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Involvement & adjusment ii 

The study reported in this papa examincd the nlationship between involvement in 

extracunicular academic and community activities and dents '  adjusmient to the 

transition to university. The study also sought to identify the underlying motivational 

factors that influence students' decisions to get involved in these kinds of activities. 

Participants were 90 fmt- year undergraduate university students (59 fernales. 3 1 

males) with a mean age sf 19.4 years (SD= .98), participating in mass testing sessions 

conducted at WLU with introductory psychology classes. Participants were asked to 

complete a questionnaire containhg measures desigmd to assess various aspects of 

involvement and adjustment. These included a background measun, a measure of 

motivation. three measures of involvement, and five outcome masures, each assessing a 

different aspect of adjustment. 

It was hypothesized that students would experience psychological benefits fiom king 

involved, regardless of the type of involvement they were engaged in. This hypothesis 

was supported. as results indicated that students who were involved in extracumcular 

academic/cornrnunity activities evidenced bener sociaVemotiond adjustment to 

univeaity compared to students who wen uninvoived. The underlying motivating facton 

influencing student ' s decisiow to get involved in extracunicular activities were also 

examined. These factors inciude valws/beliefs, interest, community concem, and 

personal and academic development. Results indicated that students who had higher 

levels of overall motivation also tended to becorne involved in extracurricular activities 

compared to students who indicated lower levels of motivation. 

Thus, the results obtained paint the following picture with respect to involvement in 

extracurricular activities: Students who arc involved tend to be betîer emotionaily and 

socially adjusted and to possess higher levels of motivation than audents who are 

uninvo lved. 
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nie relationship between student involvement and adjustment to the transition to 
University 

The imporîance of life transitions as pexiods of wlnerability to stnssful events is 

widely noted in the social psychological literature (Rubie & Seidman, 1996). Transitions 

involve penods of change, loss, or disruption of a prior structure or order in an 

individual's life, bringing with them increased levels of stress as the individual struggles 

to regain stability in the face of new challenges (Lamothe, C h e ,  Alisat, Sullivan, Pratt, 

Pancer & Humberger, 1995). It has ken s h o w  in tum, that süessful events increase 

individuals' vuinerability to psychological, behavioural, or somatic disorden (Fisher & 

Hood, 1987). L i t e m  documenting such wlnerability will be examined, with a specific 

focus on the psychological effects of the transition to university. Research illustrating the 

benefits of student participation in extracurricular academic and community-based 

activities will dso be discussed, generating a proposed link between the two areas of 

research. Specifically, the link between the psychological effects, namely adjustment to 

the transition to university and the pssibility of reducing the distress associated with rhis 

event through student involvement will be examined. 

The transition to university is considemi to be a stmsful life event Leaving home 

and entering university, which is often an unfamiliar and intimidating place, frequently 

involves both separating h m  one's family and fiiends, as well as adjusting to an 

envimnment that presents new academic and social demands on the individual. Such 

demands cm be a source of substantial risk and vulnerability for students. Poor support 

may compound this risk, making one winerable to experiencing symptoms of anxiety, 

depression. or somatic problerns during this period (Compas, Wagner, Slavin, & 

Vannatta, 1986). The presence of these symptoms may interfere with the skills necessary 

to generate a new, satisfying sense of support in the univenity environment. Symptoms 

of depression have also been found to have an influence on interpersonal relationships 

(Compas et al., 1986). Thus, a vicious cycle is fomed, in that snidents may feel lonely 

and depmsed as a result of a lack of social support, while, at the same tirne, the 

depressive symptoms they sue experiencing are actuaily interfering with the building of 

new social relationships. 
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The experience of homesickness is an addition4 ma of concem with respect to the 

transition to university. A series of studies conducted on university students (Fisher & 

Hood. 1987) has shown that about 60 to 70 per cent of students report experiencing 

homesickness. They state that those who reported experiencing homesickness were 

shown to have greater absent-mindedness, and were more likely to report difficulties in 

concentrating and coping with academic work. T h ,  students may be preoccupied with 

feelings of loneliness and depression, and consequently iray be unable to adjust properly 

to university life. 

Another study conducted by Fisher and Hood (1987) found that fmt-year students 

showed elevated psychological distress afler the university transition, particularly with 

regard to depression and obsessionality, as well as increased absent-rnindedness. The 

study demonstrates that a major lifetvent, such as the transition to univenity, may have 

adverse effects on psychological bctioning, at lest in the short tenn. 

Students who experience great dificulty during this transition are at risk of dropping 

out of university, thus perhaps altering the plans andor expectations they had created for 

themselves with respect to their fùture. Consequently, this is a very dificuit time for 

students. However, one thing that may counteract theu stress during this transition is 

involvement in either community-based or academically-based activities, such as 

involvement in school clubs or volunteering at local hospitais or chanties. In fact, 

mearch has show that involvement has a positive influence on various aspects of 

University adj usment and aspirations, suc h as academic peaistence (Le., degree 

completion). Students who were involved tended to possess aspirations related to degree 

completion more than students who were not involved (Hanks & EcLland, 1976; Marsh, 

1992). 

With respect to student involvement, Astin (1970) proposed one of the earliea models 

of college impact, termed the "input-process-output" mode!. On the basis of his own 

research, and consistent with Pace's (1984) work on the quality of student effort, Astin 

has proposed a "theory of involvement" to explain the dynamics of how students develop. 

According to Astin (1 985, p. 1 33) his theory " c m  be stated simpiy: Students learn by 

becorning involved". Astin suggests five basic postdates of his theory: 1) involvement 

rcquires the invesmient of psychological and physical energy in objects (i.e. talcs, 
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people, activities) of al1 sorts, whether specific or highly gened; 2) involvement is a 

continuous concept, in that different students will invest varying amounts of energy in 

different o bjecis; 3) involvement has both quantitative and qualitative features; 4) the 

amount of learning or development is directly proportional to the quality of involvement: 

and 5) educational effectiveness of any policy or practice is related to its capacity to 

induce student involvement (Astin, 1985). In his more recent thinking, Astin assigns the 

institutionai environrnent a critical role in this process; however. students also play a 

central role, in that they must actively exploit the opportunities presented to them by the 

environrnent. More specificaily, according to Astin, individuals play a central role in 

determining the extent and nature of growth they experience according to the quality of 

effort or involvement with the resources provided by the institution. 

Several other models of learning and student development have also noted the 

importance of student involvement or engagement as a key determinant of the outcornes 

of education. For instance, Spady (1 970), Bean (1 980) and Tinto (1 975) found that peer 

nlationships and exmcumcular involvement enhance one's social integration and 

interpersonal bonds with the institution. They state that, al1 else being equal, this 

increases the student's cornmitment to and likelihood of persisting at the institution and 

completing one's degree. Similarly, the social-psychological life-cycle mode1 of status 

anainment developed by Sewell, Hauser, and their associates (Sewell & Hauser. 1975) 

posits the importance of interactions with significant others as an influence on degree 

cornpletion. Other snidies have found similar results, stating that individuals' 

participation in an influentid peer culture may explain why extracmicular involvement 

has a positive impact on educational attainment (Pascarella & Terenzini, 199 1 ). 

Hanks and Eckland (1 976) propose that involvement in extracunicular activities 

serves two important functions. Fint, students are exposed to a social network of other 

achievement-oriented peers. thereby geneating and reinforcing higher aspirations and 

goals. Second students acquire the persona1 resources that are required for the attainment 

of such goals. Evidence concerning the net effect of extracumicular involvement on 

educational anainment (bachelor's degiee completion) is relatively clear: extracurricular 

involvement increases academic persistence. Hanks and Eckland (1 976) also estimated 

the influences on educational attainment with a national sample of college students. They 
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found that a rneasure of collegiate social participation had a statisticdy significant 

positive relationship with educational attainment for both men and women. 

A considerable body of evidence suggests that a student's quality of effort or level of 

involvement in the university also has a significant and positive effect on various 

dimensions of general cognitive development. Self-reports of involvement and academic 

progress were used in an eight-institution snidy of college impact reported by Gaff, 

Wilson. and their colleagues (Ga& 1973; Wilson, Wood, & Gaff 1974; Wilson, Wood, 

Gd, Dienst, & Bavry 1975). Seniors at the institutions were asked to indicate both the 

extent of their campus involvement and the extent of their progress during college on a 

number of dimensions of cognitive growth. The study found degree of involvement to be 

significantly and positively associated with cognitive growth. The mearchers concluded 

that regardless of academic or vocational interests, students who were most involved in 

the pursuit of intellectual activities demonstrated the most progress in leaming and the 

application of principles. They elaborated. stating that interactions between students and 

major socializing agents, such as peers and faculty, were significantly linked to the 

development of general cognitive skills during the students' careers at univenity. Thus 

the weight of the evidence indicates that both the f~quency and the qudity of student 

interactions with peers, and their participation in extracurricuiar activities are positively 

associated with academic peaistence (Carroll, 1988; Dukes & Gaithcr, 1984). In a 

sirnilar study, Marsh (1992) examined the impact of participation in extracunicular as 

well as community activities in a sample of 10,000 university students and found a 

significant relationship between participation in such activities and positive changes in 

self-concept, as well as higher educational and occupational aspirations. Students' 

improved performance at schoolwork was also found to be related to involvement in such 

activi ties. 

Simiiarly, the literature indicates that social, organizational, and coping skills, as well 

as self-esteem, are al1 improved through the student's involvernent in extracurricular 

activities. A recent study by Yates and Youniss (1 996) found that high school students 

who participated in a community s e ~ c e  program as volunteen in a soup kitchen 

demonstrated greater concem for social issues, such as the rate of homelessness, and 

social justice. This newly discovered interest in social issues was amibuted to their 
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volunteer experience. A study by Pancer and Pratt (1999) also found tbat committed 

youth volunteen reported that their experiences had enhanced their skills and knowledge. 

and produced changes in their personal attitudes and perceptions, career directions, and to 

some extent even their penonalities. 

Several studies have demonstrated that living on or near campus while attending 

university is consistently one of the most important deteminants of a student's level of 

integration or involvement in the wciai system of an institution. It has been found that 

students who live in residence (or near campus) have significantly more social interaction 

with peen and faculty, and are more likely to be involved in extracurricular activities 

(Chickering, 1974; Chickering & Kuper, 1971). There are other benefits associated with 

living on campus, as suggested by Astin (1 973). Chickering (1974) and Pascarella 

(1 984); it is likel y that the major causal mechanism underlying the positive influence of 

living on campus on peaistence and degree completion is the facilitation of campus 

involvement. Thus, it is presumed that students who live in residence will be more apt to 

become involved simply as a result of being in close proximity to the activities offered or 

occurring on campus. 

While the l i t e m  contains an abundant amount of information conceming the 

benefits of student involvement wi th regard to academic achievement and cognitive ski11 

development, research on the impact of such involvement on student' s emotionai 

adjustment to the transition to University has largely been ignored. Thus, we do not have 

a good idea about how students are going to adjust emotionally and socially to this very 

important and stresshl transition. We think a link may exist between emotional and 

social adjustment and student involvement in various types of activities. The present 

study aimed to examine the relationship between student involvernent and adjustrnent to 

the transition to university. It was hypothesized that there would be a significant, positive 

association between student involvement and adjustment; students who are involved in 

either their community or their school would evidence better adjustment compared to 

those students who are not involved. 

To surnrnarize, the study reported here sought to examine students' experiences with 

their involvement. assessing the benefits associated with such activities. It was 

hypothesized that students who are involved would exhibit better emotional a d j m e n t  to 



the transition to university than students who are not involved, regardless of type of 

involvement engaged in. The benefits of king involved in either a univenity-based 

program or in a community-based program should be quite similar. Buth types of 

involvement allow the participants to increase their networks, whether these networks are 

social or professional in nature. Both types also allow participants to partake in activities 

that serve their needs, either to increase understanding in a particular ana of study 

(univeaity-based) or create the feeling of contributing to one's community (community- 

based). Each type of involvement has the potential to incnase participants' level of self- 

esteem, increase feelings of belonging and affiliation with the community and academic 

institution, and create a sense of purpose or self-worth within each individuai. 

Figure 1 demonstrates the predicted benefits that involvement will have on the above- 

mentioned components of adjustment. 

Conceptual Framework for the Involvement Process 

The research literature suggests that students who are involved in univenity or 

community l ife adjust better than those who do not (Manh, 1 992). However, not al1 

students get involved, despite the possible benefits of involvement. Questions arise then. 

as to why it is that some studenu get involved and othen do not? What motivates 

students to get involved initially? 

This study examined some of the factors that motivate involvement, by using a 

conceptuai framework whic h parallels that imp iemented by Omoto and Snyder (1 995) in 

their investigation of motivational factors of volunteers working with AIDS patients. 

They developed a conceptual framework that identifies three stages of the volunteer 

process. These stages include an antecedents stage, experiences stage, and a 

consequences stage. In the present snidy, this concepnial framework was modified to 

represent the phases of the involvement process. In this respect, the antecedents phase 

examines possible motivating factors that Uitluence students' decision to get involved. 

The experiences phase focws on the type, as well as level of involvement that students 

arc engaged in, and the consequences phase investigates the psychological benefits that 

could possibly bc associated with involvement. 
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n i e  rationaie for investigating issues of underlying motivationai facton is based on 

functionaiist theonzing (Omoto Bc Snyder, 1 999, a theory which was deveioped by 

Emile Durkheim in 1859. The central tenet of this mode of theorizing States that diBetent 

people can and do engage in the sarne behaviours for different reasons, in pursuit of 

different ends, and to serve different psychological fùnctions. According to this logic 

then, acts of involvement that share surface sirnilarity may actually reflect markedly 

different underlying motivations. Thus, they may serve distinctly different psychological 

funftions, reflecting the various needs of individual students. 

However, fùnctionalist theory was not without its criticisms. Arnong those opposed to 

the theory were conflict theonsts a d  ~turalists (Hagedom, 1980). Conflict theonsts 

assert that continuou power smiggles between groups mult in a constantly changing 

society . The basic causes of change, according to this theory, are not to be found in the 

values of individuals, but in the structure of society (Hagedom, 1984). Naturalist theory 

contends that certain effects (behaviom) will occur given specified conditions 

(Hagedorn, 1984). N a d i s t s  have questioned whether hctionalism is adequate to 

explain social behaviour. It has been argued that to account for phenornena by showing 

what social needs they satisfy does not explain how it originated or why it is what it is 

(Hagedorn, 1980). Perhaps the greatest criticism of the theory contends that it presents 

somewhat of a circular Ygument; needs are postulated on the basis of existing 

institutions, that are, in tum, used to explain their existence (Hagedom. 1980). The basic 

tenets of functionalist theorizing, regardless of these criticisms, fits in well with the 

conceptuai framework utilized in this study. As mentioned above, this theory contends 

ihat individuals generally engage in similar behaviours, such as getting invoived in 

extrac~cular activities, for rnarkedly different reasons, thus reflecting the underlying 

motivating facton that are personally ifluential to the individual. The theory aiso 

contends that the function of engaging in such behaviour may be to serve individual 

neeh that are unique to each person. 

The fhmework developed to investigate these issues is a general one that specifies 

psychological and behavioral features associated with each phase, as well as the social. 

organizational, and societal contexts in which they occur. The fnimework consists of 

thm phases: the antecedent phase, experiences phase, and the consequences phase. 
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Phase one: Antecedent factors 

nie question that defines, in generai ternis, the concerns of the antecedents phase of 

the involvement process is "What prompts people to get involved?" Some possible 

antecedent factors include a) peaonality and psychological attributes and b) personal 

motivation. There are several possible motivating factors implicated in a student's 

decision to get involved. These factors include getting involved to increase or maintain 

self-esteem (Le., to feel good about oneself), or feeling as though one is making a 

difference in the lives of othea, such as offering aid at hospitals or charitable 

functions/causes. Other factors involve the driving force of interest as a possible 

influence. such as hobbies or interest with respect to friture career considerations, as 

people tend to get involved in activities that are of interest to them. thus denving 

enjoyment and Mfillment from engaging in the activity. Students rnay become involved 

in order to obtain more information or practical experience in a certain ma, or as a result 

of personal interest in the activity. Motivational factors such as one's values and beliefs 

(either religious or secular) can also exert an influence on one's decision to get involved, 

as students rnay possess cenain values/beliefs that will motivate hem to become involved 

in causes or activities that reinforce their ideals. 

Other possible motivational factors include getting involved in order to include the 

experience gained on a resume or other type of application (ex. scholarship, school 

entmce application). Students rnay feel as though getting involved in a 

clublorganizationlactivity rnay increase their chances of gaining employment or 

admission, as they will have obtained relevant experience from their involvement. 

Students rnay aiso become involved not out of interest, but out of necessity. This rnay be 

the case for students who become involved in various extracinncular activities solely for 

the purpose of fulfilling a coune requirement such as a field placement. These students 

rnay or rnay not be hherently interested in pursuing the activity, but will become engaged 

in it in order to complete the requirements of a course. 

See Table 1 for a list of possible motivating factors intluencing student involvement in 

extracurticular activities. 



Table 1- Possible motivatina facton influencing involvement 

Selfssteem- to feel good about oneself 
Interest- result of hobbiedenjoyment 
Valuesheliefs- reinforce ideals 
Career enhancement- add to 
resurne/school application 
Course requirement- to complete a 
course 

- - - - -- -- - 

Phase one, therefore, addresses the question: What are ihe motivating factors 

influencing people's decisions to get involved? in order to answer this question, the 

motivational facton involved in the decision to choose, and the maintenance of, 

involvement must be identified. 

Phase two: Exwriences of involvement 

This phase of the b e w o r k  investigates the experiences of involvement, which 

function to determine the benefits one reaps as a result of such participation. Students' 

satisfaction with their involvement, as well the iength of time the student has been 

involved, will be assessed at this phase. The types of experiences students have with 

involvement. as well as the types of involvement students engage in, could serve to either 

promote or deter continuing involvement. There are two central components to this issue, 

the f i t  of which involves the degree of satisfaction felt by the student with the 

involvement he or she is panicipating in. Satisfaction will be assessed by considering the 

number of fnends, new contacts and new networks the student has formed as a result of 

k ing involved, as well as looking at the length of tirne involved, the number of meetings, 

practices, or social events the student has participated in that are related to their 

involvement, and level of optimism. The second component involves organizational 

integration, which is the sense of belonging or afEIiation one experiences with respect to 

the institution at which they are studying, or the community in which they are residing. 

Therefore, this study will examine the types of involvement that students are engaged in, 

and the factors that initiate and sustain such involvement. The types of involvement to be 

a s d  include student govemment involvement, team sports, various clubs and 

organizations offered at Laurier, political involvement, fund raishg positions, religious 

a 
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involvement, and community volunteering in various settings (ex., hospitals, food banks, 

retirement homes, church groups). The key issue to be investigated at this phase concems 

the type of involvement as well as the level of involvement that students are engaged in. 

Phase three: Conseauences phase 

This phase examines whether student involvement is beneficiai with respect to 

students' psychological well-being, as well as the outcornes associated with the two types 

of involvement. The ways in which involvernent has influenced their personal attitudes. 

fears, knowledge, behaviours, and overai1 emotionai adjustment (Le., their perceived 

changes) is the key issue in this stage. It was predicted that sorne of the benefits of 

student involvement would include increased skills, such as social, interpersonai, 

academic, and organizational skilis. Involved students would aiso benefit from increased 

social support, as social support bufYers people fiom the deletenous effects of negative 

life events and daily hassles. Other benefits inciude lower levels of depression, and a 

grerrter sense of belonging to the institution, increased levels of optimism, increases in 

self-esteem, and increases in career decidedness. 

The Iitenture on student involvement thus far presents findings suggesting sorne of 

the benefits of involvement. 4 considerable body of evidence suggests that a student's 

quality of effort or level of involvement in university has a significant and positive effect 

on various dimensions of general cognitive development. A study conducted in this area 

found that students most involved in the pursuit of intellectual activities showed the most 

progress in learning and applying principles (Galf, 1973; Wilson, Wood & Gaff. 1974; 

Wilson. Gaff, Dienst. Wood & Bavry, 1975). To date, research on the benefits of 

involvement has centered on academic issues and has not examined the benefits with 

respect to psychological health, more specifically, emotional adjustment to the transition 

to university. 

Motivating facton operating at the antecedents phase were also examined. This was 

done in order to discover what makes some students get involved in emcurricular 

activities. A comprehensive lin of possible motivating factors was generated in order to 

reflect a range of possible influences in a student's life. It was pmlicted that facton such 

as wanting to increase one's academic skills and professional networks would influence 
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behaviour in the area of univeaity-based involvement, whereas factors such as wanting 

to fetl bener about oneself, feel Iess lonely, increase one's social networks (Le. make new 

fiiends, meet new people) would influence behaviour in the area of community-based 

involvement. These predictions were based on the premise that people will become 

involved in activities that will suit and meet their specific individual needs. Thus. 

students involved in univenig-based activities wouid be seeking to increase such things 

as their professional networks or to improvc? their knowledge in a particular m a  of study. 

Similarly, students involved in community-based activities would be seeking to increase 

their social networks by meeting new people in their community, or to expenence 

persona1 developrnent. Therefore, it is possible to cunceptualize involvement as a means 

to an end. 

Method 

Partici~ants and Procedures 

Participants were 90 first-year undergraduate psychology students. 59 females and 3 1 

males, with a mean age of 19.4 (SD= .98) years. Participants were taking part in a mass 

testing session being conducted with introductory psychology classes at Wilfkid Laurier 

University in Waterloo, Ontario, Canada. A brief explmation conceming the purposes of 

the study was given at the beginning of the session. For instance, participants were told 

that the study was investigating the relationship between student involvement and 

emotional adjustment during the transition to univeaity. Al1 participants were required to 

read and sign a consent fom before participating. AU questionnaires were kept 

confidentid and each participant was provided with an information sheet outlining the 

purposes of the snidy in greater detail at the end of the session. Also included on this 

sheet was contact information should participants wish to discuss the study M e r  or in a 

more private sening with the researcher. The phone number for student counseling 

seMces was also provided on the sheet outlining the purposes of the study, should 

participants have wished to use these services. Participants were aiso provided with 

information regardhg the date chat the final rcsults of the study would be posted, as well 

as the location of this posting (outside the psychology office at WU). The questionnaire 

was distributed in mid-Febniary in a large l e c m  hall with 90 in attendance. and took 
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approximately 45 minutes to complete. Participants were then thanked for their 

participation. 

Measures 

Participants were asked to complete a questionnaire consisting of several rneasures. 

These included a few questions conceming dernographic information, used to obtain 

information regarding the age, gender, race and ethnic background of the participants. 

This would also ailow us to control for age and gender in the analysis of the data. A 

measure of motivation developed for the purposes of the study was also included in the 

questionnaire, as well as several other rneasures designed to assess the range of 

components previously discussed involved in adjustment to major life transitions. These 

measures are descn bed in detail below. 

Antecedents  hase 

Consistent with the p r i m q  objective of the antecedents phase. to discover what 

makes people get involved, a measure o f  motivation was administered to participants. 

Motivational factors measure 

Participants were asked to complete a measure of motivation conceming involvement 

in general. consisting of 12 questions (37 in the final version), designed to assess the 

motivational factors influencing their decision to get involved. as well as their levei of 

involvement. The measure parallels that used by Omoto and Snyder (1995) and consists 

of eight subscales, each rneasuring a particular aspect of motivation implicated in the 

decision to get involved. Participants are asked to indicate, using a 7-point response 

format ranging from (-3) strongly disagree to (+3) strongly agne, the extent to which 

they believe each of the items listed played a role in their decision to get involved in 

either an academically-based or community-bsed activity. 

These scales include: 1) values, which contains four items such as "it is my 

humanitarian obligation to help", and "because of my personal values, convictions, and 

beliefs"; 2) enjoymenthterest, which includes three items, such as "because 1 enjoy 

participating in what 1 am involved in"; 3) persona1 development, which includes five 
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items, such as "to get to know people similar to myself ', " to meet new people and make 

new fiiends", '20 challenge my skills" and '90 learn more about myself"; 4) comunity 

concem, which measures the sense of obligation one feels toward one's community, and 

includes five items such as '?O get to know people in my community" and "to help 

mernbers of my community"; and 5) esteem enhancement, containing five items 

measuring motivating factors such as "to make my life more stable", ''to escape from 

other pressures and stresst, "to feel good about myself" and '70 make a difference". î l e  

notion that esteem enhancement is the primary motivating factor infiuencing people's 

behaviour is quite prevaient in the literature in social psychology (Scheier & Carver. 

1985; Ruble & Seidman, 1996). People may engage in various activities in order to feel 

as though they are making a difference in the lives of othen, which in tum would make 

one feei better about oneself. 

Other subscales inciuded: 6) joblcareer enhancement, consisting of six items, such as 

'70 put on my resurne/school application" and "to increase my chances of gaining 

employment"; 7) academic developrnent, which include five items, such as " to enhance 

my skills specific to my area of study" and " to meet faculty in my area of snidy"; 8) 

course requirement/field placement, which includes four items, such as " because it was a 

course requirement" and "because 1 could not graduate without it9'(degree requirement). 

See Table 2 for item. scale and subscale reliabilities. 

Table 2 

Motivation scale reliabilities 

Subscde y Items 

1 -values. I .because of my humanitarian 
beliefs, obligation to he$ 
concems 2.because of rny personal values, 

convictions, & beliefs 
13.becaue I have an obligation 
to my community/school 
14.because I believe in the cause 

Item-subscale Alpha 
correlation 
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3-penonal 
development 

4-commmity 
concem 

5-esteem 
enhancement 

6-jo b/cxeer 
enhancemen t 

7-academic 
development 

3.to learn more about the organization 
o.because 1 enjoy participahg in what 
1 am involved in 
27.because I enjoy helping othen 

8.to make new fiiends 
1 1 .to meet new people 
19.to test or challenge my skills 
and abilities 
20.to get to know people similar to 
mysel f 
23. to leam about mysel f-my strengths 
and weaknesses 

4.to make a difference 
5.to develop new social networks 
16. to expand my knowledge 
22.to leam more about the people 
the organization serves 
25.to help members in my school/ 
cornmuni ty 

7.to escape fiorn the pressure & stresses 
of everyday life 
10.because 1 want to feel needed by others 
12.in order to feel less loneiy 
1 S.to feel better about myself 
24.to make my life more stable 

9.to gain experience 
17.to enhance rny resume or school 
application 
30.to increase my chances of gaining 
employment generally 
34.to remain cornpetitive in the job 
market 
41 .to increase my chances of gaining 
employment in my area of study 
42.to gain more information about a 
potential caner 

3 1 .to enhance rny skills specific to my 
area of study 
32.to get better grades 
33, because i t is valued in rnv area of studv 
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3 5 .to meet faculty in my area of study .4705 
39.to m a i n  competitive lacademically .4705 

&course/ 28.because of a coune/degree requirement S386 
degree 36.because I could not graduate without it 3097 
requirement 37.because 1 wanted a course that had a A03 5 

placement requirement 
40.because 1 received or will be receiving ,6766 
bonus percentage points for it 

Overall Alpha 

Ex~eriences   hase linvolvement) 

With respect to the second phase of the framework, the experiences phase. several 

measures were adrninistered to participants in order to assess the type and level of 

involvement that students are engaged in. These measures include the EII and YI[. 

Extacurricular Involvement Inventory (EU) 

The EII (Winston & Massaro, 1987) is a 13-item measure that assesses the types of 

involvement the snident is currently active in, as well as their level of involvement in that 

activity. Participants are asked to indicate the type of groupforganization they are 

invoived in, the number of hours per month they participate. and the type of position held 

there, such as cornmittee member, secretary, or a position other than that of leadership. 

Participants are also asked to indicate the extent to which they participate in various 

aspects of the activity, such as meetings and social functions. Possible responses range 

from very often (4) to never (l) ,  with higher scores indicating increased levels of 

involvement. The second section of the EU assesses students' past involvement and their 

satisfaction with the experience. 

A quality of involvement score for each organization was obtained by totaiing the 

responses to the five items that assessed the dimension of quaiity, giving thrce points for 

each "Very often" response, two for "ofien", one for c'occasionalIy", and zero for "never". 

The mm of the five items is then multipliexi by the quantity meastue (how much time was 

devoted to the activity per week), to achieve an intensity score, using the following - 



conversion scaie for the quantity measure: O hours = û, 1-8 hours= 1,9- 16 hours= 2, 

continuing on in eight hour intervals. This yields an intensity score for each organization 

the student is involved in. The El1 score, then, is the surn of the intensity scores for al1 the 

organizations to which the respondent belongs. The authors of the scale provided 

sufficient evidence of the scale's nliability, presenting a two-week test-retest reliability 

estimate of .97. The present study obtained a Cronbach's alpha for the scale of .66, which 

is satisfactory. 

Youth Inventory of lnvolvement (YII) 

The YI1 (Pancer, Pratt & Hunsberger, 2000) is a standardized scale consisting of 30 

items designed to assess the extent of student's involvemen as well as the diflerent areas 

in which youth can be involved. Respondents are asked to indicate the extent to which 

they have participated in each of the activities, using a five-point response format ranging 

fiom O (they never did this over the previous year) to 4 (they did this a lot over the 

previous year). Psychornetric properties for the scale are generally very good, with an 

alpha of .90, and test-retest measures at .61 &er two yean (Paacer, Pratt & Hunsberger, 

2000). The present study obtained an overall Cronbach's alpha of .87 for the scale. The 

YI1 is cornprised of four subscales measunng various types of activities. These subscales 

include political activities. community activities, responding activities, and helping 

activities. Sample items include "participa& in a political party, club or organization", 

"helped organize neighbourhood or comrnunity events", "gave help to fnends or 

classrnates who needed it", and "participated in or helped in a charity organization". 

Conseauences c hase 

The third phase of the framework focuses on the consequences associated with 

involvement. Several measures assessing various aspects of emotional a d j m e n t  were 

administered to participants in order to examine the nlationship between involvement 

and adjusment. The measures pertaining to this phase include: the SACQ. the LOT, the 

CES-D, the SES, and the CDP. 
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The Student Adaptation to College Questionnaire (SACQ) 

The 67-item Student Adaptation to College Questiomaire (SACQ; Baker & Siryk. 

1984) assesses the student's expenences at univenity. Participants are asked to indicate 

how well each statement applies to them "at the present time (within the Iast few days)," 

using a nine-point response format (1- doesn't apply to me at d l ;  9= applies very closely 

to me). Some items on the scale are reverse scored. The SACQ contains four subscales 

measuring different dimensions of university adjustment. These include academic 

adjustment (24 items), social adjustrnent (20 items), personai emotional adjustment (1 5 

items), and attachment to the school(15 items). Some items are double counted on the 

subscales. Higher scores indicate better univeaity adj ustment; overall scores could range 

fiom 67 to 603. Reliability of the SACQ is quite hi&, with Cronbach's alpha between .92 

and .94 for six administrations of the test (Baker & Siryk. 1984). The present study also 

obtained a Cronbach's alpha of .92 for the scaie. Sample items include "1 feel ihat I fit in 

well as part of the university environment", "1 know why I'm in univenity and what I 

want out of if', "king on my own. taking responsibility for myself has not been easy". 

and "I'm not working as hard as 1 should at my coune work". 

Li fe Orientation Test (Lon 
(Optimism Scale) 

The Life Orientation Test (LOT; Scheier & Carver. 1985) is an 8-item scale designed 

to measure dispositional optimism. Respondents are asked to indicate the extent to which 

they agree or disagree with the statements presented. Ratings are made using a nine-point 

response fonnat, ranging fiom 1 (very strongly disagree) to +4 (very strongly agree). 

Sorne items on the scale are reverse scored. According to Scheier and Carver (1985), the 

LOT provides a psychometricaily sound measure of optimism, defined in tenns of the 

favourability of a person's generalized outcome expectancy. The LOT possesses an 

adequate level of intemal consistency, test-retest reliability, and convergent as well as 

discriminant validity (Scheier Br Carver, 1985). Results generated from the present study 

yielded a Cronbach's alpha of -88. which is quite good. Sample items include "In 

uncertain rimes, 1 d y  expect the best", and "1 hardly ever expect things to go iny 

way". 
* 

* 
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Center for Epidemiological Studies Depression Scale (CES-D) 

The CES-D was developed by Rdoff (1 977), and differs h m  other measures of 

depression in that it is not designed as a clinical intake rneasure for the seventy of 

depression. n ie  CES-D was not intended to be a clinical diagnostic tool. It was designed 

to be a measure more usehl for surveys of the general population, because it assesses 

depressed mood, not the full range of depressogenic syrnptoms. The scaie has good 

reliability, with split-half correlations of .85 for patient groups and .77 for normal groups. 

Radloff (1977) reported test-retest reliabilities ranging h m  .32 for 12 months to .67 for 1 

weeks. The CES-D also correlates .81 with the Beck Depression Inventory (BDI). The 

present study obtained a Cronbach's alpha of .88 for the scale, which is quite acceptable. 

The 20 items contained in the measure represent the major components of depressive 

symptornatology that Radolff identified in b a h  the clinical literature and factor analytic 

studies of existing measures of depression. The items in the measure were selected to 

nflect each of the following six components of depressive symptomatology: depressed 

mood, feelings of guilt and wonhlessness, feelings of heiplessness and hopelessness, 

psychomotor retardation, Ioss of appetite, and sleep disturbance. Respondents are asked 

to indicate how fiequently they experienced the symptom within the past week. using a 

four-point response format. Responses include " I =rarely or none of the time (less than 1 

&y)." 'Y=some or a little of the time (1-2 days)," "3=occasionally or a modefate amount 

of the time (3-4 days)," and " 4=most of the time (5-7 days)". Some items on the scale are 

reverse scored. Higher scores on this measure indicate a higher fiequency of depressive 

symptornatology. Sample items for this scaie include "1 felt that everything 1 did was an 

effort", "I was bothered by things that usuaily don? bother me", and " I felt that 1 was 

just as good as other people". 

The Self-Esteem Scale (SES) 

This 1 O-item scale was designed by Rosenberg (1965) to maure respondents' levels 

of self-esteem. The SES is scored using a four-point response format ranging from 1 

(strongly agree) to 4 (strongly disagree), with higher scores representing higher levels of 

selfiesteem. Sorne items on the scale are reversed scored. 
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This scale has demonstrated good interna1 consistency. Dobson (1979) obtained a 

Cronbach alpha reliability of .77, while Fleming and Courtney (1 984) reponed a 

Cronbach alpha reliability of .88. The present study found a Cronbach alpha of .87 for the 

measure. Test-retest coaelations were adequate at .85 and .82 (Fleming & Courtney, 

1984). Considerable discriminant validity has also been demonstrated for the SES. There 

were no significant conelatioiis found between SES scores and grade point averages 

(. 1 O), locus of control (-.04), or Scho!astic Aptitude Test verbal (0.06) and quantitative 

scores (. 10) (Fleming & Couitney, 1984). Sample items for the scaie inciude "1 feel that I 

have a nurnber of good quaiities", "1 feel 1 do not have much to be proud of', and" On the 

whole. 1 am satisfied with myself". 

Career Decision Profile (CDP) 

The CDP is a l6-item measure designed by Jones and Lohmann (1998), to assess 

student's level of career decidedness and comfort with career-related decisions. The scale 

contains three subscales: career decidedness, career comfort, and career decision needs. 

The decidedness subscale is designed to assess the extent to which students feel they have 

a particular career path already in mind. Three-week test-retest reliability alphas of .66 

and .85 were obtained for this subscaie (Jones & Lohmann, 1998). The comfon subscaie 

assesses the ease with which students believe they can make a career decision, and 

yielded three-week test-retest reliabilities of .76 and 32. The decision needs subscale 

indicates the extent to which students feel they require information regarding a particular 

carrer, as well as how to make the proper career choice. This subscaie generated three- 

week test-retest reliability alphas of .77 and .80. The present study obtained a Cronbach's 

alpha of .86 for the overail scale. Respondents are asked to rate the extent to which the' 

agree or disagree with the statements provide4 using an eight-point response format 

ranging fiom I(strong1y disagree) to 8 (strongiy agree). Higher scores on this scale 

represent increased levels of career decidedness. Occupational information is also 

requested. assessing the amount of information students feel they have access to 

conceming their career. such as potential salary, information regarding progams of study 

and the availability of job positions in that area Sample items h m  the scale include "1 

donTt have interests in any occupational field", 4 have an occupational field in mind that 



1 want to work in", and " 1 feel at ease and cornfortable with where I am in making a 

career decision". 

Resul ts 

Antecedents phase results 

The pnmary purpose of the antecedents phase was to investigate which motivational 

factors influence students' decisions to get involved in extracurricular academic andhr 

cornmunity activities. The motivation scale developed to examine this issue has an 

overall Cronbach's alpha of ,9061. Five items were removed during the development of 

the scale in order to improve the alphas for the subscaies. These items included "to leam 

more about myself '; "becaw a friend or family mernber is involved"; "because I 

consider myself to be a loving and caring person"; 90 gain experience dealing with 

emotionally dificult topics"; and "because people should do something about the issues 

that are important to them". Removing these items produced the final reliabilities 

generated for the subscale. Reiiabilities of the eight subscales were in an acceptable range 

with alphas ranging fiom .66 to 3 3 .  See Table 2 on pages 17-19 for item. scale and 

subscde reliabilities. Correlational analyses were performed using the eight subscales of 

the motivation sa le  to examine the relationship among the subscales. Table 3 presents 

the correlations that were obtained. 

Table 3 

Values 7- 
lnterest I 

dcvelopmcnt conccm l I 
Correlations for motivation subscales 

Interest Course 

rcquircd 

Enhance 

c a m r  

.O3 5 .O27 0.072 

.O3 1 .O84 -.O78 

353" -286' -109 

Academic 

Develop- 

ment 

Estcern Persona1 Comrnunity 
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* correlation is significant at the .O5 level 

enhancement 

Acadcmic 

development 

Coune 

requirement 

The third subscale, rcpresenting personal development as a motivating factor foi 

I 

involvement, was related to each of the other subscales with the exception of subscale 

eight, course requirements. Means and standard deviations were obtained for the 

motivation scale and are presented in Table 4. 

** correlation is significant at the .O1 level 

Table 4 Means for motivation subscales, separated by gender 

Femaie Male 

dcvelopment 

rquirement 

N= 43 fernales, N= 22 males 
Total N= 65 

Responses on the motivation scale were also analyzed for gender differences. An 

independent samples f test wvas perforrned in order to examine whether the means for 
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males and females differed significantly h m  each other. A significant difference was 

obtained between the means of overall level of motivation generated for males and 

females, indicating that females tended to score significantly higher than males, 1 (63)= 

3.09 1, ~c.003 (sixty-five of the ninety participants responded to the scale, fifty-five of 

which were involved at the t h e  of data collection, and ten (6 female, 4 male) participants 

completed the measure using recent involvement as a basis for responses). The means 

obtained for female participants were in fact higher for each of the eight subscales 

compared to the means generated for male participants. However, si gni ficant di fferences 

between these two groups were found only for subscales two, three and six, representing 

motivational factors of interestlenjoyment, persona1 development and career 

enhancement, 1 (63)= 2.129, ge.03; ! (63)= 2.209, ~e.03; and 1 (63)= 3.44, gc.00 1 

mpectively. No significant differences were found between means for the other 

subscales. 

A within-ANOVA design was conducted with each of the eight subscales entered as 

levels of a factor (motivation), and gender entered as the between factor. This additional 

analysis was done in order to examine whether there were any gender by subscaie 

interactions present. Results indicated that there were no significant interactions between 

gender and subscales, signifjhg that the gender difference in overall level of motivation 

obtained is free of any specific subscale. 

The items on the motivation scale were analyzed in order to examine which items 

were most genenlly important to people in making the decision to get involved. These 

items included: "to develop new social networks", "'enjoy participating in what involved 

in", 90 make new fiiends", '70 gain experience", bbbelieve in the cause", " enhance 

resume or school application", "enjoy helping othen*, "increase chances of gaining 

employment in ana of study", and "gain information about a potential career". 

The experiences phase is the second phase in the involvement process mode1 and 

fwuses on issues sunounding invoivement. Student involvement in extracurricular 

activities was measurcd using the EII and the YII. Table 5 presents the means and 

standard deviations that were obtained for the En and MI, separated by gender. 



Table 5 Means for involvement separated by gender 

Femaie Male 

Mean SD Mean SD 

According to the resuits obtained, no significant differences were found between 

males and females and extracurricular involvement, as the 1 tests perfomed did not reach 

significance, 1 (88)= 335, pC.406 for the YII, and tJ88)= .624, ~c.534 for the EII. Of the 

ninety participants who took part in the study, fi@-five indicated they were involved in 

extracurricular activities (35 femaie, 20 male), and thirty-five indicated they were not 

involved (21 female. 1 1 male). See Figure 1. 

Figure I 

Éir 
YI1 

Distribution of participants 

in number of activities 

NUMGROUP 

N= 59 Cemales, N= 3 1 males 

21.72 

3 5.95 

24.46 

17.08 

2.00 

32.68 

22.29 

18.77 
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This chart represents the nurnber of students from the total nurnber of participants (Y 

axis) and the number of groups each was involved in (X axis). niirty-five indicated that 

they were not involved in any extracurricular activity, thirty-four indicated being 

involved in one activity, eight in two activities, eleven in thm activities, and two in four 

activities. Of the ninety participants, fi@-five were involved and rhirty-five were 

uninvolved. 

The number of groups that students were involved in was positively comlated with 

both measures of involvement, producing a correlation of r(88)= .68 1, p<.01 with the EII 

and r(88)- .4 15, pC.01 with the NI. Both measures of involvement were positively 

related to each other, yielding a correlation of r(88)= ,374, pc.01, indicating that both 

measures did in fact assess involvement adequately. in addition, the YI1 possesses four 

subscales, each assessing a different type of activity. niese inciude political activities, 

community activities, responding activities, and helping activities. Inter-scale correlations 

for these four subscales were obtained and are presented in Table 6. 

Table 6 Conelations for YI1 subscaies 

I I I I 11 
** correlation is significant at the .O1 level 

-- - 

VII total 

@correlation is significant at the .O5 level 

Subscale four of the YU, representing helping activities, was significantly related to 

YI1 total 

each of the other three subscales, indicating that a desire to help othen is a prevalent 

theme in each of the other types of activities represented in the YII. 

political 
1.605" 

Conseauences  hase results 

The consequences phase of the involvement process represents the psychological 

outcornes with respect to sociaVemotional adjustment, rclated to involvement in 

extracmicular academic andlor communiîy activities. Adjustment was assessed using 

five measures. These inciuded the SACQ, a mcasurr of adjusmient to university ; the 

comrnunity 
,460" 

responding 
,360- 

-- 

helpinq 
.92Sm 
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CES-D, a measure of depression; the LOT, a measure of optimism; the SES, a measure of 

selfssteem; and the CDP, a measure of career decidedness. Means were generated for 

each measure of adjustment and separated by gender. These resulu are presented in Table 

7. 

Table 7 

Means pertaining to adjusunent to university, as assessed by the SACQ, did not differ 

Meam obtained for each measure of adjustment 

Female Male 

Mean SD Mean SD 

significantly between males and females, 1 ( 8 7 ) ~  - 1.273, ~<.206. Mean differences for 

males and females on the depression, optimism, self-esteem, and career decidedness 

71.01 

9.99 

14.97 

5.68 . 
4.55 

L 

d e s  also did not reach significance, ~(87)= ,955, p<.342; 1 (88)= 1.752, gc.083; ~(88)=  

- 1.136, ~<.259;  ! (88)= 1.2 1 7, e<.227, respectively . 

N's ranged from 58 to 59 for femaies, and 30 to 3 1 for males. 

SACQ 
1 

Depmsion 

Optimisrn 

Sel f-estecm 

Carcer dtcidedness 

Correlations were obtained between each of the five measures of adjustment in order 

63.17 

9.39 

10.43 

4.75 

4.03 

394.60 

37.15 

50.73 

32.49 

1 1.1 7 

to examine the relationship between the measures. Table 8 illustrates the inter-scale 

413.29 

35.10 

46.00 

33.77 

10.03 

correlations that were obtained as a result of this analysis. 

Table 8 Correlations for each measure of adjustment 

Optimism 

.493 * 
-.54 1 a8 

I 

Depression 

-.654* 

1 

SACQ 

De pression 
1 

~ptirnisrn 

Self-csteem 

cafeer 

decidedness 

SACQ 

1 

Sel f-estecm 

.MO* ' 
-.66taL 

.623 ** 
1 

Carccr 
i 

decidedness 

,263 + 

-. 163 

247* 

.O50 
1 

1 
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** cornlation is significant at the .O1 level 

*correlation is significant at the .O5 level 

The SACQ (adjustment to univeaity) was negatively related to frequency of 

depressive syrnptoms and positively related to both level of optirnism and level of self- 

esteem. Adjusanent to univeaity was also associated with increased levels of career 

decidedness and an increased amount of comfort students felt with respect to choosing a 

career. Following this logic, university adjusment was also negatively related to 

students' need to obtain more information regarding potentiai career paths. 

Relationshi~ between invoivernent and sociaVemotiona1 adiustment 

It was hypothesized that snident involvement in extracunicular activities would be 

significantly related to better socidemotional adjustment to university, ngardless of the 

type of activity engaged in (either academic and/or community). See Figure 2 in 

Appendix A. In order to test this hypothesis, correlational analyses were conducted 

between the measures of involvement and the measures of adjustment. The YI1 and 

SACQ produced a correlation coefficient of r(88)- .2 16, pc.05, indicating that students 

who were involved in extracunicular academic or cornmmity activities, as assessed by 

the YI1 showed better adjustment to university compaml to students who were not 

involved. This offen support foi the first hypothesis. that student involvement would be 

associated with better sociaVernotional adjustrnent to university. See Figure 3. 
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Figure 3 

number of groups related to adjustment 

(SACQ) 

7 - - , I 

.O0 1 .O0 2.00 3.00 4.00 

NUMGROUP 

As indicated by the graph. students who were involved in emracuincular academic 

and cornmunity activities (as assessed by the number of groups involved in- students who 

were uninvolved wouid indicate zero) demonmated higher scores on the SACQ, 

indicating better emotional adjustment to university than students who were uninvolved. 

A scatterplot of the data was examined, and the relationship between the two variables 

was linear in nature. 

The difference between those who are uninvolved and those who are invoived in one 

group or activity is non-significant. This could be a result of the time the data for the 

study was collected, as both groups of students had five months of exposure to the 

University environment to which to adapt. Perbaps a clemr distinction between these two 

groups would be apparent if the data were gathered immediately after the students 

entered University. 
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Table 9 presenu the conelations that were obtained from the analysis of the two 

measures of involvement (YU and EII) and each of the five measures of adjustment. 

Table 9 Correlations among measures of adjusmient and involvement 

comlation is significant at the .O5 level 

SACQ 
depression 
optirnism 
self-esteem 
career 

Items contained in the EII and YI1 are different h m  each other, thenfore there is no 

overlap between the items. The MI contains items designed to measm involvement in 

both academic and cornmunity settings, including a wider mge of activities, whereas 

items on the EII are designed primarily to measure involvement in academically based 

activities. Items on the EI? also focus almost exclusively on the length and intensity of 

student involvement instead of the type of involvement. 

The second hypothesis, that student involvement in extracunicuiar academic andlor 

cornmunity activities wodd be associated with each of the five measures of adjustment 

was not supporteci. Correlations between the EII and YI1 and depression, optimism and 

self-esteem did not reach significance. 

However, involvement, as measund by the YII, was positively comlated with career 

decidedness, in that students who were involved tended to also possess a pa ter  degree 

of decidedness with respect to their htwe camr paths. These students also indicated that 

they were more satisfied with the amount of information they felt they possessed 

pertaining to their career field, and felt as though they based their career choice on a more 

infonned decision. 

The SACQ contains four subscales each reflecting a different cornponent of overall 

psychological adjustment. The first subscale involves academic adjustment. This subscale 

assesses how well students are adjusting to the academic demaflds placed on them at 

univenity. The second subscale examines social adjusment, how well -dents are 

216' 
-0.08 
0.157 
O. 1 1 5 

.224* 

coping with their new social environment, such as making new fiiends and meeting new 

0.118 
-0.123 
O. 152 
0.017 
0.159 
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people. The third subscale centers on emotional adjusmient. This subscale assesses how 

well students are coping psychologically with the transition to university, as well as with 

ail the emotions they are experiencing. The fourth subscale of the SACQ represents 

issues surrounding attachment to university. 

Correlational analyses performed baween the subscales of the SACQ and the 

subscales of the YI1 and EII yielded the results presented in Table 10. 

correlation is significant at the .O5 ievel 

Table 10 Correlations among the subscales of the MI, EII a d  SACQ 

Al1 four subscales of the SACQ were positively comlated with the overall scale. Both 

the subscale representing social adjustment and the subscaie representing attachment 

were positively related to involvement, as assessed by the YII. The social adjusmient 

subscale was the only subscale related to the EII. Social adjustment and attachment were 

also associated with the second subscaie of the YII, community activities. According to 

the results generated from the correlational anaiysis performed, emotional adjusment 

was negatively rclated to the responding subscale of the YII, indichg that students who 

are bmer emotionaily adjusted tend to engage in fewer activities tbat are in response to 

some need presented. It should be noteâ, however, that the nlatiomhip generated 

ktween these two variables is not a very strong one (see Table 10). None of the other . 

SACQ 

Academic 

adjustment 

Social 

adjusunent 

Emotional 

adjustment 

Attachment 

*' correlation is significant at the .O1 level 

EII 

,118 

0.047 

.303** 

.O13 

,175 

SACQ 

1 

.834** 

.776*+ 

.704** 

.816** 

YI1 

.216* 

.187 

.313** 

9.044 

.230* 

Helping 

activities 

.220* 

.22 1 * 

,266' 

.O05 

,202 

Political 

activities 

-.O05 

0.020 

.O87 

-. 104 

,002 

Community 

activities 

,20 t 

.19t 

.268* 

-,O80 

.296+* 

Responding 

activities 

0.058 

9.071 

,118 

œ.23 8* 

.O45 
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subscales of the SACQ were related to the responding subscale, which measmes 

behaviours such as signing a petition. Academic and social adjustment were positive! y 

related to the helping subscale of the Yn, indicating that midents who are better 

psychologicall y adjusted with respect to academics and the social aspects of their [ives, 

also tend ta engage in behaviours that are perfonned for the purpose of helping othea. 

The only subscale of the YI1 that was related to the overall measurc of adjustment 

(overall SACQ scores) was the heiping activities subscaie. Relationships among the 

political activities subscale of the YI1 and each of the four subscaies of the SACQ, 

including the overall measure of the SACQ, did not reach significance. 

Relationshi~ between motivation and involvement 

The underiying motivational factors that influence students' decisiow to get involved 

were also anaiyzed, specificaily investigating what motivates snidents to get involved in 

extracurricular academic and cornrnunity activities. Table 1 1 presents the conelations 

that were obtained for involvement and overall motivation, as well as separate 

motivational factors. 

Table I l  

** correlation is significant at the -01 level 
comlation is significant at the .O5 level 

Level of overall motivation was positively correlated with students' level of 

YI1 
EII 
Ovcr- 

involvement. as assessed by the YII, revealing that students who were involved in 

I l I I 

extracurricular activities also tended to have higher levels of motivation. The fmt four 

Course 
requ irec 
-. 1 06 
0.209 
.603 " 

YI1 

I 
274- 
.310* 

lntercst 

.572'* 
305 
.46 1 ** 

subscaies of the motivation scale were significantly related to involvement. The 

relationship between involvement and subscales five through eight did not reach 

EII 

.374** 
1 
.O04 

Values 

.418** 
20 1 
.4 I7** 

Persona1 
dev 
. 3 W 0  

- .139 
.650a* 

Estcem 

.125 

.O 18 

.515*' 

Community 
conccrn 
,487" 
22 1 
.633*' 

Enhance 
catecr 
.O28 

- -. 123 
.755** 

Academic 
Dcv 
.OS5 
-.O8 I 
.790a+ 
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significance. Relationships between the EII and overall level of motivation, as well as 

individual motivation subscales, did not reach significance. 

Correlational analyses indicated that overall level of motivation was also positively 

related to students' overall sociaVemotiona1 adjusment to university (SACQ), r(88)= 

,330, pc.01. such that students who were highly motivated also tended to be better 

adjusted than students who scored Iower on the motivation scale. Overall motivation 

scores also demonstrated a positive relationship with levels of camr decidedness, r(88)- 

.329, pc.0 1, indicating that students who felt they possessed definite ideas as to which 

career path they would choose also tended to have higher scores on the motivation scale 

compared to students who indicated confusion and uncertainty with respect to their future 

careers. 

Analysis of the relationship between the eight subscales of the motivation scale and 

the four subscales of the YI1 indicated that the relationship between the political activities 

subscale of the YI1 and each of the motivation subscales did not reach significance. Table 

12 presents the significant correlations that were obtained between the subscales of the 

two measures. 

Table 12 YI1 subscales 

Motivation 

subscales 

Community act Responding act 

i 

Helping act 

Values 

Interest 

Community concem 1 .300* ( .349** ( ,498.. I 
Petsonal dev 

J O O *  

.JO:** 

1 

** correlation is significant at the .O1 level 

.333** 

Academic dev 

*correlation is significant at the .O5 level 

- 
.395** 

- correlation did not reach signiftcance 

.443* 

.591 ** 
L 

- 

.335** 

1 

.357+* 

- 
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Discussion 

The study of transitions has been of major interest to social science researchea 

because they ofien are tirnes of upheavai in selfdefinition and in interpersonai 

relationships. carrying with them potentiai implications for long-term mental health and 

social functioning (Ruble & Seidman. 1996). From the perspective of the mutual 

influence of contextual and psychological factors, a transition rnay be described as "a 

disturbance in one or more aspects of the constancy of relations or transactions between 

an individuai and one or more dimensions of the context" (Ruble 8: Seidman, 1996. p. 

83 1). 

The new sociai and academic demands experienced by students making the transition 

to univeaity have the potential of becoming sources of risk and vulnerabiiity for students. 

It is of utmost importance that this nsk and wlnerability be diminished as much as 

possible, as the presence of symptoms caused by these new sources of stress, such as 

anxiety, depression and feelings of loneliness and isolation, interfere with students' 

abilities to create new social relationships which may be despentely needed during this 

difficult time. 

Many studies have shown the darmingly high numben of students who are negatively 

affected by the stress induced from making the transition to university (Compas et al., 

1986; Dukes & Gaither, 1984; Pace, 1984). Studies such as that conducted by Fisher and 

Hood (1 987) have demonstrated that major life events have the possibility of exerting 

adverse effects on psychological funcrioning. However, although literature exists 

documenting the existence of psychological distress in students entering univenity, there 

has been surprisingly Iittle work done on determining what in fact can be done to ease 

this stress and aid students in completing the transition more smoothly. The information 

obtained from this study has provided us with some direction in this area. 

Antecedents phase 

With respect to antecedent factors, this study investigated possible underlying 

motivating factors influencing students' decisions to get involved, using a conceptual 

fiamework consisting of three phases representing the phases of the involvement process. 

The fmt phase. or antecedents phase, sought to answver the question of why students get 
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involved. in this framework, the involvement process unfolds over t h e  as antecedents- 

phase variables give way to experience-phase variables, which in nini, lead to the 

consequences of involvement (Omoto & Snyder, 1995). There may also be utility in 

conceiving of involvement as a process of susrained helping or persona1 development in 

which events at earlier phases affect events and outcornes at later phases of the process. 

See Figure 2 in Appendix A. 

Omoto and Snyder (1 995) identifieci r echng  themes in motivations for volunteers in 

their study that they feel are not sarnple specific, and therefore may be common to 

diverse forms of volunteensm and involvement. Having been adapted fiorn the rneasure 

irnplemented by Omoto and Snyder (1995), there is confidence that the motivation scde 

developed for the purposes of this study reliably taps into motivational factors 

influencing student involvement. 

As indicated in Table 3, motivationai factors centenng on aspects of persona1 

development (subscale 3 of the motivation scale) were related to each of the other 

motivational factors, except those involving course or degree completion (subscale 8). 

This stands to reason, as subscales one through seven could d l  be thought of as being 

involved in a quest for personai development to some extent (Omoto & Snyder, 1995). 

The eighth subscale, however, contains items that indicate tbat the student's involvement 

in a particular extracurricular activity was engaged in for the sole purpose of completing 

a component of a course or degree, such as fulfilling the requirements for a field 

placement. This subscale conveys the message that if the activity in question were not 

required, then the student wouid not have engaged in it as a mult of Wher own 

motivational reasons. This having been said then, it is not surprising that subscale eight is 

not related to factors centering on aspects of personal development. while each of the 

other seven subscales are. Each of the other subscales al1 involve some degree of personal 

influence or need to better oneself, whether this wed or desire is expressed as upholding 

values. giving something back to one's community, or engaging in academic 

development and enhancing one's career prospects. Omoto and Snyder (1995) contend 

that volunteers motivated by more self-oriented concems, such as theu values or a desire 

for personal development, may acnially provide grcatcr benefits to others through their 

increased devotion and inherent interest in the activity. 
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A gender difference was found with respect to overall Ievel of motivation (see Table 

4), with females scoring significantly higher on the motivation scde than males, 

indicating that females tend to be more highly motivated in general than males. Breaking 

down this score of overall motivation into the eight subscales repnsented, mean 

differences in gender were apparent in only three of the eight subscales. According to 

these results, motivating factors reflecting one's persona1 interests, personal development 

and enhancing one's career potentiailprospects, were more influentid for females in 

making the decision to become involved in extracumicular academic a d o r  community 

activities than they were for males (Omoto & Snyder, 1995). 

It is difficult to explain why a gender difference was not obtained for level of 

involvement. yet was obtained for level of motivation. It was thought that perhaps males 

and females become involved in different types of activities, and that perhaps the 

motivations listed on the motivation rneasure may have been geared to specific types of 

activities not engaged in by males. However, supplemental analyses indicated that no 

gender difference was present for the types of activities that male and female students 

were involved in. The possibiiity that there are some kinds of motivations for males that 

exist and yet were not tapped by the rneasure still remains. 

Ex~eriences   hase 

Student involvernent in extracurricular academic a d o r  community activities was 

assessed using two rneasures of involvement, the EII and the YU. Means were obtained 

for these two measures, separating responses given by males and females (see Table 5). 

Independent samples & tests were perfonned on both measures in order to detemine if 

gender differences existed with respect to snident involvement. However, no significant 

differences were found between the levels of male and female involvement, nor with the 

types of activities students engaged in. Students making the transition to university tend 

to experience similar negative symptoms (Fisher & Hood, t 987) regardless of gender, as 

transitions involve change for all students. Thus, male and female snidents alike would 

seek to reduce these negative symptoms, such as aiienation, loneliness and depression. 

Should involvement in extracmicu1a.r activities possess the predicted benefits mentioned 

earlier, then students of both genders may becorne involved in order to reduce 
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psychological stress. and a gender difference in student involvement would not be 

evident. 

nie YI1 contains four subscaies representing various types of activities that snidents 

could become involved in  Those activities represented include politicai activities, 

cornmunity activities. responding activities, and helping activities. Results indicated that 

the fourth subscale, that reflecting helping activities, was positively related to each of the 

other three types of activities represented on the scde. Therefore, according to these 

results (see Table 6), the desire to engage in behaviours intended to help othen is also 

expressed through political, comrnunity and responding-type activities, as represented by 

the YII. It is possible then. that students may become involved in a wide variety of 

activities for the same underlying reason. The desire to provide assistance to those who 

are in need is a fundamental aspect of human nature, and is a desire that may be hlfilled 

through a variety of outlets. including involvement in each of the activities listed on the 

nI. 
Potentiai explanations as to why the EII cortelated so poorly with al1 other measures 

(except the YII) used in this study include the fact that this measure generated a 

reliability alpha that \vas considerably lower than each of the other measures utilized. 

Cronbach's alpha for the EII was oniy .66, while al1 other alphas ranged fiom .86 to .92. 

This brings the EII's reliability and its usefulness in this particdar study into question. 

Another possible explanation stems fiom examining and comparing the types of items 

found on each of the two measures of involvement. Items on the YI1 address specific 

types of activities that students could possibly become or already be involved in. The 

nature of the activities assessed by the YII include both academic and community-related 

activities. thus providing a more comprehensive look at which types of activities students 

are engaged in. The EII is much less detailed than the YI1 with respondents providing 

information centenng more on the number of hours per week they devote to an activity, 

and the number of groups or organizations to which they belong. Items on the EII also 

focus more heavily on academically-based activities. such as school-based sports and 

student government or publication activities. Perhaps the YiI is a superior measure for 

tapping into the diverse types of activities that students are involved in, providing a more 

comprehensive examination of the possible benefits of ail types of mident involvement. 
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Conseauences  hase 

The consequences phase sought to examine the potential psychological benefits 

obtained from involvement in extracunicular academic and community activities. See 

Figure 7 in Appendix A. 

Each of the measures of adjustment that was implemented in the snidy was analyzed 

for the presence of gender differences. Results indicated that means obtained for males 

and females for each of the five measures did not display any gender-related differences 

(see Table 7). According to these results, males and females do not differ with respect to 

the level of sociaVemotiona1 adjustment expenenced at University, nor do they differ with 

respect to level of general optimism and level of career decidedness. No gender 

differences were found in level of self-esteem, a result that is somewhat unexpected, as 

previous studies have obtained gender differences in this area ( lu ,  1994) representing the 

stereotypic belief that females generally tend to have lower levels of self-esteem than 

males. Results found pertaining to the lack of gender differences obtained on the measure 

of depression are also somewhat unexpected, as several studies have reported finding 

clev gender differences with respect to the occurrence of more depression in femaies 

(Radloff, 1977; Beck. 1967). 

The discrepancy in results obtained for the existence of gender differences could be 

explained by taking into account the emotional context of the situation being evaluated. 

As mentioned earlier, transitions involve a period of change and heightened 

psychological stress for al1 students. Perhaps no clear gender differences were found as a 

result of males and females undergoing similar sociai./emotional changes and upheaval at 

the same time. Therefore. the results obtained from the measures of adjustment may not 

differ by gender, as was found in other studies, yet differ based on students' level of 

transition involvement, either involved or uninvolved. Perhaps gender differences do 

exist on these measures during times when both males and females are not expenencing 

the sarne type of psychological disturbance and are not in the midst of struggling to 

regain stability in their lives. 

inter-scale correlations were obtained among the five measures of adjustment (see 

Table 8) in order to investigate the type of relationship that exists between each of the 

measures utilized. It stands to reason that studenu who are better socially/emotionally 
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adjusted to university would also experience fewer depressive symptoms than students 

who were having a more difficult time adjusting to their surroundings. Following this 

logic. students who are better psychologically adjusted should also possess higher levels 

of optimisrn and sel f-esteem cornpared to students who are psychologicdl y stressed; this 

is precisely the result that was obtained. With respect to depression, results indicated that 

fiequency of depressive symp:oms experienced was negatively related to both general 

level of optimism and level of selfesteem. This resuit wouid be expected, as individuals 

who experience a high fiequency of depressive symptoms tend to exhibit a more 

pessimistic outlook towards life and their fiiture, as well as reduced levels of seif-esteem 

(Radloff. 1977). In fact, Aspinwall and Taylor (1992) proposed that optimism and self- 

esteem have direct effects on psychological well-being, motivation, productive work and 

general health. al1 of which are related to emotionallsocial adjustment. Buehler, Grifin, 

and McDonaid (1997) also found that optimistic expectancies about specific events rnay 

predict positive outcomes. in that these optimistic expectancies may cause people to be 

motivated to achieve their goals, and may also lead people to focus on ways of achieving 

those goals. It stands to reason, then, that level of general optimism and Ievel of self- 

esteem were positively related. indicating that individuals who possess an optimistic 

outlook also tend to have increased levels of seIf-esteem. 

With respect to career decidedness, results indicated that students who evidenced 

better adjustment to univenity also tended to indicate increased satisfaction with the 

amount of information they felt they possessed pertaining to various career fields. These 

students also indicated that they were more confident and certain in their decision as to 

which career path they had chosen to pursue. Adjustrnent to University was not the only 

variable that was related to career decidedness. Increased levels of optimism were aiso 

positively related to certainty of career choice. 

There exist some clinicd implications that cm be drawn h m  these results invoiving 

the benefits of students possessing hi& levels of carrer decidedness. As results indicate 

(see Table 8), students who have a clear understanding of which career path they wish to 

pursue also tend to be better emotionally and socially adjusted. Student counseling 

services may wish to aid students who are not adjusting effectively to university by 

providing them with career counseling. This wouid allow the student to obtain more 
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information regarding various cmers and perbaps gain a sense of purpose and direction 

with respect to their lives and their studies. This sense of purpose and direction wodd 

then provide students with a reason for being at university, and allow them to create goals 

towards which to work. Counselors could counsel students to get involved in various 

activities as part of a solution for career in-decidedness. 

Supplemental analyses were performed in order to examine whether involvement in 

certain types of activities was more beneficial to students experiencing career in- 

decidedness. This information would allow counselors to encourage troubled students to 

participate in these activities, thereby increasing the students' chances of receiving much 

needed benefits from the activity. Correlations were therefore obtained between the four 

subscaies of the YII, which measure various types of activities, and level of career 

decidedness. Results indicated that the community activities subscale was positively 

associated with career decidedness, including satisfaction with the amount of career 

information students felt they possessed. The helping activities subscale was ais0 

positively related to level of career decidedness, indicating that students who are involved 

in these types of activities tend to have higher levels of career decidedness. The nature of 

these relationships must be interpreted with caution. It could be that students who are 

involved in these types of activities have higher levels of career decidedness, or the 

reverse could be tnie; that students with higher levels of career decidedness choose to 

partake in these types of activities. The final possibility is that both directions of this 

relationship are present. Regardless, it is of benefit to students suffering from career in- 

decidedness to be encouraged to become involved in exîracunicular activities. Even 

though the exact nature of the relationship between type of activity and increased levels 

of career decidedness is difficult to d e t e d e ,  results indicating a positive association 

between elevated levels of career decidedness and community and helping activities is an 

important ana in which to begin encouraging student involvement. 

Involvement and sociaVemotional adj ustment 

The results obtained in this study demonstrate that the proposed link between 

emotionaVsocia1 adjunment and student involvement does in fact exist. It is possible 

then, to suggea that one method effective in counteracting psychological stress 
- 
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experienced during the üansition to university is involvement in extracumculat 

academic/community activities, such as joining clubs, teams, nligious organizations. or 

volunteering. The first hypothesis included in this study was in fact supported. in that 

students who were involved in various academic/community activities showed better 

adjustment to university than students who were uninvolved (see Table 9). Some 

potential benefits of involvement include a reduction in stress and discomfon felt as a 

result of unfarniliarity experienced with respect to the new students' surroundings. 

These resdts suggest that counselors at student centea may aid students who are not 

adjusting well to university by encouraging hem to become involved in activities 

available either on campus or within the cornmunity. This may provide troubled students 

with a means of meeting new people and forming social relationships. Counseion could 

also suggest living in closer proximity to the school, to students who live farther away 

from campus. and who are having difficulty adjusting. This suggestion is based on the 

findings presented by Chickering (1 974) and Astin (1985), indicating that students who 

live closer to campus tend to become more involved in extracumicular activities than 

studenu who live fanher away from campus. 

Students making the transition to univenity rnay also experience feelings of 

homesickness and dienation. However, volunteer organizations often invest much effort 

in increasing the integration of their volunteers into the organization, using such means as 

regular meetings with organization staff, newslettea, and volunteer recognition and 

appreciation events (Omoto & Snyder, 1995). These efforts exerted by organizations may 

provide new 1 y involved students with the social interaction and support that they require 

during this particularly turbulent time in their life. 

Interestingly, however, the second hypothesis of the study, that involvement would be 

associated with each of the components of adjustment (self-esteem' optimism, and 

depression) was not supponed (see Table 9). There are several possible explanations to 

account for why these relationships did not reach significance. The data for the study 

were collected after students had been immened in the university environment for five 

months; therefore, they have had time ta adapt to certain aspects of their new 

nirroundings. After the passage of this amount of the ,  it becomes difficult to disentangle 

what exactly influenced the students' psychological state and how. This logic would also 
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apply to the SACQ; however, there exists severai factors extemal to the univenity 

environment that may influence self-esteem, level of optimism and depression. Events 

o c c ~ g  within the home or workplace can influence individuals in very profound ways, 

and should a student be experiencing depression, low levels of self-esteem or optimism 

for reasons unrelated to circumstances specific to the univenity environrnent. then 

perhaps involvement in extracumicular activities would not have the same benefits as 

would be experienced iMtb university-nlated issues. 

Also, the measure of adjustment implemented in this study, the SACQ, was designed 

to measure adjustrnent to the university environrnent, whereas the measures of 

depression. self-esteem and optimism could be implemented just as effectively in senings 

outside of university. It may very weil be for these reasons that the correlations obtained 

between these three measures and involvement, which may be more geared toward the 

university environrnent. did not nach significance. 

Involvement was, however, positively related to one of the outcome measures. career 

decidedness (see Table 9). Students who were involved tended to indicate that they felt 

relatively comfonable with the amount of information they had conceming potential 

careers, and were more decided as to which career path they were going to pursue. 

compared to students who were not involved. This increased career decidedness could be 

due to involved students receiving more exposure to various career fields as a result of 

participating in ;ictivities/organizations in their school or community. Students who are 

involved also have the opportunity to discuss career options and opinions with othen in a 

variety of career fields. allowing them to develop a more extensive knowledge base with 

respect to career information and decisions (Pascarella & Terenzini. 1991). The reverse 

of this relationship could also be operating. For instance, it is possible that students who 

have decided on a certain career are more likely to becorne involved in extracurricular 

activities, thereby receiving volunteer experience relevant to pursuing their career. 

The SACQ, a measure of adjustment implemented in the study, contains four 

subscales; each is designed to assess a specific component of psychological adjustment. 

Issues surroundhg how well snidents are coping with the new academic demands being 

placed on hem, such as heavier course loads and an increased amount of requircd 

dedication to sfhool work. comprise the focus of the first subscale, entitied academic 
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adjustment (Baker Br Siryk. 1984). The second subscale, entitled social adjustment, 

reflects how students are coping with the social aspects of their lives, such as their ability 

to meet new people and make new friends in a new and unfaxniliar envuonment. 

Emotional adjustment is the focus of the third subscale of the SACQ, and centers on how 

well students are coping with the various emotions they are expenencing in univenity. 

These rnay include loneliness, dienation, depression, anxiety, insecurity and self-doubt. 

Emotional adjustment is an exmmely important part of king  psychologically healthy. 

nie  fuiai subscale of the SACQ examines issues surrounding attachment. This subscale 

assesses the extent of student attachment to their academic institution. Having a sense of 

pnde with respect to one's school cm possess positive beneftts for students (Pascarella & 

Terenzini, 1991). Students rnay be motivated to work academically, as well as more 

likely to becorne involved in school activities, such as joining clubs and tearns (Pascarella 

& Terenzini, 199 1). 

Correlations were obtained among the subscales of the SACQ and the YI1 and EII in 

order to examine the type of relationship, if any, that exists benveen these mesures (see 

Table 10). Results indicated diat involvement, as assessed by the €11. was related only to 

the social adjustment subscale of the SACQ. Involvement as assessed by the YII, was 

positively associated with two subscales of the SACQ, subscales two and four, 

representing social adjustment and attachment. These reiationships indicate that students 

who are involved in extracumcular academic ancilor community activities tend to exhibit 

better sociai adjustment as well as increased attachment to their university. Being 

involved in various extracurricular activities may provide students with increased 

opportunities to meet other snidents who share similar interests, thereby allowing them to 

become more socially adjuted. Involvement in activities in one's community or in one's 

school may also bolster the sense of pride and affiliation a student experiences with 

respect to the community in which they reside or with their academic institution. 

Increasing this sense of affiliation has the potential of being psychologicaily beneficial 

for midents. as they rnay feel as though they belong, thereby reducing feelings of 

loneliness, alienation md arixiety they rnay be experiencing (Pascarella & Termzini, 

1991). Results obtained in this snidy could potentially support ùiis notion, as it was found 



that students who were involved in extracurricular activities tended to dernonstrate better 

psychologicd adjustment compared to students who were not involved. 

Turning to the results for the subscaies of the YU and SACQ (see Table 1 O), academic 

and social adjustment were positively related to helping activities, as was the overall 

mesure of the SACQ. These results indicate that students who are better academically 

and socially adjusted engage in behaviours aimed at helping others to a greater extent 

than students who are less well academically and sociaily adjusted. As a resuit of the 

correlational nature of this research, it is difficult to determine if being more 

academically and socially adjusted influences people to become more involved helping 

othen, or whether engaging in behwiours to heip othen enables students to feel more 

academically and sociaily adjusted. The possibility that a third factor is exening an 

influence here should aiso be entertained. 

The ernotionai adjustment subscale of the SACQ was found to have a negative 

relationship with the responding activities subscale of the Yn (see Table 10), indicating 

that students who are beaer emotionally adjusted engage in activities that are in response 

to requests less fiequently than students who are less emotionaily adjusted. It is not clear 

why this particular result was obtained. 

With respect to Ievel of involvement, there rnay in fact be an optimal level of 

involvement that exists. after which point involvement may no longer be as beneficial, in 

that students who participate in too many activities may experience distress becme they 

are suffering academically, for example. Students involved in too many activities may 

aiso experience interference with academic or home activities/commitments. Becoming 

overly consumed in one area of one's life has the potential of negatively afTecting most 

other areas, be they one's home/family life, social life, academic pursuits or mental 

hinctioning (Lazam & Folkman, 1984). 

With the present data it is dificuit to determine if such a pattern of optimal 

involvement exists, as working with a sampie of ninety, tao few students have indicated 

king involved in more than four activities to study the issue. There was only one 

participant who indicated involvement in five activities. However, due to the minimal 

number of studenu indicating involvement in such an elevated number of activities, this 

participant was simply added to the group indicating involvement in four activities. the 



highea group comrnonly npresented. Perhaps with a larger sample size there might have 

been more students indicating involvement in a higher numbcr of activities, which rnight 

then illustrate more clearly a pattern regardhg optimal levels of involvement emerging. 

Motivation and involvement 

It was predicted that the notivating factoa influencing students to become involved in 

extracurricular activities would differ depending on the type of involvement they were 

engaged in, either cornmunity or academic. However, the distinction between the factoa 

operating for the two types of involvement was not as clear-cut as was predicted (set 

Table 1 1). Some factors were geared more specifically toward one or the other type of 

involvement; however, both types of involvement had the majority of the factors in 

cornmon. 

As Table 1 1 indicates, involvement, as assessed by the YII, was positively associated 

with mo tivational factors centenng on one's values and beliefs, interest, personai 

development, and community concem (se+ Table 1 1). Therefore, snidents may choose to 

become involved in order to uphold values or particular beliefs they possess, thereby 

reinforcing their ideals. For example, an individual may believe that we possess an 

inherent responsibility to help those in need, and therefore may become involved in 

charity organizations, swing  the function of upholding their beliefs (Omoto & Snyder, 

1995). Involvement. as issessed by the EII, however, was not related to any aspect of 

motivation. These results could have k e n  obtained as a resuit of the Iower reliability that 

the scale possesses in cornparison to the YII, as well as a mul t  of the different structure 

of the items found on the EII compiired to the YII. As previously mentioned, the EII and 

YII, although both measuring involvement, contain extremely different items. The YI1 

contains items that are specific to various types of activities that students are engaged in. 

Perhaps simply indicating the intensity of student involvement, as does the £31, renders a 

weaker relationship between motivation and involvement, as the nature of such 

involvement is not taken into account in the same amount of detail, as is the case with the 

YII. 

lndividuals may also decide to engage in a ceriain activity out of interest in a 

particular organization or activity (see Table 1 1). For instance, students involved in 
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various political activities rnay have chosen to participate as a result of possessing an 

interest in politics. Such engagement rnay allow these individuals to learn more about a 

particular area of interest and derive enjo yrnent from their involvement. 

Motivational factors representing the desire for personal development also exert an 

influence on individuals' decisions to get involved (see Table 1 1). Individuals rnay 

engage in various activities as part of a quest or desire to develop as a person. This quest 

rnay be accomplished by upholding one's valueslbeliefs, by pursuing one's interests, or 

by helping one's cornmuni.. This rnay be precisely why this factor is also represented to 

some degree in each of the other three factors being discussed. 

Another factor motivating involvement is a concem for one's cornrnunity (see Table 

I l ) .  Individuals rnay become involved in various organizations or activities throughout 

their community as a means of helping others within their community. For instance, 

individuais rnay help out at community fùndraising events, at community centers or 

hospitals, or with various environmental activities, in order to help improve the area in 

which they live, both for their own benefit, as well as for the benefit of others residing in 

their community. 

It is interesting to note that involvement and subscale five, esteem enhancement, were 

not related. According to this, it appears as though genjng involved for the sole purpose 

of feeling better about oneself is not as influentid a factor as helping othen or meeting 

new people. Esteem enhancement therefore, rnay simply be an added perk to 

involvement. a pleasant benefit that one experiences, but one that is not the p n m w  

Rason for engaging in an activity initially. Factors centerîng on enhancing one's career 

and developing academically were also not related to involvement. The nlationship 

between involvement and being motivated by a desire to fulfill a course requirement 

yielded a negative correlation; however, it did not reach significance. This result was 

expected, as the participants of the study were dl first-year *aniversity psychology 

midents, and therefore would not be enrolled in any courses that had a field placement 

component. 

Students who scored higher on overall motivation (cumulative score on the motivation 

scale) dso indicated higher levels of career decidedmss (see Table I l ) .  This paints a 

Iarger picture of mdents ~ h o  are highîy motivated tending to be involved and having a - 
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p a t e r  understanding of their fùture career goals than srudents who are not involved. 

Enhanceci motivation, according to Aspinwall and Taylor (1 992) is associated with 

greater persistence at tasks and a conespondingly greater likelihood that one will succeed 

in achieving one's goals. Following fiom this logic. overall levels of motivation were 

positively related to students' ovedl sociaVemotiona1 adjustment to university, such that 

students who were highly motivated also tended to be better adjusteci than students who 

scored lower on the motivation scaie. 

Motivating factors may differ within individuais, and could be contingent upon the 

context in which the decision to get involved was made. For example, at the time this 

study was conducted. students had already been exposed to their new environment for 

five months. The motivating facton that intluenced their decision to get involved at that 

t h e  could very well be different from those that would exeri their influence during 

another period in their lives, such as the first couple of weeks after making the initial 

transition to university. It is proposeci that it is during the first two to four weeks after the 

initial transition has been made that the individual experiences the most stress and is at 

the highest rkk psychologically (Wiseman, 1997). It stands to reason then, that the 

facton motivating students' behaviour during this critical time would differ from those 

operating during more relaxed and cornfortable times. The majority of respondenü who 

indicated they were involved in an activity/organization also indicated that the issue of 

making new friends and meeting new people was of great importance to them when 

making their decision to get involved initiaily, as indicated by the elevated scores given 

to items number eight and eleven on the motivation scale. Perhaps this factor would exert 

its' mongest influence during times of distress and loneliness, whereas factors involving 

increasing one's awareness of a certain camr field may exert a more prominent influence 

during times of increased focus and productivity. This could serve as an important focus 

for fiinire research in this area. 

With respect to motivation and type of activity engaged in, results indicated that 

motivating facton were also related to three of the four subscaies of the YïI (see Table 

12). These subscdes include community activities, responding activities, and helping 

activities. The relationship between the subscale involving political activities. which is 

designed to measure an individual's politicdl y oriented activities, and motivating factors 



did not reach significance. The community activities subscale assesses activities that are 

perfomed in a community setting, and was significantiy related to motivating factors 

involving values, beliefs, and concems, interest and enjoyment, penonai development, 

community concem. and academic development, indicating that community involvement 

is rnotivated by a variety of factors (see Table 12). Gening involved in one's community, 

then, seems to stem from a concem for the community and its memben, as well as a 

desire for persona1 development, whether this is sought through academic development 

means or out of interedenjoyment (Omoto & Snyder, 1995). With respect to cornrnunity 

activities being influenced by acadernic development, snidents may feel as though they 

are able to gain important information or insight with regard to certain academic fields. 

thus Ieaming by doing. 

The responding activities subscaie of the YI1 is designed to rneasure behavioun that 

are conducted in response to needs that are required or expressed (Pancer. Pratt. & 

Hunsberger. 1000). This subscale was significantly related to motivating factors centenng 

on interest/enjoyrnent and community concem (see Table 12). It stands to reason then. 

that these types of behavioun would be motivated in part by a concem for the well-being 

and needs of othea in one's community, as these activities are primarily perfomed out of 

a response to a cal1 for assistance. The individual's interest or enjoyment in a certain 

activity or organization dso may exen an influence on responding behaviour, as 

individuals may be more apt to respond to the need for assistance if they have some 

interest in, or derive some enjoyment fiom the activity. 

The helping activities subscale of the YII measures involvernent centering on 

activities designed to aid othent such as involvement in charity organizations and 

volunteering at hospitals or retirement centers (Pancer, Pratt, & Hunsberger. 2000). This 

subscale was positiveiy related to motivating factors including values. beliefs, and 

concems. interdenjoyment. personal development and community concem (see Table 

12). Thus. mdents may engage in helping behaviour as a result of possessing underlying 

values and beliefs, either religious or secdar, which drive them to Mfill and uphold these 

values by aiding others and participating in one's community. Helping others may also be 

involved in an individual's quest for personai development, where making a difference in 

sorneone's life or in one's comrnunity is experienced as a component of personal growth. 
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It is crucial to identiQ the motivating factors that influence students' decisions to get 

involved in various groups and/or organizations, especiaily with respect to the 

development of university programs for new stuàents. Such programs couid mate 

various clubs, groups. and organizations intended for new students. as well as making the 

existence of such activities known to the snident body. Membenhip in such organizations 

and clubs could very well prove to be beneficial as people may feel less lonely and 

alienated as a result of being involved, and thus reap the benefits of having a stable 

network of peers in which to confiide. Students who are involved may also be exposed to 

increased interaction with students who have already made the m i t i o n  to university, 

thereby allowing the new students to gain valuable information regarding effective 

coping strategies to help them through this dificult transition. Feeling as though one is 

accepted and liked by others bolstea people's sense of self-worth and increases their 

general satisfaction in the type of penon they feel they are!, thus increasing one's level of 

selfssteem (Wilson et al.. 1974). Membership in such clubs could also aid in reducing 

the sense of unfarniliarity and anxiety new students experience upon arriva1 at a new 

school and perhaps new city, thus reducing the overd1 level of stress and discomfon that 

is felt by students. To encourage continuing involvement and favourable attitude change, 

Omoto and Snyder (1995) have suggested that organizations rnay want to stress the ways 

in which individuals penonally benefit from their involvement. rather than just 

underscorhg how their efforts benefit othen. 

As a result of comprehending the underlying motivating factors that are influencing 

student behaviour in this area, there exists a greater potential for such programs to be 

successful. both in enticing students to participate and also in maintaining their interest 

and enjoyment in the program. The end product could potentiaily be a lower attrition rate 

experienced by universities and an increased number of psychologically healthy students 

who are able to progress through the difficult transition to university more easily. 

This m d y  does not clairn to have provided an exhaustive catalog of involvement 

motivations; in fact, it is recognized that attempts to measure motivations for university 

students' involvement fiom other theoretical perspectives may reveal additional motives 

(Omoto & Snyder, 1995). However, there are parallels between this set of motivations 

and attempts to construct catalogs of basic human needs, f'undamentai dimensions of 
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personality, goals mediated by social interaction and other attempts to measuse 

motivations for volunteerism (Omoto & Snyder, 1995). The motivating factors 

represented on the measure are intended to reflect the desire to satisfy basic hurnan needs 

that arise in people's lives, such as the need for social contact and interaction, the need to 

feel as though one belongs, and the need to obtain a sense of purpose and direction in 

one's life. 

lnvolvement may be motivated by underlying values that dictate that one should make 

contributions to society; it rnay serve the function of satisfying students' intellectml 

curiosity about other peopie; or it may serve a more social fùnction by providing students 

with opportunities to make fnends and to develop social ties (Ruble & Seidman, 1996). 

Based on the fmdings presented in this study, there are several possible implications to 

consider. It is important for institutions to consider the organizational climates that rnay 

be conducive to sustained involvement. It is also beneficiai for hem to shape the 

educational and interpersonal experiences and settings of their campus in ways that will 

promote learning and achievement of the institutions' educational goals. Finally, it is 

important for institutions to induce students to become involved in those activities and to 

exploit these senings and opportunities to their fullest. The enhancement of coping with 

stressful life events. as well as fostering the development of satisfj4ng social networks. 

both represent appropriate targets for prevention efforts (Compas et al., 1986). 

The context of the situation is an important element to consider. It would be 

interesting to examine whether the pattern of relationships in terms of volunteering and 

student involvement in extracurricular activities would differ if people were not in a 

period of transition. Do individuals seek out participation in different kinds of activities 

depending on their needs at that particular tirne? If this adaptation of involvement does 

occur, what would be the implications for long-term emotional and social adjustment? 

One possibility is that such adaptation to one's changing environment would prove to be 

a psychologically healthy maneuver, as people would then be focusing on coping with 

each transition they expenence, by actively ensuring that the particular needs that arise 

out of each situation are fulfilled. This would allow hem to regain a sense of stabiiity and 

equilibrium in their lives. 



Another aspect of involvement and context that should be considered is the effect of 

age on the type of activities one chooses to become involved in, as well as the motivation 

behind such decisions. For instance, it is possible that people of a certain age rnay be 

more likely to become involved in activities motivated by the desire to meet a potential 

romantic partner. This motivation would then be reflected in the activities they choose to 

become involved in. 

The financial situation of students making the transition to university may also play an 

influential role in their emotional and social adjustment to their new environment. Many 

students today are burdened by increasing financial obligations, such as tising tuition and 

cost of living expenses. As a result, more and more students are taking on part-time jobs 

while anending school (Steinberg & Caufhan, 1995). Contrary to popular notions that 

exist with respect to the benefits of student employment, midies have found that working 

does not enhance students' feelings of social obligation, social tolerance, or social 

belongingness (Greenberger & Steinberg, 1986). With extra time devoted to working, the 

majonty of these students would not have the time to engage in extracunicular activities. 

Therefore, students who work may be missing out on the benefits associated with 

involvement. In fact, Steinberg ( 1 999) found that students who worked long hours. 

defined as twenty hours or more per week, are less satisfied with their Iives than are 

students who work fewer hours. It is reponed that the nature of students' typical type of 

work is ofien dull. monotonous, and stresshl (Steinberg, 1999), which would contribute 

to decreases in satisfaction with one's life. 

A study conducted by Steinberg and Cauffman (1 995) noted that working longer 

hours leads to disengagement h m  school. This fmding is of concern, considering the 

psychological benefits associated with students possessing a sense of affiliation or 

attachment to one's school. Steinberg and Cauffman (1995) suggest that working may 

actuaily be associated with increases in deviance and aggression. Considering that almost 

eighty percent of today's high school students will have worked before graduating, and 

therefore are likely to continue to do so throughout their fïm year of university, the 

negative effects of student employment become quite a concem. 
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Whereas empioyment tends to hurt performance at school, increase delinquency, and 

heighten drug and alcohol use (Steinberg, 1999); participating in school and community- 

sponsored exacunicular activities seems to have the reverse effects. 

Limitations 

There are some important !imitations to this study that must be acknowledged. A first 

concerns the self-repon nature of the measures utilized, in that the relations among the 

variables may be inflated. Also, the correlational nature of the study prevents establishing 

causation with respect to the results obtained. Thus the direction of the relationship 

between variables is unclear, and the possibility exists that the direction of the 

relationships reported could in fact be the reverse. It is not clear whether involvement is 

producing better adjustment, or whether better emotional adjustment is producing 

involvement, or both, or neither. 

Another limitation involves the time the study was conducted. Data for the study were 

gathered in February; therefore students participating in the research had been in the 

university environment for five months aiready. There is the possibility that these 

students had time to adapt to the new environment, thereby altering the results obtained 

in the study. 

However, by changing the design of the study, it would be possible to eliminate each 

of these limitations. Fume research could build on the fmdings presented here, working 

from the basis that a significant relationship between involvement and adjustment exists. 

The ideal research design to examine the issues presented here would be to administer 

questionnaires to students before they begin the transition to university and collect data 

h m  these same students after they have made the transition. This design would allow for 

an investigation as to whether a pattern emerges with respect to involvement and 

psychological stress (adjustment), as responses given by students before experiencing the 

transition could be compared to responses given after they have completed the transition. 

This design would also allow increased confidence in the diiection of the relationship 

between variables obtained in the results. 

Transitions provide important opportunities for primary prevention efforts (Ruble & 

Seidman, 1996). However, understanding s o d  behaviour requires an analysis of the 
* 



pattern of the relation between peaons and context, rather than just the content of the 

eiements (Ruble & Seidman, 1996). For this reason, the sndy of transitions provides a 

unique oppottunity to examine what is basic to differences in relations over tirne. 
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A P P W I X  A 
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A P P W I X  B- Measures 

1. Sex (ci& one): M F 

3. Where am you aaently living? 

6. H m  many gmups w arganitaüons am yai a member of a! univenity3 
(e.g., depGvtmentaî dub, droM dub, Sudent govanment, sports teams) 



The 

GmupiOrgan~on ai 
1. What is the name of the group or organiraton? 



DUWNG THE PAST #)UR W E E K L  

3. When the grouplofganizaüon spwored a progam a acbvity, I made an effort to 
a~xwage studerds andlor members to Mattend 

4. 1 vodunteered or was assigned responsibili to wak on SOmefhing that the 
grouplorganizafion needed to have done. 

5.1 Wfilled duties or responsibilities to the gmu@organWm an tims 



The Youth Inventory of Involvement 

The following is a list of school, cummunity, and politid activities that people can gct 
involved in. For each of these activities, plcase use the following scaie to indicate 
whether, in the 1st year.. . . 

O you never did this 
1 you did this once or twice 
2 you did this a few times 
3 you did this a fair bit 
4 you did this a lot 

visited or helped out people who were sick 1.- 
took care of other fornilie's childnn (on an unpiid bais) 2.- 

3. padcipatcd in a church-comeaed gmup 
4. particip~ed in or helped in a charity organization 
5. participated in an ethnie club or organization 
6. participated in a political party, club or organization 
7. participatcd in a social or cultural group or organization (eg. Choir) 
8. participateci in a school academic club or team 
9. participated in a spons team or club 
10. led or helped out with a children's group or club 
1 1. helped with a fund-raising project 
12. helped organize neighbourhood or community events 
13. helped prepare and make verbal and written prcsentations to organizations. 

agencies, conferences, or politicians 
14. did things to help improve your neighbourhood 
1 e v e  heip to fnends or classrnates who neeâed it 
16. served as a member of an organkating cornmittee or board for a school club or 

organization 
17. m t e  a ietter to a school or community newspaper or publication 
18.-signed a petition 
19. attended a dcmonstration 
20. collected signatures for a petition drive 
21. contacted a public official by phone or mail to tell him/her how you felt about a 

pmicular issue 
22. joined in a protest rnarch, meeting or demonmation 
23. got information about community activities fiom a local community information 

24. v o l u n t d  at a school ment or fÙnction 
25. helped people who were new to yow country 
26. gave money to a cause 
27. worked on a politid campaign 
28. m for a position in snident govemment 
29. participated in a discussion about a social or political issue 
30. volunteeted with a community &ce organization 



Motivation Scalc 

Please indicate the extent to which you believe tach of the following sotements played a role in your 
decision ro get involved with either ademically-bas& or community-basd iwovities. Please indicate NA 
at the top of the page if you an not involved. 

-3 strongly disagrce +3 strongly agree 
-2 moderareiy disagrct +2 moderately agrct - 1 slightiy disagrce + I slightly agrtc 

O ncithtr agrcc nor disagrcc 

1. - because of my humanitarian obligation to help 
2- - because of rny personal values, convictions, and beiiefs 
3. - to learn mon about the organization 
4. - to makc a differtnce 
5. - to develop social networks 
6- - because I enjoy participating in what 1 am involved in 
7- - to escape fiom the pnssure and stresses of evetyday li fc 
8- - to make ncw fiiends 
9- - to gain expriencc 
10. because 1 want to feel necded by othcrs 
I I .  to meet ncw people 
12. in order to fecl less lonely 
13. because I have an obligation to my community/school 
14. because 1 belitvc in the cause 
15. to feci bcttcr about myself 
16. to expand my knowleâge 
17. to enhance my resumc or schoal application 
18. because a fiiend or family member is involved 
19. to test or challenge my skills and abiiities 
20. to gct to h o w  pcoplc who arc similar to myself 
21. because I considcr myself to be a loving and caring person 
22. - to l e m  more about the people the organization serves 
23. to l e m  about myself- my sacngths and wealcnesscs 
24. to make my life more stable 
25. to help members in my community/school 
26. to gain expcrimce dealing with emotionally dificult topics 
27. - because I enjoy helping othcn 
28. - because of a counc/dcgne rquircment 
29. kcause people should do something about the issues thst arc important to thcm 
30. to increase my chances of gaining employmcnt gencnlly 
3 1. to enhance my skills speeific to my uca of mdy 
32. O gct becter grades 
33. because it is valued in my arca of study 
34. -to m a i n  competitive in the job market 
35. to meet fafulty in my ana of study 
36. because I could not graduate without it (dcgrre rcquinmcnt) 
37. becausc 1 wantcd a course that had a placement requirement 
38. to incrcax my knowlcdge in a certain ami of study 
39. -to nmain competitive acadernically 
40. because I rrceived or will be rreciving bonus pcrcnitage pointr for it 
41. t o  increax rny chances of gahing employment in my ma of study 
42. to gain mon information about a potmtial camr 
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Have you dccidcd on an occupation? How catairi an p? W b u t  it for a moment.. . Now 
ckle the appfopriate numki (1-8) k b w  to S&W ~ O W  midi YOU a(pce with tk foUowiPg 
sutam= 

b Decidedous 
1. 1 have an occupgtional fiCid in mind that I want to work in (c.g., nmkine, agricuhurt, 

managtmcnt, or the paformhg arts). 
STRONGLYDISAGREE 1 2 3 4 5 6 7 8 STRONGLYAGREE 

2. 1 bave decidecl on an occupation (c.g., ekctrid enginca, mirs, or eook). 
STRONGLY DISAGREE 1 2 3 4 5 6 7 8 STRONGLY AGREE 

Now tbat you bave ipdicatcd how decided you are, how do you f i  about whae you are in the 
process of malring a chokc? 

Corn fort 
3. 1 fecl at ease and comtOrtab1e with w h c  1 am in inakiag a carccr dccisioa 

STRONGLY DISAGREE 1 2 3 4 5 6 7 8 STRONGLY AGREE 

4. Ihimtwomcdaboutmycarrachoice. 
STRONGLYDISAGREE 1 2 3 4 5 6 7 8 STRONGLYAGREE 

Carcet Decision N d s  
Now p u  wül read sammts people d e  whcn taiking about nmking an occupational choicc. 
Plcssc mi each sutemcm and circk the mmiba tbat sbows the extent to which you agrcc or 
disagrethatitA#l?ribyou 

!YiRONGLYDISAGREE 1 2 3 4 5 6 7 8 STRONGLYAGREE 

6. 1 nced to have a clearrr idea of whst iny mtaes*r arc. 
STRONGLYDISAGREE 1 2 3 4 5 6 f 8 STIIONGLYAGREE 



U. 1 am an mdecisivc pcmn; 1 delay deciding and bave difIidty iilalring up my inmd 
STRONGLY DISAGREE 1 2 3 4 5 6 7 8 STRONGLY A G W  

13.1 h p d y  bave di&hy making decisiom. 
STRONGLYDISAGREE 1 2 3 4 5 6 7 8 STRONGLYAGREE 

-ion D 
14.1 dont necd to d e  P vocationai choice at thi~ timC. 
STRONGLY DISAGREE 1 2 3 4 5 6 7 8 STRONGLY AGREE 

1S.My~worlror~hmtthatmipOreanttomcrighsaow.  
STRONGLY DISAGREE 1 2 3 4 5 6 7 8 STRONGLY AGREE 

16.1 don? have m n g  Intertsts in any occupBti0nai &id. 
STRONGLYDISAGREE 1 2 3 4 5 6 7 8 STRONGLYAGREE 

P h  ammer the Ciro questio~~s bekw mimg the folbniog sak: 

1. - How mirh in fodon  do you have on what one &es in the carra ara@) you 
pk? 

2- - Cwmtiy, how much iafommtbn do p u  hm on jobs, orgmjimbm and the 
job miukci? 



Optimism Sale 

The st8tcments in this measun address your amtudes about, and ways of coping with. 
day to day events. Use the sale to indicate the extent of your agreement or disagreement 
with each. 

4= vay strongly dislgree +4= very m n g l y  agree 
-30 süongly disagr- +3= strongly a g m  
-2= modaatdy disagret +2= moduatdy ypce 
-l= slightly di- +l= slighîly agrce 

û= neither ygee nor di- 

1 *- In uncertain times, 1 usually expect the ksi. 
Ifsomahing crn go wrong for me, it d l y  will. 2.- 
I aiways look on the bnght side of things. 3.- 
I am dways optimistic about my fiiturt. 4.- 
1 hudly ever ex- things to p my way. 5.- 
Things never work out the way 1 want them to. 6.- 
I'm a beliem in the idea that every cloud has a silver lining. 7.- 
1 d y  count on good things happening to me. 8.- 



Pl- indicaîe uaiing the s d e  below, the aient to which you a g m  or disagrec with the 
statements below. 

1. strongly cypa 2 AIgce 3.disagree 4. Strongly d i sagm 

1 fœl that 1 am a p a o n  of wodi, at lcast on an equal buis with othen. 1.- 
1 fed that 1 have a numbrr of good quaiities. 2.- 
All in dl, 1 am inclined to fa1 thu 1 am a fâiiure. 3.- 

4. - 1 am able to do thingr as well as most other people. 
1 fœl 1 do not have much to be p r d  of 5.- 
1 take a positive attitude toward myself. 6.- 
On the whole, 1 am satisfied with myself. 7.- 
1 wish 1 could have more respect for myself. 8.- 
1 certainly fée1 useless at times. 9.- 

10. At times 1 think 1 un no good at dl .  



CES-D 
(Center for Epidemiologic Studies Depression Scaie) 

Below is a Iist of the ways you might have felt or behtwd rcçently. Plecuc tell me how 
often you bave felt this way during the past week. 

During the past wuk: 

1- d y  or none of the time (kss than 1 &y) 
2- some or a linle of the time (1-2 drys) 
3 s  accasionaity or a maiente amount of time ( 3 4  &y$) 
4= most or dl of the tirne (5-7 âays) 

1. 1 wu bothed by things that usually don? bother me. 
2. 1 did not fel like eiting; rny appaite wu poor. 
3. 1 fett that could shrke off the blues even with help from my family or fnends. 
4. 1 felt that 1 wu jurt as good pr othu people. 
5. 1 hrd trouble keeping my mind on what 1 was doing. 
6. 1 felt deprrsscd. 
7. 1 fek that aqth ing 1 did was an efZort. 
8. 1 felt hopefbl about the future. 
9. 1 thought my life had been a failure. 
10. 1 felt feufiil. 
1 1. My sleep wu rdess. 
12.1 was hippy. - 
13.1 trlked las than usual. 
14.1 ftlt lonely. 
1 5. People were unfnendly . 
16. 1 enjoycd life. 
17.1 had aying spells. 
18.1 felt sad. 
19. I felt that people dislike me. 
20.1 muld not get "going". 




