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ABSTRACT 

 

The present study aimed to evaluate academic performance, academic help-seeking, 

college adjustment, perceived family support, self-efficacy, and self-esteem among Hispanic and 

non-Hispanic first-year students attending a university and to determine the differences between 

the two populations.  A focus was placed on Hispanic students in an attempt to address the low 

retention rates documented among Hispanics attending college (Lee et al., 2011).  First-year 

students attending a Hispanic-serving university in South Texas were voluntarily recruited to 

participate in this quantitative study using a non-experimental, correlational design.  

Correlational designs evaluate the relationships between two or more variables and allow 

researchers to make predictions based on their past findings (Heppner et al., 2008).  The rising 

number of students studying at U.S. colleges and universities (Hussar & Bailey, 2013; U.S. 

Department of Education [USDE] & National Center for Education Statistics [NCES], 2020) and 

their lack of preparation for adjusting to college (Tirpak & Scholosser, 2015) create a significant 

need for exploration into this issue. 

Participants in this study included 117 first-year Hispanic (n = 55) and non-Hispanic (n = 

62) college students.  The data were collected during the fall  2020 semester at a Hispanic-

serving institute  in South Texas and utilized the Help-Seeking Scale-Avoidance to Help-Seeking 

Subscale (HSS-AHSS; Karabenick, 2003), grade point average (GPA) , Rosenberg Self-Esteem 

Scale (RSES; Rosenberg, 1965), General Self-Efficacy Scale (GSES; Schwarzer & Jerusalem, 

1995), Multidimensional Scale of Perceived Social Support-Perceived Family Support Subscale 

(MSPSS-PFSS; Zimet et al., 1988; Zimet et al., 1990), and the Student Adaptation  to College 

Questionnaire (SACQ; Baker & Siryk, 1989).  Descriptive statistics and a multivariate analysis 
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of variance (MANOVA) were used to investigate the variables included in this study.  To 

determine the extent to which GPA, self-esteem, perceived family support, self-efficacy, and 

academic help-seeking predicted college adjustment, a hierarchical multiple regression analysis 

was utilized.  Lastly, a Fisher’s z-transformation was conducted to evaluate significant 

differences in the two regression models.   

The results showed no significant differences between first-year Hispanic and non-

Hispanic college students in their levels of college adjustment, GPA, self-esteem, self-efficacy, 

perceived family support, or academic help-seeking.  Further investigation led to the discovery 

of a significant relationship between the predictor variables and the outcome variable.  Academic 

performance, self-esteem, self-efficacy, and family support significantly explained 18% of the 

variance in college adjustment.  Additionally, a comparison of the fit of the model from Hispanic 

and non-Hispanic students revealed no statistically significant differences between these groups. 

The study findings have practical implications for college counselors, college 

administrators, and college educators.  The findings may provide additional insight for those 

wishing to provide support to first-year Hispanic college students and their unique needs.  

Perhaps through an improved understanding of these needs  , syllabi can be better tailored for a 

more beneficial college experience.  Ultimately, the results of this study could promote the 

development of supportive services and programs to improve student academic success and 

retention. 
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CHAPTER I: INTRODUCTION 

This chapter provides an overview of a quantitative study in which I employed a 

correlational analysis to evaluate the relationships between college adjustment and perceived 

family support, self-esteem, self-efficacy, academic performance, and academic help-seeking 

among first-year college students .  Furthermore, the differences between Hispanic and non-

Hispanic students are explored. In this chapter, I introduce the problem under investigation by 

situating it in the contemporary professional literature, describe the purpose of the study, explain 

its significance, and define key terms used throughout the study.   

College Enrollment 

During the fall of 2021 , approximately 16 million people are projected to enroll in post-

secondary schools in the U.S. as undergraduate students (USDE & NCES, 2020).  According to 

the USDE and NCES (2020), post-secondary school enrollment has been on the rise since 2018, 

and they predict that it will continue to grow through 2029, when an estimated 17 million 

students will be furthering their education. Researchers have identified multiple segments of the 

population where an increased number of college-going students are expected, which is helping 

to better understand what is fueling this upward enrollment trajectory (National Student 

Clearinghouse Research Center [NSCRC], 2016; USDE & NCES, 2020).  Specifically, Hussar 

and Bailey (2013) noted that freshman first-time student enrollment into post-secondary 

institutions is expected to increase by 16% from 2011 to 2022. Additionally, they anticipated 

growth in enrollment among underrepresented students.  

Hispanic Student Enrollment 

 As of July 1, 2019, the Hispanic population in the U.S. was over 60 million (18.3% of 

the overall U.S. population), representing an increase from previous years (U.S. Census Bureau 
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[USCB], 2019).  While recognizing the complex diversity of the Hispanic community, the 

research was guided by the USCB’s definition (2017) of Latino and Hispanic, which states that 

they can be defined as a “person of Mexican, Puerto Rican, Cuban, Central or South American or 

other Spanish culture or origin, regardless of race.”  The term “Hispanic” is utilized throughout 

this research.   

The number of Hispanic students seeking postsecondary education also is rising. As of 

2012, the percentage of Hispanic students (49% of all 18– 24-year-old Hispanic high school 

graduates) had surpassed the percentage of White students (47% of all 18–24-year-old white 

high school graduates) and Black students (45% of all 18-24-year-old black high school 

graduates) enrolling in college (Lopez & Fry, 2013).  Furthermore, Hussar and Bailey (2013) 

predicted that the enrollment of Hispanic students into post-secondary degree-granting 

institutions will continue to rise through 2022 at a rate of over 27% per year.  However, despite a 

growing Hispanic population and increased enrollment into post-secondary institutions, Hispanic 

students remain underrepresented in the attainment of bachelor’s degrees.  

Notably, fewer Hispanic students complete a four-year degree than their White peers 

(Krogstad, 2016b).  This lack of degree completion raises concerns and requires exploration into 

potential issues experienced by Hispanic students.  In a study conducted  by the USDE and 

NCES, De Brey et al. (2019) found significant differences between Hispanic students and their 

peers in terms of enrollment and completion.  The findings show that between 2000 and 2016, 

Hispanic enrollment in post-secondary institutions went from 1.4 to 3.2 million (a 134% 

increase); however, Hispanics continued to lag behind their peers in terms of degree completion.  

De Brey et al. (2019) found that the 6-year graduation rate for first-time, full-time undergraduate 

Hispanic students who began a bachelor’s degree at a 4-year degree-granting institution in fall 
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2010 was low in comparison to many of their peers .  The graduation rate for Hispanic students 

was 54%, which was lower in comparison to Asian students (74%), White students (64%), and 

students of two or more races (60%).  Although Hispanic students had higher rates of 

undergraduate degree completion than Pacific Islander students (51%), Black students (40%), 

and American Indian/Alaska Native students (39%), the findings indicate that more needs to be 

done to address education concerns in the largest underrepresented group in the U.S.  

Edexcelencia.org (2018), an organization focused on promoting Latino success in higher 

education, estimated that Latinos will need to obtain 6.1 million more degrees by 2020 for the 

U.S.  to reclaim the top ranking for college degree attainment.  Based on data collected from 

2014 to 2015, Edexcelencia.org (2018) found an equity gap in degree (associates or higher) 

graduations between Hispanics (41%) and their White (52%) peers. The organization emphasizes 

the need for the U.S. to address this issue before the need increases as the Latino population 

grows. 

Hispanic Student Academic Performance  

 Retention rate refers to the number of first-time first-year students who return the 

following year to continue their studies (USDE, n. d.).  Conversely, student attrition refers to 

students leaving an academic institution.  In the past, college and university personnel have 

struggled with the challenges of student retention and success.  Attrition impacts the reputation, 

funding, and overall viability of institutions and remains a threat to universities and colleges .  

The challenge of addressing attrition and student success has often led college and university 

personnel to investigate the issues experienced by Hispanic students (Gonzalez-Quiroz & Garza, 

2018).  Hispanic students in colleges and universities have a high rate of attrition (Lee et al., 

2011) and a low rate of four-year degree completions (Krogstad, 2016b). 
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According to a study by Fischer (2010), Hispanic students have lower average GPA 

scores than those of other demographic groups.  Moreover, fewer Hispanic students graduate on 

time (i.e., within four years of starting an undergraduate degree) than their European American 

and Asian American peers (Fischer, 2010).  Fischer (2010) believed that lower academic success 

(GPA and graduation) among underrepresented students could be caused by negative stereotypes 

and the racial climate of the academic environment .  In part, Hispanic students have also 

struggled with their academic success due to a lack of knowledge regarding college in general 

(O’Connor, 2009; O’Connor et al., 2010).  This issue may be related to Hispanic students being 

more likely to be first-generation college students in comparison to their European American or 

African American peers (Pino et al., 2012 ).  The USDE (2011) reported that only 13% of all 

Hispanics in the U.S. held a bachelor’s degree, while only 4% held a graduate or professional 

degree.  According to Marcelino (2018), Hispanic students are the least likely ethnic group to 

succeed in both high school and college.  This issue is complex and stems from multiple 

variables (Cavazos et al., 2010; Romero, 2009).  However, one such variable worth investigating 

is college adjustment. 

College Adjustment 

College adjustment is a significant transitional period that young adults must navigate as 

part of their college experience (Toews & Yazedjian, 2007).  The adjustment period comprises 

multiple elements and is susceptible to influence from multiple combinations of student 

attributes, stressors (psychological and sociocultural), and coping strategies (Smedley et al., 

1993).  Research focusing on defining the college adjustment experience has been evolving and 

became a contentious issue at times  (O’Donnell et al., 2018).  Such contention arose primarily 

from philosophical differences in understanding adjustment as a developmental process and 
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identifying associated variables.  Both Hurtado et al. (1996) and O’Donnell et al. (2018) have 

noted that while conceptualizations of college adjustment often differ, they share a common 

focus on psychological distress and multiple dimensions of a student’s role (e.g., personal, social, 

and academic roles).  Notably, Baker and Siryk (1986) offered a conceptualization of college 

adjustment (including  academic, social, personal-emotional, and institution attachment) that 

researchers have used in the extant literature.    

According to Baker and Siryk (1986), academic adjustment is based on the degree to 

which a student adapts to or manages the educational demands of college and includes students’ 

motivation, perception of their academic performance, and enjoyment of coursework; for 

example, a student seeking a study group to help with a class they are having trouble with.  

Social adjustment is based on how well a student can cope with the interpersonal and social 

demands of university (Baker & Siryk, 1986); for example, a student learning how to navigate 

having a roommate and communicating with them.  Personal-emotional adjustment involves both 

mental functioning (e.g., anxiety) and physical health (e.g., somatic issues possibly related to 

psychological functioning).  A prime example of this could include balancing school stressors 

from assignments with healthy eating, hygiene, and sleep habits.  Lastly, institutional adjustment 

is based on how a student feels towards the college they are attending and about how they feel 

attending college in general (Baker & Siryk, 1986).  An example of this could involve a student 

feeling unmotivated about attending their university and wanting to study at a university closer to 

their home, or not at all.  

From another perspective, Watson and Lenz (2018) used Tinto’s (1993) theory on student 

departure to conceptualize college adjustment based on 10 interrelated factors: (a) psychological 

health, (b) family/social support, (c) financial support, (d) academic expectations, (e) positive 
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realistic expectations, (f) resiliency and coping skills, (g) relationships, (h) connectedness, (i) 

career maturity, and (j) life experiences.  Watson and Lenz (2018) found that the two most 

salient and impactful factors for student adjustment were the social support students had 

available to them (defined as a support network) and the cognitive beliefs they held about their 

ability to succeed in their collegiate pursuits (defined as belief in self).   

The research presented by Watson and Lenz (2018) went beyond the considerations of 

Baker and Siryk’s research (1986) since their conceptualization and findings reflected those of 

the diverse contemporary college student population.  Moreover, Watson and Lenz (2018)  

considered additional significant variables such as finances and career factors in their research, 

which also reflect a more contemporary schema of college adjustment.  Other researchers 

(Taylor & Pastor, 2007; Feldt et al., 2011) have also commented on the necessity to expand 

Baker and Siryk’s (1986, 1999) works to encompass a more modern approach to adjustment and 

consider factors such as finances, relationships, and family issues.  Their suggestions illustrate 

the complex structure of college adjustment and differences in conceptualization.  In the present 

study, the researcher assessed college adjustment by utilizing the Student Adaptation to College 

Questionnaire (SACQ; Baker & Siryk, 1989).  Although college adjustment is complex and 

multifaceted (Watson & Lenz, 2018), it can be assessed by evaluating aspects of college 

adjustment  (O’Donnell et al., 2018).  The SACQ subscales (Baker & Siryk, 1989) were a more 

appropriate investigative tool for evaluating the variables in the present study due to their more 

systemic conceptualization of college adjustment while utilizing Tinto’s model (1993) as a 

framework. 

During the transitional period of going into college and throughout their experiences of 

attending college, students adjust to challenges (e.g., social issues, autonomy issues, 
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relationships) and experience individual growth (Chickering & Reisser, 1993; Chickering, 1969).  

This period allows young adults to explore and experiment with all the responsibilities life has to 

offer (e.g., relationships, occupations, and education)  before they reach full adulthood.  A 

college experience can help individuals to establish an identity, emotional control, understand 

relationships and encourages autonomy, helps develop self-esteem and self-acceptance, and 

helps individuals establish a purpose (Chickering & Reisser, 1993).  The impact of a college 

education plays a significant role in American society for emerging adults (Arnett, 2012) and 

serves as a developmental process that can profoundly impact an individual in later stages of life 

(Chickering & Reisser, 1993; Chickering, 1969).   

Apart from college adjustment being a direct and influential part of development 

(Chickering & Reisser, 1993), other factors related to adjustment (e.g., stress) can also be 

impactful.  Like other transitional periods that individuals experience, the adjustment to college 

life can extoll heavy demands and increase stress (Chickering & Reisser,  1993; Katz & Somers, 

2017).  Failing to adjust to college life can negatively impact students both psychologically and 

physically.  For example, O’Donnell et al. (2018) noted that the stress from adjusting to college 

can leave students susceptible to mental health issues (e.g., anxiety and depression).  Moreover, 

stress can have physical implications since it can cause fatigue, chest pains, and muscle tension 

and pain (Mayo Clinic, 2016).  Mental health issues can also affect students through their 

academic performance.   Mental health issues such as stress can reduce cognition and learning 

capabilities since they distract from the subject matter at hand.  Moreover, anxiety can intensify 

attention to stressors and decrease the efficiency and quality of a task being conducted (Eysenck 

et al., 2007).  Hubbard and Blyler (2016) found that working memory could also be affected by 
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students experiencing a “high state of anxiety,” which can significantly inhibit the academic 

performance of students.   

Arnett (2004) estimated that 25% of high school graduates enrolling in college will drop 

out  during their first year of attendance.  Notably, adjustment plays a significant role in 

academic performance and retention (Consolvo, 2002; Katz & Somers, 2017; Nordstrom et al., 

2014).  A study conducted by Nordstrom et al. (2014) found that college adjustment accounted 

for approximately 19% of the variance regarding the retention of first-year college students.  

Students who remain enrolled in college and perform well academically are said to have adapted 

or adjusted to college successfully and be psychologically well (Melendez, 2016; Zea et al., 

1995).  However, students may occasionally require help-seeking to overcome challenges. For 

these students, help-seeking can take many forms.  

Academic Help-Seeking  

Help-seeking is defined as “an achievement behavior involving the search for and 

employment of a strategy to obtain success” (Ames & Lau, 1982, p.  414).  Academic help-

seeking is complex since it involves students’ perceptions and beliefs, social norms, the goal 

structure of classrooms, teacher’s instructional approaches, openness, and flexibility 

(Karabenick, 1998).  Newman and Schwager (1992) indicated that academic help-seeking has 

traditionally been viewed  as a manifestation of immaturity, dependency, and incompetence.  In 

the 1990s, the interpretation of help-seeking began to change.  For example, seeking help from 

classmates and teachers began to be considered a strategy used by high achievers (Zimmerman & 

Martinez-Pons, 1990).  The benefits of seeking help in an academic setting have been notable .  

However, student passivity about seeking help remains the norm (Newman & Schwager, 1992). 

Moreover, while academic help-seeking has been identified as a viable learning strategy, there is 
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a lack of credible research in the area (Karabenick, 1998; Karabenick, 2003; Karabenick & 

Gonida, 2018), especially among underrepresented student populations. 

In the past, theorists found two distinct forms of help-seeking with different goals.  The 

two forms are executive help-seeking and instrumental help-seeking. Executive help-seeking 

involves the intent of avoiding work (e.g., asking for answers), while instrumental help-seeking 

is done to avoid future assistance (e.g., asking how to solve a problem; Nelson-Le Gall, 1981, 

1985 ).  A significant proportion of the research regarding academic help-seeking  has focused 

on goals.  Specifically, researchers have focused on the goals of seeking help.  Karabenick 

(2003) found that students who focus on mastering concepts are more likely to implement the 

instrumental help-seeking (also known as adaptive or autonomous) learning strategy.  Students 

concerned with performance goals (e.g., social comparisons or ability) were more likely to avoid 

or seek executive help (i.e., expedient help-seeking ; Karabenick, 1998, 2003).  Since help-

seeking is changing (e.g., going online, etc.) and an increasing number of underprepared students 

are enrolling, it is becoming increasingly necessary to conduct further research on academic 

help-seeking (Karabenick, 2004). 

Academic Help-Seeking among Hispanic Students 

Although researchers, staff, and faculty have taken steps to address the academic issues 

experienced by Hispanic students, others suggest that more needs to be done (Rueda et al., 

2010).  Rueda et al. (2010) asserted that more effort must be put forth in comprehending the role 

of learning and motivation among Hispanic students.  Specifically, Rueda et al. (2010) suggested 

further research into socio-cultural, motivation, and learning factors of academics as well as 

different approaches to learning .  Notably,  although academic help-seeking is considered a 
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learning strategy, there remains a lack of research in this important area (Karabenick, 1998; 

Karabenick, 2003). 

Ersig-Marcus (2014) noted that most academic help-seeking research is normed to white 

students.  The author emphasized the need for a greater focus on Hispanic students since the 

findings of previous research may not reflect the specific context of Hispanic students.   

Additionally, while few researchers have addressed cultural differences in academic help-

seeking, there is a body of research in which the association between help-seeking and 

psychological care has been explored.  Ersig-Marcus (2014) examined research on help-seeking 

and psychological help to infer that culture and ethnicity have the potential to influence academic 

help-seeking in students.  For example, she postulated that Hispanic students might be less likely 

to seek academic help due to cultural influences.  The author suggested that Hispanic students 

that are less acculturated  to American individualism and dominance in the classroom may not 

ask for help when needed.  In a study focusing on the academic help-seeking of Hispanic 

students attending a community college (n = 517), Ersig-Marcus (2014) found that Hispanic 

females adhered to Mexican cultural norms more (r = .18, p < .001) and indicated more 

instrumental help-seeking (r = .15, p = .001) than their male peers.  Other findings revealed in 

the same study suggested that age was significantly and positively related to formal help-seeking 

(r = .12, p = .02).  Lastly, the GPA scores of Hispanic students had a positive association with 

formal help-seeking (r = .18, p = .001), but an inverse relationship with executive help-seeking (r 

= -.13, p = .012) and help-seeking avoidance behaviors (r = -.13, p = .018).  While Ersig-

Marcus’s (2014) study offered insight into academic help-seeking among Hispanic students, 

more research is necessary to address the needs of Hispanic and non-Hispanic first-year students  

(Ersig-Marcus, 2014).  By evaluating other variables associated with academic performance and 
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help-seeking, we can begin to obtain  a clearer picture and attempt to fill the needs of our diverse 

student population. 

Academic Help-Seeking and College Adjustment  

To date, there remains a lack of research examining the relationship between academic 

help-seeking and college adjustment; however, some theories can help to explain this 

association.  According to Lent and Brown (2013), academic help-seeking is a cognitive process 

that involves choice.  The process of academic help-seeking requires students to be aware of 

needing assistance (Karabenick & Berger, 2013).  As students contemplate seeking academic 

help from peers and others, stigma and how others may see them can influence whether or not 

they ask for help (Kiefer & Shim, 2016).  Thus, a student adjusting poorly to college may feel 

less comfortable seeking help.  Credé and Niehorster (2012) believed that a lack of social 

adjustment in college could hinder students’ interactions with peers and others from whom they 

could obtain support. 

The association between adjustment and help-seeking is complex.  Research by Ward and 

Kennedy (1993, 1994) highlighted the significance of culture in affecting adjustment.  Moreover, 

Ersig-Marcus (2014) postulated that Hispanic students struggling to adjust due to cultural 

differences while attending college may be less likely to seek help, which suggests that cultural 

factors play a role in academic help-seeking via student adjustment.  Ersig-Marcus (2014) 

attributed this issue to American individualism  (e.g., appreciation for expressing original 

thought) and the encouragement of asking for help. 

  Holt (2014a) found that attitude towards seeking academic help mediated the 

relationship between attachment and academic adjustment.  Holt (2014a) also found positive 

relationships between academic help-seeking and academic adjustment, personal/emotional 
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adjustment, and social adjustment.  Researchers have emphasized the need for further 

investigation into the factors relevant to academic help-seeking since this is critical given that 

college classes are getting larger and that the autonomy of undergoing adjustment to college may 

decrease the frequency of students seeking help  (Holt, 2014a; Karabenick, 2003).  Additional 

factors that could be worthy of investigation include social support, self-efficacy, and self-

esteem. 

Social Support 

 Cohen and Wills (1985) described social support as a buffer during stressful events in 

which others provide coping resources.  Notably, social experiences can be protective of mental 

health (Lamis et al., 2016; Shortt & Spence, 2006).  The protection provided by previous social 

experiences may be of particular importance for students as they learn to generate new 

relationships when attending college away from their parents and old relationships (Lamis et al., 

2016).  Social support can help to minimize many negative factors that impact mental health.  

Campbell and Riggs (2015) noted that social support offers protection against stress.  Also, 

Lamis et al. (2016) found that social support promoted psychological health and served as a  

mediator for hopelessness and depressive symptoms when predicting suicidal thoughts in college 

students.  Suicide is the most significant cause of death among college students (Centers for 

Disease Control [CDC], 2015), which researchers believe highlights the significant role that 

social support (or lack thereof) can have on college students (Lamis et al., 2016). 

Cohen and Wills (1985) discussed the importance of social support in development as it 

can promote protective factors as adolescents get older.  However, many facets of social support 

are uninvestigated.  Albright and Hurd (2018) acknowledged the cruciality of social support for 

college students but identified a lack of research in the area.  For example, the researchers 
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identify a lack of information on the equality of social support across individuals.  Is having 

support from friends more impactful than having the support of a sibling?  The point has been 

controversial as some researchers believe that the support given by peers and parents is of equal 

importance (Uchino et al., 2004), and others emphasized the importance of peers over parents 

(Dennis et al., 2005).  It appears that researchers agree on the importance of social support for 

college students.  However, the debate only stresses the importance of further investigations into 

social support and college students. 

Social support is a complex topic that affects individuals in different ways.  In recent 

years, researchers have investigated social support as an interpersonal interaction that may 

benefit both the individual receiving support and those that provide it (Hagiwara et al., 2017).  

Those that provide social support may also gain mental health benefits (Brown et al., 2003).  For 

example, a supportive romantic relationship may be cyclical since the act of giving support to 

one’s significant other promotes self-mental health.  The changes undergone during the transition 

into college represent both environmental and psychological adjustments .  The psychological 

adjustment can be improved upon by having social support from peers, parents or caregivers, or 

other significant adults (Bland et al., 2012).  As individuals seek more autonomy from their 

parents or caregivers, guidance and support may be offered by peers and natural mentors (e.g., 

teachers or extended family; Aquilino, 1997).  Mentors and peers offer an informal type of social 

support that may facilitate individuals growing their independence and feelings of belonging.  

However, researchers suggest that support from natural mentors at this time may be more 

beneficial (Albright & Hurd, 2018; Hurd & Zimmerman, 2010) since it may foster self-efficacy 

and independence. 
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Family Support  

  Family support can impact individuals before entry into college.  Families serve a 

significant role in providing support in the process of determining where and which colleges 

individuals decide to attend (Jabbar et al., 2019; Bers & Galowich, 2002).  Jabbar et al. (2019) 

provided an example in the form of household income determining the number and exclusivity of 

colleges that students apply to.  It is believed that the process of selecting a college involves 

stages: the individual deciding whether or not they want to apply for college; the individual 

considering their options by obtaining information; and the individual selecting their college of 

choice  (Jabbar et al., 2019; Stage & Hossler, 1989).  Jabbar et al. (2019) suggested that family 

and parents play a role throughout this process.  Moreover, Streit et al. (2020) noted that family 

support before being admitted into college can affect an individuals’ prosocial behaviors.   

Prosocial behaviors such as helping others in need and practicing empathy have been suggested 

as signifying healthy social functioning (Streit et al., 2020).  Moreover, healthy social 

functioning Streit et al. (2020) suggests could enhance adaptive outcomes and possibly mitigate 

maladaptive outcomes.  The impact of family support while attending college can also be 

significant.  Dorrance Hall et al. (2017) suggests that individuals who may perceive having the 

support of their family would likely be benefitted with more confidence in their academic 

abilities.  The researchers believed the boost in confidence would come from having others 

available to provide support if needed and who believe in their abilities.  Furthermore, Dorrance 

Hall et al. (2017) showed that perceived family support for first-year college students lowered 

feelings of loneliness.  The researchers found that encouragement to talk about issues openly and 

freely within the family (i.e., conversation orientation) was related to positive adjustment to 
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college outcomes .  In summary, family support impacts individuals before and during their 

college experience. 

Social Support and College Adjustment 

Unlike during childhood, where caregivers or parents give social support, the transition 

into college involves individuals seeking independence and support from non-parental 

relationships (Albright & Hurd, 2018; Leary & Derosier, 2012).  However, it should be noted 

that students may not be completely independent.  The transition can be particularly stressful for 

underrepresented students attending primarily white institutions where they may face additional 

challenges.  Some challenging factors more specific to underrepresented students may include 

being of low socio-economic status (SES), cultural differences, or being the first generation to 

attend university (Albright & Hurd, 2018).  Additional challenges may arise for underrepresented 

students attending predominately white institutions, such as a lack of mentorship by someone 

reflecting their background (e.g., living on a Native American reservation ), learning to adjust to 

cultural differences stemming from individualism vs collectivism, and differences stemming 

from a lack of access to educational resources (Arnett, 2015).    

Self-Efficacy  

 Bandura (1997) believed that self-efficacy, or the belief in one’s capability to overcome 

challenges, was a key component and pervasive in an individuals’ self-advocacy.  He 

characterized self-efficacy as a belief in one’s abilities to control both functioning and 

environmental events .  Bandura’s (1994)  work conceptualized self-efficacy theory  (SET) as a 

standalone theory as well as a segment of social cognitive theory (SCT).  A fundamental 

principle of SCT details individuals mainly attempting to do things they believe they can 

accomplish and avoiding those they will fail to achieve.  People with a high level of self-efficacy 
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set challenging goals and persist in the face of failure.  They have confidence in overcoming 

barriers and sustain beliefs about having control over situations (Bandura, 1994, 1997).  This 

belief process allows individuals to reduce their stress and depression.  Notably, four factors 

influence the perception of self-efficacy: vicarious experiences, verbal persuasion, mastery 

experiences, and somatic and emotional state (Bandura, 1994, 1997).  Self-efficacy is a 

significant component of college persistence and academic success (Robbins et al., 2004).  

Robbins et. al. (2004) found that out of nine predictors (i.e., achievement motivation, academic 

goals, institutional commitment, perceived social support, social involvement, academic self-

efficacy, general self-concept, academic-related skills, and contextual influence), achievement 

motivation and academic self-efficacy were the most significant predictors of GPA in college 

students.  Wright et al. (2013) further illuminated this connection by exploring self-efficacy and 

persistence during the first year of study at a college, which the researchers explained is essential 

since the  first year is a stage of transition.     

Self-Efficacy and College Adjustment.  Adjustment into college is a psychological 

transition (Bland et al., 2012) since individuals begin to move towards more independence 

(Albright & Hurd, 2018; Leary & Derosier, 2012) from old relationships.  Chickering and 

Reisser (1993) further explained the transition as a developmental process in which students 

develop personal values, learn how to interact with others, and gain autonomy.  During the early 

transition (first and the second year), students are exceptionally vulnerable to poor psychological 

well-being due to stressors, anxiety, and depression (Bayram & Bilgel, 2008; Towbes & Cohen, 

1996).  Frequently, individual factors such as cognitive self-efficacy beliefs can influence 

adjustment.  Previous research by Brady-Amoon and Fuertes (2011) showed a positive 

relationship between self-efficacy beliefs, academic performance, and college adjustment in 
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undergraduate college students.  Jeffords et al.  (2018) posited that psychologically flexible 

students are more likely to persevere and graduate college.  The authors explained that 

psychological flexibility is the ability for individuals to change their behaviors in the face of 

barriers in a way that matches their values and allows them to persist (i.e., college adjustment).  

In other words, someone who is psychologically flexible can adjust themselves in a way that 

aligns with them intrinsically when faced with a challenge.  Jeffords et al. (2018) noted that 

psychological flexibility should be considered when evaluating self-efficacy. 

Conversely, psychological inflexibility occurs when individuals resist behaving in ways 

that align with their values due to subjective experiences (e.g., thoughts, feelings, and urges).  

These processes influence individuals’ self-efficacy and highlight the importance of 

psychological adjustment in the face of challenges.  For instance, an individual never applying to 

college despite always wanting to, because of having thoughts about flunking out of college. 

Challenges can take place intrinsically and environmentally, but often the intrinsic factors such 

as self-esteem go unnoticed. 

Self-Esteem 

 Self-esteem can be considered  the value at which an individual appraises their self-worth 

(Blascovich & Tomaka, 1991).  However, there is contention about its conceptualization.  Harter 

(1999) believed that self-esteem comprises different aspects of self-perceived competencies (e.g., 

academia, athleticism, and attractiveness).  From these different aspects, individuals appraise 

themselves in each aspect, with each aspect having different values to the individual.  This action 

creates a sense of strengths and weaknesses, and individuals classify the importance of each 

based on their beliefs, while factors such as social components also influence self-esteem .  Li et 

al. (2014) found that college students experienced less depression and higher self-esteem when 
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their parents and friends highly supported them.  During development, self-esteem declines 

during middle or junior high school but climbs again during high school.  This finding suggests 

that the stage of development may also influence self-esteem (Nordstrom et al., 2014).  Self-

esteem fluctuates and can change day-to-day  (Kernis et al., 2008).   

According to Kernis et al. (2008), some individuals have fragile high self-esteem.  These 

individuals may report high self-esteem but also report that their beliefs vary .  The beliefs 

behind their sense of self-worth may be tenuous and subject to insecurities that they may harbor 

but not report.  The individuals may look to shallow validations of self-worth such as external 

criteria (e.g., sports, being attractive, or academics; Kernis et al., 2008).  An increased focus on 

self-esteem in college students should take place since low self-esteem is correlated to adverse 

outcomes such as alcohol use, which can be a sign of maladaptive coping  (Tomaka et al., 2013). 

Self-Esteem and College Adjustment.  While the vulnerable first and second years of 

adjusting to college (Bayram & Bilgel, 2008; Towbes & Cohen, 1996) require healthy coping, 

self-esteem can complicate this process.  Notably, self-esteem can be both a positive and 

negative attitude towards oneself (Rosenberg, 1965).  During this period, individuals are often 

learning how to adjust and develop new relationships  (Chickering and Reisser, 1993).  Self-

esteem is susceptible to thoughts stemming from both intrinsic and environmental influences, 

such as those drawn from social experiences (Kernis et al., 2008).  In their research on first-year 

undergraduate students (n = 1,118), Lee et al. (2014) found that social support and self-esteem 

had a bidirectional relationship.  This relationship implies that higher self-esteem increased the 

amount of social support and vice versa.  This finding could suggest a reciprocal relationship 

between social adjustment and self-esteem.  Moreover, research by Nordstrom et al. (2014) 

found that self-esteem mediated the relationship between social anxiety and institutional, 
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emotional, and academic adjustment in 271 college undergraduate students.  Thus, the 

researchers inferred that self-esteem plays a significant role in college adjustment. 

Grant-Vallone et al. (2003) offered further validation of the significance of self-esteem to 

adjustment .  The researchers found that college students (n = 118) with more peer support and 

higher self-esteem experienced better social and academic adjustment.  Increased investigations 

into self-esteem as it relates to adjustment may help students as they navigate adjusting to 

college.    

Hispanic Students’ Adjustment, Help-Seeking, Social Support, Self-Efficacy, and Self-

Esteem 

 Like other underrepresented groups, Hispanic students have unique cultural factors that 

can influence and impact their adjustment to school (González & Ting, 2008; Watson, 2016), 

attitudes toward seeking help (Cheng et al., 2018), self-efficacy (Manzano-Sanchez et al ., 2018), 

self-esteem (Rodriguez, 2011; Valentine, 2001), and social support (Albright & Hurd, 2018).  

Hispanic students represent an at-risk group for dropping out of their educational pursuits 

(Acevedo, 2010), making it imperative that support services aimed at bolstering their academic 

self-efficacy, adjustment, self-esteem, social support, and academic help-seeking be developed 

and implemented.  Some cultural factors that can influence their adjustment include language 

issues, generation status, immigration status, and acculturation (González & Ting, 2008).  Due to 

culture affecting students’ adjustment (González & Ting, 2008; Watson, 2016), the cultural trials 

that Hispanic students can face can profoundly affect their academics (Jolley, 2017; Leary & 

DeRosier, 2012).  Among first-year students adjusting to the stressors of a new college 

environment (Chickering & Reisser,1993; Katz & Somers, 2017) that can increase the risk of 

dropping out (Consolvo, 2002; Katz & Somers, 2017; Nordstrom et al., 2014), Hispanic students 
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are less likely to seek mental health support (Davidson et al., 2004; Heppner et al., 1994; 

Kearney et al., 2005).  Furthermore, Hispanic students may be less likely to seek academic 

support since they are less likely to seek overall mental health support due to a negative attitude 

influenced by cultural factors (Cheng et al., 2018).  These factors influence adjustment to college 

and pose serious concerns.  Since Hispanic student enrollment rates are expected to continue 

growing in U.S. institutions (USDE & NCES, 2020), further investigations to fulfill the needs of 

this population are imperative. 

Statement of the Problem 

The enrollment rates for U.S. postsecondary institutions are growing (Hussar & Bailey, 2013; 

USDE & NCES, 2020) and campuses are diversifying (DeSilver, 2013; USDE & NCES, 2020).  

University and college administrators  are striving to advance their understanding of college 

adjustment in an effort  to curb  the dropout rates of first-year students (Nordstrom et al., 2014) 

and Hispanic students in particular (Lee et al., 2011).  Despite previous researchers investigating 

college adjustment (Arnett, 2012; Chickering & Reisser, 1993; Chickering, 1969; O’Donnell et 

al., 2018) and institutional attempts to address the problem, students continue to have issues 

adjusting to and remaining in college (Nordstrom et al., 2014).  In the extant literature, there 

remains an absence of studies in which researchers have examined the relationships between 

academic performance, perceived social support, self-efficacy, college adjustment, self-esteem, 

and academic help-seeking between Hispanic and non-Hispanic first-year college students .  

Such an investigation, especially one that examines cultural differences among these 

relationships, is needed since the knowledge gained from such a study can help direct future 

campus programming efforts to facilitate student success. 
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Purpose of The Study 

 The purpose of the present study is to explore the relationship between adjustment to 

college, academic help-seeking, self-efficacy, academic performance, perceived social support, 

and self-esteem among first-year college students. Furthermore, this study attempts to broaden 

knowledge about these relationships cross-culturally by exploring group differences in Hispanic 

and non-Hispanic first-year students. The need for this study was derived from a review of the 

professional literature and identification of gaps in the existing knowledge base. The constructs 

selected for inclusion in this study were chosen based on their anticipated relationship as 

hypothesized by the author and supported by the existing research .  In previous investigations, 

researchers have shown that college adjustment can significantly affect academic performance 

(Consolvo, 2002; Katz & Somers, 2017; Nordstrom et al., 2014). With academic performance 

being a significant predictor of first-year student retention (DeBerard et al., 2004; Gershenfeld et 

al., 2016; Rogulkin, 2011), especially among students of color (Miranda et al., 2015), a study 

that investigates  factors promoting college adjustment seems warranted.   

The need for this study also stems from the ethical responsibilities of those individuals 

(e.g., college counselors) best positioned to work with students and assist them in meeting their 

academic goals. In the American Counseling Association [ACA] Code of Ethics (ACA, 2014), 

under Section C: Professional Responsibility, counselors are required to advocate to promote 

changes that improve the quality of life for groups.  Furthermore, the first of five professional 

values held by the ACA is the belief in enhancing human development (ACA, 2014).  Collegiate 

success can have a long-lasting impact (Byrd & McKenney, 2012; Kessler et al., 1995; Melnyk 

et al., 2015; NIMH, 2005) on an individual’s future.  Thus, an additional purpose of this study is 

to contribute empirical evidence that can promote the development of programming or training 
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specifically designed to help first-year college students succeed and have an overall positive 

collegiate  experience.  

Research Questions 

Based on the literature reviewed, and the constructs identified as being potentially salient 

factors related to students’ college adjustment, the following research questions were established 

for the current study:            

1. Are there differences between Hispanic and non-Hispanic first-year college 

     students’ levels of self-efficacy, perceived family support, academic  

performance, academic help-seeking, self-esteem, and college adjustment? 

2. Do academic performance, perceived family support, self-efficacy, self-esteem,   

           and academic help-seeking predict a significant percentage of the variance in   

           college adjustment among first-year college students? 

3. Is there a difference in model fit between Hispanic and non-Hispanic first- 

year college students for the predictive model regressing college adjustment and 

perceived family support, self-efficacy, self-esteem, academic help-seeking, and 

academic performance ? 

Significance of the Study 

This cross-sectional study has important implications for counselors, higher education 

professionals, parents, and college or university students for numerous reasons.  Notably, the 

transition to college can be a significantly stressful period  for many first-year students (Hersh, 

2011).  Previous research has noted that challenges in adjusting to college can raise the risk of 

dropping out (Consolvo, 2002; Katz & Somers, 2017; Nordstrom et al., 2014).  Additionally, 

researchers have found that self-esteem (Nordstrom et al., 2014), self-efficacy (Brady-Amoon & 
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Fuertes, 2011), and social support (Albright & Hurd, 2018) may bolster college adjustment. 

However, retention remains an issue (Nordstrom et al., 2014).  Unfortunately, there is a dearth of 

research regarding academic help-seeking (Ersig-Marcus, 2014) and very little research has 

evaluated the relationship between academic help-seeking and adjustment.  Underpinning this 

issue is a lack of information regarding the investigated variables (e.g., college adjustment, self-

efficacy, self-esteem, perceived support, academic help-seeking, and academic performance) and 

differences between Hispanic and non-Hispanic first-year college students.  With a growing 

college and university enrollment rate (USDE & NCES, 2020) and noted retention issues among 

both first-year students (Nordstrom et al., 2014) and Hispanic students (Lee et al., 2011) in 

particular, concerns regarding the care and success of college students are important to address.   

This study will provide a point of reference for students, parents, and those working within 

higher education institutions who serve the college community and Hispanic students. 

Definition of Terms 

 Academic help-seeking is defined as engaging in behaviors that promote understanding 

and academic performance in the classroom when experiencing challenges (Wimer & 

Levant, 2011). 

 College adjustment, as defined by Baker and Siryk (1984), is a multidimensional 

process consisting of four categories: academic adjustment, social adjustment, personal-

emotional adjustment, and institutional attachment.  

 First-year student refers to first-time (i.e., first time studying at a postsecondary 

institution) full-time students. 

 Help-seeking is defined as “an achievement behavior involving the search for and 

employment of a strategy to obtain success” (Ames & Lau, 1982, p. 414). 
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 Self-efficacy is defined as the belief in one’s ability to perform academic goals or solve 

academic issues (Bandura, 1997; Wigfield, 1994).  

 Hispanic or Latino is defined as a “person of Mexican, Puerto Rican, Cuban, Central or 

South American, or other Spanish culture or origin, regardless of race” (USCB, 2017). 

 Self-esteem is defined as “the extent to which one prizes, values, approves, or likes 

oneself” (Blascovich & Tomaka, 1991, p. 115) 

Chapter Summary 

 This chapter  introduced the research topic  and related background information.  Then, 

the constructs of college adjustment, academic help-seeking, self-esteem, perceived social 

support, and self-efficacy were introduced, and the rationale for their inclusion in this study was 

explained. Finally, the problem of the study, the purpose of the study, research questions, 

significance of the study, and definitions were outlined. 
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CHAPTER II: REVIEW OF THE LITERATURE 

College Student Enrollment 

Projected Enrollment Trends  

 The latest results suggest that approximately 16.6 million undergraduate students 

attended universities in the U.S. in 2018 ( USDE & NCES, 2020).  Although enrollment in post-

secondary institutions in the U.S. dipped by 1.9% in Spring 2015 (NSCRC, 2015), these 

enrollment rates are projected to rise (USDE & NCES, 2020). While this increased enrollment in 

post-secondary institutions includes both men and women (Hussar & Bailey, 2013; USDE & 

NCES, 2020), women are expected to have the largest increase in enrollment  (NSCRC, 2015; 

USDE & NCES, 2020).  From 2011 to 2022, women and men are expected to increase 

enrollment by 18 and 9%, respectively (Hussar & Bailey, 2013), which indicates that women 

fuel much of the enrollment growth.   As part of the predicted increase in college students, 

Hussar and Bailey (2013) projected that first-year student enrollment in the fall semester will 

increase by 16% from 2011 to 2022. 

Enrollment of Students of Color.  The enrollment of students of color in post-secondary 

institutions is projected to increase among all ethnic groups except Native Americans (Hussar & 

Bailey, 2013).  From 2010 to 2018, enrollment in universities and colleges by Hispanic and 

Asian students rose from 2.6 million to 3.4 million and 1 million to 1.1 million, respectively; 

however, Black student enrollment declined from 2.7 million to 2.1 million (USDE & NCES, 

2020).  The growing diversity of the U.S. population highlights the changing and diverse student 

population expected in the future (Hussar & Bailey, 2013; USDE & NCES, 2020).  Hispanics 

remain a primary force in the rising rates of underrepresented student enrollment in U.S. 

institutions, which drives the need to learn more about this group generally and as students. 
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Hispanic Student Enrollment.  In 2014, there were approximately 2.3 million Hispanic 

college students in the U.S.  In 2012, Hispanic high school graduates (49%) outpaced their White 

peers (47%) in college enrollment (DeSilver, 2013).  From 2000 to 2018, Hispanic enrollment in 

colleges increased by 148%, with 2018 seeing the largest increase.  Hispanic enrollment is 

projected to continue increasing into 2029 (USDE & NCES, 2020).  Hispanics are the largest 

underrepresented group at 4-year colleges, and their enrollment is expected to continue growing.  

This growth is possible due to rising eligibility among Hispanics since more are obtaining high 

school diplomas (Fry & Lopez, 2012).   

However, in terms of completion of a 4-year degree, White students still outpace 

Hispanic students (Krogstad & Fry, 2014).  This may be due to barriers, which prevent full-time 

enrollment into college (Krogstad, 2016b).  Martinez (2018) identified barriers such as poverty, 

lack of resources, lack of preparation, and a sense of not belonging as barriers for Hispanic 

students going through high school and college. While women are generally outpacing men in 

college enrollment (NSCRC, 2015), this is also occurring among Hispanic and Black students in 

the U.S.  While a record  number of women enrolled in college after high school (71%) in 2012, 

men did not see any growth (61%).  Some attribute the growth in Hispanic women enrolling in 

colleges to lower labor market barriers for women and the lower number of male enrollments to 

possible behavioral problems during their high school years, which prevents them from 

completing secondary education (Lopez & Gonzalez-Barrera, 2014).  Although an increasing 

number of Hispanic students are enrolling in universities and colleges, their completion rates 

remain low (Krogstad & Fry, 2014), which is an issue that may only continue to grow.  This 

matter warrants further investigation since Hispanic students continue to account for a large 
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portion of the student body at U.S. colleges and universities. However, the topic of who is 

considered a Hispanic complicates the matter. 

College Student Retention 

Challenges to Current Retention Efforts.  College graduation and retention rates are 

progressively used as a competitive measure in policy discussions  when deciding on funding for 

higher education institutions (Skoglund et al., 2018).  Xu and Webber (2018) noted that while 

there has been a concentrated effort in investigating college student retention, little change has 

been observed in baccalaureate degree completions (56 % completion rate; NCES, 2014).  In 

particular, first-year college students have not been immune to dropping out.  The NSCRC 

(2019) indicated that of the 3.5 million first-year college students who enrolled in colleges for 

the first time in the fall of 2017, only 2.6 million (74%) enrolled again in the fall of 2018.  While 

several challenges are linked to studying retention in colleges and universities, Mooring (2016) 

noted that no single intervention can be used to address retention issues in post-secondary 

institutions.    

Tinto (1975) noted that pre-college experiences, such as those experienced in high school 

encouraging preparedness for college, can deeply impact a student’s persistence to remain in 

college.  However, not all students are exposed to pre-college experiences that prepare them for 

success in post-secondary institutions.  For instance, McFadden (2016) suggested that first-

generation students going into community college may have issues with college retention due to 

them being less likely to pursue college preparatory courses in high school.  Furthermore, some 

first-generation students may not have knowledgeable support at home to prepare them (Holt, 

2014b).  In summary, addressing student dropout with the diversity of experiences students have 

regarding college preparation remains a challenge for institutions .   
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Other challenges include making a structured and well-planned path toward degree 

completion.  Some researchers suggest that students can feel aimless in the pursuit of taking 

college classes.  By providing a clear roadmap toward a degree (e.g., by not allowing students to 

be undeclared majors), students can develop a focus  (Leonhardt & Chinoy, 2019) that may 

motivate them toward a targeted goal. 

Lastly, colleges struggle to create connectedness between students and their campuses.  

During adjustment to college, it is important to promote interconnectedness between college 

students and their new environment and peers (Leonhardt & Chinoy, 2019; Tinto, 1993).  While 

investigating dropout and student retention is complex, the complexity only increases upon 

considering a diverse student population.  Different groups of students may have different needs 

that must be addressed.  Martinez (2018) noted that underrepresented students may feel a sense 

of culture shock upon entering a college environment.  Additionally, Hispanic students make up 

a large proportion of first-generation college students, which adds to the complicated nature of 

fostering interconnectedness in students.  Martinez (2018) also noted that underrepresented 

students may experience a higher probability of a negative climate and perception of college due 

to racial tension, which can contribute to feelings of not belonging.  Some researchers have 

suggested the promotion of ethnic mentors to foster multicultural understanding at colleges 

(Leonhardt & Chinoy, 2019; Martinez, 2018).  Moreover, Martinez (2018) suggested that 

colleges utilize family engagement programs to promote feelings of belongingness.  Santiago 

and Cuozzo (2018) highlighted initiatives including the University of North Texas’s Spanish-

language orientation and Arizona State University’s Hispanic Mother-Daughter program as 

promoting a sense of family investment and belongingness. 
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Retention of Underrepresented Students.  Xu and Webber (2018) noted that one of the 

challenges of addressing retention in underrepresented students is the misuse of research 

findings.  These researchers highlighted the problem of institutions accepting retention study 

findings on retention issues that reflect White students and applying them to underrepresented 

students with the assumption that the findings will be applicable.  Additionally, Xu and Webber 

(2018) highlighted that institutions may apply retention theories reflective of White college 

students onto underrepresented students, which also poses a problem in understanding why 

underrepresented students drop out .  These authors also noted that more research needs to be 

carried out that reflects underrepresented students.  By having research findings that specifically 

reflect underrepresented groups, post-secondary institutions may be more successful in managing 

the retention of underrepresented students.  Additionally, underrepresented students tend to have 

added challenges in pursuing a post-secondary education and caveats to consider when 

evaluating their retention.  Mooring (2016) highlighted that underrepresented students may have 

difficulty managing personal and academic stressors and/or may be poorly prepared for obtaining 

a post-secondary education.  Another issue highlighted by Mooring (2016) is that  

underrepresented students may feel estranged from their colleges and universities due to a lack of 

peers or mentors that share their ethnicity/culture (Leonhardt & Chinoy, 2019).  Again, retaining 

students—and especially underrepresented students—is complicated since there may not be a 

single answer  that resolves this issue (Mooring, 2016). 

 Issues still plague those attempting to address the needs of Hispanic first-year college 

students as they attempt to understand dropout and retention.  With this in mind, the next section 

will discuss theories that form the foundation for conceptualizing existing retention issues among 
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Hispanic first-year students.  A firm understanding of this context  allows for an informed 

assessment and the possibility for successful action. 

Theoretical Framework 

 This chapter will define the theoretical basis of the present study.  This section features 

Tinto’s model of institutional departure  (1993) (see Figure 1), help-seeking theory (Liang et al., 

2005) (see Figure 2), and Chickering’s (1969) student development theory.  Together, these 

theories provide a conceptualization of help-seeking, adjustment, student development, and 

student retention in Hispanic and non-Hispanic first-year college students. 

Tinto’s Model of Institutional Departure  

The theory guiding the study is Tinto’s (1993) model of institutional departure.  Tinto’s 

theory began taking form in 1975.  Tinto identified three considerations ascribed to his model.  

First, the model is based upon students attending a college or university institution.  Second, the 

model is framed around the processes that occur in a student voluntarily leaving an institution.  

Last, the model is interactional and occurs over a period of time.  Tinto (1993) also explained 

that the theory attempts to address the interaction between the individual (e.g., goals) and 

environmental (e.g., integration) variables impacting departure; for example, a Hispanic first-

year student attending college with the hopes of becoming a biologist (individual variable) but 

dropping out due to feeling a lack of belonging (environmental integration).  The author 

identifies how the factors of isolation, adjustment, incongruence, difficulty, learning, finances, 

and external commitments can impact the type of departure experienced .  Another example 

could involve a student choosing to drop out of college (a goal) due to family pressures (external 

commitment) that require the student to help provide for their family .  Tinto (1975, 1993) 

believed that these variables could impact students differently and on an individual basis.  Some 
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of the variables could have a stronger impact on one student than on others depending on their 

environment, past experiences, family, and other factors.   

Tinto (1975, 1993) suggested that student departure (e.g., dropout) from a university 

occurs as a longitudinal process in which commitments and intentions undergo continual changes 

upon exposure to external environmental factors (e.g., campus culture) and personal/individual 

attributes (e.g., intellectual and social capabilities ).  Positive interactions with these factors 

promote integration with an institution, thereby influencing students to maintain their 

commitments and goals (e.g., staying in school).  Lower integration in the intellectual (e.g., not 

attending class) and social communities (e.g., being isolated) of an institution can foster student 

departure from a university or college (Tinto, 1993).  Tinto (1975, 1993) suggested addressing 

dropout by improving the academic and social integration of students transitioning into college.  

Ultimately, students can maintain their commitment toward completing their degrees by 

minimizing external commitments.  

Since this model has a framework grounded in the notion of external (e.g., family 

expectations) and internal influences (e.g., goals) while considering family culture and 

belongingness to a campus, it helps to conceptualize the plight experienced by Hispanic first-

year students.  Moreover, Tinto’s (1993) model emphasizes the individual differences that 

impact student departure.  The author’s ideas on college departure being a process are beneficial 

for holistically viewing Hispanic first-year college students. 
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Figure 1 

A Longitudinal Model of Institutional Departure 

 

 

Note. A conceptualization of student departure. Reprinted from Leaving College: Rethinking the 

Causes and Cures of Student Attrition (p. 114), by V. Tinto, 1993. Copyright 1993 by the 

University of Chicago Press.  Reprinted with permission.  

Help-Seeking Theory 

 Liang et al. (2005) designed a framework to explain the process behind help-seeking in 

intimate partner violence (IPV).  Despite the framework originally being conceptualized for 

partner violence, it is applied in the current research to conceptualize academic help-seeking.  

Liang et al. (2005) derived their framework after evaluating the help-seeking literature and found 

that help-seeking research models concentrated on help-seeking being a cognitive process.  This 
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cognitive process can be broken down into three stages: identifying and defining a problem, 

deciding to seek help or not, and deciding on whom to seek support from .  Notably, the stages of 

help-seeking are not fixed and linear. 

Figure 2 

A Model of Help-Seeking and Change 

 

Note. A conceptualization of help-seeking is shown.  Reprinted from “A Theoretical Framework 

for Understanding Help-Seeking Processes Among Survivors of Intimate Partner Violence,” by 

B. Liang, L. Goodman, P. Tummala-Narra, and S. Weintraub, 2005, American Journal of 

Community Psychology, 36, p. 73. Copyright 2005 by John Wiley and Sons. Reprinted with 

permission. 

As described by Liang et al. (2005),  the help-seeking process is dialectical, and the 

stages influence each other in a feedback loop.  For example, in the context of academic help-

seeking, a student who decides to seek help from a professor and benefits from doing so may 

continue seeking help in the future.  Therefore, a student’s decision to seek formal support from 

a professor (stage 3) may impact their identification of his or her problem and future decisions to 
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seek help (stage 2).  The authors explained that support can be provided through formal and 

informal sources.  In the context of academic help-seeking, an informal source could be peers 

and a formal source could include a college tutor in a university tutoring program (Wilson et al., 

2011).  The foundation of the theory ties emotions to the intent to carry out an action.  

Researchers have postulated that emotions (Brandstadter, 1998) and attitudes toward seeking 

help (Karabenick, 2003; Newman, 1998) can mediate the relationship between cognition and the 

intent to act (Brandstadter, 1998).  An example of this could involve a student experiencing 

stigma in asking for help in class due to fear that his classmates may consider him unintellectual.  

The authors also explained the impact of stigma and the importance that other factors can have 

on the help-seeking process  (Liang et al., 2005).  These theorists suggested that life experiences, 

which can be impacted by familial, individual, economic, political, and cultural influences, can 

shape an individual’s emotions and cognitions.  Emotions and cognitions can then thereby 

influence the help-seeking processes. 

 In the first stage within the theory, individuals work toward defining and recognizing the 

problem they are experiencing.  According to Rickwood et al. (2005), individuals not only 

become aware of a problem but identify symptoms during problem definition.  Defining a 

problem is particularly important since responses toward a issue can be dependent on the 

definition  of a problem (Fox et al., 2001; Tsogia et al., 2001; Liang et al., 2005).  In this stage, 

recognizing a problem and defining it is heavily influenced by individual, interpersonal, and 

sociocultural influences (Liang et al., 2005).  An example of how interpersonal influences can 

impact the definition and recognition of a problem can include a student seeing failing grades as 

a sign of stress, while a peer views the same issue as a lack of motivation .  Thus, a peer may 

offer support based on the assumption that the help-seeker is unmotivated, which could redirect 
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the help-seeker’s belief in needing support in reducing their academic stress.  Liang et al. (2005) 

explained that an individual may also influence their problem identification, definition, and help-

seeking based on their readiness to pursue change.  Sociocultural influences such as gender, 

class, and culture can influence an individual’s cognitive help-seeking processes.  For example, 

Ersig-Marcus (2014) theorized that less accultured Hispanic students may be less likely to ask 

for help in a classroom when needed.  It was suggested that this may be partly due to differential 

cultural beliefs (e.g., individualism) in the U.S.  In other words, less accultured Hispanic students 

may not see the need for assistance independent from the class. 

  The second stage is when individuals decide to seek help.  This stage is based on the 

problem definition, the situation and external circumstances, and the individual’s appraisal of the 

situation  (Liang et al., 2005).  Before individuals decide  to seek help, it is suggested that they 

will internally: (1) recognize a problem and (2) realize that they need help to have the best 

chance of resolving the problem (Cauce et al., 2002; Liang et al., 2005).  Interpersonal, social, 

and cultural factors can also influence whether or not individuals seek out help.  A sociocultural 

example could include Hispanic students asking fewer questions than their peers in a classroom 

due to stigma against asking for assistance.  Fripp and Carlson (2017) theorized that Hispanics 

were less likely to seek out mental health support, which is partly due to cultural influences and 

stigma against seeking help.  Interpersonal and sociocultural factors such as past experiences 

(Liang et al., 2005; Owen et al., 2014) influence an individual’s decision to seek help.  Thus, 

drawing from the inferences of past research (Liang et al., 2005; Owen et al., 2014), a student 

who experiences prejudice while obtaining academic help may be less likely to seek academic 

help in the future.  
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The final stage in the theory  requires individuals to decide from whom they will receive 

help.  Notably, selecting help can have its own complications.  Liang et al. (2005) characterized 

the process of deciding to seek help as “seldomly linear” and comprising “interactive cognitive 

and affective processes” (p. 79).  As with the other stages, interpersonal, individual, and 

sociocultural factors also influence whom individuals seek help from.  For example, poor access 

to support can have sociocultural, interpersonal, and individual undertones.  While investigating 

Hispanic mental health utilization, it was found that the lack of Spanish-speaking clinician 

availability could significantly impact help-seeking (Snowden & McClellan, 2013; Unger et al., 

2013).  Additionally, an individual may appraise their problems as personal issues requiring 

different types of support (e.g., from a friend or religious leader).  Moreover, Liang et al. (2005) 

identified a cost-effect consideration in deciding whom to seek help from.  That is, an individual 

will evaluate whether the cost of treatment outweighs the possibility of privacy loss and stigma.  

Lastly, Liang et al. (2005) noted that the availability and quality of support from family and 

friends can impact an individuals’ decision to seek formal help.  Indeed, research by Wilson et 

al. (2011) also suggested that informal help can deter individuals from formal academic help-

seeking .   

   Liang et al.’s (2005) model emphasizes the feedback loop between stages.  The authors 

highlighted that interpersonal, individual, and sociocultural factors influence one another within 

the model.  Although the model is based on IPV, it offers a scaffold to better understand the 

academic help-seeking processes.  This model is useful in identifying the individual, 

interpersonal, and sociocultural factors that impact a student’s academic help-seeking. 
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Student Development 

 Student development is a significant topic of discussion among educators.  Historically, 

the fundamentals of understanding student development (e.g., how the process works) have been 

contested.  Sanford (1967) explained student development as a positive growth process by which 

an individual continually grows in their ability to respond to different experiences and 

influences.  Knowledge of student development provides the information necessary to address 

the needs of students, develop supportive services, and promote progression in students.  Student 

development encompasses intellectual growth, affective changes, and behavioral changes during 

college enrollment.  Due to students experiencing development in college, partnerships between 

faculty and college administration are encouraged to enhance student growth  (Evans et al., 

2009).  

 Arthur Chickering (1969) developed a theory on the development of college students and 

the role of the educational process.  Chickering (1969) described seven vectors of development, 

which were coined as vectors due to the process of development not necessarily being linear.   

According to the theory, the development of individuals could be expressed in numerous ways, 

including as a spiral.  Vectors were thought of as highways that students progress through at 

varying rates.  Students may deal with multiple vectors simultaneously, some vectors may cross, 

vectors may interact with each other, and students may reexamine issues they had previously 

resolved while going through vectors.  Notably, vectors are not steps or stages and are not 

intended to be rigid. Vectors can build on one another, which adds to their sophistication, 

stability, and connectedness.  Chickering’s (1969) theory considers interpersonal, emotional, 

intellectual, and ethical development in students as they experience college.  Chickering and 

Reisser (1993) later revised the original theory (Chickering, 1969) using a thorough psychosocial 
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explanation of the development of students.  Chickering and Reisser’s (1993) revised theory 

includes the following vectors: (1) developing competence, (2) managing emotions, (3) 

developing autonomy, (4) establishing identity, (5) freeing interpersonal relationships, (6) 

developing purpose, and (7) establishing integrity. 

 Chickering and Reisser (1993) conceptualized the development of competence as a three-

pronged pitchfork.  The prongs represent intellectual competence, physical and manual skills, 

and interpersonal competence.  To enable the pitchfork to be utilized, the handle represents the 

competence to accomplish goals and the confidence to cope.  Intellectual competence relates to 

skills in the areas of critical thinking and reasoning ability (Chickering & Reisser, 1993; Evans et 

al., 2009).  Additionally, it relates to the ability to obtain knowledge and skills in an area of 

interest; for example, a student can reflect on the consequences of ignoring assignments 

(academics) due to a lack of knowledge (self-efficacy beliefs) and thus decide to seek help from 

an academic tutor (help-seeking).   Physical competence is acquired through recreational 

activities and physical activities as well as an attention to wellness and artistic physical activities 

(Evans et al., 2009).  Lastly, interpersonal competence involves the ability to use communication 

skills, leadership, and the ability to effectively work with others. 

Chickering (1969) and Chickering and Reisser (1993) believed that students learn to 

manage their emotions. In this vector, students learn how to recognize, accept, express, and 

control their emotions.   During personal development , students learn how to responsibly 

express their feelings in action.  An example of this could involve a student having issues 

adjusting to a new college and deciding to seek out counseling services at their college (help-

seeking) rather than isolating (not having support). Chickering’s (1969) early work focused on 

sex and aggression when conceptualizing this vector. However, his views changed to include a 
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more comprehensive spectrum of emotions, such as anxiety, anger, depression, shame, guilt, 

inspiration, optimism, and caring (Chickering & Reisser , 1993; Evans et al., 2009). 

 Chickering and Reisser (1993) stated that students undergo a vector of moving through 

autonomy and independence, which provides them with emotional independence.  This means 

that students no longer need continual reassurance, affection, or approval from others.  Students 

also achieve independence through self-direction, problem-solving ability, and mobility.  In this 

vector, students become aware of the importance of interconnectedness or interdependence; for 

example, a Hispanic first-year college student moving away from their family (support) and 

deciding to join (help-seeking) a college organization to obtain new support and help adjust.  

Another example of this could involve a first-year student working through their adjustment 

issues and obtaining autonomy (self-esteem and self-efficacy beliefs).  Chickering and Reisser 

(1993) renamed this vector from Developing Autonomy to Moving Through Autonomy Toward 

Interdependence to encompass their revised emphasis on interdependence and 

interconnectedness. 

 The next vector discussed in Chickering and Reisser’s (1993) theory emphasizes 

relationships and the impact they have on development.  Several tasks are present in this vector.  

First, students diversify themselves by having intercultural and interpersonal experiences.  Also,  

students grow the ability to tolerate intercultural and interpersonal relationships and differences.  

The development of intimate relationships with romantic partners and close friends grows within 

this vector.  The focus of this vector is the acceptance of those who are different, acceptance of 

people’s true selves, and the appreciation of commonalities (Reisser, 1995).  An example could 

include a student making friends (support) from a wide spectrum of cultures  while transitioning 

into a college environment (adjustment). 
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 The fourth vector in Chickering’s (1969) theory of student development is “establishing 

identity”.  In Chickering and Reisser’s (1993) revisions, the theory considered ethnic diversity, 

gender, and sexual orientation in the development of identity.  These factors play a significant 

role in the conceptualization of self.  Evans et al. (2009) described this vector as promoting self-

acceptance and having a clear self-concept.  Additionally, students will develop comfort in the 

following areas:  body and appearance, gender and sexual orientation, and cultural heritage; 

sense of self-concept, roles, and lifestyle; comfort with their self-concept despite feedback from 

significant others; self-esteem and self-acceptance; and personal stability and integration 

(Chickering & Reisser, 1993; Evans et al., 2009).  While the previous vector focused on 

interpersonal relationships, this vector centers on the self and growing individual acceptance.  An 

example of this could include a student becoming comfortable with themselves (self-esteem), 

their abilities (self-efficacy), and their culture (family support) while attending college. 

 In the fifth vector, students establish a sense of purpose.  Students do this by developing 

vocational goals, making commitments to significant individual interests or activities,  

and establishing interpersonal commitments.  The result may involve maintaining focus on their 

decisions despite the existence of opposition.  Chickering and Reisser (1993) referred to a 

vocation as something that can be either paid or unpaid within a specified career path.  More 

specifically, a vocation can be considered an individual’s life calling.  Other variables (e.g., 

lifestyle and family)  can influence the development of establishing a purpose.  Goals and 

decisions are usually made to help progress and develop a purpose.  For example, a college 

student decides to become a teacher after discussing it with their parents or mentors (support). 

 According to Chickering and Reisser (1993), students also undergo the development of 

integrity.  This vector includes three stages that overlap with each other.  The three stages to 
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consider are humanizing values, developing congruence, and personalizing values.  Initially, 

students subscribe to moralistic and rigid ideals; however, over time, they progress and develop a 

more humanistic value system.  As part of the process, students begin to weigh the values of 

others against their own .  Developing students consciously create a personal value system and 

recognize the value systems of others. As they progress, students may begin to appreciate and 

respect the values of others; for instance, a college student learning to accept different 

viewpoints in political science class (adjustment).  In this vector, students begin to act in ways 

that are parallel with their value systems.  In this manner, self-interest is weighed against social 

interests and then acted upon. 

 Chickering and Reisser (1993) believed that learning environments play an important role 

in the development of students.  The two researchers theorized seven factors (or key influences) 

that exert a powerful influence on students as they progress.  These key influences include 

institutional objectives, institution size, student-faculty relationships, curriculum, teaching, 

friendships and student communities, and student development programs and services.  Along 

with the creation of key influences, Chickering and Reisser (1993) promoted the idea of three 

admonitions : the integration of work and learning, recognition and respect for individual 

differences, and acknowledgment of the cyclical nature of learning and development.  In this 

context, discomfort and challenges are not necessarily thought of as negative; instead, they 

represent possible signs of growth.  The process of learning—encapsulated in the 

acknowledgment of the cyclical nature of learning and development—is considered a state of 

equilibrium and disequilibrium, while challenges and new experiences are viewed as 

opportunities for growth (Chickering & Reisser, 1993; Evans et al., 2009).  As part of their 

development, students will utilize skills from their past experiences and develop new ones that 
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will help to form their resilience .  An example of this vector could include a college student 

using skills learned from his family (family support) on healthy eating to reduce their stress in 

acclimating to a college environment (adjustment), thereby boosting their self-image (self-

esteem and self-efficacy). 

    Tinto’s (1993) theory on student departure, Liang et al.’s (2005) theory on help-

seeking, and Chickering and Reisser’s (1993) theory on student development have established a 

foundry for understanding the links between college adjustment, academic performance, 

academic help-seeking, family support, self-esteem, and self-efficacy.  The component that 

Tinto’s (1993) theory provides is a conceptualization of how student dropout occurs and possible 

explanations for it.  Liang et al.’s (2005) theory provides an understanding as to what may be 

preventing Hispanic first-year college students from seeking help and addressing the issues 

pushing them toward dropping out .  Lastly, Chickering and Reisser’s (1993) theory on student 

development illustrates the types of changes first-year college students may face as they navigate 

another stage of life.  Notably, each theory represents a puzzle piece that allows the full picture 

to be observed .  

Literature Review Strategy 

 The research was undertaken by reviewing peer-reviewed journal articles in academic 

databases, evaluating texts from a university library, and using government and established 

organization group websites online.  The research was considered for its significance, reliability, 

validity, and relevance to present context  (published within 5 years, when possible).  Also, the 

information suggested by committee members and professionals in the education field was 

evaluated for pertinence and included in the study.  Search terms included: adaptation , 

transition, college adjustment, academic help-seeking, help-seeking, support, family support, 
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self-esteem, self-report, academic performance, GPA, Hispanic, Latino, Latinx, dropout, and 

first-year students.  Search terms were determined by evaluating the relevant literature.  Notably, 

many of the search terms were used interchangeably.  The included search terms (e.g., Latino, 

Hispanic, etc.) were utilized to provide a broader and more detailed search  for relevant 

information.  The following databases were utilized: Academic Search Complete, Elton B. 

Stephens Co. (EBSCO), the Texas A&M  University-Corpus Christi Institutional Repository, and 

ProQuest.  These databases were chosen due to their wealth of relevant literature.   

Review of Constructs 

College Adjustment  

 Conceptually , student adjustment is multifaceted and has multiple dimensions.  

Adjustment can be divided  into four domains: academic adjustment, social adjustment, personal-

emotional adjustment, and institutional adjustment (Baker & Siryk, 1984; Credé & Niehorster, 

2012; Watson, 2016).  Due to the adjustment of college being multidimensional, Baker and Siryk 

(1984) believed that overall adjustment to a university or college could be determined by 

considering these four domains.  Academic adjustment is characterized by the degree to which a 

student has adapted to the demands of their academia as mirrored in their attitude toward the 

courses they are studying, their engagement in learning, their adequacy toward studying, and 

their efforts in academia .  Social adjustment is explained as the degree to which students 

integrate with a campus through activities and meeting new people.  Personal-emotional 

adjustment refers to the degree to which a student experiences stress, anxiety, and/or physical 

reactions (e.g., the inability to sleep) while exposed to the demands of a college environment.  

Lastly, institutional adjustment is the degree to which a student identifies and is emotionally 

attached to a university or college community (Baker & Siryk, 1984; Watson, 2016).  Together, 
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these factors culminate to provide an overall look at how a student has adjusted to a university or 

college. 

  It is believed that all students will experience some sort of adjustment during their 

enrollment in a college or university (Credé & Niehorster, 2012).  However, adjustment does not 

affect all students in the same manner since some may be better prepared than others .  Notably, 

some students will have obtained resilience methods from previous obstacles they experienced 

(Jolley, 2017).  Tirpak and Scholosser (2015) postulated that many students lack preparation for 

adjusting to college, which increases the likelihood of mental health issues and poor academic 

performance.  Moreover, students who adjust poorly during their first year are at risk of dropping 

out (Nordstrom et al., 2014).  While poor adjustment can be detrimental to a student’s mental 

health (Jolley, 2017; Tirpak & Scholosser, 2015), the stigma associated with being in a new 

environment can affect a student’s willingness and attitude toward seeking help (Fischer & 

Turner, 1970).  Due to the complexity of college adjustment, culture must also be considered 

because it can impact students adjusting to college in different ways  (González & Ting, 2008; 

Watson, 2016). 

  College adjustment among Hispanic students.  Dropout among Hispanic college 

students has gained the attention of educators and various career fields (De Brey et al., 2019; 

Krogstad, 2016b). For example, educators in the medical field have expressed concerns about the 

lack of diversity among medical professionals, which impacts the efficacy of care provided to the 

diverse U.S. population (Healey, 2013). Notably, this is a serious concern for the U.S.  While 

there is no single “magic bullet” to remedy the retention issues observed at post-secondary 

institutions (Mooring, 2016), authors have highlighted some considerations that may improve 

college adjustment.  There are unique cultural factors relating to the adjustment of Hispanic 
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students at colleges and universities (González & Ting, 2008; Fischer & Turner, 1970; Watson, 

2016).  For example, Olivares et al. (2015) suggested mentoring to promote academic success 

despite the influence of various negative factors (e.g., lack of connection with a college, lack of 

resources, etc.).  These authors emphasized the importance and lack of ethnically similar role 

models for Hispanic students as they adjust to college.  This lack of support can negatively 

impact students and their adjustment.  An investigation of academic resilience conducted by 

Benites (2015) found that 5 out of 12 interviewed undergraduate Hispanic students felt 

unsupported.  Benites (2015) felt that support was a significant factor in academic resilience 

among Hispanic students.  By fostering individuals’ learning through developing talents and 

competencies, they can be protected against environmental issues (Wang et al., 1994) such as 

adjusting to college.  For Hispanic students in particular, adjusting to new environments can be 

an issue with academic consequences (Benites, 2015; Perez et al., 2009).   

 Researchers suggest that cultural differences can act as obstacles to college adjustment.  

For example, Hispanic students with a collectivist mindset may struggle with the individualistic 

culture within the U.S. education system. Collectivism has the potential to deter help-seeking due 

to a reluctance to consider one’s own needs (Jian-Bin et al., 2018).  For example, Ersig-Marcus 

(2014) suggested that individualism, such as speaking out in class when confused, in American 

college classrooms may be novel to unaccultured Hispanic students.  Therefore, Hispanic 

students with little exposure to an individualistic classroom may ask fewer questions out of fear 

of holding back the class.  With its collectivist worldview, Hispanic culture is focused on the 

perceptions and thoughts of others (Jian-Bin et al., 2018; Triandis, 2001, 1998, 1995).  A 

collectivist worldview complicates the issue of help-seeking since help-seeking is influenced by 

how others may perceive the act (Nadler, 1991).  Hispanic students coming from a collectivist 
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culture may be reluctant to seek help in class due to a fear of being viewed as less competent and 

a desire to preserve relationships.  Another aspect to consider is that Hispanic college students 

may be impacted by their familismo-collectivist culture since it often ingrains Hispanics to be 

dependent on their families (Arevalo et al., 2016).  In college, this may cause a reluctance to seek 

help outside of family members or the community (Schwatken, 2011).  Schwatken (2011) 

suggested that Hispanics may be more willing to seek psychological help from those perceived 

as part of their collectivist culture rather than professionals they consider outsiders.  

Furthermore, Schwatken (2011) postulated that by disclosing information to an “outsider” for 

help, Hispanic students could feel that they are being disrespectful if the matter involves their 

family.  For example, if the academics of a Hispanic college student are impacted by the stress of 

paying tuition due to family financial issues, the student may be unlikely to disclose academic 

hardship.  These cultural differences can impede Hispanic students from seeking help and hinder 

their overall adjustment. 

 Underrepresented groups such as Hispanics may also be subject to various levels of 

preparation.  Researchers have noted that underrepresented groups experience challenges in 

preparing to enter post-secondary institutions due to factors such as poverty and being first-

generation college students (Mooring, 2016; Watson, 2016).  Spending more time with parents 

who are knowledgeable about attending college may offer additional preparation for soon-to-be 

college students by making them more open to asking questions (Holt, 2014b). However, 

Hispanic students who are first-generation college attendees may not have such advantages.  

Watson (2016) found that generational status is an area of particular concern for Hispanic 

students since first-generation students indicated lower levels of adjustment to community 
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college.  Student adjustment has various caveats to consider, which become increasingly 

complicated when considering a student’s introduction into a college setting.    

Academic Help-Seeking 

 Academic help-seeking is a newly recognized strategy aimed at overcoming academic 

challenges (Newman & Schwager, 1992).  Academic help-seeking can be defined as engaging in 

behaviors that promote understanding and academic performance in the classroom when 

experiencing challenges (Wimer & Levant, 2011).  Although there is no single agreed-upon 

definition of this term, Wimer and Levant (2011) posit that most research on academic help-

seeking focuses upon the behaviors that encourage understanding and academic performance in 

class by seeking help from a teacher or professor.  While differing conceptualizations have 

complicated research in the area, they have also spurred more definition and focus. 

Academic help-seeking differs from other academic strategies in that it amalgamates 

cognition and social competencies (Finney et al., 2018; Karabenick & Berger, 2013).  To seek 

help, students must be cognitively aware or know that they require assistance.  Then, they must 

decide to take action to acquire help from others who are viewed as sources (Dunn et al., 2014; 

Karabenick & Berger, 2013).  The act of help-seeking requires a decision-making process.  Some 

of these decisions can include deciding to seek help, deciding whom to seek help from, and 

deciding on what type of help to seek (e.g., from friends or professors; Finney et al., 2018; 

Karabenick & Berger, 2013).  Karabenick (2003) conceptualized the decision-making process of 

help-seeking as consisting of five dimensions: a) attitude toward help-seeking (e.g., “Will I look 

weaker by asking for help”?), b) avoidance of help-seeking, c) sources of help, d) the 

instrumental form of help-seeking, and e) the executive form of help-seeking (e.g., seeking help 

to accomplish a task).  Instrumental help-seeking occurs when an individual seeks help to learn 
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from and overcome a deficiency in order to not experience the same challenges.  Executive help-

seeking occurs when an individual seeks help only to overcome a specific challenge, with no 

forethought about experiencing and overcoming the same challenge in the future.  Wilson et al. 

(2011) presented informal help-seeking (e.g., seeking help from friends) as a potential first step 

toward seeking formal help (e.g., help from a professor).  However, Wilson et al. (2011) also 

discussed informal help-seeking as being a potential deterrent toward seeking formal help, which 

raises concerns about how informal and formal help can impact one another.  Notably, the 

cognitive processes behind help-seeking can complicate the act of seeking help and even deter it. 

Help-seeking between peers requires social interaction and can be affected by how an 

individual wants to be perceived (Kiefer & Shim, 2016).  In academia, some students perceive 

needing help as a sign of lacking competency.  Such actions can be a personal threat to self-

esteem.  For example, a student requiring help with a geometry question during class may feel 

inadequate about asking for assistance due to the perception that their peers may see them as 

being weaker and slowing the class down.  Therefore, the student would be less likely to act on 

the need to seek help.  Furthermore, threats to self-esteem can increase or decrease the likelihood 

of seeking help (Butler, 1998; Finney et al., 2018; Karabenick, 2003; Newman, 1998).  When 

students need to seek help but do not, this is characterized as help-seeking avoidance.  Many 

students with the greatest need for help do not seek it (Karabenick & Berger, 2013; Finney et al., 

2018).  Various factors can influence help-seeking avoidance in college students.  For example, 

age can influence the likelihood of individuals seeking help in college (Nadler, 1991).  This may 

be partly due to the social pressures of students being expected to know more than their younger 

peers.  Additionally, conformity to masculine norms and the endorsement of traditional 

ideologies of masculinity can impact the likelihood of males seeking help in college and increase 
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help-seeking avoidance.  These factors also increase the likelihood of men utilizing executive 

help-seeking strategies rather than instrumental ones (Wimer & Levant, 2011).  A study by 

Karabenick (2003), in which 883 undergraduate students at a midwestern university granted 

access to their academic performance data and were surveyed, found that individuals threatened 

by the prospect of seeking academic help were more likely to avoid seeking help and preferred 

executive help-seeking over the instrumental type.  Those that sought instrumental help did so 

via traditional sources such as teachers or professors rather than peers.  While the 

aforementioned factors are only some of the complications associated with help-seeking 

avoidance, they provide evidence of the need for further research in the area of help-seeking. 

Academic Help-Seeking and College Adjustment.  As noted by Baker and Siryk 

(1984), college adjustment is multifaceted and consists of academic adjustment (motivation for 

being in college and doing the work), social adjustment, personal-emotional adjustment (sense of 

psychological and physical well-being), and institutional attachment (satisfaction with being in 

college and attending a certain college).  Some research suggests that a relationship exists 

between college adjustment and help-seeking (Holt, 2014a, 2014b).  Holt (2014b) noted that 

difficulties arise when evaluating this relationship due to limited research focused on academic 

help-seeking.  Holt’s (2014b) findings suggest that parental attachment can reduce shame and 

embarrassment toward seeking academic assistance.  Moreover, these findings suggest that 

parental attachment positively impacts students’ attitudes toward seeking academic help and 

results in better adjustment.  The premise behind this is based on Newman’s (2000) ideas 

regarding development.  Newman (2000) postulated that early supportive relationships can help 

form positive internal models that also promote the idea of collaborating to resolve difficult 

issues.  Holt (2014b) noted that students who have close relationships with their parents may 
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perceive academic challenges as opportunities to engage with others, which subsequently 

predicts other academically beneficial behaviors.  These behaviors refer to preparation, better 

organization, classroom engagement, and other behaviors that promote academic adjustment. 

Credé and Niehorster (2012) discussed the importance of social adjustment due to it 

having the potential to deter students from seeking assistance.  This may be due to the belief that 

students may perceive asking for assistance as weak or meaning an individual is behind.  The 

process of considering academic help (Karabenick & Berger, 2013) also requires students to 

consider the stigma that may be associated with it (Kiefer & Shim, 2016).  It is imperative to 

understand the association between college adjustment and academic help-seeking to further 

understand the complexities behind academics and academic help-seeking.    

Academic help-seeking and academics.  Historically, the ties between academic help-

seeking and academics have been documented (Karabenick & Knapp, 1988; Newman & 

Schwager, 1992).  While some researchers describe the relationship between academic help-

seeking and academic performance as obvious (Newman & Schwager, 1992), the association has 

certain complications.  For instance, Payakachat et al. (2013) conducted research involving U.S. 

pharmacy students (n = 443) and found that female students with low GPA scores were more 

likely to seek academic help, which suggests gender differences in academic help-seeking 

behavior.  Furthermore, a study by Thompson and Mwavita (2006) investigated the relationship 

between help-seeking in a college calculus course among first-year college engineering students 

(n = 295).  The investigators used five Likert-type questions ranging from 1 to 7, with higher 

scores indicating a high tendency to seek assistance in calculus class.  The researchers used 

regression analysis and found a significant positive relationship between calculus course grade 
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and help-seeking (r = -.265, p = .00).  Additionally, the investigators found that help-seeking 

scores accounted for 7% of the variance in calculus grades.   

Kitsantas and Chow (2007) studied academic help-seeking in 472 undergraduate and 

graduate-level college students from two U.S. universities.  The study involved students enrolled 

in traditional classroom-taught courses, classroom-taught courses with a web-based component, 

and strictly web-based courses.  The study used computer-based surveys with inventory items (a, 

b, c, and d).  After conducting several correlational analyses, the researchers found significant 

positive relationships between academic help-seeking and course grade, formal help-seeking 

(e.g., asking for help from instructors; r = 0.45; p <.01), informal help-seeking (e.g., asking for 

help from peers; r = 0.17; p <.01), help-seeking instrumental activities (e.g., activities designed 

to boost performance, such as studying; r = 0.31; p <.01), help-seeking by lowering aspirations 

(e.g., reducing course load; r = -0.14; p <.05), and help-seeking by altering goals (e.g., changing 

one’s major; r = -0.15; p <.01).  These findings aligned with the authors’ expectations of a link 

between formal help-seeking behaviors and academic achievement.  Kitsantas and Chow (2007) 

emphasized the importance of further research on this topic due to help-seeking avoidance 

continuing to be a pertinent issue (Karabenick, 2004; Karabenick & Berger, 2013; Karabenick & 

Newman, 2006; Finney et al., 2018).  In particular, it is necessary to further understand help-

seeking among Hispanic students (Acevedo, 2010) and first-year college students (Conley et al., 

2013; Gans et al., 2004; Paul & Brier, 2001) who are at risk for academic issues. 

Self-Efficacy 

Self-efficacy is thought to be essential in the advocacy of self when confronted with 

challenges (Bandura, 1994, 1997).  According to Bandura (1986,1994, 1997), self-efficacy 

beliefs have an indirect and direct influence on achievement.  Indirectly, self-efficacy beliefs 
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cognitively influence the motivational process, persistence, and which activities an individual 

chooses to participate in.  Bandura’s (1997) four major components of self-efficacy beliefs 

include vicarious experiences, physiological reactions, performance accomplishments, and social 

persuasion.  Performance accomplishments are illustrated through successes and failures 

experienced by individuals.  Successes lead to positive efficacy beliefs and motivate individuals 

to reproduce certain actions; however, experiences of failure lead to negative efficacy beliefs and 

can deter individuals from reproducing certain actions (Bandura, 1997).  For instance, winning 

your first baseball game and having fun while doing it may lead you to play again.  However, 

striking out in your first game and being made fun of might stop you from playing again.  

Vicarious experiences are those obtained after viewing others’ failures and successes, which 

develop into efficacy beliefs (Bandura, 1997).  An example of this could involve witnessing your 

favorite baseball player winning the World Series to the roar of adoring fans and deciding to play 

yourself. Physiological reactions take place in response to events that occur in an individual’s 

life, which could include having anxiety.  Lastly, social persuasion can involve being told and 

encouraged to perform an action (Bandura, 1997).  However, in academia, self-efficacy is the 

belief in one’s ability to perform academic goals or solve academic issues (Bandura, 1997; 

Wigfield, 1994).  

Self-Efficacy and College Adjustment.  Bartimote-Aufflick et al. (2016) conducted a 

meta-analysis evaluating 64 published research articles on self-efficacy.  These studies were 

published between 2000 to 2016 and reflect a strong association between self-efficacy and 

student learning outcomes such as academic performance.  In another meta-analysis, Honicke 

and Broadbent (2016) evaluated 12 years of research ranging from 2003 to 2015.  This research 

included 59 research articles.  The investigation found a moderate relationship between academic 
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self-efficacy and academic performance.  However, the investigators theorized that more 

research was needed to further evaluate the mediating and moderating factors in this association.  

Past research has analyzed this association through various caveats such as differing 

environments, differing populations, and subject-specific performance.  Notably, academic self-

efficacy has consistently been associated with positive academic performance (Honicke & 

Broadbent, 2016).  This association is possibly a result of the transition into college since 

adjustment is related to academic performance and learning self-efficacy strategies (Baker & 

Siryk, 1986).  

The challenge of adjusting to a college environment requires students to learn new ways to adapt 

and change to different demands (Chickering & Reisser, 1993; Chickering, 1969). 

Based on Bandura’s (1977) ideas on self-efficacy, Lee et al. (2018) conducted a study involving 

78 college students at Texas A&M University, College Station.  The researchers theorized that 

Bandura’s (1977) ideas regarding self-efficacy were significant in conjunction with those of 

Weiner (1985) and how college adjustment occurs.  Weiner (1985) believed that the way in 

which individuals explain the causes of outcomes significantly impacts behavior focused on 

achievements, emotions, and expectations.  The researchers placed students into two different 

groups: one with students listing positive thoughts about adjusting to college and another with 

students listing negative thoughts about adjusting to college.  The researchers also had 

participants take a self-efficacy and college adjustment assessment.  The findings suggested a 

positive association between those students with high self-efficacy and higher college adjustment 

scores (Lee et al., 2018).  The study also found that higher self-efficacy buffered against negative 

thoughts about their adjustment, while positive thoughts about outcomes made individuals feel 

more adjusted—even with low self-efficacy (Lee et al., 2018).  While the efforts of Lee et al. 
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(2018) highlight the complex relationship between adjustment and self-efficacy, they express the 

need for further investigations on this topic.  Adding to research on adjustment and self-efficacy, 

the findings from Geyer (2018) further corroborate a complex relationship between the two 

variables.  Upon investigating adjustment-seeking behavior and adjustment-seeking self-efficacy, 

Geyer (2018) highlighted that adjustment-seeking behavior falls under coping.  Notably, he 

hypothesized that adjustment-seeking behavior is influenced by self-efficacy.  This researcher 

blended the works of Bandura (1977, 1997) and introduced self-efficacy as a mediator in 

adjustment-seeking behaviors.  Furthermore, he posited that the likelihood of utilizing coping 

strategies for adjustment is influenced by an individual’s belief in their ability to negotiate, 

accomplish set goals, and adjust (Geyer, 2018).  For example, a student requesting a deadline 

extension on homework from a professor (an adjustment strategy), would first have to evaluate 

their ability to negotiate and discuss pushing back the assigned date with the professor.  Geyer 

(2018) conducted a multiple regression analysis with 229 students from a university in Northern 

Florida.  His findings suggested a moderate relationship between political skill (r = 0.38; 

p < 0.01) and adjustment-seeking behavior as well as a moderate relationship between 

adjustment-seeking behavior and adjustment-seeking self-efficacy (r = 0.34; p < 0.01).  These 

results imply that students’ feelings about how effective they are at negotiating and 

accomplishing goals aimed at adjustment impacted how likely they were to ask for 

accommodations or pro-adjustment actions from others.  Notably, researchers such as Lee et al. 

(2018) understand that self-efficacy and college adjustment interact in a significant way. 

Historically, others have also highlighted this association (Chemers et al., 2001; Martin et al., 

1999). 
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Self-Esteem 

 While researchers have advocated the importance of self-esteem among college students 

(Nordstrom et al., 2014), this topic is not without complications.  The links between self-esteem 

and academic achievement have previously been investigated, and some researchers have found 

this association to be weak but positive (Baumeister et al., 2003).  Baumeister et al. (2003) raised 

concerns about an increased focus on boosting academic performance by boosting self-esteem.  

They noted that the association is more complicated and that self-esteem may positively impact 

academic performance indirectly by promoting higher aspirations among students.  Chung et al. 

(2014) posited that positive academic performance may increase self-esteem, which 

subsequently impacts academic performance.  For example, students who successfully pass one 

exam may develop more positive beliefs about themselves and their abilities, which subsequently 

helps them pass their next exams.  Chung et al. (2014) explained this as a feedback loop between 

self-esteem and academic performance.  Self-esteem is not stagnant from day-to-day, which 

represents another challenge in evaluating self-esteem among college students (Nordstrom et al., 

2014; Kernis et al., 2008).  Lyu et al. (2019) conducted a cross-cultural study evaluating the 

differences between U.S. and Chinese college students. The researchers believed that a future-

oriented schema could predict high self-esteem.  Moreover, they believed that the more future-

oriented college students would show a higher level of self-esteem in comparison to their peers 

across both the Chinese and U.S. groups.  The results indicated that focusing on the future was 

significantly correlated with self-esteem (Lyu et al., 2019).  However, there were caveats to 

consider in their investigation.  For example, based on concepts by Zaleski (1996) on future time 

perspective and research on intense anxiety-threatening self-perception (Sowislo & Orth, 2013; 

Zhang et al., 2016), Lyu et al. (2019) believed that self-esteem could also be negatively impacted 
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by a future-centered orientation.  As such, Lyu et al. (2019) theorized that a future-oriented 

personality could adversely impact individuals by making them more anxious about the future, 

which could hurt their self-esteem.  

  Adding to these complications, researchers have proposed two variations of self-esteem: 

implicit and explicit. Explicit self-esteem comes from thoughts that are conscious and focused on 

self-worth, self-liking, and acceptance (Brown, 1993; Kernis, 2003; Rosenberg, 1965).  In 

contrast, implicit self-esteem comes from automatic, nonconscious, and overlearned self-

evaluation thoughts (Greenwald & Banaji, 1995; Pelham & Hetts, 1999; Zeigler-Hill, 2006).  

Zeigler-Hill (2006) theorized that implicit and explicit self-esteem serve a diverse range of 

purposes, including defensive purposes.  With so much to consider when evaluating self-esteem 

as a developmental construct (Arnett, 2012; Li et al., 2014), there remains a need to further delve 

into the unknown on this topic. 

 Self-esteem and college adjustment.  Aspelmeier et al. (2012) found significant and 

strong ties between self-esteem and college adjustment in 322 (219 female, 103 male) college 

undergraduate students from a college in the southeastern U.S. Self-esteem can deeply impact a 

college student’s functioning since they undergo numerous changes in college (Nordstrom et al., 

2014).  Indeed, self-esteem can be thought of as a developmental process.  Notably, Orth and 

Robins (2014) made three significant conclusions regarding the developmental process of self-

esteem.  First, self-esteem increases from adolescence to middle adulthood but peaks at between 

50 and 60 years of age.  Thereafter, self-esteem diminishes at an accelerated rate into old age.  

Second, self-esteem is relatively stable but not unchangeable.  Third, high self-esteem can 

predict success and wellbeing in the following domains: relationships, health, and occupation 
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(Orth & Robins, 2014).  Orth and Robins (2014) emphasized the important role and significance 

that self-esteem holds on a macro-societal scale.   

One way to assess self-esteem and adjustment to college is through one’s online 

presence.  Yang and Bradford Brown (2016) evaluated online self-presentation, self-concept 

clarity, and self-esteem in first-year college students (N = 218) transitioning into a midwestern 

U.S. college.  Yang and Bradford Brown (2016) believed that online presentation, specifically on 

Facebook, could reveal insights into the developmental changes experienced by first-year college 

students attending a residential college.  The authors found that a broadened, deep, positive, and 

authentic online presentation had a positive association with having perceived audience support.  

While this could subsequently translate into a positive self-image, this would not be a long-term 

change.  Intentional self-presentation on Facebook encouraged self-reflection, which had a 

positive association with higher self-esteem longitudinally. Yang and Bradford Brown’s (2016) 

findings suggest that the transition into college creates a deeper and broadened online presence 

that can positively impact college students with limitations.  The authors found that while the 

first-year college students began their first semester guarded, they eventually relaxed as they 

became comfortable.  The researchers theorized that the students relaxed after evaluating the 

social norms and presentational goals they wanted to achieve.  In summary, students adjusted 

over time and began to present themselves more comfortably online, which ultimately impacted 

their self-esteem (Yang & Bradford Brown, 2016).  

As we evaluate self-esteem and adjustment, it should be noted that the diversity of 

college campuses and the students they serve (including different generational statuses) make 

this process challenging.  Findings by Aspelmeier et al. (2012) suggest that generational status 

could act as a moderator in the interaction between self-esteem and adjustment.  The researchers’ 
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findings suggest that higher self-esteem was more predictive of personal/emotional adjustment in 

first-generation students.  Among students who were not the first in their family to obtain a 

college education, high self-esteem could not predict personal/emotional adjustment to college as 

accurately.  Thus, first-generation students with low self-esteem showed lower levels of 

adjustment than their peers (Aspelmeier et al., 2012).  Aspelmeier et al. (2012) suggested that 

first-generational status acts as a risk factor in terms of self-esteem and adjustment.  Therefore, 

the authors suggested utilizing supportive services for at-risk first-generation students to address 

these concerns.  The adjustment to college involves significant changes that can be challenging 

to students and their self-esteem, which represents a call to arms for further research.  This issue 

is of particular concern for Hispanic students due to the large proportion of Hispanic Americans 

who are first-generation students (Watson, 2016). 

Family Support  

Before the 20th century, colleges and universities held obligations from the doctrine of in 

loco parentis.  The translation of in loco parentis is “in place of the parent[s],” which further 

implies that these institutions had the moral authority and obligation to decide on courses of 

study, regulate behavior, and determine what higher education was (Hoekema, 1994; Roksa & 

Silver, 2019).  Cultural and legal shifts occurred in the late 20th century with a focus on 

individualism and students’ interests (Roksa & Silver, 2019).  According to Roksa and Silver 

(2019) and Loss (2012), low graduation rates coupled with an increased focus on the 

individualism of students brought about a new focus on the individual developmental and 

adjustment needs of students. 
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Family Support in College   

Unlike in childhood and adolescence, students transitioning into college attempt to 

further develop their autonomy (Albright & Hurd, 2018; Leary & Derosier, 2012).  Although a 

limited amount of research has documented college students and their parents, some works have 

described the college years as a middle ground between adolescence and adulthood (Bartoszuk et 

al., 2019; Nelson et al., 2007).  Such researchers acknowledge a late adolescence in which 

students are not fully prepared for full autonomy.  Some researchers believe that this scenario is 

due to financial, professional/career, and educational constraints (Arnett, 2016; Bartoszuk et al., 

2019).  Aquilino (2006) noted that while students attempt to develop their autonomy, the support 

of their caregivers or parents plays a significant role in their lives during college.  Notably, 

family support is impactful in many different ways.   

Juang et al. (2016) noted the positive impact that perceived family support can have on 

negative psychological symptoms stemming from discrimination in college.  In another example, 

Johnson et al. (2010) discovered higher perceived family support and cohesion in college 

students who experienced fewer depressive symptoms and less stress.  However, Juang et al. 

(2016) highlighted the need for cultural considerations when understanding family support.  For 

instance, Juang et al. (2016) explained how interdependence plays a role in how issues are 

addressed in Asian and Latino cultures.  Latino or Asian students may seek family support or 

practice individual autonomy at different times,  which implies that perceived family support 

differences may be apparent between ethnic groups.  While researchers thoroughly understand 

that family support is important during the college years, some have theorized that it may not be 

as impactful as peer support (Dennis et al., 2005; Rodriguez et al., 2003).   
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The current research is focused on family relationships due to existing research on 

cultural differences among Hispanics (Arevalo et al., 2016) and the lack of research examining 

family support and academic help-seeking or college adjustment among Hispanic students.  

Moreover, while peer support may be significant, adjustment to college also includes growing 

new relationships and peer groups (Chickering & Reisser, 1993; Chickering, 1969).  Since the 

support that family provides is not easily substituted, further research focusing on family support 

is warranted.  Since the picture is not clear on how family support in Hispanic students may 

affect their college adjustment or academic help-seeking, researchers must advocate for further 

investigations into family support among college students (Juang et al., 2016). 

 Family support and college adjustment.  Dorrance Hall et al. (2017) theorized that 

family support was associated with student adjustment.  These researchers believed that 

perceived family support (i.e., the perception that support is available if needed) was necessary 

for college adjustment since supportive communication promotes psychological and physical 

wellness in individuals.  Dorrance Hall et al. (2017) posited that individuals who believed they 

would have support when needed were more confident in their academia.  Moreover, students 

would feel like support was available if they felt lonely.  Dorrance Hall et al. (2017) also 

theorized that perception of family support during the transition into college was reliant on the 

openness of communication in the family.  If a student felt that their family was open to talking, 

they would perceive having support available during their transition into college.  Furthermore, 

while Dorrance Hall et al. (2017) discussed the indirect ways that family communication impacts 

college adjustment, they also raised concerns regarding the direct ways in which this can occur.  

Research by Koerner and Fitzpatrick (2002) demonstrated that family communication can impact 

how individuals engage in communication with others, which Dorrance Hall et al. (2017) 
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believed can influence the adjustment process as first-year students create new relationships.  In 

their research, Dorrance Hall et al. (2017) found noted that family support contributed to lower 

feelings of loneliness in both American and Belgian first-year students (N = 431 American 

students; 513 Belgian students).  Notably, conversation orientation (i.e., the degree to which a 

family encourages open dialogue) influenced perceived family support.  Lastly, the researchers 

stated that a family’s openness to discuss things mediates the relationship between perceived 

family support and college adjustment.  Researchers have suggested that further information 

must be gathered to obtain a clearer picture of how family support interacts with adjustment 

(Dorrance Hall et al., 2017; Juang et al., 2016). 

Academic Performance and Adjustment 

 The association between college adjustment and academic performance has not always 

been clear due to some contentious findings (Credé & Niehorster, 2012).  However, Baker and 

Siryk (1986) believed that adjustment to college could predict a positive academic performance 

outcome.  Other theorists similarly posited that academic performance has a strong positive 

association with successfully transitioning to college (Hurtado et al., 1996; O’Donnell et al., 

2018). Some of this confusion can potentially be traced to the conceptualization of adjustment.  

O’Donnell et al. (2018) argued that there has been a shift from conceptualizing college 

adjustment as a predictor or mediator to conceptualizing it as an outcome variable.  In an effort 

to alleviate this situation, some authors have suggested that college adjustment is composed of 

multiple factors (e.g., academic, social, personal/emotional; Baker & Siryk, 1986; Credé & 

Niehorster, 2012).  Additional considerations should be taken when evaluating this association 

since O’Donnell et al. (2018) noted that adjustment is a complex variable with various 

relationships and a diverse range of factors associated with academic performance.  For example, 
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college adjustment has also been associated with retention (Credé & Niehorster, 2012; Katz & 

Somers, 2017; O’Donnell et al., 2018), which remains an issue with first-year students.  In 

another example, Stephens et al. (2014) explained how college adjustment can be impacted by 

first-generation or underrepresented group status.  These authors explained how a lack of 

parental understanding of the college experience can leave their offspring ill-prepared and cause 

them to struggle with obstacles more than their peers.  Ultimately, this can impact academic 

performance, which suggests that further attention should be focused on these populations to 

help improve their performance. 

Integration of Constructs 

 The main theoretical basis guiding the present research is Tinto’s (1993) model of 

institutional departure (see Figure 1), which helps to conceptualize the integration of the 

following variables: family support, self-esteem, self-efficacy, academic performance, academic 

help-seeking, and adjustment.  Tinto (1993) emphasized the connection between external 

environmental factors and individual attributes in students’ adjustment to college or dropout.  

Notably, this includes social integration and academic integration.  For example, students may 

need to ask questions in their classes when they experience difficulties, which is a social 

endeavor (Karabenick, 1998, 2003).  Likewise, obtaining family support and how family support 

is experienced may influence social integration and how students ask for help in a college setting 

(Chickering & Reisser, 1993; Evans et al., 2009).  Additionally, academic performance is 

considered within this theory and can also influence the commitments and goals of college 

students (self-efficacy and self-esteem).  The theory further discusses the influence of prior 

experiences, which shape self-esteem and self-efficacy beliefs (Chickering & Reisser, 1993; 

Chickering, 1969; Tinto, 1975).  Tinto (1993) considered individual attributes such as self-
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esteem and self-efficacy in shaping the adjustment to college.  He believed that individual 

attributes impacted a student’s resilience in school.  In summary, Tinto’s (1993, 1975) theory 

demonstrates how the factors of academic performance, academic help-seeking, self-esteem, 

self-efficacy, and family support are linked to students’ overall adjustment and potential for 

dropping out of college.  However, further knowledge is necessary to expand our understanding 

of these links. 

Chapter Summary 

 In this chapter, the theoretical basis of the present study was described to more clearly 

outline what guides the research.  Readers were provided with a glimpse of the significance, 

severity, prevalence, and complications of variables associated with college adjustment for 

Hispanic and non-Hispanic first-year students.  Details regarding the subject matter were 

provided through selected reports, studies, and articles.  Also, relevant variables were selected to 

further enrich knowledge and understanding of the presented issue.  
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CHAPTER III: METHODOLOGY 

The primary focus of the present study was to examine the relationship between college 

adjustment, family support, academic performance, self-efficacy, self-esteem, and academic 

help-seeking in first-year college students.  Additionally, the study explored and drew 

comparisons between these relationships in Hispanic and non-Hispanic first-year college 

students enrolled in a Hispanic-serving South Texas university.  This chapter discusses the 

following aspects of the study: research questions, research design, participant characteristics, 

data collection procedures, survey measures, and data analysis. 

Participants 

Participants were recruited voluntarily from undergraduate-level courses at Texas A&M 

University-Corpus Christi.  Participants enrolled as first-year college students from the 2020 Fall 

semester onward were included.  Based on an a priori power analysis using G*Power 3.1 

statistical power analysis software, a minimum of 92 participants was estimated as necessary for 

participation.  The G*Power 3.1 statistical power analysis assumed a medium effect size (f²) of 

.15, an alpha level of .05, and a power level of .80, thereby signifying a reasonable probability of 

rejecting the null hypothesis if it is false (Agresti & Finlay, 2009).  It was estimated that the 

sample required approximately 46 self-identified Hispanic students and 46 self-identified non-

Hispanic students to evaluate the cultural differences using the predictive models.  Since all 

participants were at least 18 years of age, they could legally consent to participation in the study. 

Only those individuals enrolled in their first year of college and above the age of consent were 

accepted as participants. 
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Measurement of Constructs 

 The instruments chosen for inclusion were selected for their pertinence to the topic of 

study, their validity and reliability with the population of interest, and their ease of use. 

Demographic Questionnaire 

 Data regarding the gender, ethnicity, age, residence (on or off campus), GPA (last GPA 

received), and classification (e.g., freshman-first-year status) toward a degree were collected 

from participants.  Anonymity was protected since pertinent demographic information was 

requested of participants.  No identifiers were requested, and relevant documents were stored in a 

secure area to further protect the anonymity of participants. 

Help-Seeking 

 Academic help-seeking is defined as engaging in behaviors that promote understanding 

and academic performance in the classroom when experiencing challenges (Wimer & Levant, 

2011).  In this study, the help-seeking construct was measured using the Help-Seeking scale-

Avoidance to Help-Seeking subscale (HSS-AHSS; Karabenick, 2003).  The Help-Seeking scale 

(HSS; Karabenick, 2003) was designed to assess the following aspects: instrumental help-

seeking (2 items), executive help-seeking (2 items), help-seeking threat (3 items), help-seeking 

avoidance (3 items), and formal vs informal help-seeking (3 items) in college students.  While 

Karabenick (2003) originally included 107 items, this was later reduced to 13 items following an 

exploratory factor analysis.  Karabenick (2003) used portions of the Motivated Strategies for 

Learning questionnaire (Pintrich et al., 1993) to assess motivation, anxiety, and achievement 

goals (60 items).  This scale utilizes a 5-point Likert response scale (1 = not at all true; 5 = 

completely true).  Scores are generated from the HSS-AHSS.  The HSS-AHSS scores are then 

reversed (all items, 3) to reflect high scores indicating a high willingness to seek academic help 
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and low scores indicating a low willingness to seek academic help.  Scores range from 3 to 15.  

The author described the scale as being designed based on conditional statements.  For example, 

if assessing help-seeking avoidance, an item could be presented as, “If I ever get confused, I…”, 

while another example could include, “If seeking help, I…” to assess a student’s help-seeking 

source preference. 

 Karabenick (2003) found that the construct validity and reliability of the assessment were 

acceptable when used with college students, as indicated by Cronbach’s alpha coefficients 

between .62 and .81 for each of the following scales: instrumental help-seeking (.62), formal 

help-seeking (.66), help-seeking threat (.81), help-seeking avoidance (.77), and executive help-

seeking (.78).  The results indicate acceptable reliability.  By using Cronbach’s alpha, 

researchers measure which items in a scale are contributing to the overall reliability of the 

instrument (Sprinthall, 2007).  Thus, the internal consistency of the instrument subscales 

demonstrates the validity of a global score measuring academic help-seeking. 

Student Adjustment  

Student adjustment is defined as being multidimensional and consists of the following 

four categories: academic adjustment, social adjustment, personal-emotional adjustment, and 

institutional attachment (Baker & Siyrik, 1986).  In the present study, the college adjustment 

construct is measured using the SACQ (Baker & Siryk, 1986; Baker & Siryk, 1989).  Baker and 

Siryk (1984) initially created the SACQ to evaluate several outcome variables: attrition, appeals 

for services from a psychological services center, first-year college student GPA, election to an 

academic honorary society, a social activities checklist, and decisions regarding applications for 

dormitory assistant positions.  The researchers found a full score and four subscales of 

adjustment: academic, social, general, and personal-emotional.  For the full scale, Cronbach's 
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alpha ranged from .92 to .94.  All subscales had acceptable Cronbach's alpha coefficients: 

academic adjustment: .82 to .87; social adjustment: .83 to .89; personal-emotional: .73 to .79; 

general adjustment: .84 to .88.  The study evaluated first-year college students (N = 734) over 

three successive academic years.  The assessment involved 52 Likert scale questions.   

The researchers then investigated perceptions and expectations of self-assessed college 

adjustment in first-year college students attending two colleges in the northeastern U.S.  After 

evaluating samples from two different colleges at different points of attendance, the researchers 

found the following Cronbach’s alpha coefficients: academic adjustment: .84 to .88; social 

adjustment: .90 to .91; personal-emotional adjustment: .81 to .85; attachment: .90 to .91; full 

scale: .93 to .95.  The researchers used a cross-sectional approach to investigate the two groups 

across different periods in their first year of attending college.  At Clark College, 185  

respondents (91 men and 94 women) returned the adjustment scale on three occasions: the 8th 

week of the first semester, the 5th week of the second semester, and the July before they began 

college.  At Holy Cross College, 123 respondents (48 men and 78 women) returned all 

questionnaires on two occasions: the beginning of the academic year and the 8th week of the first 

semester. The researchers improved the reliability of the measure by adding 15 questions to the 

assessment. In particular, the researchers improved the personal-emotional subscale.  The 

assessment included the following subscale questions: 24 on academic adjustment; 20 social on 

adjustment; 15 on personal-emotional factors; 15 on institutional attachment/commitment (Baker 

& Siryk, 1986).  The assessment maintained the use of a Likert scale and increased from 52 

questions to 67 questions.  The scale uses a 9-point Likert scale (1 = applies very closely to me; 2 

= doesn’t apply to me at all) with questions such as, “Recently, I have had trouble studying” or, 

“I am meeting and making as many friends as I would like” (Baker & Siryk, 1986).  The 
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following subscales have reverse-scored questions: academic adjustment (questions 6, 10, 17, 21, 

25, 29, 32, 39, 41, 52, and 58); social adjustment (questions 22, 42, 48, 51, 56, and 57); personal-

emotional adjustment (questions 2, 7, 11, 12, 20, 28, 31, 35, 38, 40, 45, 49, and 64); institutional 

adjustment (questions 34, 42, 56, 57, 59, 60, and 61).  Nine of the questions (1, 4, 16, 26, 36, 42, 

56, 57, and 65) appear in more than one subscale, which means that the sum of the full scale will 

be less than the sums of each subscale combined.  Questions 53 and 67 contribute exclusively to 

the full-scale score.  Scores on the full scale range from 67 to 603, and the subscale scores will 

vary as follows: academic adjustment: 24 to 216; social adjustment: 20 to 180; personal-

emotional adjustment; 15 to 135; attachment: 15 to 135.  Higher scores indicated better 

adjustment to college, while lower scores indicate a lower level of adjustment to college. 

Self-Esteem 

 Self-esteem is defined as the degree to which an individual values, prices, approves, or 

likes one’s self (Blascovich & Tomaka, 1991).  In the current study, self-esteem was measured 

using the Rosenberg Self-Esteem scale (RSES; Rosenberg, 1965).  Rosenberg designed this 

assessment with an emphasis on ease of administration, the economy of time, unidimensionality, 

and face validity.  The assessment was initially used to evaluate the self-esteem of adolescent 

students and utilized a Guttman-type scale with 10 items.  The questionnaire consists of 

statements about self-worth and value (e.g., “I feel I do not have much to be proud of.”). 

Although Rosenberg (1965) initially used a Guttman scale, it was later adapted to different 

Likert scale formats (Blascovich & Tomaka, 1991).  The present study used a 4-point Likert 

scale format (Strongly Agree = 4, Agree = 3, Disagree = 2, and Strongly Disagree = 1) with 

scores ranging from 1 to 40.  Higher scores represented higher levels of self-esteem.  Questions 

1, 2, 4, 6, and 7 were reverse scored (e.g., 1 to 4, 2 to 3, 3 to 4, and 4 to 1).  The study included 
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5,024 high school junior and senior students from 10 randomly selected schools across the state 

of New York.  Rosenberg (1965) found that the assessment had a high rate of internal 

consistency (.77).  Since the RSES began to be utilized with college and university students, its 

results have indicated good reliability in college and university students (Feather, 1998; Hojat & 

Lyons, 1998; Stephenson et al., 2018).  Stephenson et al. (2018) observed a Cronbach's alpha of 

.89 in a study utilizing 184 university undergraduate students (89 men, 95 women) from the 

southeastern U.S.  After institutional review board (IRB) approval from the university, the 

volunteer participants were recruited from introductory psychology courses and had a median 

age of 19.2 years (75.5% White, 13.6% Black, 4.9% Hispanic, 2.7% Asian, and 3.3% other).  In 

summary, the results indicate good reliability for the research population under investigation. 

Self-Efficacy 

 Self-efficacy is defined as the belief in one’s ability to control and respond to 

environmental obstacles and demands.  The original General Self-Efficacy scale (GSES) was 

created in German and later translated into English (Schwarzer & Jerusalem, 1995).  The purpose 

of the scale was to measure self-efficacy.  This assessment is self-administered and has a 4-point 

Likert scale (1= not at all true; 4 = exactly true) with scores ranging from 10 to 40.  Higher 

scores indicate a more positive self-efficacy.  The questions are in a scenario format (e.g., “If 

there is an obstacle, I can find a way to overcome it.”).  Research by Prabhu et al. (2008) 

indicated that the GSES is reliable for use with the U.S. college student population (Cronbach's 

alpha = .83).  The study included 124 undergraduate students (58% men, 42% women) at a 

university in the southeastern U.S.  This study investigated the mediating and moderating 

relationship between intrinsic and extrinsic motivation in openness to experiences, self-efficacy, 

perseverance, and creativity.  Also, the GSES was found to be “configurally equivalent across 
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cultures and suggest globality of the underlying construct” (Scholz et al., 2002, p. 242).  Scholz 

et al. (2002) recruited 19,120 voluntary participants from 25 countries and reported a Cronbach's 

alpha of .86.  The study included participants from the following countries: the U.S., Belgium, 

Canada, Costa Rica, Denmark, Finland, France, Germany, Great Britain, Greece, Hong Kong, 

Hungry, India, Indonesia, Iran, Italy, Japan, Korea, the Netherlands, Peru, Poland, Portugal, 

Russia, Spain, and Syria.  Men accounted for 6,091 of the participants and women accounted for 

8,402.  Of the 14,634 who reported age, the median ages of men and women were 23 and 27 

years, respectively.  Of the 9,630 who reported their profession, 34.7% were students (approx. 

3,342), 10% were nurses (approx. 963), 3.6% were educators (approx. 347), and 2.1% were 

national security service employees (approx. 202).  Participants from the U.S. accounted for 

1,633 (male = 823, female = 793).  The authors noted good internal consistency, with Cronbach's 

alpha coefficients ranging from .75 to .91 across all 25 countries within the study.  In summary, 

the research (Prabhu et al., 2008; Scholz et al., 2002) indicates adequate reliability when using 

the GSES within the target population (e.g., undergraduate college students). 

Family Support  

According to Malecki and Demaray (2003) social support provides the perception that one is 

generally supported by those an individual knows, improves functioning, and has the potential to 

mitigate the effects of adverse outcomes. The Multidimensional Scale of Perceived Social 

Support (MSPSS; Zimet et al., 1988; Zimet et al., 1990) was originally designed to assess 

perceived social support from family, significant others, and friends.  The assessment has 12 

Likert scale questions (1 = Very Strongly Disagree; 7 = Very Strongly Agree), with scores 

ranging from 12 to 84.  Higher scores demonstrate a higher perception of being supported.  The 

scale includes three subscales with four items each.  Moreover, the scale includes items such as 
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“I can speak to my family about issues.”  To validate the MSPSS, Zimet et al. (1990) conducted 

research using three sample populations: 265 pregnant women from the U.S. (16 to 42 years old; 

M = 25.8); 74 adolescents attending high school in Madrid or Paris (49 females, 25 males) with 

ages ranging from 15 to 19 years old (M = 16.7); 55 first-year and second-year pediatric 

residents in training at U.S. hospitals (33 women, 22 men) with ages ranging 24 to 38 years of 

age (M = 29.2).  The researchers found their assessment to be reliable, with Cronbach’s alpha 

coefficients for the complete MSPSS ranging from .84 to .92 in the three sample populations 

demonstrating reliability across diverse populations.  The coefficient alpha scores for the 

subscales were .87, .85, and .91.  Notably, only the subscale assessing perceived family support  

(MSPSS-PFSS) will be used in the current study.  As demonstrated by Zimet et al. (1990), the 

Cronbach’s alpha coefficient for the perceived family support subscale was .87, while the test-

retest reliability (.85) demonstrated good consistency.  The researchers also validated the 

instrument by demonstrating a significant negative association between perceived support and 

depression and anxiety (r = - .25, p < .01).  Respectively, perceived friend support was 

significantly negatively associated with depression symptoms (r = - .24, p < .01), but not anxiety.  

Moreover, the significant other subscale showed a weak negative association with depression (r 

= -.13, p < .05).  The researchers found that perceived family support had significant inverse 

relationships with depression (r = - .24, p < .01) and anxiety (r = - .18, p < .01).  As Zimet et al. 

(1990) had hypothesized, the results validate the instrument by demonstrating a known negative 

association between support and anxiety and depression. 

Procedures 

Participants were voluntarily recruited from classroom presentations.  The classroom 

recruitment presentations took place after approval from the university’s IRB and after obtaining 
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approval to enter classes.  The research was conducted at a Hispanic-serving regional university 

in South Texas.  During the recruitment presentations and before participation, potential 

participants had their confidentiality and rights as participants explained to them. Moreover, the 

research procedures, risks, purpose of the study, and researcher's information and credentials 

were also explained.  Participants were informed that their participation was voluntary and that 

they could choose to withdraw at any time.  All instrumentation occurred through the online 

survey research platform Qualtrics.  Furthermore, I explained the selection criteria for 

participation.  Only those who fit the selection criteria (e.g., in their first year of college and at 

least 18 years of age) could participate.  The information was provided online and outlined the 

benefits of the study, risks involved in participation, the aim of the study, and the contact 

information of the researcher and IRB. It also outlined the role of participants, their 

confidentiality, and their rights.  The recruitment presentations took approximately 15 minutes.  

Potential participants were given the principal investigator’s contact information to be used if 

they needed to make contact.  

Once the initial presentation took place and inquiries were answered, the students were 

given a paper with the website link and password to complete the surveys at their convenience.  

Students were instructed that the study was open to all individuals that met the criteria and were 

willing to participate.  The survey included the following components: (a) a demographic survey, 

(b) the HSS-AHSS, (c) the RSES, (d) the SACQ, (e) the GSES, (f) and the MSPSS-PFSS.  The 

samples were collected until approximately 92 to 150 surveys meeting the participation criteria 

were completed.  The surveys were completed anonymously and IP address information was not 

collected.  Collected data were stored electronically. The data will be held by the principal 
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investigator for 3 years after completion and deleted thereafter.  The data are stored 

electronically with password protection under lock and key with the principal investigator. 

Data Analysis    

Statistical Package for Social Science (SPSS) 26.0 software was used to analyze the data.  

Before the data analysis occurred, the researcher screened the data for errors and missing data.  

To answer the research questions, descriptive statistics, multiple regression models, MANOVA, 

and Fisher’s z-transformation were conducted.  Descriptive statistics were collected to organize 

and summarize the data (e.g., means, standard deviations, percentages, and range scores).  Model 

assumptions for each analysis were reported.  The model assumptions were not violated.  The 

following analyses were used to answer the research questions. 

Research question 1: Are there differences between Hispanic and non-Hispanic first-

year college students’ levels of self-efficacy, perceived family support, academic performance, 

academic help-seeking, self-esteem, and college adjustment? 

Descriptive statistics and a MANOVA were performed to evaluate the variables (i.e., 

self-efficacy, perceived family support, self-esteem, academic performance, academic help-

seeking, and college adjustment) in Hispanic and non-Hispanic first-year college students.  

Descriptive statistics were gathered to understand the norm scores for these groups.  Collecting 

descriptive statistics offers a summary of a population or sample (Dimitrov, 2009).  A 

MANOVA analysis evaluates the mean differences of two or more dependent variables and the 

significance of those differences in two or more groups.  In the present study, the group 

differences between Hispanic and non-Hispanic first-year college students’ (independent 

variables) levels of self-efficacy, perceived family support, academic performance, academic 

help-seeking, self-esteem, and college adjustment (dependent variables) were investigated using 
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a MANOVA analysis.  Before the analysis, the model assumptions required to conduct a 

MANOVA (i.e., independence, multivariate normality, linearity, and homogeneity of variance-

covariance matrices) were tested (Dimitrov, 2009).  When the model assumptions were met, 

Wilks’ lambda and F tests were analyzed for significance. 

Research question 2: Do academic performance, perceived family support, self-efficacy, 

self-esteem, and academic help-seeking predict a significant percentage of the variance in 

college adjustment among first-year college students?  

A hierarchical multiple regression was conducted to address this inquiry.  According to 

Dimitrov (2009), the predictor variables in this analysis are entered into the regression equation 

one at a time to determine their specific association in the prediction of the outcome variable.  

The predictor variables in this study were perceived family support, academic performance, self-

esteem, self-efficacy, and academic help-seeking, while the outcome variable was college 

adjustment.  The predictor variables were introduced in three regression models: cognitive 

factors (e.g., last GPA in high school); non-cognitive factors (e.g., perceived family support, self-

esteem, and self-efficacy); academic help-seeking (see Table 1).  According to Tinto’s (1993) 

model (Figure 1), academics is one of many factors that account for student departure; thus, GPA 

was included in the first step.  Tinto (1993) believed that individual attributes such as perceived 

family support, self-esteem, and self-efficacy also influenced student departure; however, these 

are not cognitive abilities.  Notably, the third step was made up of these non-cognitive factors.  

Academic help-seeking was individually investigated in the third step due to a lack of knowledge 

on its impact on first-year and Hispanic first-year college students.  Theoretically, academic 

help-seeking is a variable that has a cognitive (Zimmerman & Martinez-Pons, 1990) and social 

component (Ersig-Marcus, 2014).  For example,  a student has to decide how (cognitive) to seek 
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help and from whom (social component) (Finney et al., 2018; Karabenick & Berger, 2013).  

Furthermore, based on Tinto's (1993) conceptualization of student departure, academic help-

seeking is conceived (within the context of the study) as a blend of both social and academic 

integration (see Figure 1).  Academic help-seeking is not entirely cognitive or non-cognitive, 

which is why this study framed it in the third step.  The model assumptions (i.e., independence, 

normality, linearity, and multicollinearity) were addressed before the primary analysis was 

conducted.  Thereafter, three regression models were analyzed to determine the specific 

contributions of the predictor variables on the outcome variable.  The unique contributions of 

each predictor variable on the outcome variable were investigated by evaluating the F-test scores 

associated with model change.  

Research question 3: Is there a difference in model fit between Hispanic and non-

Hispanic first-year college students for the predictive model regressing academic help-seeking, 

academic performance, self-esteem, perceived family support, and self-efficacy on college 

adjustment? 

 Two separate hierarchical multiple regression analyses were conducted for Hispanic and 

non-Hispanic first-year college students to address this research question.  The analysis was 

performed to evaluate differences in the regression models, and a Fisher’s z-transformation was 

used.  As indicated by Kenny (1987), utilizing Fisher’s z-transformation requires testing within 

the groups (i.e., Hispanic and non-Hispanic first-year college students) if the correlation is 

significant.  If the correlation is significant, Fisher’s z-transformation also requires that the 

correlations (Hispanic and non-Hispanic college students) be independent (Kenny, 1987), 

meaning that the data comes from different participants.  Since the present study utilized data 
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obtained from Hispanic and non-Hispanic first-year college students, it satisfied this 

independence requirement. 

Table 1 

Hierarchical Multiple Regression Models 

Models Predictor variable(s) Outcome variables 

Model 1 (Cognitive) GPA College adjustment 

Model 2 (Non-cognitive) GPA 
Perceived family support 

Self-esteem 
Self-efficacy 

 
College adjustment 

Model 3 GPA 
Perceived family support 

Self-esteem 
Self-efficacy 

Academic help-seeking 

College adjustment 

 

Limitations 

 Several considerations should be made before concluding the study.  First, the findings 

reflecting Hispanic first-year students cannot be generalized beyond this population.  Second, 

since self-report measures were used in the research, the results are susceptible to typical risk 

factors associated with self-report instruments (e.g., fatigue and bias).  Fatigue and bias factors 

can increase errors in the reliability and validity of a study.  Third, commuter status (i.e., living at 

home) should be considered since it may limit the interactions that a student has with their post-

secondary institution. 

Chapter Summary 

 This chapter outlined the research methodology, including the participants included, 

inventories used, procedures, data analyses, and limitations.  The population samples in this 

study included 117 first-year college students (55 Hispanic and 62 non-Hispanic) at a Hispanic-
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serving institution in South Texas.  The instruments used in this study to assess the variables 

include the SACQ, the RSES, the MSPSS-PFSS, GPA (last high school GPA reported), the 

GSES, and the HSS-AHSS.  Data analysis included the calculation of descriptive statistics, the 

evaluation of model assumptions, a MANOVA, a three-step hierarchical multiple linear 

regression, and a Fisher’s z-transformation on the variables under investigation. 
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CHAPTER IV: FINDINGS 

 This chapter presents the findings of the study, which were provided by quantitative 

analyses. The present study aimed to evaluate the differing relationships of self-efficacy, 

perceived family support, academic performance, academic help-seeking, self-esteem, and 

college adjustment between Hispanic and non-Hispanic first-year college students.  This chapter 

reports on the steps taken to prepare the data and highlights the demographic information of 

participants as well as the results from the preliminary analyses, descriptive statistics, and 

primary analyses.   

1. Are there differences between Hispanic and non-Hispanic first-year college students’  

levels of self-efficacy, perceived family support, academic performance, 

academic help-seeking, self-esteem, and college adjustment? 

2. Do academic performance, perceived family support, self-efficacy, self-esteem,   

             and academic help-seeking (avoidance to academic help-seeking) predict a  

      significant percentage of the variance in college adjustment among Hispanic 

       first-year college students? 

3. Is there a difference in model fit between Hispanic and non-Hispanic first- 

 year college students for the predictive model regressing perceived family  

support, self-efficacy, self-esteem, academic help-seeking (avoidance to academic 

help-seeking), and academic performance on college adjustment? 

Data Preparation 

 I presented to approximately 12 undergraduate classes, and a total of approximately 400 

students were given the opportunity to participate in the present study.  I collected data from a 

total of 186 participants for this study.  I performed data cleaning, which involved detecting and 
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correcting or removing data due to being inaccurate, duplicate, or incomplete data in a dataset.  

To clean the data, I used four steps.  First, I deleted 47 participant cases for not meeting the first-

year student requirement for inclusion in the research.  Additionally, I deleted four participant 

cases for not meeting the age requirement for consent and participation.  

In the second step, I conducted a Little’s test of missing at completely random (MCAR) 

analysis for missing values to test the randomness of the missing data.  I then reviewed the 

descriptive statistics, which indicated that only 2.5% of the data for GPA were missing.  The 

MCAR analyses failed to reject the null hypothesis and indicated no significance (X2 = 105.537, 

df = 112, p = .654).  Therefore, I found no evidence to indicate that the missing data was not 

MCAR.  I then evaluated missing data for listwise or pairwise deletion.  The missing values 

accounted for 8.79% of the total data.  In total, I deleted 13 cases for having missing responses to 

multiple questions, resulting in a total sample of 122.  I then deleted an additional three cases due 

to missing data for the variable “last reported GPA”, which reduced the sample to 119.   

In the third step, I used Mahalanobis distance (MD) to investigate the possibility of 

multivariate outliers using the following dependent variables: self-efficacy, GPA, self-esteem, 

perceived family support, college adjustment, and academic help-seeking.  Thereafter, I used 

linear regression to obtain the Mahalanobis distances.  Then, I identified a critical chi-square 

value of 20.51 (df = 5; α = .001).  A MD greater than the critical chi-square value (20.51) at a 

critical alpha coefficient of .001 would indicate outliers, which were not detected in this study.  I 

did not remove any cases based on critical chi-square value and no further adjustments to the 

data were made (N = 119). 

In the final step, I evaluated the assessments for reliability in the present study using 

Cronbach’s alpha (see Table 2).  This investigation found that the HSS-AHSS subscale 
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(Karabenick, 2003) measuring the avoidance to academic help-seeking had a Cronbach’s alpha 

coefficient of .72.  Next, I discovered that the MSPSS-PFSS (Zimet et al., 1988; Zimet et al., 

1990) measuring perceived family support had a Cronbach’s alpha coefficient of .81.  Thereafter, 

I determined that the Cronbach’s alpha coefficient for GSES (Schwarzer & Jerusalem, 1995) 

measuring self-efficacy was .76.  Then, I evaluated the RSES (Rosenberg, 1965) measuring self-

esteem and found that it had a Cronbach’s alpha of .88.  Lastly, I found that the SACQ (Baker & 

Siryk, 1986; Baker & Siryk, 1989) measuring college student adjustment had a Cronbach’s alpha 

of .90.  Dimitrov (2009) indicated that a Cronbach’s alpha coefficient of 1 indicates the highest 

possible reliability, while 0 indicates the lowest possible reliability.  George and Mallery (2003) 

indicated that a Cronbach’s alpha coefficient of .9 or greater is excellent, while .89 to .8 is good, 

.79 to .7 is acceptable, .69 to .6 is questionable, .59 to .5 is poor, and .49 and below as 

unacceptable.  The reliability of GPA was not tested due to the inconsistent curriculum across 

students.  Notably, there is inconsistency in how to test the reliability of GPA (Westrick, 2017).  

The reliability was sufficient to proceed.  

Demographics 

 The demographics questionnaire used in this study included questions on (and in the 

order of) ethnicity, gender, academic classification (e.g., first-year students or not), age, and last 

reported GPA.  A total of 119 Hispanic and non-Hispanic first-year undergraduate student 

participants were involved in the study.  Of the surveys that were completed and viable for use in 

the study, 56 (47%) were completed by Hispanic students and 63 (53%) were completed by non-

Hispanic students.  The mean age of participants was 18.83 years (SD = 2.24; range: 18–40).  

The sample included more female (n = 86, 72.3%) than male (n = 33, 27.7%) participants.  The 

mean GPA score was 3.30 (SD = .67; range: 1.00–4.00). 
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Table 2 

Means, Standard Deviations, Reliability Coefficients, and Bivariate Correlations for Scores 

among Scales Used as Predictor and Outcome Variables (N = 117) 

Variable 1 2 3 4 5   6 
1 Perceived family support * .07 .23** .31* .13 .33* 
2 Academic help-seeking 
   (Avoidance to help-seeking) 

 * .43* .33* .36* .21** 

3 Self-efficacy   * .46* .17** .27* 
4 Self-esteem    * .12 .37* 
5 Academic performance (GPA)     * .16** 
6 College adjustment      * 

M 20.39 10.75 29.93 27.36 3.34 378.40 
SD 5.72 2.84 4.66 5.79 .62 54.31 
α .81 .72 .76 .88 - .90 

 
*p < .001; **p < .05 

           

 

Data Analysis 

Research Question 1  

Initially, I evaluated the descriptive statistics for each instrument (see Table 2).  To 

conduct a MANOVA, I evaluated five assumptions (Dimitrov, 2009).  The first assumption 

implies that the participants were randomly sampled.  In the present study, participants were 

obtained based on convenience after volunteering from college classes in no specific order.  My 

investigation showed that this assumption was met.  

The second assumption is the independence of observations.  In simple terms, this 

assumes that the responses of one participant do not affect those of another participant.  This is 

important because if the responses of one participant were dependent on those of another, the 

information obtained could be skewed.  The surveys provided all participants with the same 

responses to select from without any influence from one another. 
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The third assumption is multivariate normal distributions of the dependent variables 

across each group.  Although violating this assumption has a negligible effect on creating a false 

positive (i.e., type one error), this assumption is important to evaluate because severe departures 

from normality can affect the statistical power of a MANOVA test (Dimitrov, 2009; Laerd 

Statistics, n.d.).  Violations can also indicate multicollinearity in the dependent variables.  I ran 

Shapiro-Wilk analyses with the dependent variables (e.g., self-esteem) for each group (e.g.,  

Hispanic and non-Hispanic first-year college students).  The findings indicated that self-efficacy 

(.25), self-esteem (.42), and college adjustment (.18) had normal distributions (p > .05).  

However, this evaluation found that GPA (.00), perceived family support (.00), and avoidance to 

academic help-seeking (.00) did not exhibit multivariate normality across the groups (p < .05).  

Although authors encourage caution in continuing a MANOVA analysis when this assumption is 

violated, they explain that the robustness of the MANOVA test allows for the violation of this 

assumption if the departure from a normal distribution is not severe (Dimitrov, 2009; Laerd 

Statistics, n.d.).  Moreover, Agresti and Finaly (2009) stated that moderate departures from 

normality in the distribution can be tolerated for studies that have larger sample sizes.  This is 

due to the weaker influence of the sampling distribution on the population distribution shape.  

Moreover, in cases with equal sample sizes in the groups, the test is “very robust” toward 

violations of the normal distribution assumption (Agresti & Finaly, 2009).  Leech et al. (2005) 

explained that the MANOVA test is robust toward violations of the assumptions of multivariate 

normality and homogeneity of variances/covariance matrices if the size of the largest group is 

not 1.5 times larger than that of the smallest group.  With this in mind, I continued the analysis 

since the groups were of a similar size (55 Hispanic and 62 non-Hispanic students).   
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I evaluated the fourth and fifth assumptions together by assessing Box’s M.  The fourth 

assumption is that all groups have the same variance for each dependent variable.  The fifth 

assumption is that correlation between any two dependent variables is identical across all groups.  

Dimitrov (2009) stated that the assumption of homogeneity of covariance matrices is often 

satisfied in the MANOVA test when the group sizes are not vastly different.  The homogeneity 

of variance-covariances matrices was detected based on Box's test of equality of covariance 

matrices (p = .29; p >.001).  This assumption was met, and I continued my analyses. 

 The descriptive statistics for the dependent variables in Hispanic and non-Hispanic first-

year college students’ college adjustment were collected (see Table 3).  I conducted a one-way 

MANOVA analysis to investigate whether there were statistical differences across multiple 

continuous dependent variables (DV; e.g., self-esteem, etc.) among Hispanic and non-Hispanic 

first-year college students.  To determine statistical significance, an alpha level of .05 was 

utilized.  No significant differences between Hispanic and non-Hispanic first-year students were 

found with regard to their levels of college adjustment, GPA, self-esteem, self-efficacy, 

perceived family support, or avoidance to academic help-seeking (F(6, 110) = 1.64, .14 > .05; 

Wilks' Λ = .92; partial η2 = .08).  Norouzian and Plonsky (2018) stated that due to one-way 

MANOVA tests having only one source of effect, eta squared and partial eta squared can be 

interpreted in the same manner.  As a result, a medium effect size was observed (Cohen, 1988; 

small = 0.01; medium = 0.06; large = 0.14). 
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Table 3 

Means, Standard Deviations, and Ranges for Scores among Scales Used as Predictor and 

Outcome Variables across Hispanic and non-Hispanic First-Year College Student Groups (N = 

117). 

  Hispanic (N = 55)   Non-Hispanic (N = 62)  
 M SD Range M SD Range 

GPA 3.19 .67 1.7-4.0 3.47 .53 1.78-4.0 
PFS 19.42 5.93 4-28 21.26 5.42 4-28 
SEF 29.27 4.20 21-38 30.52      5 17-40 
SES 26.42 5.51 14-40 28.19 5.94 12-40 
AHS 10.27 2.86 3-15 11.18 2.78 5-15 
ADJ 371.45 55.50 265-

500 
384.56 52.90 280-517 

 
Note. Perceived family support = PFS, self-efficacy = SEF, self-esteem = SES, academic  
 
help-seeking (avoidance to academic help-seeking) = AHS, adjustment = ADJ. 
 
Research Question 2  

    To conduct a hierarchical multiple regression, I evaluated eight assumptions (Laerd 

Statistics, n.d.).  The first assumption required a continuous outcome variable. In the present 

study, this variable was college adjustment, which was measured by utilizing the total score of 

the SACQ assessment.  I assessed this continuous outcome variable by utilizing the SACQ, with 

larger scores implying better adjustment.   

The second assumption requires the study to have two or more nominal predictors or 

continuous variables. This assumption was met.  I assessed the predictor variable of self-efficacy 

using the GSES, with high scores implying higher self-efficacy beliefs.  I assessed the predictor 

variable of academic performance by obtaining the last reported GPA score, with higher GPA 

scores implying better academic performance.  I assessed the predictor variable of self-esteem 

using the RSES, with high scores implying higher self-esteem.  I assessed the predictor variable 
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of perceived family support using the MSPSS-FSS, with higher scores indicating a higher belief 

in a student’s family being supportive.  I assessed the predictor variable of academic help-

seeking using the HSS-AHSS, with higher scores indicating a greater willingness to seek help.  

My evaluation determined that all of the predictor variables were on a continuous scale; thus, this 

assumption is met. 

I investigated the third assumption by using a Durbin-Watson analysis to check for the 

independence of observations.  A Durbin-Watson statistic ranges from 0 to 4; however, values 

closer to two imply no correlations between residuals (Laerd Statistics, n.d.).  My evaluation 

concluded with a Durbin-Watson statistic of 1.725, indicating that the error variances were not 

related.  This implies that students’ answers did not impact the answers of others.     

I then evaluated the fourth assumption of a linear relationship between the outcome 

variable (college adjustment) and the predictor variables (self-esteem, self-efficacy, perceived 

family support, GPA, and academic help-seeking) individually and collectively.  A lack of 

linearity can imply the presence of outliers or that the responses somehow impact one another 

(multicollinearity).  I observed linear relationships in all scatterplots upon evaluating the 

outcome variable (adjustment) and the predictor variables. 

 Next, I explored the fifth assumption: the homoscedasticity of residuals (error).  I used a 

scatterplot to graph the residual error and predicted values to evaluate homoscedasticity for 

college adjustment.  The scatterplot indicated that the error was equally distributed and that the 

data were not heteroscedastic.  This was determined by evaluating the spread of the residuals for 

no pattern and approximate consistency in the scatterplots. 

 Thereafter, I investigated the sixth assumption of no multicollinearity being present 

within the data.  Initially, to prevent multicollinearity, theoretically different variable constructs 
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were used.  The presence of multicollinearity implies that participants may be influencing one 

another, which can skew the findings.  To address the assumption of the data not having 

multicollinearity, I evaluated the variance inflation factors (VIFs; <10), which indicated weak 

multicollinearity (Dimitrov, 2009, p. 195).  Despite the model only accounting for 20% of the 

variance in the model, VIF assessment was the most suitable tool available for evaluating 

multicollinearity.  Notably, all observed correlations were positive.  This implies that as one 

variable increases, the other variable also increases.  The scores were coded (also reverse coded; 

SACQ, RSES, and HSS-AHSS) so that higher scores indicated a stronger presence of the 

variables being assessed. No significant strong bivariate correlations were found. However, 

significant moderate bivariate relationships between variables were observed (see Table 2).  

Significant positive and moderate relationships existed between the following variables: 

academic help-seeking and self-efficacy (r(115) = .43, .00 < .001); self-esteem and perceived 

family support (r(115) = .31, .00 < .001); self-esteem and academic help-seeking (r(115) = .33, 

.00 < .001); self-esteem and self-efficacy (r(115) = .46, .00 < .001); academic performance and 

academic help-seeking (r(115) = .36, .00 < .001); college adjustment and family support (r(115) 

= .33, .00 < .001); and college adjustment and self-esteem (r(115) = .37, .00 < .001).  The 

bivariate correlations could indicate some influence of multicollinearity.  Despite this, the 

research continued because the analysis is robust to normality violations unless there are strong 

intercorrelations.  Field (2013) suggested that strong multicollinearity in situations with 

correlations of approximately .8 to .9 pose a problem; however, none of the intercorrelations 

reached this level. 

To address the seventh assumption, I reviewed the data for significant outliers.  I 

identified two outliers (N = 117) from the GPA data after reviewing their skewness and removed 
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them for not being within the acceptable range (i.e., within -2 to 2 SD units; George & Mallery, 

2010).  Notably, the skewness for all other variables was acceptable.  

I then addressed the eighth assumption, which involved evaluating the dependent variable 

for a normal distribution by using Q-Q plots to assess normality (Osborne & Waters, 2002).  

Since I found that the SACQ scores assessing adjustment were normally distributed (see Figure 

3), the assumption was met and I continued the investigation.  

Figure 3 

Normality Scatterplot for Outcome (Adjustment) and Predictor Variables (e.g., Self-Esteem) 

 

Note.  Q-Q plot for comparing the observed p value distribution with the posterior predictive 

distribution.  

I performed a three-step hierarchical multiple regression to investigate the relationship 

between adjustment, perceived family support, self-esteem, self-efficacy, academic help-seeking, 

and academic performance in first-year college students (see Table 4).  In the first step, academic 

performance (GPA) was added to the model as a predictor with adjustment as the outcome 

variable.  Previous research showed a strong association between cognitive abilities (e.g., 
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academic performance and adjustment) (Consolvo, 2002; Katz & Somers, 2017; Nordstrom et 

al., 2014), which is why GPA was entered first.  The academic performance predictor did not 

explain a significant portion of the variance in college adjustment among first-year students (F 

(1, 115) = 2.99, p = .09, R2 = .03). 

Table 4 

Summary of the Regression Model for Academic Performance, Perceived Family Support, Self-

Efficacy, Self-Esteem, and Academic Help-Seeking as Predictors of College Adjustment in First-

Year Students 

     
Variable       B SE B β 

 
R2 
 

Step 1    .03 
AP 14.02 8.11 .16  

Step 2    .20* 
AP 7.43 7.58 .08  

PFS 2.08 .85 .22  
SEF 1.00 1.12 .09  
SES 2.31 .92 .25  

Step 3    .20 
AP 6.00 8.10 .07  

PFS 2.13 .86 .23  
SEF .89 1.19 .08  
SES 2.22 .94 .24  

AHS 1.05 1.93 .06  
Note.  Academic performance = AP, perceived family support = PFS, self-efficacy = SEF, self-

esteem = SES, academic help-seeking (avoidance to academic help-seeking) = AHS. *p < .05. 

  In the second step, perceived family support, self-esteem, and self-efficacy were added to 

the model to determine whether they could improve the prediction of college adjustment.  While 

previous studies have shown that significant relationships exist between college adjustment non-

cognitive attributes such as family support (Dorrance Hall et al., 2017), self-esteem (Conley & 

Holmbeck, 2014; Kernis, 2008), and self-efficacy (Tinto, 1993, 1975), relatively few studies 
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have investigated their combined influence on college adjustment.  The results of the present 

study show that the linear combination of these four predictors (academic performance, self-

esteem, self-efficacy, and family support) explained a significant proportion of the variance in 

college adjustment among first-year college students (F (3, 112) = 8.26, p = .0, R2 = .20 (ΔR2  = 

.18)).  In summary, the differences between the second step and the first prediction models were 

significantly different. I discovered that this combination accounted for 20% of the variance, 

with an additional 18% of the variance explained.  None of the predictor variables included in 

this step (e.g., academic performance, self-esteem, self-efficacy, or family support) individually 

and significantly predicted college adjustment (Table 4).   

In the third step, academic help-seeking was added to the model to determine whether it 

could better explain the variance in college adjustment among first-year college students.  

Notably, previous studies discussed the influence of academic help-seeking on academic success 

by way of being utilized it as a strategy (Ames & Lau, 1982, p. 414; Zimmerman & Martinez-

Pons, 1990).  By adding academic help-seeking to the model, the results did not show a 

significant improvement in explaining the variance (F (1, 111) = .29, p = .59, R2 = .20) (ΔR2  = 

.0; Cohen, 1992).  In summary, the inclusion of academic performance, self-esteem, self-

efficacy, family support, and academic help-seeking across the three steps significantly predicted 

college adjustment (F (5, 111) = 5.69, p = .0, R2 = .20).  Notably, by the addition of academic 

help-seeking to the model, the ability to predict college adjustment was slightly improved upon 

from the variables included in step 2; however, this difference was not significant.  Overall, the 

model predicted 20% of the variance in college adjustment. 

In the present study, the combination of predictor variables (i.e., self-esteem, self-

efficacy, and perceived family support) significantly predicted college adjustment in first-year 
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college students when controlling for academic performance and academic help-seeking.  In 

summary, academic performance, self-esteem, self-efficacy, and family support predicted a 

significant proportion of college adjustment in first-year college students, with 20% being 

explained. 

Research Question 3  

 To investigate Research Question 3, I utilized simultaneous multiple regressions.  I used 

these analyses to evaluate the relationships between college adjustment, self-esteem, self-

efficacy, academic performance, and academic help-seeking and compared the models derived 

from Hispanic and non-Hispanic first-year college students.  The univariate statistics, 

correlations of each variable with college adjustment, and multiple regression beta weights for 

each of the two groups are presented in Table 5.  The variances explained by the models for 

Hispanic first-year students were 1% (step 1, R2 = .01), 19% (step 2, R2 = .19), and 21% (step 3, 

R2 = .21).  The variances explained by the models for non-Hispanic first-year students were 4% 

(step 1, R2 = .04), 21% (step 2, R2 = .21), and 21% (step 3, R2 = .21).  The model fit for Hispanic 

students and non-Hispanic first-year students was compared by using Fisher’s z-transformation 

to transform the R2 values from the third step (full model) into normally distributed z-scores. 

Ultimately, no significant differences in R2 values were observed between the groups (Fisher’s Z 

= 0, p > .05); therefore, the null hypothesis was accepted. 
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Table 5   

Summary of the Regression Model for Academic Performance, Perceived Family Support, Self-

Efficacy, Self-Esteem, and Academic Help-Seeking as Predictors of College Adjustment in 

Hispanic and non-Hispanic First-Year Students 

 Hispanic 
(N = 55) 

   Non-
Hispanic 
(N = 62) 

   

Variable       B SE B β 
 

R2 
 

       B SE B β 
 

R2 
 

Step 1    .01    .04 
AP 7.59 11.26 .09  18.79 12.61 .19  

Step 2    .19*    .21* 
AP 6.21 10.54 .08  8.21 12.15 .08  

PFS 2.09 1.20 .22  2.35 1.34 .24  
SEF 2.61 1.76 .20  -.08 1.54 -.01  
SES 2.41 1.34 .24  2.39 1.36 .27  

Step 3    .21    .21 
AP 1.16 11.55 .01  8.73 12.58 .09  

PFS 2.22 1.20 .24  2.34 1.36 .24  
SEF 2.20 1.80 .17     .06 1.73 .01  
SES 1.85 1.44 .18  2.38 1.37 .27  

AHS 3.22 3.04 .17  -.48 2.68 -.03  
Note.  Academic performance = AP, perceived family support = PFS, self-efficacy = SEF, self-

esteem = SES, academic help-seeking (avoidance to academic help-seeking) = AHS. *p < .05. 

 

 

 

 

 

 

 

 



 

 
92 

 

CHAPTER V: DISCUSSION 

 The purpose of the present study was to provide more insight into possible differences in 

predictors of college adjustment among Hispanic and non-Hispanic first-year college students.  

Research investigating college adjustment is important since going through college represents a 

major transitional period of growth (Arnett, 2012; Chickering & Reisser, 1993; Chickering, 

1969; Toews & Yazedjian, 2007).  Identifying the predictors of college adjustment during the 

critical first year may enable supporters to take action in preventing negative student outcomes 

such as dropout (Arnett, 2004; Nordstrom et al., 2014).  Additionally, the findings of the present 

study may help to promote and inform the development of additional supportive services for 

Hispanic first-year college students through the provision of additional counseling services, 

changes to curriculums, or offering a cultural lens for better considerations.  This chapter is 

focused on discussing the findings of the study within the context of existing research on self-

efficacy, self-esteem, academic performance, family support, college adjustment, and academic 

help-seeking.  The implications of the present research, its limitations, considerations for future 

research, and concluding remarks are provided in this chapter.  

Research Question 1: Are there differences between Hispanic and non-Hispanic first-year 

college students’ levels of self-efficacy, perceived family support, academic performance, 

academic help-seeking, self-esteem, and college adjustment? 

 In the present study, I utilized the SACQ to measure student college adjustment, while 

the RSES measured self-esteem, the MSPSS-PFSS measured family support, GPA measured 

academic performance, the GSES assessed self-efficacy, and the HSS-AHSS measured academic 

help-seeking.  The results indicate that GPA scores were not significantly different between 

Hispanic and non-Hispanic students.  The present findings differ from those of Fischer (2010), 
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who observed significantly lower GPA scores among Hispanic students than their non-Hispanic 

peers.   

My results also indicated that the adjustment scores were not significantly different, in 

contrast to some previous studies that suggested adjustment concerns in Hispanic college 

students (Benites, 2015; Perez et al., 2009).  Previous research has indicated cultural concerns 

and possible differences in the area of academic help-seeking (Ersig-Marcus, 2014) when 

comparing Hispanic college students to their peers.  However, the present findings did not reflect 

significant differences between these groups.  Upon analyzing self-efficacy, the results also did 

not reflect significant differences between the groups, which may reflect the documented 

inconsistency (Manzano-Sanchez et al., 2018) of research findings in this area.  The findings 

related to self-esteem also suggested no considerable differences between groups.  Despite 

studies indicating cultural differences and lower self-esteem among Hispanic students in post-

secondary institutions, there is an inconsistent picture overall (Rodriguez, 2011).  Rodriguez 

(2011) noted that environmental factors may explain such differing research results regarding the 

self-esteem of Hispanics in the U.S., which is a possibility in the present case.  Lastly, family 

support was not significantly different between the Hispanic and non-Hispanic first-year student 

groups.  In contrast, Juang et al. (2016) suggested that family support may be different between 

the groups since Hispanics may look toward their families for guidance more than their White 

Westernized peers. 

Research Question 2: Do academic performance, perceived family support, self-efficacy, 

self-esteem, and academic help-seeking predict a significant percentage of the variance in 

college adjustment among first-year college students?  
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Interestingly, none of the dependent variables could predict college adjustment 

individually.  This may be due to the complex and multifaceted construct of college adjustment 

(Watson & Lenz, 2018).  Notably, previous studies have explained the complex structure of 

college adjustment and the difficulty in assessing this construct (O’Donnell et al., 2018).  

Moreover, I utilized Baker and Siryk’s (1989) ideas on college adjustment, which some have 

argued are missing contemporary factors such as finances, career issues, and college diversity 

(Watson & Lenz, 2018).  In summary, the varied multifactorial construct of adjustment may 

account for the inability of the dependent variables to predict college adjustment individually.    

The results presented in this study indicate that academic performance, self-esteem, 

perceived parental support, and self-efficacy combined can significantly impact the college 

adjustment of first-year college students.  However, academic help-seeking did not improve the 

ability to predict college adjustment in first-year college students, which was surprising.  

Chickering and Reisser (1993) noted that the transition period into college is a developmental 

period in which individuals attempt to grow their social prowess, confidence, and ability to 

overcome challenges.  One such ability college students may use to overcome challenges in 

college is academic help-seeking, which is a type of learning strategy (Zimmerman & Martinez-

Pons, 1990).  The results of the present study contradict previous studies on help-seeking that 

suggest a relationship between academic help-seeking and adjustment to college (Holt, 2014a, 

2014b).  Holt (2014b) found that attitudes toward help-seeking could mediate the relationship 

between parental attachment and academic adjustment in first-year college students.  The 

findings of the present study are potentially inconsistent with those of Holt (2014b) due to 

differences in participant diversity.  In Holt’s (2014b) study, 68% of research participants were 

White and only 3% were Hispanic.  In the present study, 47% of participants were Hispanic 
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students, while 53% were of other ethnicities.  Like other ethnic groups, Hispanics have unique 

cultural considerations that impact their academic help-seeking behaviors (Ersig-Marcus, 2014), 

which could explain the inconsistencies observed between Holt’s (2014b) findings and the 

present research.  Additionally, the present study was conducted at a Hispanic-serving 

institution, which may have influenced the outcome since a diverse college campus environment 

can impact college adjustment (Fischer, 2010; Hurtado et al., 1996) and thus potentially impact 

help-seeking.   

Research Question 3: Is there a difference in model fit between Hispanic and non-Hispanic 

first-year college students for the predictive model regressing perceived family support, 

self-efficacy, self-esteem, academic help-seeking, and academic performance on college 

adjustment? 

The results of this study indicate that college adjustment among Hispanic and non-

Hispanic first-year college students was not impacted differently by the following factors: self-

efficacy, self-esteem, perceived family support, academic help-seeking, and academic 

performance.  Due to the small effect size highlighted in this study, there are limitations to the 

practical significance of the results.  Additionally, this research showed that previous studies 

have not focused on the combination of variables and relationships presented.  Due to the unique 

combination of variables being researched in this study, it was important to evaluate the findings 

against previous research investigating these variables individually.    

The first step consisted of using only GPA as an indicator of academic performance. 

Notably, the findings revealed that academic performance was unable to predict college 

adjustment.  Moreover, there were no group differences in the ability of academic performance 

to predict college adjustment.   
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In the second step, the findings revealed no group differences when using the 

combination of self-efficacy, self-esteem, perceived family support, and academic performance 

to predict college adjustment.  The academic help-seeking variable was added in the third and 

final step, and the results showed no group differences when using the combination of academic 

help-seeking, self-esteem, self-efficacy, academic performance, and perceived family support to 

predict college adjustment in Hispanic and non-Hispanic first-year students.  These results 

contradict the findings of previous research that identified the predictor variables with cultural 

considerations.  These findings should have manifested in differences and differences in 

predicting college adjustment.  

Based on previous research, it was believed that cultural considerations would be 

highlighted in the findings upon evaluating the predictability of self-esteem, self-efficacy, 

perceived family support, academic performance, and academic help-seeking for college 

adjustment.  For example, Ersig-Marcus (2014) explained that the individualism in American 

classrooms may negatively impact the academic help-seeking of Hispanic students.  Researchers 

postulated that Hispanic culture is deeply collectivist and may prevent them from disrupting a 

classroom based on individual needs (Ersig-Marcus, 2014; Jian-Bin et al., 2018).  However, the 

authors indicated that the acculturation of Hispanic students may also influence behavior.  In 

terms of family support, Juang et al. (2016) believed that cultural differences in Hispanic 

students could be seen through higher levels of family support.  Additionally, Arevalo et al. 

(2016) believed that Hispanic students come from family-oriented cultures, which would 

continue into their college years.  Research has shown that self-efficacy (Manzano-Sanchez et 

al., 2018) and self-esteem (Rodriguez, 2011) can have an inconsistent relationship with 

adjustment, which makes it difficult to assess how culture could impact adjustment.  Rodriguez 
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(2011) noted the impact that culture can have on self-esteem while also raising the prospect of 

environmental factors having an influence.  Lastly, it was believed that lack of resources, 

finances, and preparation within the Hispanic community (Martinez, 2018) would foster 

differences in academic performance and predictability.  The contrasting results observed here 

may be partly due to the acculturation (Ersig-Marcus, 2014; González & Ting, 2008) of the 

participants and the campus environment (Hurtado et al., 1996; Martinez, 2018), both of which 

can have a significant impact on Hispanic students.  The participants in the present study 

attended a Hispanic-serving institution, which may have influenced their experiences.  The 

campus has approximately 6,000 (50%; Texas A&M University-Corpus Christi, 2020) Hispanic 

students in attendance, which could significantly impact the college campus culture and 

differentiate this study from previous research, which lacks a strong Hispanic presence.  With 

these reflections in mind, my thoughts on the findings are presented in the following section. 

Personal Reflections  

Although the results of the present study differed greatly from the literature, they did not 

differ from my personal experiences.  South Texas is a unique area with deep and proud 

Hispanic historical roots.  This area is considered TexMex and the birthplace of Tejano culture.  

Much like my identity being not only Hispanic but also Tejano, South Texas represents our 

native home.  Most of the literature is devoid of this distinctive culture and brushes Hispanics 

with a wide brush stroke.  While I was initially surprised at this, I understood it upon thinking 

harder about my unique culture.  I understood why there may be little distinction between the 

two groups.  The Hispanic culture is blended with a proud Texan culture that is distinct from that 

of other areas of the country.  Families here are often blended, while families that have been here 

for generations have grown accustomed to morning tacos and the historical Hispanic influence.  



 

 
98 

 

This area is unique, and the institutions in South Texas were largely built to serve the area and 

those that call it home, like me.  I feel at home here, and I am certain that many of the other 

Hispanic students from her and going to school here also do.  Logically, with this mindset, it 

makes sense that there would be little distinction between Hispanic and non-Hispanic students 

here in the area where the study took place.  I never felt like an underdog or inferior to any of my 

peers.  However, this area is also one of the poorest areas in the country.  Due to this, there are 

some socio-economic challenges such as poor school districts. I came from such an area.  While 

I did not feel inferior to my non-Hispanic peers who also called South Texas home, there were 

occasions where I felt lesser when compared to students from more financially well-off areas.  I 

often kept these thoughts to myself because I knew staff and administrators would not 

understand. Even more so frustrating were the occasions when I did bring it up and instantly was 

compared to other Hispanics from other areas.  As a result of this study, I have become aware of 

the need for distinguishing the diverse Hispanic cultures in the counseling literature. 

Implications  

 Attempting to understand the U.S.’s diverse college student population requires the 

consideration of many cultural factors (Ersig-Marcus, 2014; Ward & Kennedy,1993, 1994).  

Research has shown that college enrollment is expected to increase from 2018 to 2029 (USDE & 

NCES, 2020).  During this period, female college undergraduate enrollment is estimated to 

increase from 9.4 million to 9.6 million, with male college enrollment also increasing from 7.4 

million to 7.6 million.  Available figures indicate that Hispanics account for 60 million 

individuals (USCB, 2019) in the U.S. population, with many enrolled in colleges across the 

country (Lopez & Fry, 2013).  Considering the continual rise in college enrollment and the 

integral part that Hispanic students play in college campuses, it is necessary to address the unmet 
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needs of this student population (De Brey et al., 2019; Krogstad, 2016b).  Hispanic students 

struggle to achieve academic success, which may be due to poor adjustment to college life 

(Ersig-Marcus, 2014; González & Ting, 2008).  With this in mind, it would be beneficial for 

counselors, parents, educators, and college administrators to understand the differences between 

Hispanic and non-Hispanic first-year college students as they attempt to safeguard and promote 

the academic success of their students.  However, the findings of the present study did not show 

any significant differences in self-esteem, self-efficacy, academic performance, perceived family 

support, or academic help-seeking.  Nor did they show a significant difference in using these 

variables to predict college adjustment.  In fact, college adjustment as a whole was not 

significantly different between Hispanic and non-Hispanic first-year students.  Despite this, some 

important implications can be drawn. 

 While these findings themselves were not significant, the knowledge gained in this study 

helps to further illuminate the subject so that different relevant research can be conducted.  For 

example, research using a different theoretical basis than Baker and Siryk’s  (1989) 

conceptualization of college adjustment may yield different results.  Due to the multifaceted 

nature of college adjustment (Watson & Lenz, 2018), these findings could encourage the 

exploration of other predictor variables for college adjustment.  As suggested by Watson and 

Lenz (2018), the work of Baker and Siryk (1989) could be extended by the addition of 

contemporary factors (e.g., finances, careers, etc.).  If researchers can home in on predictors for 

college adjustment, they could potentially prevent student dropout during the major transition to 

college. 

Additionally, the findings of this study bring attention to the efficacy of what is currently 

being done across universities and colleges.  For example, colleges may want to re-evaluate 
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funding special programs promoting the involvement of parents (e.g., parent nights), because the 

findings in the present study show that parental support does not predict college adjustment 

significantly in both Hispanic and non-Hispanic first-year college students.  Colleges spend 

billions on supportive services to promote the academic success of their students.  Thus, it is 

important that the right services and aims are being initiated during this transitional period.  For 

example, public four-year colleges in the U.S. spent roughly 80.86 billion in academic support, 

institutional support, and student services in the 2017–2018 academic year (NCES, n.d.).  In 

summary, the current findings suggest that self-esteem, self-efficacy, family support, help-

seeking, and academic performance may not be the right areas to focus on building supportive 

services for. 

 Lastly, the results of this research showed no differences between Hispanic and non-

Hispanic first-year college students.  This result may be due to the unique environment of an 

institution in South Texas, which is roughly made up of 50% (6,000) Hispanic students.  It may 

be that the needs of Hispanic students in South Texas are different from those in other states or 

urban areas.  Thus, the results of the current study may support the need for further comparisons 

between institutions in South Texas and other areas.  Although it is known that cultural 

environments can impact Hispanic college students (Hurtado et al., 1996; Martinez, 2018), 

Hispanic students are too often lumped together with little consideration of subcultures and other 

cultural influences.  An example of this is the Tejano culture, which is based on a rural ranching 

heritage and the urban Chicano culture of California (Griswold del Castillo, 1985).  Perhaps by 

looking closer at the different Hispanic student groups, we can obtain a more accurate picture of 

unmet needs.  I believe that by addressing the issue of college adjustment and helping to ingrain 

college education in a significant proportion of the U.S. population (USCB, 2019), our 
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colleges—including their administrators, staff, and counselors—can have a long-standing effect 

on the country (Chickering & Reisser, 1993; Chickering, 1969). 

Limitations 

 While conducting the present research, I discovered a lack of studies focusing on 

Hispanic first-year college students and their adjustment to college that also considered academic 

help-seeking.  While I recognize that some studies have discussed the adjustment of Hispanic 

college students, few consider the factors presented in the current study and their relationships 

with adjustment to college.  With this in mind, my study addressed a void in the literature and a 

problem that remains a relevant concern (De Brey et al., 2019; Ersig-Marcus, 2014).  The 

limitations of my study relate to the forms of analysis used, achieved sample size, utilization of 

self-report measures, and participant demographics.   

First, the participants in this study were a convenience sample from a four-year public 

college in South Texas.  Therefore, the findings of this study should not be interpreted for 

graduate students.  Moreover, the results should be interpreted with caution since only 55 

Hispanic first-year students participated in this study.  It is possible that with more participants, a 

clearer and more refined picture could counter the findings presented here.  Additionally, factors 

such as acculturation, region, generational status, and the ethnicity of participating Hispanic 

students could affect the results (González & Ting, 2008).  I acknowledge that there is great 

diversity within the Hispanic community (e.g., Mexican, Puerto Rican, etc.) with entirely 

different cultures that could have different outcomes in a similar study.  Furthermore, the 

university in which I collected the data has a large Mexican American Hispanic student 

population. Thus, the findings may differ greatly for other Hispanic student populations within 

the U.S.  Although the demographic data indicated Black/African Americans (N = 3), Asians (N 
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= 4), and other ethnicities (N = 4), the non-Hispanic student group was primarily Caucasian (N = 

51), which limits the interpretation of the results when considering non-Hispanic first-year 

college students. 

Second, my research utilized self-report measures that may be subject to participant bias, 

fatigue, interpretation/comprehension errors, and responses reflective of social correctness.  

Notably, the participants I recruited may not have been honest about their responses and chosen 

answers that they believed would put them in a good light.  Additionally, it is possible that 

participants in my study lost interest during the survey and their responses were not accurately 

entered.  As a researcher, I assumed that the participants answered as honestly and accurately as 

possible. 

 Third, this study evaluated five variables to predict college adjustment: self-esteem, self-

efficacy, perceived parental support, academic performance, and academic help-seeking.  

However, the variables in my study are not the only variables that could predict college 

adjustment in Hispanic first-year college students.  Thus, I recommend that future researchers 

consider exploring other predictive variables to further existing knowledge on college adjustment 

in Hispanic first-year college students.  Although the body of knowledge on college adjustment 

in Hispanic first-year college students was expanded by this research, other factors should be 

considered to push the threshold further.  By doing so, I hope that a deeper understanding of 

college adjustment can be acquired to address the issues faced by Hispanic first-year college 

students. 

 Fourth, I conceptualized student dropout and adjustment using Tinto’s (1993) model of 

student departure.  Some authors have argued that financial stressors should be emphasized more 

than in prior models attempting to establish a theoretical basis for student dropout (Taylor & 
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Pastor, 2007; Feldt et al., 2011).  As such, the use of Tinto’s model (1993) in the present research 

may understate the role of poverty in student dropout. 

 Fifth, there were some correlations between certain predictor variables that could have 

influenced the data (Table 2).  Despite the literature suggesting that only strong intercorrelations 

are a concern for multicollinearity (Field, 2013), the findings of the present study should be 

interpreted with caution.  For example, self-efficacy and self-esteem were significantly 

correlated. Although these correlations were only moderate, it is worth noting that both variables 

may be measuring the same things in such cases.   

Lastly, the data for this study were collected over the fall semester of 2020 during the 

COVID-19 epidemic, which may have impacted the results.  The impacts of COVID-19 were 

unforeseeable, and students were likely subjected to additional stressors.  However, I cannot 

fathom the influence of these stressors.   

Future Directions for Research 

 Further research to push the boundaries of knowledge about college adjustment and 

refine the focus of this study is encouraged.  The preset research recognized that Hispanic first-

year college students face many unique obstacles as they adjust to their new surroundings at 

colleges.  Since this study was generalized to Hispanic first-year students in South Texas, the 

next logical step in pursuing more clarity for attempting to predict adjustment in Hispanic first-

year college students would involve reproducing the results with greater representation from 

different Hispanic groups.  Notably, a reproduction of this research should be conducted with 

participants from other areas, universities, and regions.  For example, researchers could run a 

hierarchical regression with groupings for Hispanic first-year college students from South Texas 

and California as well as non-Hispanic students from both areas.  By comparing different 
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Hispanic college students, the findings could potentially identify different needs among the 

various groups.  Such research might also emphasize the need to stop generalizing Hispanics as a 

single cultural identity.  Thus, the findings of such future research may provide more accurate 

ways to support the adjustment of first-year college students with different cultural identities.  If 

colleges can better identify the needs of their student body, they may be able to use their funds 

more efficiently.  Since colleges and universities have limited funding available, it is important 

for them to allocate their funds where they will have the greatest impact.   

Since the findings of the present research did not find significant differences between 

Hispanic and non-Hispanic students, future researchers should pursue the inclusion of 

institutions without the Hispanic-serving institute distinction.  Future research should be 

conducted to investigate the possible differences that the predictive variables and their impact on 

college adjustment could have on Hispanic first-year students at Hispanic-serving institutions 

and those that attend other colleges.  While investigating Hispanics from different regions and 

areas is significant for representing cultural differences among Hispanics, considering different 

types of colleges and universities is also important.  Universities and colleges each have their 

own unique cultural environment.  Hispanic-serving institutions are exceptional and recognized 

for their acceptance, support, and awareness of Hispanic student populations.  Therefore, it is 

logical for future researchers to perform comparative studies attempting to predict adjustment in 

Hispanic college students at different types of institutions.  Upon obtaining the ability to predict 

and improve the adjustment of Hispanic first-year college students through active support, 

institutions may be able to safeguard the academic success of these students. 

Since it is likely that the results of this study were not significant due to the small pool of 

participants, future researchers should attempt to obtain a larger pool of participants. The 
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reproduction of this study with a larger pool of participants could yield different results when 

evaluating the predictors for their relationship with adjustment.  Notably, a larger pool of 

participants could paint a clearer picture with greater accuracy.  With more accurate findings, 

college administrators, staff, and faculty would be better informed about the factors affecting 

college adjustment in Hispanic first-year students.  

Conclusion 

The U.S. Hispanic population is expected to continue growing (USCB, 2019) alongside 

university enrollment (USDE & NCES, 2020).  In the context of an increasingly diverse 

population, I believe it is becoming increasingly important to promote the enrichment of 

underrepresented groups during their initial transition to college.  In doing so, I believe that 

society can be enriched.   

The findings of this study illustrated that self-esteem, self-efficacy, academic 

performance, and perceived parental support can affect college adjustment.  Notably, these 

results can inform counselors as well as college administrators/staff and enable them to take 

action by providing, designing, and re-evaluating their supportive services.  Moreover, with an 

emphasis on first-year students in this research, the importance of protective factors during this 

critical time can also be considered.  I hope that this work provides readers with a direction (i.e., 

the predictors: self-esteem, self-efficacy, academic performance, and parental support) and a 

timeframe (i.e., the first year in college) to act.  I believe that education is critical and that the 

long-standing effects of a college education (Byrd & McKenney, 2012; Kessler et al., 1995; 

Melnyk et al., 2015; NIMH, 2005) allow counselors and college administration/staff to make a 

profound multigenerational impact. 
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Appendix B: Information Sheet 
 

INFORMATION SHEET 
EXAMINING THE DIFFERENCES OF PERCEIVED FAMILY SUPPORT, SELF-ESTEEM, SELF-

EFFICACY, PERCEIVED FAMILY SUPPORT, ACADEMIC PERFORMANCE, AND 
ACADEMIC HELP-SEEKING ON COLLEGE ADJUSTMENT IN HISPANIC FIRST-YEAR 

COLLEGE STUDENTS 

Introduction 
The purpose of this form is to provide you information to help to make the decision on whether to 
participate in this research study.   
 
Why is this research being done? 
The goal of this research study is to see if there are differences in how academic adjustment can be 
predicted by academic achievement, academic help-seeking, self-efficacy, family support, and self-
esteem in first-year students and first-year Hispanic students at a post-secondary institution.  
 
Who can be in this study? 
We are asking you to be a part of this research study because you are a first-year student. To be 
eligible to be in this study, you must: 

 be over the age of 18 and 

 be currently enrolled as a first-year student  

 
What will I be asked to do? 
Being in this study involves going to a website and taking brief surveys.  If you agree to be in this 
study, you will be in this study for 15 minutes. 
 
If you choose to be in this study, the following things will happen: 

 You will be asked to go online and consent to participate in the online survey. 

 You will be asked to answer some questions by filling out questionnaires on: demographics 
(e.g., age, sex, and ethnicity), self-esteem, self-efficacy, adjustment, academic achievement, 
academic help-seeking, and family support.   

 
What are the risks involved in this study? 
 
This research involves minimal risks or risks that are no more than what you may experience in 
everyday life.  The main risk may include: 
 

 Confidentiality risk: Your participation will involve collecting information about you. 
There is a slight risk of loss of confidentiality.  Your confidentiality will be protected to the 
greatest extent possible. You do not have to give any information to the study that you do 
not want to give. Your IP address will not be collected.  
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 Survey Questions: Some questions may be embarrassing or uncomfortable to answer. 
Sample questions that you may be asked are: “If I need help, I often ask peers” (You will 
select how much this sounds like you), or, “I often give up in the face of challenges” (You 
will select how much this sounds like you). You do not have to answers questions you do 
not want to.   

 
What are the alternatives to being in this study? 
Instead of being in this study, you may choose not to be in the research study. 
 
What are the possible benefits of this study? 
There may be no direct benefit to you from being in this research study. By being in this study, you 
may help researchers learn more about academic adjustment in first-year Hispanic students in the 
future.  
 
Do I have to participate? 
No. Being in a research study is voluntary.  If you choose not to participate, there will be no penalty 
or loss of benefits to which you are otherwise entitled.  
 
What if I change my mind? 
You may quit at any time.  There will be no penalty or loss of benefits to which you are otherwise 
entitled. 
 
You may decide not to participate or quit at any time without your current or future relations with 
Texas A&M University-Corpus Christi or any cooperating institution being affected.   
 
Who will know about my participation in this research study? 
This study is anonymous. 
 
The information collected from you will not include any identifiers (like names, addresses, phone 
numbers and social security or individual taxpayer identification (ITIN) numbers). Your identity will 
not be known by the research team to protect your confidentiality. Please do not include any identifiers 
in the study documents.  
 
All research records will be kept securely.  Research records will be seen only by authorized research 
team members. We will share your information only when we must, will only share the information 
that is needed, and will ask anyone who receives it from us to protect your privacy.   
 
No identifiers linking you to this study will be included in any report that might be published or 
presentation.   
 
Who can I contact with questions about the research? 
Jeremy Gonzalez is in charge of this research study.  You may contact Jeremy Gonzalez at 
jgonzalez84@islander.tamucc.edu with questions at any time during the study.   
 
You may also contact Dr. Joshua Watson at joshua.watson@tamucc.edu with any questions you may 
have.  
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Who can I contact about my rights as a research participant? 
 
You may also call Texas A&M University-Corpus Christi Institutional Review Board (IRB) with 
questions or complaints about this study at irb@tamucc.edu or 361-825-2497. The IRB is a committee 
of faculty members, statisticians, researchers, community advocates, and others that ensures that a 
research study is ethical and that the rights of study participants are protected. 
 

CONSENT TO PARTICIPATE 

To participate in this research study, click consent at the end of this page and proceed to the surveys. 
By continuing and clicking on the consent button, you are agreeing to participate in the study. By 
participating in this study, you are also certifying that you are 18 years of age or older. 
 
If you do not agree to participate in the research study, please do not proceed to the survey website. 
 
 
Although unlikely, if you should experience emotional or psychological duress, please contact the 
TAMUCC University Counseling Center at Phone: 361.825.2703 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

 
146 

 

Appendix C: Script for Recruitment in Classrooms 
 
Hi, I’m Jeremy Gonzalez a TAMUCC Counselor Education doctoral student. I am currently 
conducting a study here at TAMUCC on the predictors (academic help-seeking, academic 
performance, perceived family support, self-esteem, and self-efficacy) of college adjustment in first-
year and Hispanic first-year students in post-secondary institutions. 
 
This study focuses on studying the relationship between college adjustment and self-esteem, academic 
performance, perceived family support, self-efficacy, and academic help-seeking in first-year and 
Hispanic first-year students through the Department of Counseling and Educational Psychology.  The 
information gathered will be utilized to better understand the college adjustment and retention of 
Hispanic first-year and first-year students.  Because you are a first-year student at TAMUCC, your 
opinions are important to this study.   
 
Participation in this research study will involve taking a survey in this class. Participation takes 
approximately 20-45 minutes.   

There are no known or anticipated risks to your participation in this study. The questions asked are 
general. For example, “How likely does the following sentence sound like you: I have often give up 
doing homework assignments when frustrated” (responded by indicating 1-likely to 5-very unlikely). 
You may decline answering any questions you feel you do not wish to answer.   

You will receive no direct benefit from participating in this study. 

Participation in this study is voluntary.  

All information you provide will be considered confidential and grouped with responses from other 
participants.  You will not be identified by name in any report or publication resulting from this study. 
The data collected through this study will be kept for a period of 3 years. 

You may withdraw from the study at any time without penalty or loss of benefits to which you are 
otherwise entitled.   

This study has been reviewed and approved through the Texas A&M University-Corpus Christi 
Institutional Research Board (IRB). If you have questions, you can contact them at 361-825-2497 or 
irb@tamucc.edu. 

For all other questions, or if you would like additional information to assist you in reaching a decision 
about participation, please feel free to contact me at: 956-746-9462 or 
jgonzalez84@islander.tamucc.edu. 

Instructions: 

After being briefed in class and provided with information on the risks and benefits of participation, 
you will be provided a link. If you want to participate, follow the link and fill out the online survey. If 
you do not want to participate, do not fill it out with no impact on your standing at the unversity.  The 
document with information on consenting to participate includes information on how to contact me 
and the TAMUCC IRB if you have any questions. 
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Thank you for your assistance with this project.
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Appendix D: Demographic Form  
Demographics Questionnaire 

1. Please specify your ethnicity: 
A. White 

B. Hispanic  

C. Black or African American 

D. Native American or American Indian 

E. Asian / Pacific Islander 

F. Other 

2. Please specify your gender: 
    A. Male 
    B. Female 
    C. Other 
3. Are you a first-year student at a college or university? 
    A. Yes 
    B. No 
4. Age: ________ 
5. GPA (Last recorded GPA in high school):_________ 
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Appendix E: Multidimensional Scale of Perceived Social Support 
(MSPSS: PERCIEVED FAMILY SUPPORT SUBSCALE) 

Instructions: We are interested in how you feel about the following statements. Read each 
statement carefully. Indicate how you feel about each statement. 

 Circle the “1” if you Very Strongly Disagree 
 Circle the “2” if you Strongly Disagree 
 Circle the “3” if you Mildly Disagree 
 Circle the “4” if you are Neutral 
 Circle the “5” if you Mildly Agree 
 Circle the “6” if you Strongly Agree 
 Circle the “7” if you Very Strongly Agree 
 
 
 
1. My family really tries to help me.                                                1   2   3   4   5   6   7 
 
2. I get the emotional help and support I need from                      1   2   3   4   5   6   7 
      my family. 
 
3. I can talk about my problems with my family.                           1   2   3   4   5   6   7  
  
4. My family is willing to help me make decisions.                              1   2   3   4   5   6   7 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Canty-Mitchell, J. & Zimet, G.D. (2000). Psychometric properties of the Multidimensional Scale of Perceived Social Support in 
urban adolescents. American Journal of Community Psychology, 28, 391-400. 
 
Zimet, G.D., Dahlem, N.W., Zimet, S.G. & Farley, G.K. (1988). The Multidimensional Scale of Perceived Social Support. Journal 
of Personality Assessment, 52, 30-41. 
 
Zimet, G.D., Powell, S.S., Farley, G.K., Werkman, S. & Berkoff, K.A. (1990). Psychometric characteristics of the Multidimensional 
Scale of Perceived Social Support. Journal of PersonalityAssessment, 55, 610-17. 
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Appendix F: Student Adjustment to College Questionnaire 

 
 
 
 
 

(Only available on online survey link due to copyright) 
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Appendix G: Help-Seeking Scale 
Read each statement below and circle a score between 1 and 5 (1= not at all true; 5= 

completely true) that reflects how you would most likely respond to the situation. 
 

1.   If I needed help in class I would ask someone for assistance.              1   2   3   4   5    
 

2.   If I needed help understanding the lectures in class I would ask          1   2   3   4   5    
                for help. 
 

3.   If I needed help with the readings in class I would ask for help.          1   2   3   4   5    
 

4. If I didn’t understand something in class I would guess rather            1   2   3   4   5    
                 than ask someone for assistance. 
 

5. I would rather do worse on an assignment I couldn’t finish than        1   2   3   4   5    
ask for help.  

 
6. Even if the work was too hard to do on my own, I wouldn’t ask         1   2   3   4   5    

for help in class.   
 

7. Getting help in class would be an admission that I am just                  1   2   3   4   5    
not smart enough to do the work on my own. 
 

8. I would not want anyone to find out that I needed help in                   1   2   3   4   5    
class. 
 

9. Asking for help would mean I am not as smart as other students        1   2   3   4   5    
      in class. 
 
10. Others would think I was dumb if I asked for help in class.                 1   2   3   4   5    

 
11. I would get help in class to learn to solve problems and find              1   2   3   4   5    

                 answers by myself. 
 

12. If I were to get help in class, it would be to better understand             1   2   3   4   5    
the general ideas or principles.  
 

13. Getting help in class would be a way for me to learn more                 1   2   3   4   5    
about basic principles that I could use to solve problems or  
understand the material. 

 
14. The purpose of asking somebody for help in class would be               1   2   3   4   5    

to succeed without having to work as hard. 
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15. If I were to ask for help in class, it would be to quickly get                1   2   3   4   5    
the answers I needed. 
 

16. Getting help in class would be a way of avoiding doing some            1   2   3   4   5    
of the work. 

 
17. If I were to seek help in class, it would be from the teacher/professor.1   2   3   4   5    

 
18. If I were to seek help in class I would ask the teacher/professor.        1   2   3   4   5 

 
19. If I were to seek help in class, it would be from another student.        1   2   3   4   5  

   
20. If I were to seek help in class, I would ask another student.                 1   2   3   4   5    

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Karabenick, S. A. (2003). Help seeking in large college classes: A person- centered approach.  
                                                                Contemporary Educational Psychology, 28, 37-58. 
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Appendix H: General Self-Efficacy Scale (GSES) 
Read each statement below and circle a score between 1 and 4 (1 = Not at all true; 2 = Hardly 

true; 3 = Moderately true; 4 = Exactly true). 
 

1. I can always manage to solve difficult problems if I try hard enough.                             1   2   3   
4    
2. If someone opposes me, I can find the means and ways to get what I want.               1   2   3   4    
3. It is easy for me to stick to my aims and accomplish my goals.                                   1   2   3   4    
4. I am confident that I could deal efficiently with unexpected events.                           1   2   3   4    
5. Thanks to my resourcefulness, I know how to handle unforeseen situations.              1   2   3   4    
6. I can solve most problems if I invest the necessary effort.                                           1   2   3   4    
7. I can remain calm when facing difficulties because I can rely on my coping              1   2   3   4    
    abilities. 
8. When I am confronted with a problem, I can usually find several solutions.               1   2   3   4    
9. If I am in trouble, I can usually think of a solution.                                                      1   2   3   4    
10.I can usually handle whatever comes my way.                                                            1   2   3   4    
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Schwarzer, R., & Jerusalem, M. (1995). Generalized Self-Efficacy scale. In J. Weinman, S. Wright, & M. Johnston, Measures in health  

psychology: A user’s portfolio. Causal and control beliefs (pp. 35-37). Windsor, UK: NFER-NELSON. 
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Appendix I: Rosenberg Self-Esteem Scale (RSES) 
 
Instructions: 
Below is a list of statements dealing with your general feelings about yourself. Please 
Indicate (1 = strongly agree; 4 = strongly disagree) how strongly you agree or  
strongly disagree.           

    

 
Rosenberg, M. (1965). Society and the adolescent self-image. Princeton, NJ: Princeton 
University Press. 
 


