survival needs. 

Moreover, it is a growing need that cannot be fully satisfied because the need of self-

actualization is the need to perform to one’s highest potential, which is never ending. Figure 2.7 

portrays Maslow’s Hierarchy of Needs. 

 

 

Figure 2.7 Maslow’s (1968) Hierarchy of Needs 

 

 Additionally, Maslow (1968) established a list of thirteen clinically observed 

characteristics of individuals whom he deemed were self-actualized (i.e., Albert Einstein, 

Abraham Lincoln, Eleanor Roosevelt, Thomas Jefferson, Jane Adams, and Benedict Spinoza). 

Maslow (1968) indicated that self-actualizing, or healthy, individuals were those who 

demonstrated (1) superior perception of reality; (2) increased acceptance of self, of others and of 
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nature; (3) increased spontaneity; (4) an increase in problem-centering; (5) increased detachment 

and desire for privacy; (6) increased autonomy, and resistance to enculturation; (7) greater 

freshness of appreciation, and richness of emotional reaction; (8) higher frequency of peak 

experiences; (9) increased identification with the human species; (10) changed (the clinician 

would say, improved) interpersonal relations; (11) more democratic character structure; (12) 

greatly increased creativeness; and (13) certain changes in the value system. 

Self-Actualization Wellness Model 

The Self-Actualization Wellness Model (Cooper & Harrell, 2017) suggests that by 

applying the model’s seven dimensions to one’s daily life, a person can become self-actualized 

in wellness, the process of fulfilling one’s potential (Myers & DeWall, 2015) and manage their 

stress in the most effective ways. Moreover, through this process, a person can become more 

aware of how each dimension interacts and contributes to healthy living and one’s quality of life. 

The seven dimensions include: self-sufficiency, self-care, self-social understanding, self-assess, 

self-initiative, self-advocate, and self-compassion and little research has been conducted in 

relation to each of these dimensions and wellness, let alone in relation to college student stress 

and overall well-being. Figure 1.3 provides a visual display of the model (see chapter 1). 

Self-Sufficiency. Self-sufficiency, or the ability to satisfy one’s own needs, and be 

independent from others, is crucial to one’s health and well-being. Van Gundy (2002) assessed 

the relationship between undergraduate college students’ gender, the assertion of autonomy, and 

stress, and found that students’ assertion of autonomy reduced the risk for depression in both 

men and women. In another study, Beck, Taylor, and Robbins (2003) analyzed homesickness in 

undergraduate college freshmen during their first semester using the dimensions of autonomy to 

predict post-transition depression and homesickness. Contrary to what they expected, Beck et al. 
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(2003) found autonomy was correlated with facets of homesickness, as well as depression, and 

that students possessing autonomous traits were not immune to the transition. On the other hand, 

Merryman, Martin, and Martin (2015) examined graduate students’ psychological well-being 

(i.e., autonomy) and perceived stress. In their study, Merryman et al. (2015) found a strong, 

positive correlation between perceived wellness and autonomy; however, their concept of 

perceived wellness was not strongly predicted by overall psychological well-being using the 

autonomy subscale. 

Self-Care. Self-care, the ability to regulate one’s self holistically including: mentally, 

emotionally, and physically, is sometimes seen as a selfish act; however, is vital to one’s overall 

health and well-being. Smith (2015) conducted a study to examine college students’ wellness and 

found students, specifically non-traditional students, had a significantly higher level of wellness 

with regard to self-care, indicating a potential relationship between the two variables. Clarke 

(2018) also examined self-care and stress; however, he utilized graduate students. In the study, 

Clarke (2018) concluded that students who reported higher levels of self-care reported 

significantly lower levels of perceived stress. Similarly, Slonim, Kienhuis, Benedetto, and Reece 

(2015) examined graduate students in regard to the relationship between engagement in self-care, 

mindfulness, and psychological distress. Moreover, in their study, Slonim et al. (2015) pointed to 

the potential of self-care and mindfulness in order to decrease graduate students’ distress and 

enhance wellbeing, as they found a significant correlation between distress and mindfulness, and 

also distress and self-care. 

Self-Social Understanding. Self-social understanding is the ability to understand one’s 

self in social situations and understand the types of situations/environments one can thrive in. 

Attending a university introduces students to new social networks and social environments. And 
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while some of these new social surroundings may contribute to stress, Lorkowski, Robbins, and 

Noeth (2004) state the importance of social involvement in the retention of college students. 

While social engagement on some level is important to retention, the type of social setting can 

impact whether one finds it enjoyable or stressful. According to Cain (2012), students who are 

more introverted prefer one-to-one conversations and small group settings; whereas, students 

who are more extroverted prefer larger group social settings. An awareness of social 

environmental preferences and the ability to respond to peer pressure when one does not want to 

participate in a setting that is not preferable may help to reduce college student stress.  

Furthermore, an awareness of one’s goals for participating in a social event have 

implications for one’s overall psychological adjustment. Shim et al. (2017) conducted research 

on what they termed the “social achievement goals” of 1,242 college students and found: 

Some may approach a social situation with a focus on developing social competence (i.e., 

improving social skills, deepening relationships, or getting to know friends better), while 

others may approach the same situation with a focus on gaining social recognition or 

prestige. These social achievement goals are likely to affect how individuals interpret and 

react to social cues and interactions that, in turn, are likely to differentially impact their 

overall psychological adjustment. (p. 1239) 

Self-Assess. Self-assess, or the ability to recognize one’s self, in the moment, and 

determine whether one needs to adapt to the experience/situation or redirect one’s energies into 

another experience/situation, is beneficial to one’s health and well-being, and is similar to the 

concept of self-efficacy. Rendell (2014) conducted a study to examine the relationship between 

college students’ stress, involvement, and problem-solving self-efficacy, defining problem-

solving self-efficacy as “a student’s belief that they can effectively utilize problem-solving skills 
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when faced with a challenge/problematic situation” (p. 12). In the study, Rendell (2014) found a 

negative relationship between problem-solving self-efficacy and perceived stress, as “students 

with greater problem-solving self-efficacy reported experiencing less stress” (p. 96). 

Comparably, Sawatzky et al. (2012) looked at the relationship between college students’ levels 

of stress and depression and whether either were mediated by students’ perceived ability to 

manage stress. Furthermore, Sawatzky et al. (2012) found greater stress management self-

efficacy was linked to lower levels of depression, and concluded that it is crucial to identify 

students with limited stress management self-efficacy to help manage their levels of stress and 

depression. Finally, aside from just examining self-care as mentioned above, Clarke (2018) 

examined graduate students’ levels of coping self-efficacy and stress, and found that those who 

reported higher levels of coping self-efficacy reported significantly lower levels of perceived 

stress.  

 Self-Initiative. Self-initiative, an individual’s readiness and ability in initiating action and 

using one’s inner drive (i.e., intrinsic motivation), is important to one’s health and well-being. 

Baker (2004) investigated the relationship between motivational orientation (i.e., extrinsic, 

intrinsic, or amotivation) and adjustment to university, stress, and well-being in undergraduate 

students. Though Baker (2004) concluded that students with more intrinsically motivated 

behaviors were associated with lower levels of stress, these behaviors were not predictive of 

better psychosocial adjustment to university life or greater levels of perceived well-being. 

Huang, Lv, and Wu (2016) also examined the effects of intrinsic academic motivation and 

interpersonal conflict on undergraduate students’ levels of depression and stress. In their study, 

Huang et al. (2016) found that intrinsic academic motivation was negatively associated with 

students’ levels of depression and stress. Specifically, the relationship was significant as there 
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was a negative relationship between intrinsic academic motivation and depression, and intrinsic 

academic motivation and stress was weaker among participants who reported higher (vs. lower) 

levels of interpersonal conflict. 

 Self-Advocate. Self-advocacy, the ability to speak up for one’s self, make decisions for 

one’s self, learn where and how to obtain information in order to help one’s self, and knowing 

one’s rights, is essential to one’s health and well-being. Much of the literature with respect to 

self-advocating and college students centers on students with disabilities (e.g., Hadley, 2007; 

2011). Speaking directly to the lack of self-advocacy skills, Vaccaro, Daly-Cano, and Newman 

(2015) note that: 

Multiple researchers have found that self-advocacy is critical in the transition to, and 

persistence through, postsecondary education (Adams & Proctor, 2010; Daly-Cano, 

Vacarro & Newman, 2015; Getzel & Thoma, 2008; Hadley, 2006; Janiga & Costenbade, 

2002); Thoma & Wehmeyer, 2005; Webste, 2004). Despite these benefits, some students 

with disabilities come to college unprepared to self-advocate because of past reliance on 

parents, special education teachers, and a secondary school system that did not require 

self-advocacy. (p. 673)   

However, reliance on others is not unique to students with disabilities in the college 

environment. Student affairs professionals are finding an increasing level of parent involvement 

that is keeping students from the ability to “develop the autonomy needed to function as 

competent adults” (Cullaty, 2011, p. 425). Furthermore, when students are able to advocate for 

themselves research has shown a positive impact on stress reduction. Tomaka et al. (1999) 

examined assertiveness, identified as those who were seen as dominant, forceful, and socially 

influential people who were likely to speak without hesitation, as a moderator of stress reactions 
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among undergraduate women. In their study, Tomaka et al. (1999) found “high assertive women 

reported experiencing less stress and negative emotion and greater positive emotion than did the 

low assertive women” (p. 1).  

Self-Compassion. Self-compassion, the ability to acknowledge “one’s own suffering, not 

avoiding or disconnecting from it,” and “involves offering nonjudgmental understanding to one’s 

pain, inadequacies and failures, so that one’s experience is seen as part of the larger human 

experience” (Neff, 2003, p. 87) is necessary to one’s health and well-being. In one study, Neff 

and Pommier (2013) studied the link between self-compassion and concern for the well-being of 

others in undergraduate students. In their study, Neff and Pommier (2013) found higher levels of 

self-compassion were significantly linked to more perspective taking, less personal distress, and 

greater forgiveness; however, were not linked to compassion for humanity, empathetic concern, 

and altruism. In another study, Neff and McGehee (2010) examined the relationship between 

self-compassion and well-being in college students, and found that self-compassion was strongly 

associated with well-being. Similarly, Hall, Row, Wuensch, and Godley (2013) examined the 

relationship between self-compassion and physical/psychological well-being in college students 

and found an association between self-compassion and physical/psychological well-being. 

Moreover, Hall et al. (2013) found that self-kindness and a sense of isolation versus common 

humanity were predictive of both depressive symptomatology and physical well-being, and self-

kindness and over-identification versus mindfulness were predictive of managing life stressors. 

Summary 

The purpose of this study is to develop an understanding of college students’ wellness 

and predictors of stress. This chapter presented relevant literature on the history of stress, stress, 

college students’ stress response, and measuring college students’ stress responses followed by a 
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review on mindset and personality as they impact the perception of the stress response. The 

review concluded with a summary and synthesis of wellness models, self-actualization, and 

research that helped to inform the theoretical model of Self-Actualization Wellness. Chapter 

three contains details regarding the research design proposed for this study. 
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CHAPTER 3 

METHODOLOGY 

 This study examines college students’ wellness using seven dimensions of a theoretical 

model for Self-Actualization Wellness (Cooper & Harrell, 2017) in relation to basic 

demographic information, mindset, level of extroversion, and areas of wellness. This chapter 

provides the research design of the study, which includes an explanation of the philosophical 

foundation informing the research approach. Additionally, the research questions, methodology, 

population/sample, data collection, instrumentation, variables, and data analysis are explained. 

Lastly, the limitations and delimitations of the study are described. 

Research Design and Philosophical Assumptions 

 This quantitative research study is framed with an objectivist epistemology and is based 

on the post-positivist theoretical perspective. The objectivist epistemology “holds that meaning, 

and therefore meaningful reality, exists as such apart from the operation of any consciousness” 

(Crotty, 1998, p. 8). Furthermore, objectivists believe that knowledge is not created through 

research, but discoveries (Crotty, 1998). Post-positivism suggests that “we cannot be positive 

about our claims of knowledge when studying the behavior and actions of humans” (Creswell, 

2014, p. 7); therefore, causes that influence outcomes must be identified and assessed in an 

attempt to prove a theory wrong rather than right. Moreover, post-positivism is reductionistic, 

and seeks to reduce ideas into small, discrete sets (e.g., variables) in order to gain a better 

understanding of what could be happening. The foundation that is created through the interaction 

and assertion of objectivist epistemology and the post-positivist theoretical perspective both 

supported and framed research decisions throughout this study. 
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Methodological Approach 

This study employed a survey research methodological approach as it is a common 

practice for post-positivist research. Survey research “provides a quantitative or numeric 

description of trends, attitudes, or opinions of a population by studying a sample of that 

population” (Creswell, 2014, p. 13). Moreover, while the ultimate goal of survey research is to 

make inferences about an entire population, an important component is minimizing error in the 

data collected and measuring the error (Fowler, 2014). Fowler (2014) identifies two primary 

types of errors in survey research: sampling error and bias. First, sampling errors occur when 

participants are not an exact representation of the population from which they are being sampled; 

therefore, they do not include every person within the population (Fowler, 2014). Second, bias 

occurs when there is (1) a systemic influence, with or without the realization of the research that 

this influence exists, that creates differences in the sample from the intended population, and (2) 

bias in the survey questions, which may produce data that is not truly representative of the 

respondents and in turn distort the results (Creswell, 2014; Fowler, 2014).  

Overall, while this study utilized a survey research design, with the survey instrument 

created by the combination of compiling existing survey instruments and questions and the 

writing of original questions based on theory and published literature, efforts were made to limit 

potential bias as much as possible; a major component within survey research. To further the 

validity and reliability of the research instrument, the survey, once developed was pilot tested. 

Research Questions 

This study focuses on the following research questions: 

1. What are the basic demographics of participants in this study? 
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2.  To what extent is there a difference in each of the seven dimensions of self-actualization 

wellness (self-sufficiency, self-care, self-social understanding, self-assess, self-initiative, 

self-advocate, and self-compassion) based on a) gender, b) ethnicity, and c) year in 

school? 

3. To what extent is there a statistically significant relationship between college students’ 

level of intelligence beliefs of a growth mindset, level of behavior beliefs of a growth 

mindset, level of extroversion, and college student stressors/concerns related to a) person 

variables and b) environment variables?  

4. To what extent is there a statistically significant relationship between the level of college 

students’ development in each of the seven dimensions of self-actualization wellness 

(self-sufficiency, self-care, self-social understanding, self-assess, self-initiative, self-

advocate, and self-compassion) and college student stressors/concerns related to a) 

person variables and b) environment variables?  

5. To what extent do college students’ gender, ethnicity, age, level of intelligence beliefs of 

a growth mindset, level of behavior beliefs of a growth mindset, level of extroversion, 

and the seven dimensions of self-actualization wellness (self-sufficiency, self-care, self-

social understanding, self-assess, self-initiative, self-advocate, and self-compassion) 

predict the level of stress/concern related to a) person variables and b) environment 

variables?  

Sample and Participants 

Participants in this study were 199 college students from universities in the central United 

States. Participants were recruited through a convenience sampling strategy, which allowed for 

easy access to, and availability of, participants (Creswell, 2014). Participants were recruited 
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through both college faculty members from universities in the central United States, and students 

enrolled in an introductory course trying to fulfill a course requirement. For those recruited 

through college-level faculty members, students were provided a letter of invitation, along with a 

follow-up reminder email (see Appendices A and B). Faculty members were provided a link to 

the Qualtrics online survey (see Appendix D), which also included a statement of informed 

consent (see Appendix C). No compensation was provided.  

Survey Instrument 

 The survey instrument was created using a combination of questions from existing 

surveys and questions written by the researcher. All questions developed by the researcher were 

derived from existing research related to the topic areas, and were piloted before use in the study. 

There are five sections to the survey instrument, which are described below.  

Demographics 

 Eleven questions were asked to gather demographic information from participants. A 

combination of nominal (i.e., gender, ethnicity, year in school, college/school with current major, 

type of higher education institution attending) and scale (i.e., age, parents’ combined family 

income) response styles were collected. These questions were written by the researcher, and 

piloted before inclusion in the final survey instrument. 

Mindset – Level of Growth Mindset 

Eight questions were asked to gather information about participants’ beliefs about 

mindsets. Two examples from this section of the survey are “No matter how much intelligence 

you have, you can always change it quite a bit.” and “You can always substantially change how 

intelligent you are.” All responses were given on a five-point Likert scale: strongly disagree, 

disagree, neither disagree nor agree, agree and strongly agree. Questions were either taken 
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directly or adapted from Dweck’s (2006) previous work, or written by the researcher and piloted 

before inclusion in the final survey instrument. 

Personality – Level of Extroversion 

 Thirteen questions were asked to gather information about participants’ personality type 

regarding their levels of extroversion. Two examples from this section of the survey are “I prefer 

group activities to one-on-one conversations” and “I enjoy work that allows me to ‘dive in’ with 

few.” All responses were given on a five-point Likert scale: strongly disagree, disagree, neither 

disagree nor agree, agree and strongly agree. There are some reciprocal questions included in this 

section, and these responses were reverse-coded before data analysis is conducted. Questions 

were either taken directly or adapted from Cain (2012), or written by the researcher and piloted 

before inclusion in the final survey instrument. 

Areas of Stress and Concern  

 Thirty-six questions were asked to gather information about the frequency of 

participants’ areas of stress and concern. Four to five questions were used to measure each of the 

following areas a) academics, b) relationships, c) lack of resources, d) work and extracurriculars, 

e) expectations, f) transitions, g) physical environment, and h) health. Two examples from this 

section of the survey are “Exams” and “Sleep.” All responses gauged the frequency of each 

stressor/concern, and were given on a six-point Likert scale: never, rarely, occasionally, 

frequently, and very frequently. Questions were written by the researcher and piloted before 

inclusion in the final survey instrument. 

Self-Actualization Wellness 

 The Self-Actualization Wellness Assessment (SAWA) developed by Cooper and Harrell 

(2017) was used to assess participants’ development in each of the seven dimensions of self-
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actualization wellness (self-sufficiency, self-care, self-social understanding, self-assess, self-

initiative, self-advocate, and self-compassion). Participants responded to the 43-items indicating 

their level of agreement with each statement on a seven-point Likert-type scale: strongly 

disagree, disagree, somewhat disagree, neither disagree nor agree, somewhat agree, agree, and 

strongly agree. Example statements include: “I am confident in my ability to find solutions to my 

problems,” “I’m aware that some social environments are more comfortable for me than others,” 

“When something negative happens outside my control, I am able to adapt to the situation or 

redirect my focus,” and “At work or school, I take initiative to get things done without being 

reminded.” 

Data Collection 

 Data collection was conducted through a self-administered online survey. Data were 

collected on participant demographics, mindset, personality as it relates to the trait of 

introversion/extroversion, areas of stress and concern, and Self-Actualized Wellness. The survey 

was distributed using the Qualtrics online survey program. Use of the online survey program, 

combined with no survey questions specific enough to enable identification, ensured all data 

collected could not be traced back to individual participants, and that participants remained 

anonymous. 

 Permission to send the research survey to students was obtained through the Institutional 

Review Board for Human Subjects Research. The survey was sent via recruitment emails to 

college faculty members asking them to distribute the survey link to their students. The 

recruitment email contained information about the research study in addition to the internet link 

to the actual survey. Students had three weeks to participate in the survey, and a reminder email 

(Appendices A & B) was sent out one time during the three-week window. In order to maintain 
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participant anonymity, reminder emails were sent to all potential participants regardless of 

whether a participant completed the survey already or not. Participants were asked to ignore 

reminders if they had already completed the survey. 

Variables 

 The following sections describe the variables in the study. Both independent and 

dependent variables include variables created through exploratory factor analysis. Descriptive 

and independent variables include the demographics of gender, ethnicity, age, year in school, and 

the construct variables of mindset and personality (assessed through level of extroversion), and 

the seven dimensions of self-actualization wellness. The 14 dependent variables, eight of which 

are constructs, all assess college students’ stress and areas of concern. 

Descriptives and Independent Variables 

 A brief description of the descriptive and independent variables, including how they were 

measured and coded is provided for each variable below. 

 Gender. Participants were asked to provide their identified gender. Three options are 

given: Male (coded = 1), Female (coded = 0), and non-binary (coded = 2). A text box of “other” 

was included for use if a participant identifies with a gender option outside of the traditional 

dichotomy of male/female. A review the responses for those selecting “Other” were conducted to 

determine if additional gender categories should be created for analysis. For regression analysis, 

gender was recoded into 1 = male, 0 = female. 

 Ethnicity. Participants were asked to provide their ethnicity. Six options are given: White 

(coded = 1), African American (coded = 2), Hispanic or Latino (coded = 3), Asian/Pacific 

Islander (coded = 4), American Indian or Alaska Native (coded = 5), and other (coded = 6). A 

text box was included for use if a participant chooses “Other.” A review of the responses for 
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those selecting “Other” was conducted to determine if additional ethnicity categories should be 

created for analysis, and an additional category titled “multiracial” was added and coded as a 5 

since there were no responses for American Indian or Alaska Native. 

 Age. Participants were asked to provide their age in a fill in the blank box. Responses 

where ½ numbers are included (e.g., 18 ½) were recoded to the higher whole number. 

 Year in School. Participants were asked to provide their year in school. Five options are 

given: Freshman (coded = 1), Sophomore (coded = 2), Junior (coded = 3), Senior (coded = 4), 

and Graduate (coded = 5).  

Factored Constructs for Independent Variables. The independent variables describing 

mindset, personality, and self-actualization wellness were each measured by survey questions on 

a Likert scale. After responses were collected, independent construct variables were developed 

through exploratory factor analysis (EFA), and a principle component with a varimax rotation 

approach was used. 

Tabachnick and Fidell (2007) state a “factor analysis is a statistical technique applied to a 

single set of variables when the researcher is interested in discovering which variables in the set 

form coherent subsets that are relatively independent of one another” (p. 607). Tabachnick and 

Fidell (2007) go on to say that “when scores on factors are estimated for each subject, they are 

often more reliable than scores on individual observed variables” (p. 608). A conservative 

approach of a .44 factor loading was used for acceptance of an item in interpretation of the 

factor. Tabachnick and Fidell (2007) state, “as a rule of thumb only variables with loadings of 

.32 and above are interpreted. The greater the loading, the more the variable is a pure measure of 

the factor” (p. 649). Additionally, Kaiser’s measure of sampling adequacy (KMO) was used to 

evaluate the relevance of each construct. KMO statistics can range from 0 to 1, with values of .5 
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and above being required for a good factor analysis (Tabachnick & Fidell, 2007). The following 

constructs were evaluated via exploratory factor analysis. 

Mindset. Participants were asked eight questions regarding mindsets. All questions were 

either taken directly or adapted from Dweck’s (2006) previous work, or written by the 

researcher. Regular scoring questions were asked, and a five-point Likert scale indicating a level 

of agreement with each statement was used. For regularly-scored questions, responses on the 

disagree side of the Likert scale indicated a fixed mindset, and responses on the agree side of the 

Likert scale indicated a growth mindset. An exploratory factor analysis with a varimax rotation 

approach was conducted to determine which questions aligned to create the construct mindset. 

Since the questions aligned onto two constructs, two mindset constructs were created: 

intelligence beliefs of a growth mindset and behavior beliefs of a growth mindset. From the 

original eight questions, four items aligned to represent the factor intelligence beliefs of a growth 

mindset (eigenvalue = 2.68, variance explained = 33.54%), and four items aligned to represent 

the factor behavior beliefs of a growth mindset (eigenvalue = 1.52, variance explained = 

19.03%). Kaiser’s measure of sampling adequacy (KMO) for the construct as a whole was .712. 

Table 3.1 reports the items and factor loadings for the mindset constructs. The variable was 

measured from the growth-mindset perspective with higher scores indicating more of a growth 

mindset. 
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Table 3.1 

Factor Analysis for the Mindset Constructs 

Item Factor Loadings 

Intelligence Beliefs of a Growth Mindset (αααα = .708)  

No matter how much intelligence you have, you can always change it 
quite a bit. 

.838 

You can always substantially change how intelligent you are. .834 
No matter what kind of person you are, you can always change 
substantially. 

.651 

You can always change basic things about the kind of person you are. .530 

Behavior Beliefs of a Growth Mindset (αααα = .648)  

You embrace obstacles/challenges as you know you will come out 
stronger on the other side. 

.791 

You view criticism and feedback as sources of information, not an 
attack at you as a person. 

.708 

You see effort as the path to mastery, something that is necessary to 
grow and master useful skills. 

.618 

You view others’ success as a source of inspiration and information. .583 

 

Personality. Participants were asked thirteen questions regarding their personality as it 

relates to introversion versus extroversion. All questions were either taken directly or adapted 

from Cain (2012), or written by the researcher. Both regular and reverse scoring questions were 

asked, and a five-point Likert scale indicating level of agreement was used. For regularly-scored 

questions, responses on the disagree side of the Likert scale indicate introversion-like qualities, 

and responses on the agree side of the Likert scale indicate extroversion-like qualities. An 

exploratory factor analysis with a varimax rotation approach was conducted to determine which 

questions aligned to create the personality construct of level of extroversion. From the original 

thirteen questions, four items aligned to represent the factor level of extroversion (eigenvalue = 

2.53, variance explained = 19.47%). Kaiser’s measure of sampling adequacy (KMO) for the 

construct as a whole was .690. Table 3.2 reports the items and factor loadings for the personality 

construct. The variable was measured from the extroversion prospective, thus higher scores 

indicate a participant identifies as more extroverted. 
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Table 3.2 

Factor Analysis for the Personality Construct of Extroversion 

Item Factor Loadings 

Level of Extroversion (α = .650)  

I like to celebrate birthdays on a large scale, with a lot of close friends 
or family members 

.704 

People describe me as “loud” or “energetic”  .684 
I feel energized after being out and about .664 
I prefer group activities to one-on-one conversations .530 

 

 

Self-Actualization Wellness. Seven independent variables were created through the 

development of seven constructs using an exploratory factor analysis with a varimax rotation 

approach. Questions representing participants’ developmental level in each of the seven 

dimensions of self-actualization of wellness (self-sufficiency, self-care, self-social 

understanding, self-assess, self-initiative, self-advocate, and self-compassion) were asked using a 

seven-point Likert type scale measuring participants agreement level with each of the statements 

where 1 = strongly disagree, 2 = disagree, 3 = somewhat disagree, 4 = neutral, 5 = somewhat 

agree, 6 = agree, and 7 = strongly agree. From the original 43 questions, four items aligned to 

represent the factor self-sufficiency (eigenvalue = 1.93, variance explained = 48.36%, KMO = 

.701), five items aligned to represent the factor self-care (eigenvalue = 2.23, variance explained = 

44.59 %, KMO = .693),  six items aligned to represent the factor self-social understanding 

(eigenvalue = 2.14, variance explained = 35.63%, KMO = .707), six items aligned to represent 

the factor self-assess (eigenvalue = 3.06, variance explained = 50.98%, KMO = .834), eight 

items aligned to represent the factor self-initiative (eigenvalue = 3.67, variance explained = 

45.81%, KMO = .832), eight items aligned to represent the factor self-advocate (eigenvalue = 

3.42, variance explained = 42.73%, KMO = .838), and six items aligned to represent the factor 

self-compassion (eigenvalue = 2.72, variance explained = 45.40%, KMO = .786 ), Table 3.3 
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reports the items, factor loadings, and alpha reliability coefficients for each of the seven 

constructs. Higher scores for each construct represent a higher level of development in each 

dimension.  

Table 3.3 

Factor Analysis for the Self-Actualization of Wellness Constructs  

Item Factor Loadings 

Self-Sufficiency (αααα = .635)  

I do not rely on others to make me happy. .753 
I am confident in my ability to find solutions to my problems. .730 
I do not rely on others to solve my problems for me. .656 
I can entertain myself. .636 

Self-Care (αααα = .673)  

I eat healthy. .690 
I drink 6-8 glasses of water each day. .690 
When I have too much stress, I do something healthy to reduce it. .683 
I find time to do something I enjoy each day. .640 
I exercise at least 3 days a week for at least 30 minutes. .634 

Self-Social Understanding (αααα = .616)  

I recognize social environments that may be less fitting/comfortable for 
me. 

.702 

I recognize social environments that I can thrive in. .655 
I’m aware that some social environments are more comfortable for me 
than others. 

.642 

I am able to decline an invitation to a social environment in 
which I am not comfortable. 

.589 

In social situations, I am able to make my own choices regardless of 
peer pressure. 

.505 

I know when to be empathetic to others in social situations. .449 

Self-Assess (αααα = .801)  

When something negative happens outside of my control, I am able to 
adapt to the situation or redirect my focus. 

.817 

When a stressful event occurs, I am able to assess the situation and 
adapt or redirect my energy. 

.757 

In challenging situations, I am able to recognize what I have control 
over and what I do not. 

.723 

I recognize I have control over how I respond to life situations. .695 
I am able to let go of those things that bother me in which I have no  
control. 

.662 

I recognize my personal happiness starts with me. .612 
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Table 3.3 (Continued) 

Factor Analysis for the Self-Actualization of Wellness Constructs 

Item Factor Loadings 

Self-Initiative (αααα = .821)  

I am a self-starter. .842 
At work or school, I regularly take initiative to get things done without 
being reminded. 

.743 

When I need to get something done, I am able to begin it on my own. .722 
I regularly set goals for myself. .698 
If I want to change something in my life, I can initiate the change. .633 
I do not need others’ encouragement in order to be motivated. .583 
When I do not understand something, I ask for help. .573 
I can initiate action on my own. .571 

Self-Advocate (αααα = .797)  

I am comfortable speaking up for myself in all situations. .825 
If a person makes a decision that I am not comfortable with, I am able 
to initiate a conversation with that person.  

.724 

In peer relationships, I am able to speak up for myself if we disagree. .719 
When a person in a position of authority makes a mistake that impacts 
me, I can speak up for myself. 

.710 

In romantic relationships, I am able to speak up for myself if we 
disagree. 

.575 

In family relationship, I am able to speak up for myself if we disagree. .558 
I do not need validation from others to take a stand on something that 
impacts me. 

.532 

I am not afraid to ask for help when I do not understand something.     .517 

Self-Compassion (αααα = .753)  

When I make a mistake, I do not become consumed by thoughts of 
inadequacy. 

.805 

When experiencing tough times, I am kind to myself. .727 
I recognize my mistakes do not define who I am. .692 
I can be patient with myself. .671 
I recognize that experiencing failure is an opportunity to grow .604 
When I see things about myself that I don’t like, I get down on myself* .504 

*Reverse coded 

 

Dependent Variables 

 Fourteen dependent variables measuring participants’ stress and areas of concern were 

examined.  



61 
 

 

 

 

Person Variables. Of the 14 dependent variables measuring participants’ stress and areas 

of concern, eight stressors/areas of concern were used to measure the person variables, and 

included: relationships, lack of time, lack of money, lack of sleep, expectations of self, 

expectations of others, physical health, mental health. All stressors/areas of concern were written 

by the researcher, and the response scale used a six-point Likert type scale with 1 = Never, 2 = 

Almost Never, 3 = Sometimes, 3 = Fairly Often, 4 = Often, 5 = Very Often, and 6 = Not 

Applicable. Prior to running exploratory factor analyses, the not applicable option for each 

variable listed below was declared as missing so as not to influence the analyses or over estimate 

the amount of stress given the ordinal coding. 

Lack of time. Lack of time was measured by participants’ responses to a question 

regarding the frequency and extent to which lack of time caused stress or concern.  

Lack of money. Lack of money was measured by participants’ responses to a question 

regarding the frequency and extent to which lack of money caused stress or concern.  

Lack of sleep. Lack of sleep was measured by participants’ responses to a question 

regarding the frequency and extent to which lack of sleep caused stress or concern.  

Expectations of self. Expectations of self was measured by participants’ responses to a 

question regarding the frequency and extent to which expectations of self-caused stress or 

concern.  

Physical health. Physical health was measured by participants’ responses to a question 

regarding the frequency and extent to which physical health (e.g., headaches, illness) caused 

stress or concern.  
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Mental health. Mental health was measured by participants’ responses to a question 

regarding the frequency and extent to which mental health (e.g., depression, anxiety) caused 

stress or concern.  

Relationships. Participants were asked six questions regarding the frequency and extent 

to which relationship items caused stress or concern. An exploratory factor analysis with a 

varimax rotation approach was conducted to determine which questions aligned to create the 

construct relationships. From the original six questions, six items aligned to represent the factor 

relationships (eigenvalue = 2.57, variance explained = 42.90%). Kaiser’s measure of sampling 

adequacy (KMO) for the construct as a whole was .767 (see Table 3.4). 

Expectations of others. Participants were asked five questions regarding the frequency 

and extent to which items caused stress or concern. An exploratory factor analysis with a 

varimax rotation approach was conducted to determine which questions aligned to create the 

construct expectations of others. From the original five questions, five items aligned to represent 

the factor expectations of others (eigenvalue = 2.13, variance explained = 42.51%). Kaiser’s 

measure of sampling adequacy (KMO) for the construct as a whole was .732 (see Table 3.4). 

Table 3.4 reports the items, factor loadings, and alpha reliability coefficients for each of 

the factored constructs of the person stressors and areas of concern constructs. 
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Table 3.4 

Factor Analysis for Factored Constructs of Person Stressors and Areas of Concern 

Item Factor Loadings 

Relationships (αααα = .722)  

Relationships with coworkers .783 
Relationships with boss/supervisor .708 
Relationships with family .687 
Relationships with faculty .602 
Relationships with friends .602 
Relationships with boyfriend/girlfriend .511 

Expectations of Others (αααα = .642)  

Work related expectations .746 
Peers’ expectations .724 
Faculty expectations .688 
Parental expectations .590 
Boyfriend/girlfriends’ expectations .473 

 

Environment Variables. Of the 14 dependent variables measuring participants’ stress 

and areas of concern, six stressors/areas of concern were used to measure the environment 

variables, and included: academics, work, extracurriculars, graduating, finding a job post-

graduation, physical environment. All stressors/areas of concern were written by the researcher, 

and the response scale used a six-point Likert type scale with 1 = Never, 2 = Almost Never, 3 = 

Sometimes, 3 = Fairly Often, 4 = Often, 5 = Very Often, and 6 = Not Applicable. Prior to 

running exploratory factor analyses, the not applicable option for each variable listed below was 

declared as missing so as not to influence the analyses or over estimate the amount of stress 

given the ordinal coding. 

Work. Work was measured by participants’ responses to a question regarding the 

frequency and extent to which work caused stress or concern.  

Extracurriculars. Extracurriculars was measured by participants’ responses to a question 

regarding the frequency and extent to which extracurriculars caused stress or concern.  
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Graduating. Graduating was measured by participants’ responses to a question regarding 

the frequency and extent to which graduating caused stress or concern.  

Finding a job post-graduation. Finding a job post-graduation was measured by 

participants’ responses to a question regarding the frequency and extent to which finding a job 

post-graduation caused stress or concern.  

Academics. Participants were asked five questions regarding the frequency and extent to 

which academic items caused stress or concern. An exploratory factor analysis with a varimax 

rotation approach was conducted to determine which questions aligned to create the construct 

academics. From the original five questions, five items aligned to represent the factor academics 

(eigenvalue = 2.97, variance explained = 59.45%). Kaiser’s measure of sampling adequacy 

(KMO) for the construct as a whole was .787 (see Table 3.5). 

Physical environment. Participants were asked three questions regarding the frequency 

and extent to which items caused stress or concern. An exploratory factor analysis with a 

varimax rotation approach was conducted to determine which questions aligned to create the 

construct physical environment. From the original three questions, three items aligned to 

represent the factor physical environment (eigenvalue = 2.18, variance explained = 72.78%). 

Kaiser’s measure of sampling adequacy (KMO) for the construct as a whole was .699 (see Table 

3.5). 

Table 3.5 reports the items, factor loadings, and alpha reliability coefficients for each of 

the factored constructs of the environment stressors and areas of concern constructs. 
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Table 3.5 

Factor Analysis for Factored Constructs of Environment Stressors and Areas of Concern 

Item Factor Loadings 

Academics (αααα = .825)  

GPA .834 
Grades .833 
Exams .768 
Homework/Assignments .706 
Course Content .703 

Physical Environment (αααα = .811)  

Living environment (e.g., temperature, lighting, furniture, 
amount of space) 

.880 

Work environment (e.g., temperature, lighting, furniture) .867 
School physical environment (e.g., temperature, lighting, 
furniture) 

.811 

 

Summary of Independent and Dependent Variables 

 Table 3.6 provides an overview of the independent and dependent variables, and how 

each variable was measured. 

Table 3.6 

List of Variables Used in the Regression Models and Level of Measurement 

Variable Variable Type in 
Regression 
Model 

Level of Measurement 

Gender IV Nominal 
Ethnicity IV Nominal 
Age IV Continuous 
Year in School IV Ordinal 
Intelligence Beliefs of a Growth Mindset IV Continuous Construct Variable 
Behavior Beliefs of a Growth Mindset IV Continuous Construct Variable 
Level of Extroversion IV Continuous Construct Variable 
Self-Sufficiency IV Continuous Construct Variable 
Self-Advocate IV Continuous Construct Variable 
Self-Initiative IV Continuous Construct Variable 
Self-Care IV Continuous Construct Variable 
Self-Assess IV Continuous Construct Variable 
Self-Social Understanding IV Continuous Construct Variable 
Self-Compassion IV Continuous Construct Variable 
Relationships (P) DV Continuous Construct Variable 
Lack of Time (P) DV Ordinal 
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Table 3.6 (Continued) 

List of Variables Used in the Regression Models and Level of Measurement 

Variable Variable Type in 
Regression 
Model 

Level of Measurement 

Lack of Money (P) DV Ordinal 
Lack of Sleep (P) DV Ordinal 
Expectations of Self (P)  DV Ordinal 
Expectations of Others (P) DV Continuous Construct Variable 
Physical Health (P) DV Ordinal 
Mental Health (P) DV Ordinal 
Academics (E) DV Continuous Construct Variable 
Work (E) DV Ordinal 
Extracurriculars (E) DV Ordinal 
Graduating (E) DV Ordinal 
Finding a Job Post-Graduation (E) DV Ordinal 
Physical Environment (E) DV Continuous Construct Variable 

 

Data Analysis Procedures 

Once data collection is completed, data was compiled and exported through the Qualtrics 

online survey program into SPSS v.25 for analysis. Any entry in the dataset with missing data 

was removed from the data set prior to analysis, or additional analyses were conducted to 

account for missing data. Prior to analyses, data was assessed to ensure, where appropriate to 

analyses, that all assumptions of data normality were met. Data analyses were conducted using 

descriptive and inferential analyses in order to answer each of the research questions.  

Descriptive Statistical Analysis 

Basic descriptive statistics (i.e., means, minimum and maximum values, standard 

deviations, and frequencies) were used to address research question one— What are the basic 

demographics of participants in this study? Skew and kurtosis values were also reported for all 

variables measured on the ordinal or scale level in order to determine the extent to which each 

variable meets the assumptions of normality, necessary for the inferential statistical analyses. 
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Inferential Statistical Analysis 

 One-way analysis of variance (ANOVA) and correlations were conducted to answer 

research questions two, three, and four, as well as determine instance of multicollinearity prior to 

regression analysis.  

 Independent samples t-test. In order to assess to what extent there was a difference 

between the means of the variables, an independent samples t-test was run on dichotomous 

demographic variables and the dependent variables (Cronk, 2014). In this study, seven 

independent samples t-test were conducted to answer part a) gender, of research question two. To 

what extent is there a difference in each of the seven dimensions of self-actualization wellness 

(self-sufficiency, self-care, self-social understanding, self-assess, self-initiative, self-advocate, 

and self-compassion) based on a) gender, b) ethnicity, and c) year in school? 

 One-way analysis of variance. According to Tabachnick and Fidell (2007), a one-way 

ANOVA investigates the same statistical relationship as a t-test, but is used when the 

independent variable has three or more choices. One-way ANOVA tests were run on nominal 

and ordinal demographic variables and the dependent variables to assess what extent there are 

differences between the means of the variables. Moreover, in this study, fourteen one-way 

ANOVAs were conducted to answer part b) ethnicity and c) year in school, of research question 

two. Part a) gender was analyzed using an independent samples t-test. To what extent is there a 

difference in each of the seven dimensions of self-actualization wellness (self-sufficiency, self-

care, self-social understanding, self-assess, self-initiative, self-advocate, and self-compassion) 

based on a) gender, b) ethnicity, and c) year in school? The specific one-way ANOVAs 

conducted were: 

a) To what extent is there a difference in the level of self-sufficiency based on ethnicity? 
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b) To what extent is there a difference in the level of self-care based on ethnicity? 

c) To what extent is there a difference in the level of self-social understanding based on 

ethnicity? 

d) To what extent is there a difference in the level of self-assess based on ethnicity? 

e) To what extent is there a difference in the level of self-initiative based on ethnicity? 

f) To what extent is there a difference in the level of self-advocate based on ethnicity? 

g) To what extent is there a difference in the level of self-compassion based on 

ethnicity? 

h) To what extent is there a difference in the level of self-sufficiency based on year in 

school? 

i) To what extent is there a difference in the level of self-care based on year in school? 

j) To what extent is there a difference in the level of self-social understanding based on 

year in school? 

k) To what extent is there a difference in the level of self-assess based on year in school? 

l) To what extent is there a difference in the level of self-initiative based on year in 

school? 

m) To what extent is there a difference in the level of self-advocate based on year in 

school? 

n) To what extent is there a difference in the level of self-compassion based on year in 

school? 

Correlation. Pearson product-moment correlations were run on the independent and 

dependent variables to determine to what extent a linear relationship exists between variables 

(Cronk, 2014). According to Cronk (2014), assumptions include: both variables must be 



69 
 

 

 

 

measured on interval or ratio scales, and both variables must be normally distributed. Ordinal 

level variables may be used when normally distributed. Four correlations matrixes were run to 

answer research questions three and four. To what extent is there a statistically significant 

relationship between college students’ level of intelligence beliefs of a growth mindset, level of 

behavior beliefs of a growth mindset, level of extroversion, and college student 

stressors/concerns related to a) person variables and b) environment variables?  And, to what 

extent is there a statistically significant relationship between the level of college students’ 

development in each of the seven dimensions of self-actualization wellness (self-sufficiency, 

self-care, self-social understanding, self-assess, self-initiative, self-advocate, and self-

compassion) and college student stressors/concerns related to a) person variables and b) 

environment variables?  

To avoid the risk of a Type 1 error in determining statistical significance when computing 

multiple correlations, the Bonferroni approach was used to determine the new level for statistical 

significance (Vogt & Johnson, 2011). Effect sizes were also computed for both positive and 

negative relationships, as well as the magnitude of the relationships. Evidence of 

multicollinearity, which occurs when two independent variables are highly correlated with each 

other, were also reviewed when analyzing the effect sizes to avoid potential concerns during the 

hierarchical regression analysis (Tabachnick & Fidell, 2007). 

Hierarchical Multiple Regression. A hierarchical multiple regression analysis was used 

to address research question five – To what extent do college students’ gender, ethnicity, age, 

level of intelligence beliefs of a growth mindset, level of behavior beliefs of a growth mindset, 

level of extroversion, and the seven dimensions of self-actualization wellness (self-sufficiency, 

self-care, self-social understanding, self-assess, self-initiative, self-advocate, and self-
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compassion) predict the level of stress/concern related to a) person variables and b) environment 

variables?  

According to Tabachnick and Fidell (2007), a hierarchical regression allows the 

researcher to examine the relationship between the dependent variable and more than one 

independent variable, as well as select the order of the independent variables within the analysis 

in order to separate their individual effects. Similarly, regression analyses also allow for 

measuring the predictive values of one variable with respect to another variable, and provides 

insight into whether the relationship between the dependent and independent variables are 

correlational or causal in nature (Tabachnick & Fidell, 2007). The equation for a regression with 

multiple independent variables is as follows: 

Y = A + B1X1 + B2X2 + ... + BKXK + E  

In this equation, Y is the predicted outcome of the dependent variable, A is the y-

intercept, B is the unstandardized regression coefficients for each of the independent variables, X 

is the independent variables, E is the unit of error, and K represents the total number of 

independent variables. Moreover, in a multiple regression, the number of independent variables 

is linearly related to the appropriate sample size for the study. In a multiple regression study, the 

following equation is recommended when determining a minimum sample size (Tabachnick & 

Fidell, 2007):  

N = 8m + 50 

In this equation, m is the number of independent variables and N is the minimum number 

of participants. In this study, the hierarchical regression used to answer research question five 

has 14 independent variables; therefore, needing a minimum number of 162 participants. 
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Regression Model Blocking. The purpose of using multiple regression for research 

question five is to establish the extent to which the hypothesized independent variables predict 

the level of stress or concern within eight specific areas of college student stress and areas of 

concern identified by the research literature. A sequential hierarchical approach was used for this 

regression with independent variables being entered in steps. This approach is useful in helping 

to determine the extent to which the seven dimensions of self-actualization of wellness can 

reduce the level of stress or concern for college students after accounting for stress related to 

basic demographics and mindset and personality variables. The first step consists of three 

demographic characteristics: gender, ethnicity, and age, and were put into the first step in order 

to account for participants’ identity. The second step consisted of participants’ level of 

intelligence beliefs of a growth mindset, level of behavior beliefs of a growth mindset, and level 

of extroversion, which was used to analyze its impact on college student stress after controlling 

for demographic characteristics. The third, and final, step consists of participants’ development 

in each of the seven dimensions of self-actualization wellness and their impact on college 

students’ stress and concerns after controlling for demographic characteristics, mindset, and level 

of extroversion. Figure 3.1 provides a visual representation of the sequential hierarchical 

regression model.  
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Figure 3.1. Visual Model of Multiple Hierarchical Regression Analyses for Predicting Stressors 
and Areas of Concern 
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Delimitations 

 This study is delimited to college students at universities in the central United States. 

Additionally, this study only includes participants who answered all components within the 

survey. Consequently, the study did not examine participants who completed the survey that may 

have skipped various components. 

Limitations 

This study focused on a limited population sample of college students from various 

universities in the central United States, which have varying enrollment rates. Some participants 

also were awarded course credit for completion, which may have affected the generalizability of 

the data. Future research should be expanded to a more diverse population. Similarly, research 

could be expanded to include graduate students to gather comparative data throughout the 

college years. Another limitation is the cross-sectional design of the study such that data are only 

collected at one point in time, and stressors have the potential to vary greatly during a students’ 

college years. Lastly, the self-report survey research methodological approach is a limitation in 

that students could have responded in ways that they thought were socially desirable and/or 

necessary in order to obtain significant results. 

Summary 

 In this chapter, the methodological approach was explained in depth. The research 

questions and designs were addressed including specifics about the independent and dependent 

variables. In addition, each data analysis process was explained significantly and connected to a 

research question. Lastly, the delimitations and limitations were discussed to provide 

opportunities for future research. 
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CHAPTER 4 

RESULTS 

The purpose of this study was to explore potential predictors that may impact college 

students’ wellness. This study was informed using the theoretical model for Self-Actualization 

Wellness (Cooper & Harrell, 2017), which suggests that by applying the seven dimensions to 

one’s daily life, a person can become self-actualized, the process of fulfilling one’s potential 

(Myers & DeWall, 2015), in wellness and manage stress more effectively. The hypothesis for 

this study was that the combination of basic demographics (gender, race/ethnicity, and year in 

school), individual characteristics of mindset (growth vs. fixed), type of personality (extrovert vs. 

introvert), and the seven dimensions of self-actualization wellness (self-sufficiency, self-care, 

self-social understanding, self-assess, self-initiative, self-advocate, and self-compassion) could 

influence and statistically predict college students’ areas of stress and concern. Areas of stress 

and concern are related to a) person variables and b) environment variables. 

This chapter provides the results of the data analysis and addresses the five previously 

identified research questions. This chapter is divided into seven sections. The first section 

describes the processes of data screening and the methods used to confirm assumptions of 

normality could be made. The second section reports the descriptive statistics of each 

demographic variable, which answers research question one. The third section reports the results 

of the independent samples t-test used to answer part of research question two. The fourth 

section reports the results of the one-way ANOVAs used to answer part of research question two. 

The fifth section reports the results of the correlation analyses used to answer research question 

three and four, and address potential issues of multicollinearity for research question five. The 

sixth section reports the results of the hierarchical multiple regression analysis used to answer 
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research question five. The final section provides a summary answer to each of the five research 

questions.  

Data Screening and Assumptions of Normality 

 Prior to conducting the analyses related to descriptive or inferential statistics, the data 

were screened for missing values. Cases for which there were missing responses for any survey 

question were either replaced with the mean, or removed from the data set. Results of the data 

screening resulted in 29 out of the 229 cases being removed, and 41 out of the new 200 cases 

missing responses being replaced with the mean based on gender. Lastly, screening was 

conducted for cases that choose either “other gender” or “other ethnicity” to determine an 

appropriate course of action. One additional category was created for gender; however, since 

there was only one case included in the new category, the case was declared as “missing,” 

resulting in a final data set of 199 cases. One “transgender male” case was recoded to the “male” 

category. One additional category was also created for ethnicity. 

 Additional analyses were conducted on the 199 cases to determine whether they met the 

assumptions of normality, as it is necessary to conduct many inferential statistics including 

independent samples t-tests, one-way ANOVAs, and multiple regressions (Tabachnick & Fidell, 

2007). According to Vogt and Johnson (2011), data normality can be assumed when “the 

dependent variable values are assumed to be normally distributed at each level of the 

independent variable” (p. 257). Furthermore, data normality can be assessed either statistically or 

graphically, and the two primary components are skew, or how well the data is distributed 

symmetrically, and kurtosis, or how well the data is distributed in a bell shape in terms of height 

and flatness (Urdan, 2017). A perfectly normally distributed data distribution has a skewness and 

kurtosis of zero. 
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 Skew and kurtosis were both analyzed for the independent and dependent variables that 

were either ordinal or scale. The skew and kurtosis for all analyzed variables were less than 3, 

and Kline (2005) states that skew and kurtosis values of less than 3are acceptable to meet 

assumptions of normality; therefore, the assumptions of normality were met for all of the 

variables in this study. The results of the analysis for data normality of the ordinal and scale 

variables are reported in Table 4.1 

Table 4.1 

Assessment of Normality for Variables in the Model (n = 199) 

Variables Skew SE of Skew Kurtosis SE of Kurtosis 

Age .925 .173 .604 .345 

Year in School 1.117 .172 .241 .343 

Intelligence Beliefs of a Growth Mindset -.579 .172 .050 .343 

Behavior Beliefs of a Growth Mindset -.051 .172 .169 .343 

Level of Extroversion -.191 .172 -.466 .343 

Self-Sufficiency -.612 .172 .146 .343 

Self-Advocate -.499 .172 -.054 .343 

Self-Initiative -.724 .172 .522 .343 

Self-Care -.378 .172 -.475 .343 

Self-Assess -.310 .172 -.221 .343 

Self-Social Understanding -.571 .172 .572 .343 

Self-Compassion -.108 .172 -.597 .343 

Academics** -1.064 .172 1.027 .343 

Relationships* .521 .172 .563 .343 

Lack of Time* -.982 .172 .171 .343 

Lack of Money* -.479 .172 -.947 .343 

Lack of Sleep* -.298 .172 -.760 .343 

Work** .016 .181 -.509 .359 

Extracurriculars** .008 .177 -.973 .353 

Expectations of Self* -.962 .173 .168 .344 

Expectations of Others* .248 .172 .037 .343 
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Table 4.1 (Continued) 

Assessment of Normality for Variables in the Model (n = 199) 

Variables Skew SE of Skew Kurtosis SE of Kurtosis 

Graduating** -.312 .175 -.929 .347 

Finding a Job Post-Graduation** -.582 .175 -.399 .348 

Physical Environment** .691 .173 .240 .344 

Physical Health* .001 .173 -.831 .345 

Mental Health* .017 .175 -1.223 .348 
* Dependent Person Variables 
**Dependent Environment Variables 
 

Frequencies and Descriptive Statistics 

 After assessing both univariate and multivariate normality, descriptive statistics were run 

for each variable. Statistics include the minimum, maximum, mean, and standard deviation of 

each variable. Results for demographic variables in the study indicate 71.7% of the participants 

identified as female, 86.4% of the participants identified as white, 53.3% of the participants 

identified as undergraduate freshman, 95.5% of the participants attend a private 

college/university, and 37.9% of the participants identified as being in the college of arts and 

sciences. Table 4.2 reports results for the descriptive analysis. 

Table 4.2 

Descriptive Statistics for Demographic, Independent, and Dependent Variables (n = 199) 

Variables Min Max Mean SD 

Gender (1 = male) 0 1 .28 .45 

Ethnicitya 1 5 NA NA 

Ethnicity in Regression (1 = white) 0 1 .86 .34 

Age 18 24 19.43 1.22 

Year in Schoolb 1 5 1.84 1.08 

Type of Higher Education Institutionc 1 3 NA NA 

College Majord 1 6 NA NA 

Intelligence Beliefs of a Growth Mindset 7 20 14.02 2.65 
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Table 4.2 (Continued) 

Descriptive Statistics for Demographic, Independent, and Dependent Variables (n = 199) 

Variables Min Max Mean SD 

Behavior Beliefs of a Growth Mindset 10 20 15.72 2.13 

Level of Extroversion 4 20 12.51 3.35 

Self-Sufficiency 12 28 22.00 3.26 

Self-Advocate 20 56 41.27 7.06 

Self-Initiative 18 55 43.18 6.65 

Self-Care 9 35 23.47 5.59 

Self-Assess 13 42 30.03 5.46 

Self-Social Understanding 23 42 35.06 3.73 

Self-Compassion 12 41 26.86 5.72 

Academics 6 25 20.25 3.72 

Relationships 5 28 13.79 4.34 

Lack of Time 1 5 4.12 1.02 

Lack of Money 1 5 3.66 1.26 

Lack of Sleep 1 5 3.56 1.10 

Work 1 5 3.17 1.06 

Extracurriculars 1 5 3.10 1.27 

Expectations of Self 1 5 4.12 1.01 

Expectations of Others 3 24 12.69 4.00 

Graduating 1 5 3.30 1.31 

Finding a Job Post-Graduation 1 5 3.74 1.12 

Physical Environment 1 15 6.17 2.80 

Physical Health 1 5 3.06 1.19 

Mental Health 1 5 3.08 1.38 
Scalea: 1 = White, 2 = African American, 3 = Hispanic or Latino, 4 = Asian/Pacific Islander, 5 = Multiracial 
Scaleb: 1 = Freshman, 2 = Sophomore, 3 = Junior, 4 = Senior, 5 = Graduate Student 
Scalec: 1 = Community College, 2 = Public College/University, 3 = Private College/University 
Scaled: 1 = College of Arts and Sciences, 2 = College of Business and Public Administration, 3 = School of 
Education, 4 = School of Journalism and Mass Communication, 5 = College of Pharmacy and Health Sciences, 6 = 
Other 
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Independent Samples t-test 

 Independent samples t-test were conducted to determine to what extent there was a 

statistically significant difference between male and female participants in each of the seven 

dimensions of self-actualization wellness (self-sufficiency, self-care, self-social understanding, 

self-assess, self-initiative, self-advocate, and self-compassion). There are four assumptions that a 

data set must meet in order to conduct an independent samples t-test (Cronk, 2014). These 

assumptions include: 

1) The two groups being compared must be independent of each other. 

2) The scores should be normally distributed, but t tests are robust enough to handle 

violations of this assumption. 

3) The two samples should have the same variance. 

4) The dependent variable must be measured on an interval or ratio scale, and the 

independent variable should only have two discrete levels. 

All of these assumptions were met by the data screening and initial data analysis as described 

earlier. Assumption three was met using Levene’s test for equality of variances, which assumes 

equal variance when the test is not significant (Urdan, 2017). Levene’s test for equality of 

variances was not significant in any of the independent samples t-tests so equal variances were 

assumed. Five of the seven independent samples t-test were statistically significant when looking 

at differences based on gender. For each of the five significant independent samples t-tests, 

males reported higher scores than females. Following is a detailed report of the five significant 

independent samples t-tests. The first independent samples t-test analyzing differences in self-

sufficiency was statistically significant, t(196) = -2.278, p = .024, d = .359 indicating that male 

participants reported a higher self-sufficiency score (M = 22.839, SD = 3.126) than females (M = 
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21.676, SD = 3.280). The 95% confidence interval ranged from -2.171 to -.156 with the value of 

zero not included in this range, also indicating the difference was statistically significant. The 

second independent samples t-test analyzing differences in self-care was statistically significant, 

t(196) = -3.637, p < .001, d = .574 indicating that male participants reported a higher self-care 

score (M = 25.696, SD = 5.205) than females (M = 22.578, SD = 5.523). The 95% confidence 

interval ranged from -4.810 to -1.428 with the value of zero not included in this range, also 

indicating the difference was statistically significant. The third independent samples t-test 

analyzing differences in self-assess scores was statistically significant, t(196) = -3.139, p = .002, 

d = .495 indicating that male participants reported a higher self-assess score (M = 31.944, SD = 

5.085) than females (M = 29.291, SD = 5.458). The 95% confidence interval ranged from -4.319 

to -.986 with the value of zero not included in this range, also indicating the difference was 

statistically significant. The fourth independent samples t-test analyzing differences in self-

advocate scores was statistically significant, t(196) = -2.521, p = .012, d = .398 indicating that 

male participants reported a higher self-advocate score (M = 43.310, SD = 6.172) than females 

(M = 40.544, SD = 7.232). The 95% confidence interval ranged from -4.928 to -.602 with the 

value of zero not included in this range, also indicating the difference was statistically 

significant. The final independent samples t-test analyzing differences in self-compassion scores 

was statistically significant, t(196) = -4.360, p < .001, d = .688 indicating that male participants 

reported a higher self-compassion score (M = 29.571, SD = 5.288) than females (M = 25.792, SD 

= 5.572). The 95% confidence interval ranged from -5.489 to -2.070 with the value of zero not 

included in this range, also indicating the difference was statistically significant. Table 4.3 

reports results of all seven independent samples t-tests. There were no significant results for 

gender differences in self-social understanding and self-initiative. 
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Table 4.3 

Independent Samples t-tests – Summary of Results for Gender (n = 198) 
 

Female Male    
Confidence 

Intervals 

 
M SD M SD t df p Lower Upper 

Self-Sufficiency    21.68 3.28 22.84 3.13 -2.28 196 .024* -2.17  -.16 

Self-Care        22.58 5.52 25.70 5.20 -3.64 196 < .001* -4.81 -1.43 

Self-Social 
Understanding 

       35.29 

3.64 34.50 3.94 1.35 196 .117   -.37 1.95 

Self-Assess 29.29 5.46 31.94 5.09 -3.14 196 .002* -4.32  -.99 

Self-Initiative 43.10 7.05 43.44 5.59 -.32 196 .753 -2.41 1.75 

Self-Advocate 40.54 7.23 43.31 6.17 -2.52 196 .012* -4.93  -.60 

Self-Compassion 25.79 5.57 29.57 5.29 -4.36 196 < .001* -5.49 -2.07 

Note. Levene’s test for equal variances was not significant, indicating that variances were assumed equal. 
Note: * p < .05 

One-Way ANOVA 

Fourteen separate one-way ANOVAs were conducted to determine what extent is there a 

difference in each of the seven dimensions of self-actualization wellness (self-sufficiency, self-

care, self-social understanding, self-assess, self-initiative, self-advocate, and self-compassion) 

based on a) ethnicity and b) year in school. The two demographic variables analyzed by the one-

way ANOVAs were ethnicity and year in school. There are three assumptions that a data set 

must meet in order to conduct a one-way ANOVA (Cronk, 2014). These assumptions include: 

 1) Independent groups in which participants only belong to one group. 

2) The dependent variable must be measured on interval or ratio scales, and be normally 

distributed. 

3) The variances of the dependent variable for each level of the independent variable are 

equal. 
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All of these assumptions were met by the data screening and initial data analysis as described 

earlier. Assumption three was met using Levene’s test for equality of variances, which assumes 

equal variance when the test is not significant (Urdan, 2017). Levene’s test for equality of 

variances was not significant for each ANOVA so equal variances were assumed for each 

ANOVA. 

Ethnicity 

Seven one-way ANOVAs were conducted to determine to what extent there was a 

difference in each of the seven dimensions of self-actualization wellness (self-sufficiency, self-

care, self-social understanding, self-assess, self-initiative, self-advocate, and self-compassion) 

based on ethnicity. The independent variable included five categories: White, African American, 

Hispanic or Latino, Asian/Pacific Islander, and Multiracial. The dependent variables were the 

seven dimensions of self-actualization wellness (self-sufficiency, self-care, self-social 

understanding, self-assess, self-initiative, self-advocate, and self-compassion). All one-way 

ANOVAs focused on differences based on ethnicity were not statistically significant, self-

sufficiency, F(4, 194) = .543, p = .704; self-care, F(4, 194) = .788, p = .534; self-social 

understanding F(4, 194) = .232, p = .920; self-assess, F(4, 194) = .751, p = .558; self-initiative, 

F(4, 194) = .321, p = .863; self-advocate, F(4, 194) = .831, p = .507; and self-compassion, F(4, 

194) = .990, p = .414. No post hoc tests were performed. 

Year in School 

Seven one-way ANOVAs were conducted to determine to what extent there a difference 

in each of the seven dimensions of self-actualization wellness (self-sufficiency, self-care, self-

social understanding, self-assess, self-initiative, self-advocate, and self-compassion) based on 

year in school. The independent variables included five categories: freshman, sophomore, junior, 
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senior, and graduate student. The dependent variables were the seven dimensions of self-

actualization wellness (self-sufficiency, self-care, self-social understanding, self-assess, self-

initiative, self-advocate, and self-compassion). All one-way ANOVAs focused on differences 

based on ethnicity were not statistically significant, self-sufficiency, F(4, 194) = 1.192, p = .316; 

self-care, F(4, 194) = 1.142, p = .338; self-social understanding F(4, 194) = .367, p = .832; self-

assess, F(4, 194) = 1.552, p = .189; self-initiative, F(4, 194) = .802, p = .525; self-advocate, F(4, 

194) = 1.395, p = .237; and self-compassion, F(4, 194) = .990, p = .414. No post hoc tests were 

performed. 

Correlations 

 Pearson correlation coefficients were used to determine to what extent there were 

relationships between variables, along with assessing multicollinearity among the variables in the 

regression analysis. Correlations address the extent to which a linear relationship exists between 

variables (Cronk, 2014). The strength of the relationship between two variables is indicated by 

the correlation coefficient (r), which ranges from -1 to 1. A value of -1 or 1 indicates a perfect 

relationship, and less and less predictability exists as the r value approaches zero (Tabachnick & 

Fidell, 2007). Correlation coefficients with an absolute value of .3 or less indicate a weak 

relationship, .3 to .7 moderate, and .7 or above strong (Cronk, 2014). There are two assumptions 

that must be met in order to conduct a correlation (Cronk, 2014). These assumptions include: 

1) The variables must be measured on interval or ratio scales, or be dichotomous nominal 

variables. 

 2) The variables must be normally distributed. 
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Both of these assumptions were met by the data screening and initial data analysis as described 

earlier. Individual correlations were conducted on both scale demographic variables, and the 

construct variables. 

Research Question Three, Person Variables 

Pearson correlation coefficients were computed among each of the variables: level of 

intelligence beliefs of a growth mindset, level of behavior beliefs of a growth mindset, level of 

extroversion, relationships, lack of time, lack of money, lack of sleep, expectations of self, 

expectations of others, physical health, and mental health, resulting in 55 correlational 

coefficients represented in Table 4.4. To avoid the risk of a Type 1 error in determining 

statistical significance when computing multiple correlations, the Bonferroni approach was used 

to determine the new level for statistical significance. The Bonferroni approach involves dividing 

a generally accepted alpha level (.05) by the number of correlations (.05/55), which results in a 

new alpha level (.0009). In this study, correlations required a p value of .0009 or lower to be 

considered statistically significant. Using .0009 as the revised and conservative significance 

level, 23 out of the 55 correlations were deemed significant. These 23 significant correlations are 

noted with an asterisk (*) in Table 4.4.   
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Table 4.4 

Correlations for Research Question 3 Person Variables (n = 199) 

  1 2 3 4 5 6 7 8 9 10 

1 Intelligence Beliefs of a Growth Mindset --                   
2 Behavior Beliefs of a Growth Mindset .289* --                 

3 Level of Extroversion .167 .148 --               
4 Relationships -.011 -.113 .109 --             
5 Lack of Time -.114 -.157 .058 .280* --           
6 Lack of Money .041 -.070 .081 .283* .199 --         
7 Lack of Sleep .008 -.077 .090 .201 .426* .162 --       
8 Expectations of Myself -.036 -.194 -.024 .305* .513* .234 .256* --     
9 Expectations of Others -.027 -.150 .126 .756* .300* .283* .220 .368* --   

10 Physical Health  -.172 -.074 .004 .370* .322* .276* .322* .329* .324* -- 
11 Mental Health  -.216 -.186 -.102 .280* .343* .226 .276* .368* .342* .540* 

Note: * p < .0009 (.05/55) Bonferroni adjustment for multiple correlations to minimize chances of a Type 1 error.  
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Strong correlations. One statistically significant correlation was considered strong based 

on Cronk (2014). The variable expectations of others was positively correlated with relationships 

(r = .756, p < .0009), indicating that as expectations of others stressors increase, relationship 

stressors increase. 

 Moderate correlations. Fourteen statistically significant correlations were considered 

moderate based on Cronk (2014). The variable expectations of self was positively correlated with 

relationships (r = .305, p < .0009), indicating that as the expectations of self stressor increases, 

relationship stressors increase. The variable physical health was positively correlated with 

relationships (r = .370, p < .0009), indicating that as physical health stressors increase, 

relationship stressors increase. The variable lack of time was positively correlated with lack of 

sleep (r = .426, p < .0009), indicating that as the lack of time stressor increases, lack of sleep 

stressors increases. The variable lack of time was positively correlated with expectations of self 

(r = .513, p < .0009), indicating that as the lack of time stressor increases, the expectations of self 

stressor increases. The variable lack of time was positively correlated with physical health (r = 

.322, p < .0009), indicating that as the lack of time stressor increases, physical health stressors 

increase. The variable lack of time was positively correlated with mental health (r = .343, p < 

.0009), indicating that as the lack of time stressor increases, mental health stressors increase. The 

variable lack of time was positively correlated with expectations of others (r = .300, p < .0009), 

indicating that as the lack of time stressor increases, the expectations of others stressors increase. 

The variable lack of sleep was positively correlated with physical health (r = .322, p < .0009), 

indicating that as the lack of sleep stressor increases, physical health stressors increase. The 

variable expectations of self was positively correlated with expectations of others (r = .368, p < 

.0009), indicating that as the expectations of self stressor increases, the expectations of others 
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stressors increase. The variable expectations of self was positively correlated with physical 

health (r = .329, p < .0009), indicating that as the expectations of self stressor increases, physical 

health stressors increase. The variable expectations of self was positively correlated with mental 

health (r = .368, p < .0009), indicating that as the expectations of self stressor increases, mental 

health stressors increase. The variable expectations of others was positively correlated with 

physical health (r = .324, p < .0009), indicating that as the expectations of others stressor 

increases, physical health stressors increase. The variable expectations of others was positively 

correlated with mental health (r = .342, p < .0009), indicating that as the expectations of others 

stressor increases, mental health stressors increase. The variable physical health was positively 

correlated with mental health (r = .540, p < .0009), indicating that as the physical health stressors 

increase, mental health stressors increase. 

 Weak correlations. Eight statistically significant correlations were considered weak 

based on Cronk (2014). The variable behavior beliefs of a growth mindset was positively 

correlated with intelligence beliefs of a growth mindset (r = .289, p < .0009), indicating that as 

behavior beliefs of a growth mindset increased, intelligence beliefs of a growth mindset 

increased. The variable lack of time was positively correlated with relationships (r = .280, p < 

.0009), indicating that as the lack of time stressor increases, relationship stressors increase. The 

variable lack of money was positively correlated with relationships (r = .283, p < .0009), 

indicating that as the lack of money stressor increases, relationship stressors increase. The 

variable mental health was positively correlated with relationships (r = .280, p < .0009), 

indicating that as mental health stressors increase, relationship stressors increase. The variable 

lack of money was positively correlated with expectations of others (r = .283, p < .0009), 

indicating that as the lack of money stressor increases, the expectations of others stressors 
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increase. The variable lack of money was positively correlated with physical health (r = .276, p < 

.0009), indicating that as the lack of money stressor increases, physical health stressors increase. 

The variable lack of sleep was positively correlated with expectations of self (r = .256, p < 

.0009), indicating that as the lack of sleep stressor increases, the expectations of self stressors 

increase. The variable lack of sleep was positively correlated with mental health (r = .276, p < 

.0009), indicating that as the lack of sleep stressor increases, mental health stressors increase. 

Research Question Three, Environment Variables 

Pearson correlation coefficients were computed among each of the variables: level of 

intelligence beliefs of a growth mindset, level of behavior beliefs of a growth mindset, level of 

extroversion, academics, work, extracurriculars, graduating, finding a job post-graduation, and 

physical environment, resulting in 36 correlational coefficients represented in Table 4.5. To 

avoid the risk of a Type 1 error in determining statistical significance when computing multiple 

correlations, the Bonferroni approach was used to determine the new level for statistical 

significance. The Bonferroni approach involves dividing a generally accepted alpha level (.05) 

by the number of correlations (.05/36), which results in a new alpha level (.001). In this study, 

correlations required a p value of .001 or lower to be considered statistically significant. Using 

.001 as the revised and conservative significance level, 9 out of the 36 correlations were deemed 

significant. These 9 significant correlations are noted with an asterisk (*) in Table 4.5.   
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Table 4.5 

Correlations for Research Question 3 Environment Variables (n = 199) 

  1 2 3 4 5 6 7 8 

1 Intelligence Beliefs of a Growth 
Mindset 

--               

2 Behavior Beliefs of a Growth Mindset .289* --             

3 Level of Extroversion .167 .148 --           

4 Academic -.166 -.165 .126 --         

5 Work .017 -.098 -.052 .105 --       

6 Extracurriculars -.018 -.138 .097 .424* .047 --     

7 Graduating .018 -.081 .038 .511* .229 .265* --   

8  Finding a Job Post-Graduation .116 .034 .117 .356* .309* .246* .534* -- 

9 Physical Environment -.153 -.130 -.103 .213 .178 .228 .329* .144 

Note: * p < .001 (.05/36) Bonferroni adjustment for multiple correlations to minimize chances of a Type 1 error.  

 

 Moderate correlations. Six statistically significant correlations were considered 

moderate based on Cronk (2014). The variable academics was positively correlated with 

extracurriculars (r = .424, p < .001), indicating that as academic stressors increased, 

extracurriculars stress increased. The variable academics was positively correlated with 

graduating (r = .511, p < .001), indicating that as academic stressors increased, graduating stress 

increased. The variable academics was positively correlated with finding a job post-graduation (r 

= .356, p < .001), indicating that as academic stressors increased, finding a job post-graduation 

stress increased. The variable work was positively correlated with finding a job post-graduation 

(r = .309, p < .001), indicating that as work stressors increased, finding a job post-graduation 

stress increased. The variable graduating was positively correlated with finding a job post-

graduation (r = .534, p < .001), indicating that as graduating stressors increased, finding a job 

post-graduation stress increased. The variable graduating was positively correlated with physical 

environment (r = .329, p < .001), indicating that as graduating stressors increased, physical 

environment stress increased. 
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 Weak correlations. Three statistically significant correlations were considered weak 

based on Cronk (2014). The variable behavior beliefs of a growth mindset was positively 

correlated with intelligence beliefs of a growth mindset (r = .289, p < .001), indicating that as 

behavior beliefs of a growth mindset increased, intelligence beliefs of a growth mindset 

increased. The variable extracurriculars was positively correlated with graduating (r = .265, p < 

.001), indicating that as extracurriculars stressors increased, graduating stress increased. The 

variable extracurriculars was positively correlated with finding a job post-graduation (r = .246, p 

< .001), indicating that as extracurriculars stressors increased, finding a job post-graduation 

stress increased. 

Research Question Four, Person Variables 

Pearson correlation coefficients were computed among each of the variables: self-

sufficiency, self-care, self-social understanding, self-assess, self-initiative, self-advocate, self-

compassion, relationships, lack of time, lack of money, lack of sleep, expectations of self, 

expectations of others, physical health, and mental health, resulting in 105 correlational 

coefficients represented in Table 4.6. To avoid the risk of a Type 1 error in determining 

statistical significance when computing multiple correlations, the Bonferroni approach was used 

to determine the new level for statistical significance. The Bonferroni approach involves dividing 

a generally accepted alpha level (.05) by the number of correlations (.05/105), which results in a 

new alpha level (.00048). In this study, correlations required a p value of .00048 or lower to be 

considered statistically significant. Using .00048 as the revised and conservative significance 

level, 63 out of the 105 correlations were deemed significant. These 63 significant correlations 

are noted with an asterisk (*) in Table 4.6.   
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Table 4.6 

Correlations for Research Question 4 Person Variables (n = 199) 

  1 2 3 4 5 6 7 8 9 10 11 12 13 14 

1 Self-Sufficiency --                           

2 Self-Care .377* --                         

3 Self-Social 
Understanding 

.508* .276* --                       

4 Self-Assess  .659* .476* .515* --                     

5 Self-Initiative .585* .469* .481* .533* --                   

6 Self-Advocate .525* .467* .497* .595* .615* --                 

7 Self-Compassion  .542* .465* .376* .709* .423* .581* --               

8 Relationships -.278* -.086 -.303* -.248* -.206 -.213 -.224 --             

9 Lack of Time -.209 -.173 -.132 -.329* -.181 -.223 -.437* .280* --           

10 Lack of Money -.176 -.230 -.169 -.241 -.142 -.153 -.172 .283* .199 --         

11 Lack of Sleep -.203 -.148 -.102 -.180 -.111 -.090 -.289* .201 .426* .162 --       

12 Expectations of 
Myself 

-.158 -.114 -.097 -.357* -.082 -.207 -.431* .305* .513* .234 .256* --     

13 Expectations of 
Others 

-.324* -.177 -.284* -.342* -.228 -.289* -.354* .756* .300* .283* .220 .368* --   

14 Physical Health  -.180 -.125 -.126 -.303* -.199 -.177 -.233 .370* .322* .276* .322* .329* .324* -- 

15 Mental Health  -.323* -.303* -.152 -.433* -.295* -.355* -.449* .280* .343* .226 .276* .368* .342* .540* 

Note: * p < .00048 (.05/105) Bonferroni adjustment for multiple correlations to minimize chances of a Type 1 error. 
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Strong correlations. Two statistically significant correlations were considered strong 

based on Cronk (2014). The variable self-compassion was positively correlated with self-assess 

(r = .709, p < .00048), indicating that as levels of self-compassion increased, levels of self-assess 

increased. The variable expectations of others was positively correlated with relationships (r = 

.756, p < .00048), indicating that as expectations of others stressors increased, relationship 

stressors increased. 

 Moderate correlations. Forty-seven statistically significant correlations were considered 

moderate based on Cronk (2014). The variable self-sufficiency was positively correlated with 

self-care (r = .377, p < .00048), indicating that as levels of self-sufficiency increased, levels of 

self-care increased. The variable self-sufficiency was positively correlated with self-social 

understanding (r = .508, p < .00048), indicating that as levels of self-sufficiency increased, levels 

of self-social understanding increased. The variable self-sufficiency was positively correlated 

with self-assess (r = .659, p < .00048), indicating that as levels of self-sufficiency increased, 

levels of self-assess increased. The variable self-sufficiency was positively correlated with self-

initiative (r = .585, p < .00048), indicating that as levels of self-sufficiency increased, levels of 

self-initiative increased. The variable self-sufficiency was positively correlated with self-

advocate (r = .525, p < .00048), indicating that as levels of self-sufficiency increased, levels of 

self-advocate increased. The variable self-sufficiency was positively correlated with self-

compassion (r = .542, p < .00048), indicating that as levels of self-sufficiency increased, levels 

of self-compassion increased. The variable self-care was positively correlated with self-assess (r 

= .476, p < .00048), indicating that as levels of self-care increased, levels of self-assess 

increased. The variable self-care was positively correlated with self-initiative (r = .469, p < 

.00048), indicating that as levels of self-care increased, levels of self-initiative increased. The 
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variable self-care was positively correlated with self-advocate (r = .467, p < .00048), indicating 

that as levels of self-care increased, levels of self-advocate increased. The variable self-care was 

positively correlated with self-compassion (r = .465, p < .00048), indicating that as levels of self-

care increased, levels of self-compassion increased. The variable self-social understanding was 

positively correlated with self-assess (r = .515, p < .00048), indicating that as levels of self-social 

understanding increased, levels of self-assess increased. The variable self-social understanding 

was positively correlated with self-initiative (r = .481, p < .00048), indicating that as levels of 

self-social understanding increased, levels of self-initiative increased. The variable self-social 

understanding was positively correlated with self-advocate (r = .497, p < .00048), indicating that 

as levels of self-social understanding increased, levels of self-advocate increased. The variable 

self-social understanding was positively correlated with self-compassion (r = .376, p < .00048), 

indicating that as levels of self-social understanding increased, levels of self-compassion 

increased. The variable self-assess was positively correlated with self-initiative (r = .533, p < 

.00048), indicating that as levels of self-assess increased, levels of self-initiative increased. The 

variable self-assess was positively correlated with self-advocate (r = .595, p < .00048), indicating 

that as levels of self-assess increased, levels of self-advocate increased. The variable self-

initiative was positively correlated with self-advocate (r = .615, p < .00048), indicating that as 

levels of self-initiative increased, levels of self-advocate increased. The variable self-initiative 

was positively correlated with self-compassion (r = .423, p < .00048), indicating that as levels of 

self-initiative increased, levels of self-compassion increased. The variable self-advocate was 

positively correlated with self-compassion (r = .581, p < .00048), indicating that as levels of self-

advocate increased, levels of self-compassion increased. The variable self-sufficiency was 

negatively correlated with the variable expectations of others (r = -.324, p < .00048), indicating 
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that as levels of self-sufficiency increased, expectations of others stressors decreased. The 

variable self-sufficiency was negatively correlated with the variable mental health (r = -.323, p < 

.00048), indicating that as levels of self-sufficiency increased, mental health stressors decreased. 

The variable self-care was negatively correlated with the variable mental health (r = -.303, p < 

.00048), indicating that as levels of self-care increased, mental health stressors decreased. The 

variable self-social understanding was negatively correlated with the variable relationships (r = -

.303, p < .00048), indicating that as levels of self-social understanding increased, relationships 

stressors decreased. The variable self-assess was negatively correlated with the variable lack of 

time (r = -.329, p < .00048), indicating that as levels of self-assess increased, lack of time 

stressors decreased. The variable self-assess was negatively correlated with the variable 

expectations of self (r = -.357, p < .00048), indicating that as levels of self-assess increased, 

expectations of self stressors decreased. The variable self-assess was negatively correlated with 

the variable expectations of others (r = -.342, p < .00048), indicating that as levels of self-assess 

increased, expectations of others stressors decreased. The variable self-assess was negatively 

correlated with the variable physical health (r = -.303, p < .00048), indicating that as levels of 

self-assess increased, physical health stressors decreased. The variable self-assess was negatively 

correlated with the variable mental health (r = -.433, p < .00048), indicating that as levels of self-

assess increased, mental health stressors decreased. The variable self-advocate was negatively 

correlated with the variable mental health (r = -.355, p < .00048), indicating that as levels of self-

advocate increased, mental health stressors decreased. The variable self-compassion was 

negatively correlated with the variable lack of time (r = -.437, p < .00048), indicating that as 

levels of self-compassion increased, lack of time stressors decreased. The variable self-

compassion was negatively correlated with the variable expectations of self (r = -.431, p < 
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.00048), indicating that as levels of self-compassion increased, expectations of self stressors 

decreased. The variable self-compassion was negatively correlated with the variable expectations 

of others (r = -.354, p < .00048), indicating that as levels of self-compassion increased, 

expectations of others stressors decreased. The variable self-compassion was negatively 

correlated with the variable mental health (r = -.449, p < .00048), indicating that as levels of self-

compassion increased, mental health stressors decreased. The remaining 13 statistically 

significant moderate correlations between the stressors/areas of concern were all the same 

correlation coefficients as in question three, person variables; however, were significant at a 

more conservative p-value (p < .00048). 

 Weak correlations. Fourteen statistically significant correlations were considered weak 

based on Cronk (2014). The variable self-social understanding was positively correlated with 

self-care (r = .276, p < .00048), indicating that as levels of self-social understanding increased, 

levels of self-care increased. The variable self-sufficiency was negatively correlated with the 

variable relationships (r = -.278, p < .00048), indicating that as levels of self-sufficiency 

increased, relationship stressors decreased. The variable self-social understanding was negatively 

correlated with the variable expectations of others (r = -.284, p < .00048), indicating that as 

levels of self-social understanding increased, expectations of others stressors decreased. The 

variable self-assess was negatively correlated with the variable relationships (r = -.248, p < 

.00048), indicating that as levels of self-assess increased, relationship stressors decreased. The 

variable self-initiative was negatively correlated with the variable mental health (r = -.295, p < 

.00048), indicating that as levels of self-initiative increased, mental health stressors decreased. 

The variable self-advocate was negatively correlated with the variable expectations of others (r = 

-.289, p < .00048), indicating that as levels of self-advocate increased, expectations of others 
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stressors decreased. The variable self-compassion was negatively correlated with the variable 

lack of sleep (r = -.289, p < .00048), indicating that as levels of self-compassion increased, lack 

of sleep stressors decreased. The remaining eight statistically significant weak correlations 

between the stressors/areas of concern were all the same correlation coefficients as in research 

question three, person variables; however, were significant at a more conservative p-value (p < 

.00048). 

Research Question Four, Environment Variables 

Pearson correlation coefficients were computed among each of the variables: self-

sufficiency, self-care, self-social understanding, self-assess, self-initiative, self-advocate, self-

compassion, academics, work, extracurriculars, graduating, finding a job post-graduation, and 

physical environment, resulting in 78 correlational coefficients represented in Table 4.7. To 

avoid the risk of a Type 1 error in determining statistical significance when computing multiple 

correlations, the Bonferroni approach was used to determine the new level for statistical 

significance. The Bonferroni approach involves dividing a generally accepted alpha level (.05) 

by the number of correlations (.05/78), which results in a new alpha level (.0006). In this study, 

correlations required a p value of .0006 or lower to be considered statistically significant. Using 

.0006 as the revised and conservative significance level, 39 out of the 78 correlations were 

deemed significant. These 39 significant correlations are noted with an asterisk (*) in Table 4.7.   
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Table 4.7 

Correlations for Research Question 4 Environment Variables (n = 199) 

  1 2 3 4 5 6 7 8 9 10 11 12 

1 Self-Sufficiency --                       

2 Self-Care .377* --                     

3 Self-Social 
Understanding 

.508* .276* --                   

4 Self-Assess  .659* .476* .515* --                 

5 Self-Initiative .585* .469* .481* .533* --               

6 Self-Advocate .525* .467* .497* .595* .615* --             

7 Self-Compassion  .542* .465* .376* .709* .423* .581* --           

8 Academic -.210 -.118 -.119 -.320* -.160 -.146 -.331* --         

9 Work -.272* -.175 -.205 -.199 -.091 -.237 -.212 .105 --       

10 Extracurriculars -.132 .024 -.175 -.195 -.072 -.167 -.156 .424* .047 --     

11 Graduating -.306* -.204 -.234 -.344* -.263* -.214 -.310* .511* .229 .265* --   

12  Finding a Job 
Post-Graduation 

-.167 -.166 -.039 -.185 -.083 -.190 -.272* .356* .309* .246 .534* -- 

13 Physical 
Environment 

-.237 -.081 -.260* -.204 -.242* -.266* -.141 .213 .178 .228 .329* .144 

Note: * p < .0006 (.05/78) Bonferroni adjustment for multiple correlations to minimize chances of a Type 1 error. 



 

 

 

99

Strong correlations. One statistically significant correlation was considered strong based 

on Cronk (2014). The variable self-compassion was positively correlated with self-assess (r = 

.709, p < .0006), indicating that as levels of self-compassion increased, levels of self-assess 

increased. 

Moderate correlations. Thirty statistically significant correlations were considered 

moderate based on Cronk (2014). The variable self-sufficiency was positively correlated with 

self-care (r = .377, p < .0006), indicating that as levels of self-sufficiency increased, levels of 

self-care increased. The variable self-sufficiency was positively correlated with self-social 

understanding (r = .508, p < .0006), indicating that as levels of self-sufficiency increased, levels 

of self-social understanding increased. The variable self-sufficiency was positively correlated 

with self-assess (r = .659, p < .0006), indicating that as levels of self-sufficiency increased, 

levels of self-assess increased. The variable self-sufficiency was positively correlated with self-

initiative (r = .585, p < .0006), indicating that as levels of self-sufficiency increased, levels of 

self-initiative increased. The variable self-sufficiency was positively correlated with self-

advocate (r = .525, p < .0006), indicating that as levels of self-sufficiency increased, levels of 

self-advocate increased. The variable self-sufficiency was positively correlated with self-

compassion (r = .542, p < .0006), indicating that as levels of self-sufficiency increased, levels of 

self-compassion increased. The variable self-care was positively correlated with self-assess (r = 

.476, p < .0006), indicating that as levels of self-care increased, levels of self-assess increased. 

The variable self-care was positively correlated with self-initiative (r = .469, p < .0006), 

indicating that as levels of self-care increased, levels of self-initiative increased. The variable 

self-care was positively correlated with self-advocate (r = .467, p < .0006), indicating that as 

levels of self-care increased, levels of self-advocate increased. The variable self-care was 



 

 

 

100

positively correlated with self-compassion (r = .465, p < .0006), indicating that as levels of self-

care increased, levels of self-compassion increased. The variable self-social understanding was 

positively correlated with self-assess (r = .515, p < .0006), indicating that as levels of self-social 

understanding increased, levels of self-assess increased. The variable self-social understanding 

was positively correlated with self-initiative (r = .481, p < .0006), indicating that as levels of 

self-social understanding increased, levels of self-initiative increased. The variable self-social 

understanding was positively correlated with self-advocate (r = .497, p < .0006), indicating that 

as levels of self-social understanding increased, levels of self-advocate increased. The variable 

self-social understanding was positively correlated with self-compassion (r = .376, p < .0006), 

indicating that as levels of self-social understanding increased, levels of self-compassion 

increased. The variable self-assess was positively correlated with self-initiative (r = .533, p < 

.0006), indicating that as levels of self-assess increased, levels of self-initiative increased. The 

variable self-assess was positively correlated with self-advocate (r = .595, p < .0006), indicating 

that as levels of self-assess increased, levels of self-advocate increased. The variable self-

initiative was positively correlated with self-advocate (r = .615, p < .0006), indicating that as 

levels of self-initiative increased, levels of self-advocate increased. The variable self-initiative 

was positively correlated with self-compassion (r = .423, p < .0006), indicating that as levels of 

self-initiative increased, levels of self-compassion increased. The variable self-advocate was 

positively correlated with self-compassion (r = .581, p < .0006), indicating that as levels of self-

advocate increased, levels of self-compassion increased. The variable self-sufficiency was 

negatively correlated with the variable graduating (r = -.306, p < .0006), indicating that as levels 

of self-sufficiency increased, graduating stressors decreased. The variable self-assess was 

negatively correlated with the variable academics (r = -.320, p < .0006), indicating that as levels 
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of self-assess increased, academics stressors decreased. The variable self-assess was negatively 

correlated with the variable graduating (r = -.344, p < .0006), indicating that as levels of self-

assess increased, graduating stressors decreased. The variable self-compassion was negatively 

correlated with the variable academics (r = -.331, p < .0006), indicating that as levels of self-

compassion increased, academics stressors decreased. The variable self-compassion was 

negatively correlated with the variable graduating (r = -.310, p < .0006), indicating that as levels 

of self-compassion increased, graduating stressors decreased. The remaining six statistically 

significant moderate correlations between the stressors/areas of concern were all the same 

correlation coefficients as in question, environment variables; however, were significant at a 

more conservative p-value (p < .0006). 

 Weak correlations. Eight statistically significant correlations were considered weak 

based on Cronk (2014). The variable self-social understanding was positively correlated with 

self-care (r = .276, p < .0006), indicating that as levels of self-social understanding increased, 

levels of self-care increased. The variable extracurriculars was positively correlated with 

graduating (r = .265, p < .0006), indicating that as extracurriculars stressors increased, 

graduating stress increased. The variable self-sufficiency was negatively correlated with the 

variable work (r = -.272, p < .0006), indicating that as levels of self-sufficiency increased, work 

stressors decreased. The variable self-social understanding was negatively correlated with the 

variable physical environment (r = -.260, p < .0006), indicating that as levels of self-social 

understanding increased, physical environment stressors decreased. The variable self-initiative 

was negatively correlated with the variable graduating (r = -.263, p < .0006), indicating that as 

levels of self-initiative increased, graduating stressors decreased. The variable self-initiative was 

negatively correlated with the variable physical environment (r = -.242, p < .0006), indicating 
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that as levels of self-initiative increased, physical environment stressors decreased. The variable 

self-advocate was negatively correlated with the variable physical environment (r = -.266, p < 

.0006), indicating that as levels of self-advocate increased, physical environment stressors 

decreased. The variable self-compassion was negatively correlated with the variable finding a 

job post-graduation (r = -.272, p < .0006), indicating that as levels of self-compassion increased, 

finding a job post-graduation stressor decreased. 

Multicollinearity 

Multicollinear variables are variables that are too highly correlated, and according to 

Tabachnick & Fidell (2007), have a correlational coefficient of .9 or higher. All variables 

proposed to be included in the hierarchical regression analysis were included in a correlation 

analysis, and none of the correlation coefficients for these variable pairs were .9 or higher, which 

is the upper limit to include all variables independently in advanced analyses (Tabachnick & 

Fidell, 2007). Based on correlations no instances of multicollinearity were found. However, in 

the regression analyses Tolerance and VIF were also used to assess collinearity. The closer 

Tolerance is to 1, the better the model is and scores closer to 0 indicate some instances of 

multicollinearity. For VIF, values should be lower than 10. Any scores higher than 10 may 

suggest an issue with multicollinearity. For each regression model both Tolerance and VIF were 

assessed. While correlations showed no instances of multicollinearity, in some regression models 

a cautious approach was used in which predictor variables were removed where Tolerance or 

VIF indicated a borderline potential issue.  

Hierarchical Multiple Regression 

A hierarchical multiple regression was used to determine to what extent the independent 

variables were statistically significant predictors of the dependent variables. The first block 
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included four demographic characteristics: gender, ethnicity, and age. The second block included 

participants’ level of intelligence beliefs of a growth mindset, level of behavior beliefs of a 

growth mindset, and level of extroversion, which was used to analyze its impact on college 

student stress after controlling for demographic characteristics. The third, and final, block 

included participants’ development in each of the seven dimensions of self-actualization 

wellness and their impact on college students’ stress and concerns after controlling for 

demographic characteristics, mindset, and level of extroversion. 

Fourteen specific hierarchical multiple regression analyses were conducted to determine 

to what extent do college students’ gender, ethnicity, age, mindset, level of extroversion, and the 

seven dimensions of self-actualization wellness (self-sufficiency, self-care, self-social 

understanding, self-assess, self-initiative, self-advocate, and self-compassion) predict the level of 

stress/concern related to a) person variables (relationships, lack of time, lack of money, lack of 

sleep, expectations of self, expectations of others, physical health, mental health) and b) 

environment variables (academics, work, extracurriculars, graduating, finding a job post-

graduation, physical environment). The following sections report results of each regression 

analysis for each of the dependent variables in the study.  

Relationships 

A hierarchical multiple regression was conducted on the dependent construct 

relationships; however, due to borderline issues of multicollinearity, any predictor variable with 

a Tolerance score of .499 or below was removed from the regression. In this regression, the 

predictor variables self-assess, self-sufficiency, and self-advocate were removed from the 

analysis. Table 4.8 provides information on the blocks and the order in which the variables were 

entered into the regression analysis, the unstandardized regression coefficients (b), the standard 
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error for the unstandardized regression coefficient (SE b), standardized regression coefficients 

(β), and the variance (R2) explained for each model (block). 

Demographics (Block 1). Block 1 included the variables gender, ethnicity, and age. 

Results for the regression analysis indicated that for block 1, gender, ethnicity, and age were not 

significant predictors of relationships stressors F(3, 192) = .416, p = .741. 

Mindset and Personality (Block 2). The variable of intelligence beliefs of a growth 

mindset, behavior beliefs of a growth mindset, and level of extroversion were added to the 

sequential regression in block 2. With block 2 added to the model, results for the regression 

analysis were not significant predictors of relationships stressors F(6, 189) = 1.210, p = .303. 

Self-Actualization Wellness (Block 3). The variables of self-actualization wellness (self-

care, self-social understanding, self-initiative, and self-compassion) were added in block 3 

creating the full model. Results for the regression analysis indicated that levels of self-social 

understanding (β = -.230, p = .008) and self-compassion (β = -.210, p = .018) were statistically 

significant predictors of relationships stressors F(10, 185) = 3.017, p = .001, accounting for 14% 

(R2 = .140) of the variance in relationships stressors in the full model. 

Table 4.8 

Hierarchical Regression Coefficients for Relationships (n = 195), R2 = .140 

    β  SE β       β 

Demographics (block 1)    

 Constant 13.529 5.070   

 Ethnicity -.759 .923 -.060 

Age .042 .261 .012 

Gender .475 .707 .049 

Mindset and Personality (block 2)    

 Constant 15.100 5.559   

 Ethnicity -.978 .931 -.077 

 Age .122 .263 .034 

 Gender .563 .710 .058 
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Table 4.8 (Continued) 

Hierarchical Regression Coefficients for Relationships (n = 195), R2 = .140 

    β  SE β       β 

Mindset and Personality (block 2)    

 Intelligence Beliefs of a Growth Mindset -.039 .127 -.024 

 Behavior Beliefs of a Growth Mindset -.288 .156 -.140 

 Level of Extroversion .167 .097 .126 

Self-Actualization Wellness (block 3 – full model)    
 Constant 25.155 5.887   

 Ethnicity -.609 .902 -.048 

 Age -.025 .253 -.007 

 Gender .582 .734 .060 

 Intelligence Beliefs of a Growth Mindset .015 .124 .009 

 Behavior Beliefs of a Growth Mindset .123 .173 .060 

 Level of Extroversion .162 .094 .122 

 Self-Care .061 .066 .078 

 Self-Social Understanding -.269 .100 -.230* 

 Self-Initiative -.055 .059 -.084 

 Self-Compassion -.160 .067 -.210* 

Note: R2 = .006 for block 1; .037 for block 2; .140 for block 3 – full model 
Note: * p < .05 

Lack of Time  

A hierarchical multiple regression was conducted on the dependent construct lack of 

time; however, due to borderline issues of multicollinearity, any predictor variable with a 

Tolerance score of .499 or below was removed from the regression. In this regression, the 

predictor variables self-assess, self-sufficiency, and self-advocate were removed from the 

analysis. Table 4.9 provides information on the blocks and the order in which the variables were 

entered into the regression analysis, the unstandardized regression coefficients (b), the standard 

error for the unstandardized regression coefficient (SE b), standardized regression coefficients 

(β), and the variance (R2) explained for each model (block). 
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Demographics (Block 1). Block 1 included the variables gender, ethnicity, and age. 

Results for the regression analysis indicated that for block 1, only gender (β = -.157, p = .030) 

was a significant predictor of lack of time stressors F(3, 192) = 2.804, p = .041, accounting for 

4.2% (R2 = .042) of the variance in lack of time stressors. 

Mindset and Personality (Block 2). The variable of intelligence beliefs of a growth 

mindset, behavior beliefs of a growth mindset, and level of extroversion were added to the 

sequential regression in block 2. With block 2 added to the model, results for the regression 

analysis indicated that the overall model was significant, but no individual predictors were 

significant for lack of time stressors F(6, 189) = 2.2.728, p = .015, accounting for 8% (R2 = .080) 

of the variance in lack of time stressors. 

Self-Actualization Wellness (Block 3). The variables of self-actualization wellness (self-

care, self-social understanding, self-initiative, and self-compassion) were added in block 3 

creating the full model. Results for the regression analysis indicated that level of extroversion (β 

= .152, p = .024) and self-compassion (β = -.466, p < .001) were statistically significant 

predictors of lack of time stressors F(10, 185) = 5.393, p < .001, accounting for 22.6% (R2 = 

.226) of the variance in lack of time stressors in the full model. 

Table 4.9 

Hierarchical Regression Coefficients for Lack of Time (n = 195), R2 = .226 

    β  SE β       β 

Demographics (block 1)    

 Constant 2.396 1.167   

 Gender -.356 .163 -.157* 

Ethnicity .038 .212 .013 

Age .092 .060 .110 

Mindset and Personality (block 2)    

 Constant 3.020 1.273   

 Gender -.313 .163 -.138 
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Table 4.9 (Continued) 

Hierarchical Regression Coefficients for Lack of Time (n = 195), R2 = .226 

    β  SE β       β 

Mindset and Personality (block 2)    

 Ethnicity -.047 .213 -.016 

 Age .118 .060 .141 

 Intelligence Beliefs of a Growth Mindset -.038 .029 -.098 

 Behavior Beliefs of a Growth Mindset -.063 .036 -.131 

 Level of Extroversion .037 .022 .119 

Self-Actualization Wellness (block 3 – full model)    
 Constant 3.926 1.309   

 Gender -.063 .163 -.028 

 Ethnicity -.032 .200 -.011 

 Age .084 .056 .100 

 Intelligence Beliefs of a Growth Mindset -.029 .028 -.074 

 Behavior Beliefs of a Growth Mindset .009 .038 .019 

 Level of Extroversion .047 .021 .152* 

 Self-Care .009 .015 .051 

 Self-Social Understanding .013 .022 .047 

 Self-Initiative -.004 .013 -.026 

 Self-Compassion -.083 .015 -.466* 

Note: R2 = .042 for block 1; .080 for block 2; .226 for block 3 – full model 
Note: * p < .05 

Lack of Money  

A hierarchical multiple regression was conducted on the dependent variable lack of 

money; however, due to borderline issues of multicollinearity, any predictor variable with a 

Tolerance score of .499 or below was removed from the regression. In this regression, the 

predictor variables self-sufficiency, self-assess, self-advocate, and self-compassion were 

removed from the analysis. Table 4.10 provides information on the blocks and the order in which 

the variables were entered into the regression analysis, the unstandardized regression coefficients 

(b), the standard error for the unstandardized regression coefficient (SE b), standardized 

regression coefficients (β), and the variance (R2) explained for each model (block). 
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Demographics (Block 1). Block 1 included the variables gender, ethnicity, and age. 

Results for the regression analysis indicated that for block 1 the model was statistically 

significant, but no individual predictors were significant for lack of money stressors F(3, 192) = 

2.711, p = .046, accounting for 4.1% (R2 = .041) of the variance in lack of money stressors. 

Mindset and Personality (Block 2). The variable of intelligence beliefs of a growth 

mindset, behavior beliefs of a growth mindset, and level of extroversion were added to the 

sequential regression in block 2. With block 2 added to the model, results for the regression 

analysis indicated that age (β = .147, p = .044) was a statistically significant predictor of lack of 

money stressors F(6, 189) = 2.314, p = .035, accounting for 6.8% (R2 = .068) of the variance in 

lack of money stressors. 

Self-Actualization Wellness (Block 3). The variables of self-actualization wellness (self-

care, self-social understanding, self-initiative) were added in block 3 creating the full model. 

Results for the regression analysis indicated that self-care (β = -.180, p = .030) was a statistically 

significant predictor of lack of money stressors F(9, 186) = 2.771, p = .005, accounting for 

11.8% (R2 = .118) of the variance in lack of money stressors in the full model. 

Table 4.10 

Hierarchical Regression Coefficients for Lack of Money (n = 195), R2 = .118 

    β  SE β       β 

Demographics (block 1)    

 Constant 1.467 1.444   

 Gender -.288 .201 -.102 

Ethnicity -.476 .263 -.130 

Age .138 .074 .133 

Mindset and Personality (block 2)    

 Constant 1.456 1.585   

 Gender -.292 .202 -.104 

 Ethnicity -.497 .265 -.135 

 Age .152 .075 .147* 
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Table 4.10 (Continued) 

Hierarchical Regression Coefficients for Lack of Money (n = 195), R2 = .118 

    β  SE β       β 

Mindset and Personality (block 2)    

 Intelligence Beliefs of a Growth Mindset .016 .036 .034 

 Behavior Beliefs of a Growth Mindset -.072 .044 -.121 

 Level of Extroversion .052 .028 .135 

Self-Actualization Wellness (block 3 – full model)    
 Constant 3.374 1.723   

 Gender -.235 .208 -.084 

 Ethnicity -.435 .264 -.119 

 Age .122 .074 .118 

 Intelligence Beliefs of a Growth Mindset .027 .036 .055 

 Behavior Beliefs of a Growth Mindset -.014 .050 -.023 

 Level of Extroversion .050 .027 .129 

 Self-Care -.041 .019 -.180* 

 Self-Social Understanding -.039 .029 -.116 

 Self-Initiative -.003 .017 -.014 

Note: R2 = .041 for block 1; .068 for block 2; .118 for block 3 – full model 
Note: * p < .05 

Lack of Sleep  

A hierarchical multiple regression was conducted on the dependent variable lack of sleep; 

however, due to borderline issues of multicollinearity, any predictor variable with a Tolerance 

score of .499 or below was removed from the regression. In this regression, the predictor 

variables self-sufficiency, self-assess, and self-advocate were removed from the analysis. Table 

4.11 provides information on the blocks and the order in which the variables were entered into 

the regression analysis, the unstandardized regression coefficients (b), the standard error for the 

unstandardized regression coefficient (SE b), standardized regression coefficients (β), and the 

variance (R2) explained for each model (block). 



 

 

 

110

Demographics (Block 1). Block 1 included the variables gender, ethnicity, and age. 

Results for the regression analysis indicated that for block 1 gender, ethnicity, and age were not 

significant predictors of lack of sleep stressors F(3, 192) = 2.408, p = .068.  

Mindset and Personality (Block 2). The variable of intelligence beliefs of a growth 

mindset, behavior beliefs of a growth mindset, and level of extroversion were added to the 

sequential regression in block 2. With block 2 added to the model, results for the regression 

analysis indicated that for block 1 gender, ethnicity, age, intelligence beliefs of a growth mindset, 

behavior beliefs of a growth mindset, and level of extroversion were not significant predictors of 

lack of sleep stressors F(6, 189) = 2.011, p = .066.  

Self-Actualization Wellness (Block 3). The variables of self-actualization wellness (self-

care, self-social understanding, self-initiative, and self-compassion) were added in block 3 

creating the full model. Results for the regression analysis indicated that age (β = .155, p = .030) 

and self-compassion (β = -.343, p < .001) were statistically significant predictors of lack of sleep 

stressors F(10, 185) = 3.149, p = .001, accounting for 14.5% (R2 = .145) of the variance in lack 

of sleep stressors in the full model. 

Table 4.11 

Hierarchical Regression Coefficients for Lack of Sleep (n = 195), R2 = .145 

    β  SE β       β 

Demographics (block 1)    

 Constant .889 1.263   

 Gender .018 .176 .007 

Ethnicity -.362 .230 -.113 

Age .154 .065 .170 

Mindset and Personality (block 2)    

 Constant 1.231 1.389   

 Gender .034 .177 .014 

 Ethnicity -.404 .233 -.126 

 Age .170 .066 .188 
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Table 4.11 (Continued) 

Hierarchical Regression Coefficients for Lack of Sleep (n = 195), R2 = .145 

    β  SE β       β 

Mindset and Personality (block 2)    

 Intelligence Beliefs of a Growth Mindset -.002 .032 -.004 

 Behavior Beliefs of a Growth Mindset -.067 .039 -.129 

 Level of Extroversion .036 .024 .108 

Self-Actualization Wellness (block 3 – full model)    
 Constant 1.969 1.485   

 Gender .273 .185 .111 

 Ethnicity -.404 .227 -.126 

 Age .140 .064 .155* 

 Intelligence Beliefs of a Growth Mindset .005 .031 .011 

 Behavior Beliefs of a Growth Mindset -.012 .044 -.022 

 Level of Extroversion .045 .024 .134 

 Self-Care -.006 .017 -.030 

 Self-Social Understanding .014 .025 .048 

 Self-Initiative .003 .015 .016 

 Self-Compassion -.066 .017 -.343* 

Note: R2 = .036 for block 1; .060 for block 2; .145 for block 3 – full model 
Note: * p < .05 

Expectations of Self  

A hierarchical multiple regression was conducted on the dependent variable expectations 

of self; however, due to borderline issues of multicollinearity, any predictor variable with a 

Tolerance score of .499 or below was removed from the regression. In this regression, the 

predictor variables self-sufficiency, self-assess, and self-advocate were removed from the 

analysis. Table 4.12 provides information on the blocks and the order in which the variables 

were entered into the regression analysis, the unstandardized regression coefficients (b), the 

standard error for the unstandardized regression coefficient (SE b), standardized regression 

coefficients (β), and the variance (R2) explained for each model (block). 
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Demographics (Block 1). Block 1 included the variables gender, ethnicity, and age. 

Results for the regression analysis indicated that for block 1, gender, ethnicity, and age were not 

statistically significant predictors of expectations of self stressors F(3, 191) = 1.474, p = .223. 

Mindset and Personality (Block 2). The variable of intelligence beliefs of a growth 

mindset, behavior beliefs of a growth mindset, and level of extroversion were added to the 

sequential regression in block 2. With block 2 added to the model, results for the regression 

analysis indicated that gender, ethnicity, age, intelligence beliefs of a growth mindset, behavior 

beliefs of a growth mindset, and level of extroversion were not statistically significant predictors 

of expectations of self stressors F(6, 188) = 1.849, p = .092. 

Self-Actualization Wellness (Block 3). The variables of self-actualization wellness (self-

care, self-social understanding, self-initiative, and self-compassion) were added in block 3 

creating the full model. Results for the regression analysis indicated that self-compassion (β = -

.504, p < .001) was a statistically significant predictor of expectations of self stressors F(10, 184) 

= 4.892, p < .001, accounting for 21% (R2 = .210) of the variance in expectations of self stressors 

the full model. 

Table 4.12 

Hierarchical Regression Coefficients for Expectations of Self (n = 194), R2 = .210 

    β  SE β       β 

Demographics (block 1)    

 Constant 3.412 1.168   

 Gender -.287 .163 -.128 

Ethnicity .115 .213 .039 

Age .035 .060 .043 

Mindset and Personality (block 2)    

 Constant 4.361 1.278   

 Gender -.258 .163 -.115 

 Ethnicity .072 .214 .025 

 Age .046 .060 .056 
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Table 4.12 (Continued) 

Hierarchical Regression Coefficients for Expectations of Self (n = 194), R2 = .210 

    β  SE β       β 

Mindset and Personality (block 2)    

 Intelligence Beliefs of a Growth Mindset .014 .029 .037 

 Behavior Beliefs of a Growth Mindset -.092 .036 -.192 

 Level of Extroversion .008 .022 .027 

Self-Actualization Wellness (block 3 – full model)    
 Constant 4.799 1.311   

 Gender .022 .164 .010 

 Ethnicity .033 .201 .011 

 Age .019 .056 .023 

 Intelligence Beliefs of a Growth Mindset .015 .028 .038 

 Behavior Beliefs of a Growth Mindset -.036 .039 -.075 

 Level of Extroversion .019 .021 .062 

 Self-Care .012 .015 .067 

 Self-Social Understanding .018 .022 .064 

 Self-Initiative .012 .013 .079 

 Self-Compassion -.089 .015 -.504* 

Note: R2 = .023 for block 1; .056 for block 2; .210 for block 3 – full model 
Note: * p < .05 

Expectations of Others  

A hierarchical multiple regression was conducted on the dependent construct 

expectations of others; however, due to borderline issues of multicollinearity, any predictor 

variable with a Tolerance score of .499 or below was removed from the regression. In this 

regression, the predictor variables self-sufficiency, self-assess, and self-advocate were removed 

from the analysis. Table 4.13 provides information on the blocks and the order in which the 

variables were entered into the regression analysis, the unstandardized regression coefficients 

(b), the standard error for the unstandardized regression coefficient (SE b), standardized 

regression coefficients (β), and the variance (R2) explained for each model (block). 
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Demographics (Block 1). Block 1 included the variables gender, ethnicity, and age. 

Results for the regression analysis indicated that for block 1, gender, ethnicity, and age were not 

statistically significant predictors of expectations of others stressors F(3, 192) = .341, p = .796. 

Mindset and Personality (Block 2). The variable of intelligence beliefs of a growth 

mindset, behavior beliefs of a growth mindset, and level of extroversion were added to the 

sequential regression in block 2. With block 2 added to the model, results for the regression 

analysis indicated that gender, ethnicity, age, intelligence beliefs of a growth mindset, behavior 

beliefs of a growth mindset, and level of extroversion were not statistically significant predictor 

of expectations of others stressors F(6, 189) = 1.549, p = .164. 

Self-Actualization Wellness (Block 3). The variables of self-actualization wellness (self-

care, self-social understanding, self-initiative, and self-compassion) were added in block 3 

creating the full model. Results for the regression analysis indicated that level of extroversion (β 

= .165, p = .017) and self-compassion (β = -.359, p < .001) were statistically significant 

predictors of expectations of others stressors F(10, 185) = 4.649, p < .001, accounting for 20% 

(R2 = .201) of the variance in expectations of others stressors in the full model. 

Table 4.13 

Hierarchical Regression Coefficients for Expectations of Others (n = 195), R2 = .201 

    β  SE β       β 

Demographics (block 1)    

 Constant 14.717 4.668   

 Gender .019 .651 .002 

Ethnicity .765 .850 .066 

Age -.138 .240 -.042 

Mindset and Personality (block 2)    

 Constant 15.967 5.089   

 Gender .081 .650 .009 

 Ethnicity .578 .852 .050 

 Age -.061 .240 -.019 
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Table 4.13 (Continued) 

Hierarchical Regression Coefficients for Expectations of Others (n = 195), R2 = .201 

    β  SE β       β 

Mindset and Personality (block 2)    

 Intelligence Beliefs of a Growth Mindset -.004 .117 -.002 

 Behavior Beliefs of a Growth Mindset -.311 .142 -.164 

 Level of Extroversion .186 .089 .152 

Self-Actualization Wellness (block 3 – full model)    
 Constant 25.237 5.222   

 Gender .648 .651 .073 

 Ethnicity .879 .800 .076 

 Age -.240 .225 -.073 

 Intelligence Beliefs of a Growth Mindset .057 .110 .037 

 Behavior Beliefs of a Growth Mindset .119 .153 .063 

 Level of Extroversion .201 .083 .165* 

 Self-Care .009 .058 .013 

 Self-Social Understanding -.160 .089 -.149 

 Self-Initiative -.044 .052 -.072 

 Self-Compassion -.251 .060 -.359* 

Note: R2 = .005 for block 1; .047 for block 2; .201 for block 3 – full model 
Note: * p < .05 

Physical Health  

A hierarchical multiple regression was conducted on the dependent variable physical 

health; however, due to borderline issues of multicollinearity, any predictor variable with a 

Tolerance score of .499 or below was removed from the regression. In this regression, the 

predictor variables self-sufficiency, self-compassion, and self-advocate were removed from the 

analysis. Table 4.14 provides information on the blocks and the order in which the variables 

were entered into the regression analysis, the unstandardized regression coefficients (b), the 

standard error for the unstandardized regression coefficient (SE b), standardized regression 

coefficients (β), and the variance (R2) explained for each model (block). 
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Demographics (Block 1). Block 1 included the variables gender, ethnicity, and age. 

Results for the regression analysis indicated that for block 1, gender, ethnicity, and age were not 

statistically significant predictors of physical health stressors F(3, 190) = 1.430, p = .235. 

Mindset and Personality (Block 2). The variable of intelligence beliefs of a growth 

mindset, behavior beliefs of a growth mindset, and level of extroversion were added to the 

sequential regression in block 2. With block 2 added to the model, intelligence beliefs of a 

growth mindset (β = -.206, p = .007) was the only statistically significant predictor of physical 

health stressors F(6, 187) = 2.311, p = .036, accounting for 6.9% (R2 = .069) of the variance in 

physical health stressors. 

Self-Actualization Wellness (Block 3). The variables of self-actualization wellness (self-

care, self-social understanding, self-initiative, and self-assess) were added in block 3 creating the 

full model. Results for the regression analysis indicated that race (β = -.154, p = .033), 

intelligence beliefs of a growth mindset (β = -.166, p = .028) and self-assess (β = -.349, p < .001) 

were statistically significant predictors of physical health stressors F(10, 183) = 3.289, p = .001, 

accounting for 15.2% (R2 = .152) of the variance in physical health stressors in the full model. 

Table 4.14 

Hierarchical Regression Coefficients for Physical Health (n = 193), R2 = .152 

    β  SE β       β 

Demographics (block 1)    

 Constant 2.234 1.379   

 Gender -.222 .192 -.084 

Ethnicity -.403 .250 -.117 

Age .063 .071 .064 

Mindset and Personality (block 2)    

 Constant 2.988 1.497   

 Gender -.149 .191 -.057 

 Ethnicity -.535 .250 -.156 

 Age .098 .071 .101 
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Table 4.14 (Continued) 

Hierarchical Regression Coefficients for Physical Health (n = 193), R2 = .152 

    β  SE β       β 

Mindset and Personality (block 2)    

 Intelligence Beliefs of a Growth Mindset -.093 .034 -.206* 

 Behavior Beliefs of a Growth Mindset -.026 .042 -.047 

 Level of Extroversion .029 .026 .081 

Self-Actualization Wellness (block 3 – full model)    
 Constant 3.882 1.599   

 Gender -.011 .197 -.004 

 Ethnicity -.527 .245 -.154* 

 Age .074 .069 .076 

 Intelligence Beliefs of a Growth Mindset -.075 .034 -.166* 

 Behavior Beliefs of a Growth Mindset .055 .047 .099 

 Level of Extroversion .030 .025 .084 

 Self-Care .011 .018 .051 

 Self-Social Understanding .012 .028 .038 

 Self-Initiative -.010 .016 -.054 

 Self-Assess -.076 .021 -.349* 

Note: R2 = .022 for block 1; .069 for block 2; .152 for block 3 – full model 
Note: * p < .05 

Mental Health  

A hierarchical multiple regression was conducted on the dependent variable mental 

health; however, due to borderline issues of multicollinearity, any predictor variable with a 

Tolerance score of .499 or below was removed from the regression. In this regression, the 

predictor variables self-assess, self-advocate, and self-sufficiency were removed from the 

analysis. Table 4.15 provides information on the blocks and the order in which the variables 

were entered into the regression analysis, the unstandardized regression coefficients (b), the 

standard error for the unstandardized regression coefficient (SE b), standardized regression 

coefficients (β), and the variance (R2) explained for each model (block). 
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Demographics (Block 1). Block 1 included the variables gender, ethnicity, and age. 

Results for the regression analysis indicated that for block 1, gender (β = -.224, p = .002) and age 

(β = .146, p = .043) were statistically significant predictors of mental health stressors F(3, 186) = 

5.209, p = .002, accounting for 7.7% (R2 = .077) of the variance in mental health stressors. 

Mindset and Personality (Block 2). The variable of intelligence beliefs of a growth 

mindset, behavior beliefs of a growth mindset, and level of extroversion were added to the 

sequential regression in block 2. With block 2 added to the model, results for the regression 

analysis indicated that gender (β = -.183, p = .010), age (β = .177, p = .013), and intelligence 

beliefs of a growth mindset (β = -.188, p = .012) were statistically significant predictors of 

mental health stressors F(6, 183) = 4.914, p < .001, accounting for 13.9% (R2 = .139) of the 

variance in mental health stressors. 

Self-Actualization Wellness (Block 3). The variables of self-actualization wellness (-

care, self-social understanding, self-initiative, and self-compassion) were added in block 3 

creating the full model. Results for the regression analysis indicated that age (β = .133, p = .047), 

intelligence beliefs of a growth mindset (β = -.150, p = .035), and self-compassion (β = -.347, p < 

.001) were statistically significant predictors of mental health stressors F(10, 179) = 6.438, p < 

.001, accounting for 26.5% (R2 = .265) of the variance in mental health stressors in the full 

model. 

Table 4.15 

Hierarchical Regression Coefficients for Mental Health (n = 189), R2 = .265 

    β  SE β       β 

Demographics (block 1)    

 Constant .277 1.562   

 Gender -.689 .219 -.224* 

Ethnicity -.212 .283 -.054 

Age .164 .080 .146* 
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Table 4.15 (Continued) 

Hierarchical Regression Coefficients for Mental Health (n = 189), R2 = .265 

    β  SE β       β 

Mindset and Personality (block 2)    

 Constant 2.426 1.681   

 Gender -.561 .217 -.183* 

 Ethnicity -.380 .280 -.096 

 Age .199 .079 .177* 

 Intelligence Beliefs of a Growth Mindset -.098 .039 -.188* 

 Behavior Beliefs of a Growth Mindset -.071 .047 -.111 

 Level of Extroversion -.017 .029 -.041 

Self-Actualization Wellness (block 3 – full model)    
 Constant 4.034 1.747   

 Gender -.223 .219 -.072 

 Ethnicity -.316 .265 -.080 

 Age .150 .075 .133* 

 Intelligence Beliefs of a Growth Mindset -.078 .037 -.150* 

 Behavior Beliefs of a Growth Mindset .027 .051 .042 

 Level of Extroversion -.005 .028 -.012 

 Self-Care -.018 .019 -.075 

 Self-Social Understanding .020 .030 .054 

 Self-Initiative -.019 .017 -.093 

 Self-Compassion -.083 .020 -.347* 

Note: R2 = .077 for block 1; .139 for block 2; .265 for block 3 – full model 
Note: * p < .05 

Academics  

A hierarchical multiple regression was conducted on the dependent construct academics; 

however, due to borderline issues of multicollinearity, any predictor variable with a Tolerance 

score of .499 or below was removed from the regression. In this regression, the predictor 

variables self-assess, self-advocate, and self-sufficiency were removed from the analysis. Table 

4.16 provides information on the blocks and the order in which the variables were entered into 

the regression analysis, the unstandardized regression coefficients (b), the standard error for the 
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unstandardized regression coefficient (SE b), standardized regression coefficients (β), and the 

variance (R2) explained for each model (block). 

Demographics (Block 1). Block 1 included the variables gender, ethnicity, and age. 

Results for the regression analysis indicated that for block 1, only gender (β = -.249, p = .001) 

was a statistically significant predictor of academic stressors F(3, 192) = 4.586, p = .004, 

accounting for 6.7% (R2 = .067) of the variance in academic stressors. 

Mindset and Personality (Block 2). The variable of intelligence beliefs of a growth 

mindset, behavior beliefs of a growth mindset, and level of extroversion were added to the 

sequential regression in block 2. With block 2 added to the model, results for the regression 

analysis indicated that gender (β = -.227, p = .001) and level of extroversion (β = .156, p = .027) 

were statistically significant predictors of academic stressors F(6, 189) = 4.382, p < .001, 

accounting for 12.2% (R2 = .122) of the variance in academic stressors. 

Self-Actualization Wellness (Block 3). The variables of self-actualization wellness (self-

care, self-social understanding, self-initiative, and self-compassion) were added in block 3 

creating the full model. Results for the regression analysis indicated that gender (β = -.167, p = 

.024), level of extroversion (β = .177, p = .011), and self-compassion (β = -.317, p < .001) were 

statistically significant predictors of academic stressors F(10, 185) = 4.340, p < .001, accounting 

for 19% (R2 = .190) of the variance in academic stressors in the full model. 

Table 4.16 

Hierarchical Regression Coefficients for Academics (n = 195), R2 = .190 

    β  SE β       β 

Demographics (block 1)    

 Constant 26.639 4.172   

 Gender -2.046 .581 -.249* 

Ethnicity -.784 .759 -.073 

Age -.263 .215 -.087 
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Table 4.16 (Continued) 

Hierarchical Regression Coefficients for Academics (n = 195), R2 = .190 

    β  SE β       β 

Mindset and Personality (block 2)    

 Constant 28.888 4.506   

 Gender -1.871 .575 -.227* 

 Ethnicity -1.154 .755 -.107 

 Age -.147 .213 -.049 

 Intelligence Beliefs of a Growth Mindset -.182 .103 -.129 

 Behavior Beliefs of a Growth Mindset -.248 .126 -.142 

 Level of Extroversion .176 .079 .156* 

Self-Actualization Wellness (block 3 – full model)    
 Constant 31.381 4.851   

 Gender -1.375 .605 -.167* 

 Ethnicity -1.086 .743 -.101 

 Age -.227 .209 -.075 

 Intelligence Beliefs of a Growth Mindset -.157 .103 -.111 

 Behavior Beliefs of a Growth Mindset -.056 .143 -.032 

 Level of Extroversion .199 .077 .177* 

 Self-Care .058 .054 .088 

 Self-Social Understanding .007 .082 .007 

 Self-Initiative -.021 .049 -.037 

 Self-Compassion -.205 .055 -.317* 

Note: R2 = .067 for block 1; .122 for block 2; .190 for block 3 – full model 
Note: * p < .05 

Work  

A hierarchical multiple regression was conducted on the dependent variable work; 

however, due to borderline issues of multicollinearity, any predictor variable with a Tolerance 

score of .499 or below was removed from the regression. In this regression, the predictor 

variables self-assess, self-initiative, and self-advocate were removed from the analysis. Table 

4.17 provides information on the blocks and the order in which the variables were entered into 

the regression analysis, the unstandardized regression coefficients (b), the standard error for the 
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unstandardized regression coefficient (SE b), standardized regression coefficients (β), and the 

variance (R2) explained for each model (block). 

Demographics (Block 1). Block 1 included the variables gender, ethnicity, and age. 

Results for the regression analysis indicated that for block 1, age (β = .207, p = .006) was the 

only statistically significant predictors of work stressors F(3, 174) = 2.735, p = .045, accounting 

for 4.5% (R2 = .045) of the variance in work stressors in the full model. 

Mindset and Personality (Block 2). The variable of intelligence beliefs of a growth 

mindset, behavior beliefs of a growth mindset, and level of extroversion were added to the 

sequential regression in block 2. With block 2 added to the model, results for the regression 

analysis indicated that gender, ethnicity, age, intelligence beliefs of a growth mindset, behavior 

beliefs of a growth mindset, and level of extroversion were not statistically significant predictors 

of work stressors F(6, 171) = 1.889, p = .085. 

Self-Actualization Wellness (Block 3). The variables of self-actualization wellness (self-

sufficiency, self-care, self-social understanding, and self-compassion) were added in block 3 

creating the full model. Results for the regression analysis indicated that age (β = .181, p = .017) 

and self-sufficiency (β = -.204, p = .034) were statistically significant predictors of work 

stressors F(10, 167) = 2.614, p = .006, accounting for 13.5% (R2 = .135) of the variance in work 

stressors in the full model. 

Table 4.17 

Hierarchical Regression Coefficients for Work (n = 177), R2 = .135 

    β  SE β       β 

Demographics (block 1)    

 Constant -.090 1.255   

 Gender .063 .177 .027 

Ethnicity -.255 .229 -.083 

Age .178 .064 .207* 
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Table 4.17 (Continued) 

Hierarchical Regression Coefficients for Work (n = 177), R2 = .135 

    β  SE β       β 

Mindset and Personality (block 2)    

 Constant .946 1.414   

 Gender .089 .180 .038 

 Ethnicity -.306 .233 -.100 

 Age .183 .065 .214 

 Intelligence Beliefs of a Growth Mindset .000 .031 -.001 

 Behavior Beliefs of a Growth Mindset -.069 .041 -.131 

 Level of Extroversion -.002 .026 -.005 

Self-Actualization Wellness (block 3 – full model)    
 Constant 2.695 1.519   

 Gender .178 .186 .075 

 Ethnicity -.275 .227 -.090 

 Age .155 .064 .181* 

 Intelligence Beliefs of a Growth Mindset .013 .031 .034 

 Behavior Beliefs of a Growth Mindset .015 .048 .029 

 Level of Extroversion -.004 .026 -.012 

 Self-Sufficiency -.065 .031 -.204* 

 Self-Care -.009 .016 -.045 

 Self-Social Understanding -.020 .027 -.070 

 Self-Compassion -.015 .019 -.082 

Note: R2 = .045 for block 1; .062 for block 2; .135 for block 3 – full model 
Note: * p < .05 

Extracurriculars  

A hierarchical multiple regression was conducted on the dependent variable 

extracurriculars; however, due to borderline issues of multicollinearity, any predictor variable 

with a Tolerance score of .499 or below was removed from the regression. In this regression, the 

predictor variables self-social understanding, self-assess, self-initiative, and self-compassion 

were removed from the analysis. Table 4.18 provides information on the blocks and the order in 

which the variables were entered into the regression analysis, the unstandardized regression 
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coefficients (b), the standard error for the unstandardized regression coefficient (SE b), 

standardized regression coefficients (β), and the variance (R2) explained for each model (block). 

Demographics (Block 1). Block 1 included the variables gender, ethnicity, and age. 

Results for the regression analysis indicated that for block 1, gender, ethnicity, and age were not 

statistically significant predictors of extracurricular stressors F(3, 181) = 2.503, p = .061. 

Mindset and Personality (Block 2). The variable of intelligence beliefs of a growth 

mindset, behavior beliefs of a growth mindset, and level of extroversion were added to the 

sequential regression in block 2. With block 2 added to the model, gender, ethnicity, age, 

intelligence beliefs of a growth mindset, behavior beliefs of a growth mindset, and level of 

extroversion were not statistically significant predictors of extracurricular stressors F(6, 178) = 

1.889, p = .085. 

Self-Actualization Wellness (Block 3). The variables of self-actualization wellness (self-

sufficiency, self-care, and self-advocate) were added in block 3 creating the full model. Results 

for the regression analysis indicated that age (β = -.178, p = .018) and self-advocate (β = -.233, p 

= .015) were statistically significant predictors of extracurricular stressors F(9, 175) = 2.250, p = 

.021, accounting for 10.4% (R2 = .104) of the variance in extracurricular stressors in the full 

model. 

Table 4.18 

Hierarchical Regression Coefficients for Extracurriculars (n = 184), R2 = .104 

    β  SE β       β 

Demographics (block 1)    

 Constant 6.575 1.476   

 Gender -.296 .210 -.104 

Ethnicity .190 .274 .051 

Age -.183 .076 -.179 
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Table 4.18 (Continued) 

Hierarchical Regression Coefficients for Extracurriculars (n = 184), R2 = .104 

    β  SE β       β 

Mindset and Personality (block 2)    

 Constant 6.725 1.625   

 Gender -.287 .212 -.101 

 Ethnicity .171 .277 .046 

 Age -.172 .077 -.168 

 Intelligence Beliefs of a Growth Mindset .022 .037 .046 

 Behavior Beliefs of a Growth Mindset -.071 .046 -.120 

 Level of Extroversion .037 .029 .095 

Self-Actualization Wellness (block 3 – full model)    
 Constant 7.404 1.692   

 Gender -.294 .214 -.104 

 Ethnicity .165 .273 .044 

 Age -.182 .076 -.178* 

 Intelligence Beliefs of a Growth Mindset .037 .037 .077 

 Behavior Beliefs of a Growth Mindset -.041 .049 -.069 

 Level of Extroversion .044 .029 .114 

 Self-Sufficiency -.016 .035 -.042 

 Self-Care .035 .020 .150 

 Self-Advocate -.042 .017 -.233* 

Note: R2 = .040 for block 1; .060 for block 2; .104 for block 3 – full model 
Note: * p < .05 

Graduating  

A hierarchical multiple regression was conducted on the dependent variable graduating; 

however, due to borderline issues of multicollinearity, any predictor variable with a Tolerance 

score of .499 or below was removed from the regression. In this regression, the predictor 

variables self-sufficiency, self-initiative, self-advocate, and self-compassion were removed from 

the analysis. Table 4.19 provides information on the blocks and the order in which the variables 

were entered into the regression analysis, the unstandardized regression coefficients (b), the 
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standard error for the unstandardized regression coefficient (SE b), standardized regression 

coefficients (β), and the variance (R2) explained for each model (block). 

Demographics (Block 1). Block 1 included the variables gender, ethnicity, and age. 

Results for the regression analysis indicated that for block 1, gender, ethnicity, age were not 

statistically significant predictors of graduating stressors F(3, 187) = .646, p = .587. 

Mindset and Personality (Block 2). The variable of intelligence beliefs of a growth 

mindset, behavior beliefs of a growth mindset, and level of extroversion were added to the 

sequential regression in block 2. With block 2 added to the model, results for the regression 

analysis indicated that gender, ethnicity, age, intelligence beliefs of a growth mindset, behavior 

beliefs of a growth mindset, and level of extroversion were not statistically significant predictors 

of graduating stressors F(6, 184) = .716, p = .637. 

Self-Actualization Wellness (Block 3). The variables of self-actualization wellness (self-

care, self-social understanding, and self-assess) were added in block 3 creating the full model. 

Results for the regression analysis indicated self-assess (β = -.349, p < .001) was a statistically 

significant predictor of graduating stressors F(9, 181) = 3.740, p < .001, accounting for 15.7% 

(R2 = .157) of the variance in graduating stressors in the full model. 

Table 4.19 

Hierarchical Regression Coefficients for Graduating (n = 190), R2 = .157 

    β  SE β       β 

Demographics (block 1)    

 Constant 3.716 1.541   

 Gender -.276 .214 -.095 

Ethnicity -.172 .281 -.045 

Age -.010 .079 -.009 

Mindset and Personality (block 2)    

 Constant 3.965 1.693   

 Gender -.273 .217 -.094 
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Table 4.19 (Continued) 

Hierarchical Regression Coefficients for Graduating (n = 190), R2 = .157 

    β  SE β       β 

Mindset and Personality (block 2)    

 Ethnicity -.182 .286 -.048 

 Age -.002 .080 -.002 

 Intelligence Beliefs of a Growth Mindset .025 .039 .051 

 Behavior Beliefs of a Growth Mindset -.064 .048 -.104 

 Level of Extroversion .022 .030 .054 

Self-Actualization Wellness (block 3 – full model)    
 Constant 6.630 1.757   

 Gender -.126 .217 -.043 

 Ethnicity -.155 .269 -.041 

 Age -.055 .076 -.051 

 Intelligence Beliefs of a Growth Mindset .047 .037 .095 

 Behavior Beliefs of a Growth Mindset .069 .052 .111 

 Level of Extroversion .018 .028 .046 

 Self-Care -.010 .019 -.044 

 Self-Social Understanding -.039 .030 -.110 

 Self-Assess -.083 .023 -.349* 

Note: R2 = .010 for block 1; .023 for block 2; .157 for block 3 – full model 
Note: * p < .05 

Finding a Job Post-Graduation  

A hierarchical multiple regression was conducted on the dependent variable finding a job 

post-graduation; however, due to borderline issues of multicollinearity, any predictor variable 

with a Tolerance score of .499 or below was removed from the regression. In this regression, the 

predictor variables self-assess, self-initiative, and self-advocate were removed from the analysis. 

Table 4.20 provides information on the blocks and the order in which the variables were entered 

into the regression analysis, the unstandardized regression coefficients (b), the standard error for 

the unstandardized regression coefficient (SE b), standardized regression coefficients (β), and the 

variance (R2) explained for each model (block). 
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Demographics (Block 1). Block 1 included the variables gender, ethnicity, and age. 

Results for the regression analysis indicated that for block 1, gender, ethnicity, and age were not 

statistically significant predictors of finding a job post-graduation stressors F(3, 186) = 2.239, p 

= .085. 

Mindset and Personality (Block 2). The variable of intelligence beliefs of a growth 

mindset, behavior beliefs of a growth mindset, and level of extroversion were added to the 

sequential regression in block 2. With block 2 added to the model, results for the regression 

analysis indicated that gender (β = -.165, p = .026) was a statistically significant predictor of 

finding a job post-graduation stressors F(6, 183) = 2.319, p = .035, accounting for 7.1% (R2 = 

.071) of the variance in finding a job post-graduation stressor. 

Self-Actualization Wellness (Block 3). The variables of self-actualization wellness (self-

sufficiency, self-care, self-social understanding, and self-compassion) were added in block 3 

creating the full model. Results for the regression analysis indicated that intelligence beliefs of a 

growth mindset (β = .165, p = .027), level of extroversion (β = .145, p = .041), and self-

compassion (β = -.296, p = .002) were statistically significant predictor of finding a job post-

graduation stressors F(10, 179) = 3.518, p < .001, accounting for 16.4% (R2 = .164) of the 

variance in finding a job post-graduation stressor in the full model. 

Table 4.20 

Hierarchical Regression Coefficients for Finding a Job Post-Graduation (n = 189), R2 = .164 

    β  SE β       β 

Demographics (block 1)    

 Constant 1.963 1.309   

 Gender -.343 .183 -.137 

Ethnicity .065 .235 .020 

Age .093 .067 .102 
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Table 4.20 (Continued) 

Hierarchical Regression Coefficients for Finding a Job Post-Graduation (n = 189), R2 = .164 

    β  SE β       β 

Mindset and Personality (block 2)    

 Constant .859 1.435   

 Gender -.412 .184 -.165* 

 Ethnicity .129 .236 .040 

 Age .085 .068 .093 

 Intelligence Beliefs of a Growth Mindset .058 .033 .133 

 Behavior Beliefs of a Growth Mindset -.009 .040 -.017 

 Level of Extroversion .043 .025 .126 

Self-Actualization Wellness (block 3 – full model)    
 Constant 2.105 1.531   

 Gender -.180 .190 -.072 

 Ethnicity .137 .227 .042 

 Age .050 .066 .054 

 Intelligence Beliefs of a Growth Mindset .071 .032 .165* 

 Behavior Beliefs of a Growth Mindset .062 .044 .117 

 Level of Extroversion .050 .024 .145* 

 Self-Sufficiency -.031 .031 -.090 

 Self-Care -.009 .016 -.046 

 Self-Social Understanding .012 .026 .040 

 Self-Compassion -.057 .018 -.296* 

Note: R2 = .035 for block 1; .071 for block 2; .164 for block 3 – full model 
Note: * p < .05 

Physical Environment  

A hierarchical multiple regression was conducted on the dependent construct physical 

environment; however, due to borderline issues of multicollinearity, any predictor variable with a 

Tolerance score of .499 or below was removed from the regression. In this regression, the 

predictor variables self-social understanding, self-assess, self-initiative, and self-compassion 

were removed from the analysis. Table 4.21 provides information on the blocks and the order in 

which the variables were entered into the regression analysis, the unstandardized regression 
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coefficients (b), the standard error for the unstandardized regression coefficient (SE b), 

standardized regression coefficients (β), and the variance (R2) explained for each model (block). 

Demographics (Block 1). Block 1 included the variables gender, ethnicity, and age. 

Results for the regression analysis indicated that for block 1, gender, ethnicity, and age were not 

statistically significant predictors of physical environment stressors F(3, 191) = 2.097, p = .102. 

Mindset and Personality (Block 2). The variable of intelligence beliefs of a growth 

mindset, behavior beliefs of a growth mindset, and level of extroversion were added to the 

sequential regression in block 2. With block 2 added to the model, results for the regression 

analysis indicated that gender (β = .171, p = .018), ethnicity (β = -.148, p = .042), and 

intelligence beliefs of a growth mindset (β = -.160, p = .035) were statistically significant 

predictors of physical environment stressors F(6, 188) = 2.904, p = .010, accounting for 8.5% (R2 

= .085) of the variance in physical environment stressors. 

Self-Actualization Wellness (Block 3). The variables of self-actualization wellness (self-

sufficiency, self-care, and self-advocate) were added in block 3 creating the full model. Results 

for the regression analysis indicated that gender (β = .204, p = .005), ethnicity (β = -.152, p = 

.031), and self-advocate (β = -.203, p = .022) were statistically significant predictors of physical 

environment stressors F(9, 185) = 3.752, p < .001, accounting for 15.4% (R2 = .154) of the 

variance in physical environment stressors in the full model. 

Table 4.21 

Hierarchical Regression Coefficients for Physical Environments (n = 194), R2 = .154 

    β  SE β       β 

Demographics (block 1)    

 Constant 4.726 3.206   

 Gender .834 .447 .135 

Ethnicity -.865 .583 -.107 

Age .098 .165 .043 
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Table 4.21 (Continued) 

Hierarchical Regression Coefficients for Physical Environments (n = 194), R2 = .154 

    β  SE β       β 

Mindset and Personality (block 2)    

 Constant 8.955 3.470   

 Gender 1.062 .443 .171* 

 Ethnicity -1.191 .581 -.148* 

 Age .164 .164 .072 

 Intelligence Beliefs of a Growth Mindset -.169 .080 -.160* 

 Behavior Beliefs of a Growth Mindset -.158 .097 -.120 

 Level of Extroversion -.036 .061 -.042 

Self-Actualization Wellness (block 3 – full model)    
 Constant 12.712 3.526   

 Gender 1.266 .440 .204* 

 Ethnicity -1.224 .564 -.152* 

 Age .111 .160 .049 

 Intelligence Beliefs of a Growth Mindset -.110 .079 -.104 

 Behavior Beliefs of a Growth Mindset -.020 .102 -.015 

 Level of Extroversion -.023 .060 -.028 

 Self-Sufficiency -.138 .072 -.162 

 Self-Care .020 .040 .039 

 Self-Advocate -.080 .035 -.203* 

Note: R2 = .032 for block 1; .085 for block 2; .154 for block 3 – full model 
Note: * p < .05 

Summary Answers to Research Questions 

 Each of the five research questions are answered in this section, using results from the 

statistical analyses previously presented. 

Research Question 1 

What are the basic demographics of participants in this study? 

The sample consisted of 199 participants, ranging in age from 18 to 24 (M = 19.43, SD = 

1.11). The majority of participants (71.7%) identified as female. The majority of participants 

identified their ethnicity as White (86.4%), followed by Hispanic or Latino (5.5%), African 
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American (4.5%), Multiracial (2.0%), and Asian/Pacific Islander (1.5%). The majority of 

participants were freshman (53.3%), followed by sophomores (22.1%), juniors (14.1%), seniors 

(8.5%), and graduate students (2.0%). The majority of participants were majoring in the college 

of arts and sciences (37.9%), followed by school of education (22.7%), college of business and 

public administration (20.2%), college of pharmacy and health sciences (11.6%), school of 

journalism and mass communication (5.1%), and other (2.5%). Lastly, the majority of students 

attended a private college/university (95.5%), followed by public college/university (3.0%) and 

community college (1.5%). 

Research Question 2 

To what extent is there a difference in each of the seven dimensions of self-actualization 

wellness (self-sufficiency, self-care, self-social understanding, self-assess, self-initiative, self-

advocate, and self-compassion) based on a) gender, b) ethnicity, and c) year in school? 

Gender. Five out of the seven independent samples t-tests identified a statistically 

significant difference in self-actualization wellness (self-sufficiency, self-care, self-social 

understanding, self-assess, self-initiative, self-advocate, and self-compassion) between males and 

females. Specifically, males had higher mean scores for self-sufficiency, self-care, self-assess, 

self-advocate, and self-advocate. 

Ethnicity. All seven one-way ANOVAs did not identify any statistically significant 

differences in self-actualization wellness (self-sufficiency, self-care, self-social understanding, 

self-assess, self-initiative, self-advocate, and self-compassion) between the five different 

categories of ethnicities (White, African American, Hispanic or Latino, Asian/Pacific Islander, 

and Multiracial). 
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Year in School. All seven one-way ANOVAs did not identify any statistically significant 

differences in self-actualization wellness (self-sufficiency, self-care, self-social understanding, 

self-assess, self-initiative, self-advocate, and self-compassion) between the five different 

categories of year in school (freshman, sophomore, junior, senior, and graduate student). 

Research Question 3 

To what extent is there a statistically significant relationship between college students’ 

level of intelligence beliefs of a growth mindset, level of behavior beliefs of a growth mindset, 

level of extroversion, and college student stressors/concerns related to a) person variables and 

b) environment variables?  

 Person Variables. A Pearson product correlation analysis identified 23 statistically 

significant correlations. Specifically, one strong correlation, 14 moderate correlations, and eight 

weak correlations. To answer research question three, there were no significant relationships 

between the growth mindset variables and level of extroversion variable with the person variable 

stressors. There were relationships among the stressors themselves. Specifically, relationship 

stressors were positively correlated with several other stressors; particularly, lack of time, lack of 

money, expectations of self, expectations of others, physical health, and mental health. Lack of 

time was also positively correlated with several other stressors; specifically, lack of sleep and 

expectations. Overall, the three strongest correlations were a) relationships with expectations of 

others, b) physical health and mental health, and c) lack of time and expectations of self.   

 Environment Variables. A Pearson product correlation identified nine statistically 

significant correlations. Once again in answering research question three, there were no 

significant relationships between the growth mindset variables and level of extroversion variable 

with the environment variable stressors. However, there were significant relationships among the 
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stressor variables. The strongest correlation was positive and between graduating and finding a 

job post-graduation. Noteworthy, is the positive correlation between academic stressors and 

extracurricular stressors.  

Research Question 4 

To what extent is there a statistically significant relationship between the level of college 

students’ development in each of the seven dimensions of self-actualization wellness (self-

sufficiency, self-care, self-social understanding, self-assess, self-initiative, self-advocate, and 

self-compassion) and college student stressors/concerns related to a) person variables and b) 

environment variables?  

Person Variables. A Pearson product correlation identified 63 statistically significant 

correlations; specifically, two strong correlations, 47 moderate correlations, and 14 weak 

correlations. Several of the self-actualization wellness dimensions were positively correlated 

with each other, but none to the extent that might indicate multicollinearity. To summarize an 

answer for research question four, when looking at relationships between the seven dimensions 

of self-actualization wellness and a) person variables: 

• Self-assess was statistically significant and negatively correlated with six of the 

person stressor variables (relationships, lack of time, expectations of self, 

expectations of others, physical health, and mental health). 

• Self-compassion was statistically significant and negatively correlated with five of the 

person stressor variables (lack of time, lack of sleep, expectations of self, 

expectations of others, and mental health). 

• Self-sufficiency was statistically significant and negatively correlated with three of 

the person stressor variables (relationships, expectations of others, and mental health). 
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• Self-social understanding was statistically significant and negatively correlated with 

two of the person stressor variables (relationships and expectations of others). 

• Self-advocate was statistically significant and negatively correlated with two of the 

person stressor variables (expectations of others and mental health).  

• Self-care was statistically significant and negatively correlated with one of the person 

stressor variables, mental health. 

• Self-initiative was statistically significant and negatively correlated with one of the 

person stressor variables, mental health. 

Noteworthy is that mental health is negatively correlated with six of the seven dimensions of 

self-actualization wellness and expectations of others is correlated with five of the seven 

dimensions of self-actualization wellness.  

Environment Variables. A Pearson product correlation identified 39 statistically 

significant correlations. Specifically, one strong correlation, 30 moderate correlations, and eight 

weak correlations. To summarize an answer for research question four, when looking at 

relationships between the seven dimensions of self-actualization wellness and b) environment 

variables: 

• Self-compassion was statistically significant and negatively correlated with three of 

the environment stressor variables (academic, graduating, and finding a job post-

graduation).  

• Self-sufficiency was statistically significant and negatively correlated with two of the 

environment stressor variables (work and graduating).  

• Self-assess was statistically significant and negatively correlated with two of the 

environment stressor variables (academics and graduating).  
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• Self-initiative was statistically significant and negatively correlated with two of the 

environment stressor variables (graduating and physical environment).  

• Self-advocate was statistically significant and negatively correlated with one of the 

environment stressor variables, physical environment.  

• Self-social understanding was statistically significant and negatively correlated with 

one of the environment stressor variables, physical environment.  

Noteworthy is that self-care was not statistically significantly correlated with any of the 

environment stressor variables. 

Research Question 5 

To what extent do college students’ gender, ethnicity, age, level of intelligence beliefs of 

a growth mindset, level of behavior beliefs of a growth mindset, level of extroversion, and the 

seven dimensions of self-actualization wellness (self-sufficiency, self-care, self-social 

understanding, self-assess, self-initiative, self-advocate, and self-compassion) predict the level of 

stress/concern related to a) person variables and b) environment variables?  

Person variables. Table 4.22 provides a summary of the statistically significant 

predictors for each of the dependent persons variables based on the full model for each 

regression. Self-compassion was the most frequent predictor for reducing stress related to the 

person variables, it was significant in six of the eight regressions. Whereas, gender and behavior 

beliefs of a growth mindset were not significant in any of the eight person stressor regressions. 

For ease of reading, Table 4.22 is presented on the following page with no page break. 
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Table 4.22 

Summary of Statistically Significant Predictors for Each of the Dependent Person Variables 

Based on the Full Model for Each Regression 
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Gender 
 

        

Ethnicity       Negative 
Predictor 

(Not 
White) 

 

Age    Positive 
Predictor 

   Positive 
Predictor 

Intelligence 
Beliefs of a 
Growth 
Mindset 

      Negative 
Predictor 

Negative 
Predictor 

Behavior 
Beliefs of a 
Growth 
Mindset 

        

Level of 
Extroversion 

 Positive 
Predictor 

   Positive 
Predictor 

  

Self-
Sufficiency 

        

Self-Care   Negative 
Predictor 

     

Self-Social 
Understanding 

Negative 
Predictor 

       

Self-Assess       Negative 
Predictor 

 

Self-Initiative 
 

        

Self-Advocate 
 

        

Self-
Compassion 

Negative 
Predictor 

Negative 
Predictor 

 Negative 
Predictor 

Negative 
Predictor 

Negative 
Predictor 

 Negative 
Predictor 

 

Environment variables. Table 4.23 provides a summary of the statistically significant 

predictors for each of the dependent environment variables based on the full model for each 

regression. Whereas, four dimensions of the self-actualization wellness model were statistically 

significant negative predictors for some of the environmental stressors, the variables of 

intelligence beliefs of a growth mindset and level of extroversion were positive predictors 
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suggesting that instead of reducing stress, they increased participants stress in academics (level 

of extroversion) and finding a job post-graduation (intelligence beliefs of a growth mindset and 

level of extroversion).  

Table 4.23 
 
Summary of Statistically Significant Predictors for Each of the Dependent Environment 

Variables Based on the Full Model for Each Regression 
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Gender Negative 
Predictor 
(Female) 

    Positive 
Predictor 
(Male) 

Ethnicity      Negative 
Predictor 

(Not White) 
Age  Positive 

Predictor 
Negative 
Predictor 

   

Intelligence 
Beliefs of a 
Growth 
Mindset 

    Positive 
Predictor 

 

Behavior 
Beliefs of a 
Growth 
Mindset 

      

Level of 
Extroversion 

Positive 
Predictor 

   Positive 
Predictor 

 

Self-
Sufficiency 

 Negative 
Predictor 

    

Self-Care 
 

      

Self-Social 
Understanding 

      

Self-Assess    Negative 
Predictor 

  

Self-Initiative 
 

      

Self-Advocate   Negative 
Predictor 

  Negative 
Predictor 

Self-
Compassion 

Negative 
Predictor 

   Negative 
Predictor 
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Summary 

 Chapter 4 discussed the results of the data analysis. Analysis of the data indicated 

assumptions of normality were met. Demographic data for the participants were presented, and 

the results of each statistical analysis was provided. Five of the seven independent samples t-test 

were statistically significant, and zero of the 14 one-way ANOVAs were statistically significant. 

Finally, out of the 14 hierarchical regressions that were conducted, gender, ethnicity, age, 

intelligence beliefs of a growth mindset, level of extroversion, self-sufficiency, self-care, self-

assess, self-advocate, and self-compassion were statistically significant predictors of at least one 

of the 14 different person and environment variables. Chapter 5 will provide a summary of the 

study and recommendations for policy, practice, and future research of the results presented in 

chapter 4. 
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CHAPTER 5 

DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS 

Chapter 5 provides a discussion of the results presented in chapter 4, informed by the 

theoretical model of Self-Actualization Wellness, Person-Environment fit theory, and current 

literature. This chapter begins with a summary of the study, which is followed by a discussion of 

the results as they pertain to the conceptual frameworks presented in chapter 1. 

Recommendations for policy, practice, and future research are then examined followed by a 

conclusion.  

Summary of the Study 

Chapter 1 detailed an overview of the problem regarding college students’ mental health, 

how this problem has changed over time, and the negative consequences. Information was 

provided on the purpose of the study, the five research questions, and the significance. The 

theoretical model of Self-Actualization Wellness and the Person-Environment fit theory were 

then explained as the conceptual frameworks of the study, and the chapter concluded with 

definitions of key terms used throughout the study. 

Chapter 2 detailed an overview of the theoretical and research background on the 

variables in this study. The chapter began with an overview of stress, which included the 

definitions of stress, college students’ stress responses, measuring college students’ stress, and 

stress as it relates to the demographics of gender, race/ethnicity, and year in school. Following 

the sections on stress was a review of the literature related to mindset and personality. The 

concluding section of the chapter focused on wellness, which included the history of various 

wellness models, self-actualization, and the theoretical model of Self-Actualization Wellness. 
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Chapter 3 explained the methodology for the study. Discussion of the research design and 

methodological approach was included, as well as information about the research setting, sample 

and participants, and the survey instrument. Each of the independent and dependent variables 

was explained, including the results of the exploratory factor analyses conducted for 14 of the 

independent and dependent variables. Details were provided on how the data were analyzed to 

address each of the five research questions, as well as the connections of the variables with the 

conceptual frameworks. The plans for conducting the independent samples t-test, one-way 

analysis of variance, correlations, and hierarchical regression was presented. Limitations and 

delimitations were detailed to conclude the chapter.  

Chapter 4 reported the findings of the analyses, including a review of the methods for 

screening the data before statistical analysis began and the establishment of the assumption of 

normality of the data set. Frequencies and descriptive statistics were provided, as well as results 

of the independent samples t-test, one-way analysis of variance, correlations, and hierarchical 

regressions. The chapter concluded with summaries of the five research questions posed in this 

study. 

The following sections of this chapter discuss the results presented in chapter 4 as they 

relate to the dependent and independent variables. Recommendations for policy, practice, and 

future research are then examined followed by a conclusion. 

Discussion of the Results 

 The importance of college students’ wellness cannot be overlooked as college students’ 

mental health and overall well-being have declined over the years (ACHA, 2000; 2017). 

Specifically, college students “seriously considering attempting suicide” has risen since 2000, 

along with the number of students reporting anxiety and depression affecting their academic 
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performance (ACHA, 2000; 2017). As college students’ stressors continue to evolve and change, 

and the combination of the many stressors that college students face (e.g., academics, 

relationships, lack of resources, physical environments, expectations, diversity, transitions, etc.) 

affect students’ overall well-being, it is important to examine the relationships between potential 

predictors and stressors/areas of concern. For instance, demographics such as gender, ethnicity, 

and year in school have been shown to be linked to college students’ stress (Darling et al., 2007; 

Greer & Chwalisz, 2007; Guo et al., 2011; Johnson & Arbona, 2006; Misra et al., 2000; Pett & 

Johnson, 2005; Renner & Mackin, 1998; Reynolds et al., 2010; Stallman & Hurst, 2016; 

Weinstein & Laverghetta, 2009; Zascavage et al., 2012). In addition, mindset and personality 

have also been shown to be predictors of stress (Allred et al., 2013; Crum et al., 2013; Ebstrup et 

al., 2011; Kilby & Sherman, 2016). Finally, research relating to the seven dimensions within the 

theoretical model of Self-Actualization Wellness have also been shown to be predictors of stress 

(Baker, 2004; Beck et al., 2003; Cain, 2012; Clarke, 2018; Cullaty, 2011; Hadley 2007; 2011; 

Hall et al., 2013; Huang et al., 2016; Lorkowski et al., 2004; Merryman et al., 2015; Neff & 

McGehee, 2010; Neff & Pommier, 2013; Rendell, 2014; Sawatzky et al., 2012; Shim et al., 

2017; Slonim et al., 2015; Smith, 2015; Tomaka et al., 1999; Vaccaro et al., 2015; Van Gundy, 

2002). 

The goal of this study was to explore a new set of predictors that may impact college 

students’ wellness. More specifically, how demographics, level of intelligence beliefs of a 

growth mindset, level of behavior beliefs of a growth mindset, level of extroversion, and level of 

college students’ development in each of the seven dimensions of self-actualization wellness 

(self-sufficiency, self-care, self-social understanding, self-assess, self-initiative, self-advocate, 

and self-compassion) reduce the impact of college student stressors and areas of concerns. For 



 

 

 

143

the purposes of this study, identified areas of college student stress or concern were 

differentiated under the conceptual framework of a) person variables and b) environment 

variables. Person variables include: relationships, lack of time, lack of money, lack of sleep, 

expectations of self, expectations of others, physical health, and mental health. Environment 

variables include: academics, work, extracurriculars, graduating, finding a job post-graduation, 

and physical environment. Results suggest that a number of different variables influence college 

student stressors and areas of concerns. The following sections contain a discussion of the results 

of this study, particularly those independent (predictor) variables that were statistically 

significant. 

Gender 

 Gender was examined as a demographic variable in this study. Results of the study 

indicate gender was a statistically significant predictor for the academics and physical 

environment stressors/areas of concerns. Specifically, in this study, females were more likely to 

have higher levels of academic stressors, and males were more likely to have higher levels of 

physical environment stressors. 

 These findings both support and contradict the majority of research from other studies on 

gender and college student stress, as many studies have found that female students typically 

experience more stress than males (Darling et al., 2007; Misra et al., 2000; Pett & Johnson, 2005; 

Renner & Mackin, 1998; Stallman & Hurst, 2016; Weinstein & Laverghetta, 2009; Zascavage, 

Winterman, Buot, Wies, & Lyzinski, 2012). However, Renk and Smith (2007) found no 

significant difference in male and female college students’ stress, but only in relation to 

academic stressors. Moreover, the fact that this study did not find any statistically significant 

gender differences related to other stressors/areas of concerns also contradicts the majority of 
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research, as studies have found statistically significant differences between gender and other 

stressors/areas of concern (Darling et al., 2007; McDonough & Walters, 2001; Misra et al., 

2000). For example, Darling et al. (2007) found “females experienced a higher level of stress, 

such as stress from current world events, major in school, lack of study time, quantity of 

homework, and parental expectations of school performance” (p. 221). Additionally, Misra et al. 

(2000) found a statistical difference between male and female students in terms of stressors, with 

female students experiencing more academic stressors. In terms of other stressors, McDonough 

& Walters (2001) found females were more likely to report stressors related to their social life, 

relationships, child, family health, and job stress, while males reported more stressors related to 

finances. Finally, while results seem to vary, some research has shown that males perceive more 

stressors related to work, while others contract and say that females perceive more stressors 

related to work (Gardiner & Tiggemann, 1999; Greenglass, Burke, & Ondrack, 1990; 

McDonough & Walters, 2001). Overall, the relationship between gender and stress is an area of 

research where more is needed in order to be able to clarify the extent to which gender may have 

an impact on college students’ stress. 

Ethnicity 

Ethnicity was also examined as a demographic variable in this study. Results of the study 

indicate ethnicity was a statistically significant predictor for physical health and physical 

environment stress. Specifically, in this study, non-whites were more likely to have higher levels 

of both physical health and physical environment stressors.  

These findings both support and contradict the majority of research from other studies on 

ethnicity and college student stress as the research focuses on more than just physical health and 

physical environment stress, and also rarely compares non-white and white students. 
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Specifically, the majority of research has focused on minority students and stress. For instance, 

Wei et al. (2011) found that Asian American and Latino students exhibited more stress than 

African American students; however, the authors did not compare these numbers to white 

students. Conversely, Turner and Smith (2015) examined the different levels of stress faced by 

minority college students and found no statistically significant differences between students’ 

stress levels in regard to their ethnicity. One study that does compare non-white and white 

students found in terms of general college stress, non-white students, specifically African 

American students, experienced more stress than their white counterparts (Cooper & Harrell, 

2017). Overall, the relationship between ethnicity and stress is an area of research where more is 

needed in order to be able to clarify the extent to which non-white and white students differ in 

stress. 

Age 

Finally, age was examined as a demographic variable in this study. Results of the study 

indicate age was a statistically significant predictor for the lack of sleep, mental health, work, 

and extracurriculars stressors/areas of concerns. In this study, an increase in age predicted higher 

levels of lack of sleep stressors, mental health stressors, and work stressors; however, a decrease 

in age predicted higher levels of extracurriculars stressors. 

 These findings both contradict and support results of other studies on age and college 

student stress; however, much of the current research discusses year in school as opposed to age, 

and also discusses year in school in relation to more than just lack of money, mental health, 

work, and extracurricular stress. One study that does support the results of this study using year 

in school found that college seniors reported higher economic stress than freshman, sophomores, 

and juniors (Guo et al., 2011). The fact that this study did not find any statistically significant 
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age, or even year in school, differences related to other stressors/areas of concerns contradicts the 

majority of research from other studies. For instance, Song and Wen-Juan (2005) found pressure 

from job hunting predominated merely at four months before graduation; therefore, affecting 

college seniors more than freshman, sophomores, and juniors. However, in this study, age was 

not significantly related to finding a job post-graduation stress. Additionally, one study 

examining age found that age was not significantly associated with academic stressors but was 

significantly associated with students’ reactions to stressors (Misra & Castillo, 2004; Song & 

Wen-Juan, 2005). Overall, due to the lack of research on the relationship between age, or even 

year in school, and students’ stressors/areas of concerns, more is needed in order to be able to 

clarify the extent to which age and/or year in school may have an impact on students’ stress.  

Intelligence Beliefs of a Growth Mindset 

Intelligence beliefs of a growth mindset was examined as a mindset variable in this study. 

Results of the study indicate intelligence beliefs of a growth mindset was a statistically 

significant predictor for the physical health, mental health, and finding a job post-graduation 

stressors/areas of concerns. Specifically, in this study, greater levels of intelligence beliefs of a 

growth mindset predicted greater levels of finding a job post-graduation stress; however, greater 

levels of intelligence beliefs of a growth mindset predicted lower levels of physical health 

stressors and mental health stressors. 

 These findings both contradict and support results of other studies on mindsets and 

college student stress because there is little research on mindsets and stress, let alone in relation 

to the significant predictors of students’ stressors/areas of concern utilized in this study. In one 

study, Crum et al. (2013) found “that having a stress-is-enhancing mindset will engender 

enhancing effects in health and performance and that having a stress-is-debilitating mindset will 
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be more likely to engender debilitating effects in health and performance” (p. 717). Kilby and 

Sherman (2016) also examined how mindsets influenced stress levels and found those “who held 

an enhancing stress mindset reporting greater perceptions of challenge than those with a 

debilitating stress mindset” (p. 6). On the contrary, Root Kustritz (2017) found that mindsets 

were not correlated with students’ perceived stress level. Overall, due to both the lack of 

research, and conflicting research, on the relationship between mindsets and students’ 

stressors/areas of concerns, more research is needed in order to be able to clarify the extent to 

which mindsets may have an impact on students’ stress.  

Level of Extroversion 

Level of extroversion was examined as a personality variable in this study. Results of the 

study indicate level of extroversion was a statistically significant predictor for the lack of time, 

expectations of others, academics, and finding a job post-graduation stressors/areas of concerns. 

Specifically, in this study, greater levels of extroversion predicted greater levels of stress from 

lack of time, expectations of others, academics, and finding a job post-graduation. 

These findings both contradict and support results of other studies on personality and 

college student stress as there is little research linking personality and stress, especially in terms 

of the traits introversion and extroversion. In terms of stress in general, Ebstrup et al. (2011) 

found a moderate significant negative relationship between extroversion and stress; however, 

focused on participants aged 18-69 years old. Additionally, Allred et al. (2013) conducted a 

similar study utilizing college students; however, did not find a significant negative relationship 

between extroversion and stress. Overall, due to the lack of research linking personality and 

stress, specifically using the traits of introversion and extroversion, more research is needed in 
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order to be able to clarify the extent to which level of extroversion may have an impact on 

students’ stress.  

Self-Sufficiency 

Self-sufficiency was examined in this study as a variable within the Self-Actualization 

Wellness model. Results of the study indicate self-sufficiency was a statistically significant 

predictor for the work stressors/areas of concerns. Specifically, in this study, higher levels of 

self-sufficiency predicted lower levels of work stressors. 

This finding both contradicts and supports results of other studies on self-sufficiency and 

college student stress as there is no research regarding self-sufficiency and work stressors, but 

some research regarding self-sufficiency, or autonomy, and other stressors/areas of concerns. In 

terms of mental health stressors, Van Gundy (2002) found that students’ assertion of autonomy 

reduced the risk for depression in both males and females. Additionally, Beck et al. (2003) found 

autonomy was correlated with facets of homesickness, as well as depression, and that students 

possessing autonomous traits were not immune to the transition. On the other hand, Merryman et 

al. (2015) found a strong, positive correlation between perceived wellness and autonomy; 

however, their concept of perceived wellness was not strongly predicted by overall psychological 

well-being. Overall, due to the lack of research on the relationship between self-sufficiency and 

work stressors, and even other stressors/areas of concerns, more research is needed in order to be 

able to clarify the extent to which self-sufficiency may have an impact on students’ stress.  

Self-Care 

Self-care was examined in this study as a variable within the Self-Actualization Wellness 

model. Results of the study indicate self-assess was a statistically significant predictor for the 
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lack of money stressors/areas of concerns. Specifically, in this study, higher levels of self-care 

predicted lower levels of lack of money stressors. 

This finding both contradicts and supports results of other studies on self-care and college 

student stress as there is not much research on the topic, especially in relation to college 

students’ stress. Clarke (2018) examined self-care and stress and found that students who 

reported higher levels of self-care reported significantly lower levels of perceived stress. 

Similarly, Slonim et al. (2015) found a significant correlation between distress and mindfulness, 

and also distress and self-care, and pointed to the potential of self-care and mindfulness in order 

to decrease graduate students’ distress and enhance wellbeing. Overall, due to the lack of 

research on the relationship between self-care and lack of money stressors, and even other 

stressors/areas of concerns, more research is needed in order to be able to clarify the extent to 

which self-care may have an impact on students’ stress.  

Self-Social Understanding 

Self-social understanding was examined in this study as a variable within the Self-

Actualization Wellness model. Results of the study indicate self-social understanding was a 

statistically significant predictor for the relationship stressors/areas of concerns. Specifically, in 

this study, higher levels of self-social understanding predicted lower levels of relationship 

stressors. 

This finding both contradicts and supports results of other studies on self-social 

understanding and college student stress as there is no research on the topic, especially in relation 

to college students’ stress. Moreover, one study that kind of relates to the topic states that an 

awareness of one’s goals for participating in a social event has implications for one’s overall 

psychological adjustment (Shim et al., 2017). Overall, due to the lack of research on the 
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relationship between self-social understanding and relationship stressors, and even other 

stressors/areas of concerns, more research is needed in order to be able to clarify the extent to 

which self-social understanding may have an impact on students’ stress.  

Self-Assess 

Self-assess was examined in this study as a variable within the Self-Actualization 

Wellness model. Results of the study indicate self-assess was a statistically significant predictor 

for the physical health and graduating stressors/areas of concerns. Specifically, in this study, 

higher levels of self-assess predicted lower levels of physical health and graduating stressors. 

These finding both contradict and support results of other studies on self-assess and 

college student stress as there is no research on the concept of self-assess, but instead there is 

some research regarding the concept of self-efficacy. For instance, Rendell (2014) found a 

negative relationship between problem-solving self-efficacy and perceived stress, as “students 

with greater problem-solving self-efficacy reported experiencing less stress” (p. 96). Similarly, 

Sawatzky et al. (2012) found greater stress management self-efficacy was linked to lower levels 

of depression and concluded that it is crucial to identify students with limited stress management 

self-efficacy to help manage their levels of stress and depression. Lastly, Clarke (2018) found 

those who reported higher levels of coping self-efficacy reported significantly lower levels of 

perceived stress. Overall, due to the lack of research on the relationship between self-assess and 

physical health and graduating stressors/areas of concerns, and even other stressors/areas of 

concerns, more research is needed in order to be able to clarify the extent to which self-assess 

may have an impact on students’ stress. 
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Self-Advocate 

Self-advocate was examined in this study as a variable within the Self-Actualization 

Wellness model. Results of the study indicate self-advocate was a statistically significant 

predictor for extracurriculars and physical environment stressors/areas of concerns. Specifically, 

in this study, higher levels of self-advocate predicted lower levels of extracurriculars and 

physical environment stressors. 

This finding contradicts results of other studies on self-advocate and college student 

stress as the majority of research is in relation to self-advocating and students with disabilities, 

not in relation to college students’ stress. For example, Vaccaro et al. (2015) state “some students 

with disabilities come to college unprepared to self-advocate because of past reliance on parents, 

special education teachers, and a secondary school system that did not require self-advocacy” (p. 

673). Moreover, student affairs professionals are finding an increasing level of parent 

involvement in all college students that is keeping students from the ability to develop as 

independent adults (Cullaty, 2011). Due to the lack of research on the relationship between self-

advocate and relationship stressors, and even other stressors/areas of concerns, more research is 

needed in order to be able to clarify the extent to which self-advocate may have an impact on 

students’ stress.  

Self-Compassion 

Self-compassion was examined in this study as a variable within the Self-Actualization 

Wellness model and as a domain was the most frequent statistically significant predictor of 

reducing stress in eight of 14 regression models. Specifically, self-compassion was a statistically 

significant negative predictor for the relationships, lack of time, lack of sleep, expectations of 



 

 

 

152

self, expectations of others, mental health, academics, and finding a job post-graduation 

stressors/areas of concerns.  

These finding both contradict and support results of other studies on self-compassion and 

college student stress as there has not been much research on self-compassion in regard to stress. 

In terms of overall stress, or distress, Neff and Pommier (2013) found that higher levels of self-

compassion were significantly linked to less personal distress. In terms of physical and mental 

health stress, Neff and McGehee (2010) and Hall et al. (2013) found that self-compassion is 

linked to college students’ physical/psychological well-being. Overall, more research is needed 

in order to be able to clarify the extent to which levels of self-compassion may have an impact on 

students’ stressors/areas of concerns. 

Implications of the Study 

 The results of this study suggest a variety of relationships exist among college students’ 

demographics, mindset, personality, levels of development within the seven dimensions of Self-

Actualization Wellness, and areas of stress/concern. This study is unique in that it investigated 

direct relationships among the variables, while also using a newly designed measurement tool for 

the theoretical model of Self-Actualization Wellness. These findings have important implications 

for students, postsecondary institutions, and policy makers, and also have the potential to 

influence college students’ overall wellbeing while also increasing knowledge of how all 

stakeholders can provide support.  

First, when looking at the dimensions of Self-Actualization Wellness, males had higher 

levels of development in five out of the seven dimensions (self-sufficiency, self-care, self-assess, 

self-advocate, and self-compassion), demonstrating a difference in participants’ levels of 

development based on gender. Second, when looking at ethnicity, minority participants reported 
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more stress from the physical environment (i.e., school physical environment, living 

environment, and work environment). Though this was not part of the study, it would be 

interesting to further explore and see whether or not it links to inclusivity. Third, in some areas, 

individuals with higher levels of extroversion experienced more stress; specifically, lack of time, 

expectations of others, academics, and finding a job post-graduation, indicating those with higher 

levels of extroversion have different stressors than those with lower levels of extroversion. 

Fourth, growth mindset differentiated between intelligence beliefs and behavior beliefs; 

however, behavior beliefs of a growth mindset had no impact on college students’ 

stressors/concerns while intelligence beliefs of a growth mindset reduced stress related to 

physical and mental health, but curiously increased stress for finding a job post-graduation. Fifth, 

the only variable that reduced stress related to lack of money was self-care, so though this was 

not part of the study, would be interesting to further explore. Sixth, the Self-Actualization 

Wellness dimension of self-assess for many of the regressions showed a high level of 

multicollinearity with self-compassion, which would also be interesting to explore in the future. 

Finally, higher levels of self-compassion made a significant impact on college students’ 

wellness. Specifically, higher levels of self-compassion reduced stress/concern in six of the eight 

person variables and in two of the six environment variables. Additionally, for those who 

experienced stress related to their own expectations of themselves, self-compassion was the only 

variable to reduce this stress demonstrating again how much of an impact self-compassion had 

on college students’ stressors/areas of concern. 

Recommendations for Policy and Practice 

The following sections describe specific recommendations for students and 

postsecondary institutions/policy makers based on the results of this study. 
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Recommendations for College Students 

Results of the regressions suggest many potential positive and negative predictors of 

college students’ stress (i.e. gender, ethnicity, age, intelligence beliefs of a growth mindset, level 

of extroversion, self-sufficiency, self-care, self-assess, self-advocate, and self-compassion); and 

the correlation analyses provided information on other positive and negative relationships among 

the variables. Though college student stress cannot be eliminated completely; based on the 

results of this study, the following specific recommendations are provided to help manage 

college students’ stress:  

1. Recognize that stress affects everyone differently, and that gender, ethnicity, 

and age are predictors of stress; therefore, programs and strategies geared towards 

reducing stress may vary. Results of this study indicate gender, ethnicity, and age were 

statistically significant predictors of college student stress. Moreover, females were more likely 

to have higher levels of academic stressors, males were more likely to have higher levels of 

physical environment stressors, and non-whites were more likely to have higher levels of both 

physical health and physical environment stressors. Also, results indicated an increase in age 

predicted higher levels of lack of sleep stress, mental health stressors, and work stressors; 

however, a decrease in age predicted higher levels of extracurriculars stressors. Students need to 

recognize these differences and realize that programs and strategies to reduce stress may be 

demographic-specific and vary for everyone. 

2. To reduce stress related to physical health and mental health, college 

students need to consider programs and skill development that help them foster a growth 

mindset. Results of this study suggest having higher levels of a growth mindset, specifically in 

terms of intelligence beliefs, appear to have an influence on lower levels of physical health 
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stressors and mental health stressors. Whether through training, theory, or practice, students need 

to acknowledge where they fall on a fixed vs. growth mindset scale and adapt a more growth-

mindset. Particularly, students need to believe a) no matter how much intelligence they have, 

they can always change it quite a bit and b) no matter what kind of person they are, they can 

always change substantially. 

3. To reduce stress related to lack of time, expectations of others, academics, 

and finding a job post-graduation, college students with higher levels of extroversion need 

to consider stress management programs and/or stress management techniques. Results of 

this study suggest having higher levels of extroversion appear to have greater levels of stress 

from lack of time, expectations of others, academics, and finding a job post-graduation stressors. 

While it is not suggesting that one end of the continuum is better than the other, students need to 

recognize where they fall on the introversion/extroversion continuum and learn how to manage 

their stress accordingly as it has been shown that extroverts tend to experience more stress. For 

example, students that like to celebrate birthdays on a large scale, are described as “loud” or 

energetic,” feel energized after being out and about, and prefer group activities to one-on-one 

conversations should consider stress management programs and/or techniques, or at least 

acknowledge that they may experience stress at higher levels than those with introversion-like 

tendencies. 

4. When encountering stress related to work, college students should look for 

ways in which they can increase their self-sufficiency skills. Results of this study show that 

higher levels of self-sufficiency predict lower levels of work stress. Students need to recognize 

where they fall on this dimension and develop skills that allow them to satisfy their own needs 

and be independent from others. Particularly, students can do this by not relying on others to 
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make them happy or solve their problems, and finding ways in which they can develop 

confidence in their ability to find their own solutions. 

5. When encountering stress related to lack of money, college students should 

look for ways in which they can increase their self-care skills. Results of this study show that 

higher levels of development in self-care predict lower levels of lack of money stress. Students 

need to recognize where they fall on this dimension and develop skills that allow them to 

regulate themselves self holistically including: mentally, emotionally, and physically. 

Specifically, students can do this by eating healthy, exercising at least three days a week, 

drinking 6-8 glasses of water a day, acknowledging when they have too much stress and doing 

something healthy to reduce it, and finding time to do something they enjoy. 

6. When encountering stress related to relationships, college students should 

look for ways in which they can increase their self-social understanding skills. Results of 

this study show that higher levels of development in self-social understanding predict lower 

levels of relationship stress. Students need to recognize where they fall on this dimension and 

develop skills that allow them to understand themselves in social situations and understand the 

types of situations/environments in which they can thrive. For example, students can do this by 

recognizing social environments that may be less fitting/comfortable, recognize social 

environments in which they can thrive, decline invitations to social situations that may not be 

comfortable, make their own choices regardless of peer pressure, and know when to be 

empathetic to others in social situations. 

7. When encountering stress related to physical health and graduating, college 

students should look for ways in which they can increase self-assess skills. Results of this 

study show that higher levels of development in self-assess predict lower levels of physical 
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health and graduating stress. Students need to recognize where they fall on this dimension and 

develop skills that allow them to recognize themselves in the moment and determine whether 

they need to adapt to the experience/situation or redirect their energies into another 

experience/situation. For instance, students can do this by adapting to a situation or redirecting 

their focus when something happens outside of their control, assessing a stressful situation and 

adapting or redirecting their energies, recognize in challenging situations what they have control 

over and what they do not, recognize that they have control over how to respond to life 

situations, let go of things that bother them in which they have no control, and recognize that 

personal happiness starts with them. 

8. When encountering stress related to extracurriculars and physical health, 

college students should look for ways in which they can increase self-advocate skills. Results 

of this study show that higher levels of development in self-advocate predict lower levels of 

extracurriculars and physical environment stress. Students need to recognize where they fall on 

this dimension and develop skills that allow them to speak up for themselves, make decisions for 

themselves, learn where and how to obtain information in order to help themselves, and know 

their rights. Specifically, students can do this by becoming comfortable speaking up for 

themselves in peer, romantic, and family relationships, and also with those in authority, initiating 

a conversation with someone they may not be comfortable with, taking a stand on something that 

impacts them, and not being afraid to ask for help when they do not understand. 

9. When encountering stress related to relationships, lack of time, lack of sleep, 

expectations of self, expectations of others, mental health, academics, and finding a job 

post-graduation, college students should look for ways in which they can increase their self-

compassion skills. Results of this study show that higher levels of development in self-
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compassion predict lower levels of stress from relationships, lack of time, lack of sleep, 

expectations of self, expectations of others, mental health, academics, and finding a job post-

graduation. Students need to recognize where they fall on this dimension and develop skills that 

allow them to be kind to themselves and nonjudgmental of their own pain, inadequacies, or 

failures (Neff, 2003). Particularly, students can do this by not being consumed by thoughts of 

inadequacy when they make a mistake, be kind to themselves when experiencing tough times, 

recognize that their mistakes do not define them, be patient with others, recognize that 

experiencing failure is an opportunity to grow, and not get down when they see something they 

do not like. 

Recommendations for Postsecondary Institutions and Policy Makers 

Several recommendations for postsecondary institutions and policy makers can also be 

derived from the findings of this study. The following specific recommendations include: 

1. Acknowledge the importance of college students’ health, holistically, and the 

potential positive and negative effects on students’ health and wellbeing. As explained 

above, results of the regression suggest many potential predictors of college students’ stress in 

addition to many positive and negative relationships shown using correlational analyses. 

Postsecondary institutions and policy makers need to acknowledge the relationships between 

students’ demographics, mindset, level of extroversion, and levels of development within each of 

the seven dimensions of Self-Actualization Wellness and realize both the positive and negative 

effects these variables have on students’ stress. 

2. To reduce gender, ethnicity, and age differences in stress, postsecondary 

institutions and policy makers should develop demographic-specific programs and 

preventative services to enhance students’ wellness. Results of this study indicate gender, 
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ethnicity, and age were statistically significant predictors of stress. In this study, females were 

more likely to have higher levels of academic stressors, males were more likely to have higher 

levels of physical environment stressors, and non-whites were more likely to have higher levels 

of both physical health and physical environment stressors. Also, results of this study suggest an 

increase in age predicted higher levels of lack of sleep stress, mental health stressors, and work 

stressors; however, a decrease in age predicted higher levels of extracurriculars stressors. 

Postsecondary institutions and policy makers should recognize these differences and develop 

programs and preventative services accordingly, acknowledging that what program and/or 

service works for one group may not work for another. 

3. To reduce college students’ stress related to physical health and mental 

health, postsecondary institutions and policy makers need to consider programs and skill 

development that help students adapt to a growth mindset. Results of this study suggest 

having higher levels of a growth mindset, specifically in terms of intelligence beliefs, appear to 

have an influence on lower levels of physical health stressors and mental health stressors. 

Postsecondary institutions and policy makers need to incorporate characteristics of a growth 

mindset into curriculum, instruction, and programs/preventative services to help students adapt 

to a growth mindset.  

4. To reduce college students’ stress related to lack of time, expectations of 

others, academics, and finding a job post-graduation, postsecondary institutions and policy 

makers need to consider stress management programs and/or techniques for students with 

higher levels of extroversion. Results of this study suggest having higher levels of extroversion 

appear to have greater levels of lack of time, expectations of others, academics, and finding a job 

post-graduation stress. Postsecondary institutions and policy makers need to incorporate 
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personality assessments in order to help students identify their traits, then implement curriculum, 

instruction, and programs/preventative services according to students’ personality traits.  

5. To reduce college students’ stress related to the specific person and 

environment stressors listed in this study, postsecondary institutions and policy makers 

should consider implementing a program focused on Self-Actualization Wellness. Many of 

the dimensions of the self-actualization model were statistically significant negative predictors, 

thus showing a reduction of stress in the 14 areas that were the focus of this study. Of the seven 

dimensions, self-compassion was the most prevalent dimension for reducing stress and should 

receive a strong emphasis in university stress management programs. Results of this study show 

that higher levels of development in self-compassion predicted lower levels of stress from 

relationships, lack of time, lack of sleep, expectations of self, expectations of others, mental 

health, academics, and finding a job post-graduation stress. Moreover, as there is “increasing 

evidence that helping people develop compassion for themselves and others has powerful 

impacts on negative affect and promotes positive affect,” (Gilbert, McEwan, Matos, & Rivis, 

2011, p. 239), postsecondary institutions and policy makers need to incorporate skill 

development programs and/or services geared towards increasing students’ levels of self-

compassion. Specifically, this would include curriculum and instruction focused on allowing 

students to recognize where they fall on this dimension and develop skills that allow them to be 

kind to oneself and nonjudgmental of one’s own pain, inadequacies, or failures (Neff, 2003). 

Additionally, another reason for postsecondary institutions and policy makers to incorporate skill 

development programs and/or preventative services geared towards self-compassion is that 

research “suggest that some individuals, particularly those high in self-criticism, can find self-
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compassion and receiving compassion difficult and can be fearful of it” (Gilbert et al., 2011, p. 

239). 

Recommendations for Future Research 

 This study added to the current literature focused on promoting college students’ 

wellness. This study is unique in that minimal previous research has examined college students’ 

wellness by investigating predictors of college students’ stressors and areas of concern using 

growth mindset, level of extroversion, and the seven dimensions within the theoretical model of 

Self-Actualization Wellness as independent variables. Recommendations for future research 

include: 

1. Conducting a longitudinal study using the same variables in this study. The 

cross-sectional design of this study allowed data to be collected at one point in time. Conducting 

a longitudinal study would allow for variables to be measured at multiple points in time instead 

of just one, and would allow for data analyses examining stress at various points in the semester. 

Future research using the same variables, but at multiple points in time is recommended. 

2. Obtaining a diverse population. The population for this sample consisted mostly 

of white undergraduate freshman college students at a private institution; therefore, future 

research using the same regression model is recommended with a more diverse population.  

3. Continuing to pursue findings regarding potential predictors of college 

student stressors. Particularly, though much previous literature has focused on college students’ 

stressors and reactions to stress, findings related to predictors of college student stress are 

lacking. Future research should examine these areas specifically, and search for additional ways 

college students’ stress impacts their overall health and wellbeing. Additionally, though many 

areas of stressors and areas of concern were examined in this study, it is worth considering other 
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areas of college student stress, or breaking up some of the construct variables and examining 

individual stressors/areas of concern. 

4. Continuing to examine demographic variables as predictors of stress. While 

gender, ethnicity, and age were examined as predictors of stress, future research should explore 

other demographic variables in relation to college student stress such as socioeconomic status, 

disabilities and/or diagnoses, college major, or type of institution. Furthermore, this research has 

the potential to add to the knowledge regarding minority groups, specifically in relation to 

college stress, and allow postsecondary institutions and policy makers to implement programs 

and preventative services based on the findings.  

5. Continuing to focus on growth mindsets as it relates to college students’ 

stress. In this study, a growth mindset with respect to beliefs about intelligence was a negative 

predictor for the physical and mental health stressor variables, but it was a positive predictor for 

finding a job post-graduation stress. Determining why a growth mindset actually increased stress 

related to finding a job post-graduation and reduced stress related to physical and mental health 

is important to continue to study.  

6. Continuing to focus on personality as it predicts college students’ stress. This 

study examined the extent to which personality, specifically level of extroversion, influenced 

college students’ stress. Conversely, there are a variety of other personality traits that may impact 

college students’ stress or predict college students’ stress more than the introversion/extroversion 

continuum. Future research should examine how various personality traits predict college 

students stress, as it would allow students, postsecondary institutions, and policy makers to 

implement programs and skill development specific to those traits. 
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7. Continuing to focus on the dimensions within the theoretical model of Self-

Actualization Wellness as they affect college students’ stress. This study examined the extent 

to which the seven dimensions of Self-Actualization Wellness influenced college students’ 

stress. Though this is a theoretical model, and the measurement tool was created by the 

researcher, future research should examine how the various dimensions affect college students’ 

stress as it would allow students, postsecondary institutions, and policy makers to implement 

programs and skill development specific to those dimensions for which students show lower 

levels of development.  

Conclusions 

 Results of this study show clear connections between college students’ demographics, 

mindset, level of extroversion, dimensions within the Self-Actualization Wellness model, and 

stressors/areas of concern. Though the relationship among these variables still remains 

complicated, this study provides additional clarity on their impact on college students’ stress. 

Particularly, through this study, the importance of college students’ wellness was emphasized as 

characteristics of demographics, mindset, level of extroversion, and dimensions within the Self-

Actualization Wellness model emerged as essential variables in predicting stressors/areas of 

concern. While stressors/areas of concern such as relationships, lack of time, lack of money, lack 

of sleep, expectations of self, expectations of others, physical health, mental health, academics, 

work, extracurriculars, graduating, finding a job post-graduation, physical environment will 

continue to evolve and change over time, it was shown that students’ demographics, mindset, 

level of extroversion, and dimensions within the Self-Actualization Wellness model can predict 

these, and likely other stressors in the future. 
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Appendix A 

Letter of Invitation 

Dear Participant,  

My name is Alyssa Harrell, and I am a current doctoral candidate at Drake University in Des 

Moines, Iowa. The purpose of this email is to request your participation in a voluntary and 

anonymous online survey which will serve as my doctoral dissertation research study. The 

survey should take approximately 30-45 minutes to complete.  

The purpose of this study is to explore potential predictors that may impact college students’ 

wellness. More specifically, the extent to which a higher level of development in each of the 

seven dimensions of the theoretical model of Self-Actualization Wellness reduces the impact of 

college student stressors and areas of concern. Should you choose to participate in the study, 

there will likely be no direct benefit to you. However, the valuable information gained from this 

research will inform future work and research for higher education staff and faculty, and 

educational/counseling researchers. Participation is voluntary and there is no consequence for 

lack of participation. You may choose to skip any item you prefer not to respond to, and may 

stop the survey at any time.  

Please find the survey at the link below. You will first be taken to an informed consent page 

where you will receive further detailed information about the study, including estimated risks, 

benefits, and contact information. Following this page, the survey will begin.  

Survey link: http://drake.qualtrics.com/jfe/form/SV_d4q3iDLDzx3h92Z 

If you have any questions, please do not hesitate to contact me at any time. I am available for 

contact at alyssa.harrell@drake.edu.  

Thank you for your consideration.  

Sincerely,  

Alyssa Harrell  

Doctoral Candidate, Drake University  

Des Moines, Iowa  

alyssa.harrell@drake.edu  
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Appendix B 

Follow-Up Reminder Email 

Dear Participant,  

Recently you received an email inviting you to participate in a confidential online study for my 

doctoral dissertation. Because the survey is anonymous, this reminder email is being sent to all 

of the potential participants. If you have already completed the survey, please disregard this 

message. If you have not completed the survey, please considering participating; the survey 

should take approximately 30-45 minutes to complete, and your participation is greatly 

appreciated. 

The purpose of this study is to explore potential predictors that may impact college students’ 

wellness. More specifically, the extent to which a higher level of development in each of the 

seven dimensions of the theoretical model of Self-Actualization Wellness reduces the impact of 

college student stressors and areas of concern. Should you choose to participate in the study, 

there will likely be no direct benefit to you. However, the valuable information gained from this 

research will inform future work and research for higher education staff and faculty, and 

educational/counseling researchers. Participation is voluntary and there is no consequence for 

lack of participation. You may choose to skip any item you prefer not to respond to, and may 

stop the survey at any time.  

Please find the survey at the link below. You will first be taken to an informed consent page 

where you will receive further detailed information about the study, including estimated risks, 

benefits, and contact information. Following this page, the survey will begin.  

Survey link: http://drake.qualtrics.com/jfe/form/SV_d4q3iDLDzx3h92Z 
 

If you have any questions, please do not hesitate to contact me at any time. I am available for 

contact at alyssa.harrell@drake.edu.  

Thank you for your consideration.  

Sincerely,  

Alyssa Harrell  

Doctoral Candidate, Drake University  

Des Moines, Iowa  

alyssa.harrell@drake.edu 
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Appendix C 

Informed Consent Document 

 
Title of Study: Self Actualization Wellness: A Developmental Approach to Predicting and 
Reducing College Student Stress 

 

Investigators: Alyssa Harrell, Doctoral Candidate, Drake University  
 
This is a research study. Please take your time in deciding if you would like to participate. Please 
feel free to ask questions at any time. 

Introduction 

The purpose of this study is to explore potential predictors that may impact college students’ 
wellness. More specifically, the extent to which a higher level of development in each of the 
seven dimensions of the theoretical model of Self-Actualization Wellness reduces the impact of 
college student stressors and areas of concern. You are being invited to participate in this study 
because you meet the demographic criteria for the study, which includes undergraduate or 
graduate college students. You should not participate if you are not currently an undergraduate or 
graduate student an institution of higher education in the United States, nor if you are under the 
age of eighteen years old. 

Procedures 

If you agree to participate, you will be asked to complete the following survey. The survey asks 
basic demographic questions relevant to this study. In addition, participants are asked questions 
pertaining to mindsets, personality, stressors, and areas of wellness.  
 
This study will take approximately 30-45 minutes to complete. 
 

Risks 

The risks for participating in this survey are perceived to be minimal. Possible risks include time 
required to complete the survey and potential emotional reactions while providing answers to 
questions. If you are in any way negatively impacted at any time during or after this study, please 
contact Alyssa Harrell (researcher) (phone: 515-720-4033, email: alyssa.harrell@drake.edu), Dr. 
Robyn Cooper, PhD (dissertation advisor) (phone: 515-271-4535, email: 
robyn.cooper@drake.edu), the Drake University Counseling Center (phone: 271-3864, location: 
32nd & Carpenter), or Drake IRB (phone: 515-271-3472, email: irb@drake.edu). 

Benefits 

If you decide to participate in this study, there will likely be no direct benefit to you. It is hoped 
that the information gained in this study will benefit future work and research for higher 
education staff and faculty, and educational/counseling researchers. 
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Participant Rights 

Your participation in this study is completely voluntary and you may refuse to participate, or 
leave the study at any time. If you decide to not participate in the study or leave the study early, 
it will not result in any penalty or loss of benefits to which you are otherwise entitled. You can 
skip any questions that you do not wish to answer.  
 

Confidentiality 

Any information obtained in connection with this research study that can be identified with you 
will be disclosed only with your permission; your results will be kept completely confidential. In 
any written reports or publications, no one will be identified or identifiable and only group data 
will be presented.  
 
To ensure confidentiality to the extent permitted by law, the following measures will be taken: 
No identifiers of any kind will be associated with data, or retained. Furthermore, all data will be 
kept on a password protected computer with access limited to the researcher. The data will be 
kept for a period of three years, or until the data is no longer useful.  

 

Contacts and Questions 

You are encouraged to ask questions at any time during this study.   

• For further information about the study contact Alyssa Harrell (researcher) (phone: 515-
720-4033, email: alyssa.harrell@drake.edu) or Dr. Robyn Cooper (dissertation advisor) 
(phone: 515-271-4535, email: robyn.cooper@drake.edu). 

• If you have any questions about the rights of research subjects or research-related injury, 
please contact the IRB Administrator (phone: 515-271-3472, email: irb@drake.edu). 

 
****************************************************************************** 
 
You may print a copy of this form for your records.  
 
By clicking “I consent” you voluntarily agree to participate in this study. Please understand that 
even after consenting and participating, you may still withdraw at any time for any reason. If you 
do not want to participate, please close your browser.  
 

�  I consent to participate  

 

�  I do not wish to participate in this survey  
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Appendix D 

Survey Instruments 

 

Please answer the following demographic questions. 

 

1. English is my first language? 
a. True 
b. False 

 
2. How do you identify your gender? 

a. Male 
b. Female 
c. If not listed, please list here how you identify your gender_____________ 

 
3. What is your age?    

 
4. How do you identify your race/ethnicity? 

a. White 
b. African American 
c. Hispanic or Latino 
d. Asian/Pacific Islander 
e. American Indian or Alaska Native 
f. If not listed, please list here how you identify your race/ethnicity_____________ 

 
5. Have you been diagnosed with a disability? 

a. Yes 
i. If yes, please list your diagnosis, if more than one, please list all that you 

are comfortable sharing _____________. 
b. No 

 
6. Which of these categories best describes your parents’ total combined family income? 

a. <$25,000 
b. $25,000-<$50,000 
c. $50,000-<$75,000 
d. $75,000-<$100,000 
e. $100,000-<$150,000 
f. ≥$150,000 
g. Don’t Know/Not sure 

 
7. What is your current year in school? 

a. Freshman 
b. Sophomore 
c. Junior 
d. Senior 
e. Graduate student 
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8. What college/school is your current major in? 
a. College of Arts and Sciences 
b. College of Business and Public Administration 
c. School of Education 
d. School of Journalism and Mass Communication 
e. College of Pharmacy and Health Sciences 
f. If not listed, please list here what college/school your current major is in 

_____________ 
 

9. What type of higher education institution do you attend? 
a. Community college 
b. Public college/university 
c. Private college/university 
d. If not listed, please list here what type of higher education institution you attend 

_____________ 

 
10. On a scale of 1 to 10 with 1 representing non-reactive and 10 being extremely reactive. In 

general, how do you respond to stress? 
 
  1 = not-reactive 2     3     4     5     6      7     8     9    10 = extremely reactive 

 
11. On a scale of 1 to 10 with 1 representing absolutely no stress and 10 being 

overwhelmingly stressed. Right now, what is your stress level? 
 
  1 = no stress at all 2     3     4     5     6      7     8     9    10 = overwhelmingly stressed 
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Self-Actualization Wellness 
(Cooper & Harrell, 2017) 

 

Directions Please indicate the level of your agreement with each of the statements listed below 
by circling the corresponding number that matches your level of agreement. Please use the 
following scale. 
 
 

Strongly 
Disagree 

Disagree Somewhat 
Disagree 

Neutral Somewhat 
Agree 

Agree Strongly 
Agree 

1 2 3 4 5 6 7 
 

 
1. I am confident in my ability to find solutions to my problems. 1     2     3     4     5    6    7   
 
2. I am comfortable speaking up for myself in all situations. 1     2     3     4     5    6    7   
 
3. I can initiate action on my own. 1     2     3     4     5    6    7   
 
4. When a stressful event occurs, I am able to assess the situation and adapt or  
redirect my energy. 1     2     3     4     5    6    7 
 
5. I’m aware that some social environments are more comfortable for me than  
others.  1     2     3     4     5    6    7   
 
6. I recognize my mistakes do not define who I am. 1     2     3     4     5    6    7   
 
7.  When I have too much stress, I do something healthy to reduce it.                  1     2     3     4     5    6    7   
 
8. When a person in a position of authority makes a mistake that impacts me, 
I can speak up for myself. 1     2     3     4     5    6    7   
 
9. I regularly set goals for myself. 1     2     3     4     5    6    7   
 
10. In challenging situations, I am able to recognize what I have control over and  
what I do not. 1     2     3     4     5    6    7   
 
11. In social situations, I am able to make my own choices regardless of peer 
pressure. 1     2     3     4     5    6    7   
 
12. I do not rely on others to make me happy. 1     2     3     4     5    6    7   
 
13. I exercise at least 3 days a week for at least 30 minutes. 1     2     3     4     5    6    7   
 
14. When experiencing tough times, I am kind to myself.  1     2     3     4     5    6    7   
 
15. When I do not understand something, I ask for help. 1     2     3     4     5    6    7   
 
16. I find time to do something I enjoy each day. 1     2     3     4     5    6    7   
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17. I am able to let go of those things that bother me in which I have no  
control. 1     2     3     4     5    6    7  
     
18. If I want to change something in my life, I can initiate that change. 1     2     3     4     5    6    7   
 
19. If a person makes a decision that I am not comfortable with, I am able to  
initiate a conversation with that person.               1     2     3     4     5    6    7   
 
20. When something negative happens outside of my control, I am able to  
adapt to the situation or redirect my focus. 1     2     3     4     5    6    7   
 
21. I can entertain myself.                1     2     3     4     5    6    7   
 
22. In romantic relationships, I am able to speak up for myself if we disagree. 1     2     3     4     5    6    7   
 
23. At work or school, I take initiative to get things done without  
being reminded.                  1     2     3     4     5    6    7   
 
24. When I see things about myself that I don’t like, I get down on myself.* 1     2     3     4     5    6    7   
 
25. I know when to be empathetic to others in social situations.                        1     2     3     4     5    6    7   
 
26. I recognize my personal happiness starts with me. 1     2     3     4     5    6    7   
 
27. I do not need others’ encouragement in order to be motivated.           1     2     3     4     5    6    7   
 
28. In peer relationships, I am able to speak up for myself if we disagree. 1     2     3     4     5    6    7   
 
29. I drink 6-8 glasses of water each day.              1     2     3     4     5    6    7   
 
30. I do not rely on others to solve my problems for me. 1     2     3     4     5    6    7   
 
31. I don’t need validation from others to take a stand on something that  
impacts me.                  1     2     3     4     5    6    7   
 
32. When I need to get something done, I am able to begin it on my own. 1     2     3     4     5    6    7   
 
33. I eat healthy.                 1     2     3     4     5    6    7   
 
34. I can be patient with myself. 1     2     3     4     5    6    7   
 
35. I recognize social environments that may be less fitting/ 
comfortable for me.                              1     2     3     4     5    6    7   
 
36. I recognize I have control over how I respond to life situations. 1     2     3     4     5    6    7   
 
37. I recognize that experiencing failure is an opportunity to grow.            1     2     3     4     5    6    7   
 
38. I am able to decline an invitation to a social environment in  
which I am not comfortable. 1     2     3     4     5    6    7   
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39. In family relationships, I am able to speak up for myself if we disagree.       1     2     3     4     5    6    7   
 
40. I am a self-starter. 1     2     3     4     5    6    7   
 
41. I recognize social environments that I can thrive in.             1     2     3     4     5    6    7   
 
42. When I make a mistake, I do not become consumed by  
thoughts of inadequacy. 1     2     3     4     5    6    7   
 
43. I am not afraid to ask for help when I do not understand something.              1     2     3     4     5    6    7   
 
*Reverse coded 
 
Self-Sufficiency (4):  1, 15, 26, 35,  
Self-Care (5): 8, 16, 20, 34, 38 
Self-Social Understanding (6): 6, 14, 30, 40, 45, 48 
Self-Assess (6): 5, 13, 21, 25, 31, 41 
Self-Initiative (8): 3, 12, 19, 22, 28, 32, 37, 47 
Self-Advocate (8): 2, 11, 24, 27, 33, 36, 46, 50 
Self-Compassion (6): 7, 17, 29R, 39, 44, 49 
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Mindset Scale  
(based on Dweck, 2006) 

 
Directions: Please read the statements and select the response that matches your agreement level 
with the statement. There are no right or wrong answers. 
 

Strongly 
Disagree 

Disagree Neither 
Disagree 
nor Agree 

Agree Strongly 
Agree 

1 2 3 4 5 

 
 

1 No matter how much intelligence you have, you can 
always change it quite a bit. 

1 2 3 4 5 

2 You can always substantially change how intelligent 
you are. 

1 2 3 4 5 

3 No matter what kind of person you are, you can 
always change substantially. 

1 2 3 4 5 

4 You can always change basic things about the kind 
of person you are. 

1 2 3 4 5 

5 You embrace obstacles/challenges as you know you 
will come out stronger on the other side. 

1 2 3 4 5 

6 You see effort as the path to mastery, something that 
is necessary to grow and master useful skills. 

1 2 3 4 5 

7 You view criticism and feedback as sources of 
information, not an attack at you as a person. 

1 2 3 4 5 

8 You view others’ success as a source of inspiration 
and information. 

1 2 3 4 5 

 
Intelligence Beliefs of a Growth Mindset (4): 1, 2, 3, 4 
Behavior Beliefs of a Growth Mindset (4): 5, 6, 7, 8 
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Level of Extroversion 
(Based on Cain, 2012) 

 

Directions: Please read the statements and select the response that matches your personality. 
 

Strongly 
Disagree 

Disagree Neither 
Disagree 
nor Agree 

Agree Strongly 
Agree 

1 2 3 4 5 

 

 

1 I prefer group activities to one-on-one 
conversations. 

1 2 3 4 5 

2 I often prefer to express myself in writing. * 
 

1 2 3 4 5 

3 I dislike small talk, but I enjoy talking in-depth 
about topics that matter to me. * 

1 2 3 4 5 

4 I enjoy work that allows me to “dive in” with few 
interruptions. * 

1 2 3 4 5 

5 I like to celebrate birthdays on a large scale, with a 
lot of close friends or family members. 

1 2 3 4 5 

6 People describe me as “loud” or “energetic.” 
 

1 2 3 4 5 

7 I prefer to show or discuss my work with others 
before it is finished. 

1 2 3 4 5 

8 I do my best work on my own. * 
 

1 2 3 4 5 

9 I feel energized after being out and about. 
 

1 2 3 4 5 

10 I often let calls go through voicemail. * 
 

1 2 3 4 5 

11 If I had to choose, I would prefer a weekend with 
absolutely nothing to do to one with too many things 
scheduled. * 

1 2 3 4 5 

12 In classroom situations, I prefer lectures to  
seminars. * 
 

1 2 3 4 5 

13 I enjoy multitasking. 
 

1 2 3 4 5 

*Reverse coded 

 
Level of Extroversion (4): 1, 5, 6, 9 
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College Student Stressors and Areas of Concern 
(Harrell & Cooper, 2017) 

 

Directions: Please rate the extent to which you feel each item below is a significant source of 
stress in your life. Please note the last column is "not applicable" for those items that do not 
pertain to your current situation. 

 

 

 Never Almost 
Never 

Sometimes Often Very 
Often 

Not 
applicable 

1. Exams 1 2 3 4 5 6 

2. Work 1 2 3 4 5 6 

3. Parental Expectations 1 2 3 4 5 6 

4. Lack of Sleep 1 2 3 4 5 6 

5. Grades 1 2 3 4 5 6 

6. Relationships with faculty 1 2 3 4 5 6 

7. Leaving home 1 2 3 4 5 6 

8. Boyfriend/girlfriends’ expectations 1 2 3 4 5 6 

9. School physical environment (e.g., 
temperature, lighting, furniture) 

1 2 3 4 5 6 

10. Lack of food 1 2 3 4 5 6 

11. Homework/Assignments 1 2 3 4 5 6 

12. Relationships with family 1 2 3 4 5 6 

13. Peers’ Expectations 1 2 3 4 5 6 

14. Finding a job post-graduation 1 2 3 4 5 6 

15. New living environment 1 2 3 4 5 6 

16. Volunteering 1 2 3 4 5 6 

17. Faculty expectations 1 2 3 4 5 6 

18. Relationships with 
boyfriend/girlfriend 

1 2 3 4 5 6 

19. Lack of Time 1 2 3 4 5 6 

20. Athletics/Intermural Sports 1 2 3 4 5 6 

21. Relationships with coworkers 1 2 3 4 5 6 

22. Mental health (e.g., depression, 
anxiety) 

1 2 3 4 5 6 

23. Expectations of Myself 1 2 3 4 5 6 

24. Course Content 1 2 3 4 5 6 

25. Living environment (e.g., 
temperature, lighting, furniture, 
amount of space) 

1 2 3 4 5 6 

26. Lack of technology (e.g., laptop, 
software) 

1 2 3 4 5 6 

27. Relationships with boss/supervisor 1 2 3 4 5 6 

28. GPA 1 2 3 4 5 6 

29. Extracurricular Activities 1 2 3 4 5 6 
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30. Physical health (e.g., headaches, 
illness) 

1 2 3 4 5 6 

31. Work related expectations 1 2 3 4 5 6 

32. Dealing with the loss of a loved 
one 

1 2 3 4 5 6 

33. Work environment (e.g., 
temperature, lighting, furniture) 

1 2 3 4 5 6 

34. Relationships with friends 1 2 3 4 5 6 

35. Graduating 1 2 3 4 5 6 

36. Lack of Money 1 2 3 4 5 6 

 
Academics (5): 1, 5, 11, 24, 28 
Relationships (6): 6, 12, 18, 21, 27, 34 
Expectations of Others (5): 3, 8, 13, 17, 31 
Physical Environment (3): 9, 25, 33 

 


