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ABSTRACT

THOMASINA ODOM
THE RELATIONSHIP OF ACADEMIC AND FAMILY STRESS TO 
PERFECTIONISM IN NONTRADITIONAL POST-SECONDARY STUDENTS 
Under the direction o f KAREN ROWLAND, Ph.D.

The purpose o f this study is to examine if  post-secondary nontraditional students 

have perfectionistic tendencies and if  the characteristic is o f any significance to academic 

or family stress. Second, this study will highlight the need for post-secondary 

administrators to develop adult-oriented programs and services both on and off campus to 

meet the needs o f this demographic. Last, this study will provide insight to mental health 

providers who work with students who present with academic or family stress by 

highlighting the need to assess for perfectionism.

The study sample will be selected from the Center for Collegiate Mental Health 

database based on the following criteria: 25 years o f age or older and have completed 

both the Almost Perfect Scale-Revised and the Counseling Center Assessment o f 

Psychological Symptoms. A chi-square will be used to generate the cross-tabulation 

between perfectionism and academic and family stress and to test the relationship 

between the two variables. The Spearman rank correlation will be conducted to test the 

strength o f the relationship between the need for perfection among nontraditional post

secondary students and family and academic stress.
xi



CHAPTER 1 

INTRODUCTION

Nontraditional students are returning to college to increase their career options 

(Chartrand, 1992). The National Center for Education Statistics (NCES) defines 

nontraditional students as those meeting at least one o f these seven characteristics: 

delayed enrollment into post-secondary education, attends college part-time, works full

time, is financially independent for financial aid purposes, has dependents other than a 

spouse, is a single parent, or does not have a high school diploma. NCES has expanded 

the definition to include age as the defining characteristic for this population. NCES 

posits that “Age acts as a surrogate variable that captures a large, heterogeneous 

population o f adult students who often have family and work responsibilities as well as 

other life circumstances that can interfere with successful completion o f educational 

objectives” (p. 13). Students who are 25 years or older are considered nontraditional.

NCES repotted in 2012 that college enrollment is expected to set new records 

from fall 2012 through fall 2021. Between these years, enrollment is expected to increase 

by 13 percent (NCES, 2012). According to a 2014 report produced by Destiny Solutions, 

48 percent o f students on American university campuses were over the age o f 24. By 

2020, enrollment for this group is expected to grow by 20 percent. In contrast, the 

projected enrollment growth for traditional-aged students who are under the age o f 24 is 

11 percent (Destiny Solutions, 2014).

1
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The commonly held definition o f a traditional undergraduate student is one who 

enrolls in college immediately after graduation from high school, pursues college studies 

on a continuous full-time basis at least during the fall and spring semesters, and 

completes a bachelor’s degree program in four or five years by the age o f 22 or 23 

(Kennesaw State University Center for Institutional Effectiveness, 2004). Traditional 

students are also typically financially dependent on others, do not have children, consider 

their college careers to be their primary responsibility, and are employed only on a part- 

time basis if  at all during the academic year.

Adults are choosing to return to college for a vaiiety o f  reasons. Many were once 

traditional students who did not complete their educational pursuits due to financial 

issues, immaturity, academic challenges, or competing responsibilities. Brazziel (1989) 

hypothesized that “the ever upward progression o f an educated adult population and 

workforce and [increased educational requirements for] high paying jobs might be the 

single most powerful factor” (p. 129) in the continued influx of adult students on college 

campuses. The changing needs o f the labor market may mean that adult learners with 

limited training need to return again and again for more training (Turner et al., 2007).

Benshoff and Lewis (1992) cite life transitions as another major reason for adults’ 

returning to higher education. Aslanian and Brickell (1980) proposed a “triggers and 

transitions” theory that relates the adult’s decision to return to school to developmental 

issues and crises faced during midlife (p. 3). The authors defined a transition as the 

movement from one status to another that requires new knowledge, skills, and/or
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credentials that often leads people back to college. Examples o f transitions are marriage, 

divorce, and the death o f a loved one. Triggers are events that precipitate the timing o f an 

adult’s decision to return to school, most frequently career events and family changes 

(Aslanian & Brickell, 1980).

Educational institutions are competitive and evaluative by nature (Ross-Gordon,

2011). Post-secondary education is highly evaluative, as assessment o f competence is 

based on examinations, assignments, and internships (Ross-Gordon, 2011). 

Acknowledgement o f success is publicized via President’s Lists, Dean’s Lists, and other 

academic announcements. Given this, college and university settings are a breeding 

ground for perfeetionistic tendencies. Perfectionism deals with setting unreasonably high 

standards for one’s own performance (Kearns, Forbes, Gardiner, & Marshall, 2008). 

Ansbacher and Ansbacher (1956) noted that Adler posited that striving for perfectionism 

is normal and innate. Hamachek (1978) defined perfectionism on a continuum ranging 

from normal or adaptive perfectionism to neurotic or maladaptive perfectionism. 

Individuals who use adaptive perfectionism set high standards but feel a sense o f 

accomplishment when those expectations are met whereas individuals who use 

maladaptive perfectionism set high standards but view themselves as never seeming to 

meet their own expectations (Kearns et al., 2008). Maladaptive perfectionism has been 

linked to negative psychological outcomes (Hewitt, Flett, Tumbull-Donovan, & Mikail, 

1991; Kawamura, Hunt, Frost, & DiBartolo, 2001). Hewitt et al. (1991) found a positive
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relationship between perfectionism and depression, and Kawamura et al. (2001) found an 

association between perfectionism and anxiety.

In a study conducted by Giancola, Grawitch, and Borchert (2009), adult students 

reported the greatest conflict occurring from school and family. Chartrand’s (1992) study 

found that “perceptions o f study skills and the ability to succeed in college have been 

identified as major concerns for nontraditional students’’ (p. 200). Based on experience as 

both a nontraditional student and an instructor to nontraditional students, it is this writer’s 

assertion that, given the time and monetary commitment o f post-secondary education and 

the multiple commitments that are imposed upon them, adult learners are committed to 

doing everything right the first time to ensure an immediate positive return on their 

investments by setting unreasonably high standards for achievement.

Statement o f the Problem

This study will explore the relationship o f academic and family stress on 

nontraditional students who use adaptive or maladaptive perfectionism. Nontraditional 

students face stressful situations more often than traditional students while pursuing 

higher education because o f work, family, and social obligations (Dill & Henley, 1998). 

Because o f the shift in student demographics on university campuses, both on-ground and 

online, the need to understand nontraditional students and their stressors is important to 

the recruitment and retention efforts o f higher education institutions (Benshoff & Lewis, 

1992; Fairchild, 2003; Stokes, 2006). Nontraditional students are much more likely than 

traditional students to leave postsecondary education without a degree and are more
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likely to leave during their first year o f college (Choy, 2002). Employment and child care 

are two o f the largest stressors Horn (1996) identified as variables that impact 

nontraditional students’ persistence. Additionally, there is a need for college counselors 

to understand the role o f perfectionism in an effort to identify counseling interventions to 

utilize with nontraditional students. Kawamura et al. (2001) found a positive relation o f 

depression and anxiety to maladaptive perfectionism.

Rationale for Study

NCES defines nontraditional students as those meeting at least one o f these seven 

characteristics: delayed enrollment into post-secondary education, attends college part- 

time, works full-time, is financially independent for financial aid purposes, has 

dependents other than a spouse, is a single parent, or does not have a high school 

diploma. The latest study conducted by NCES shows that approximately 73% o f the 

students in the United States fit one or more of the seven characteristics (Schuetze & 

Slowey, 2002). Post-secondary education faculty, administration, and policymakers have 

identified this population with various labels such as adult learners, independent students, 

and part-time students. For the purpose o f this study, the term nontraditional student will 

be used. Age is often used as the delimitating factor when identifying a nontraditional 

student, as it often captures the largest part o f this population who face family, work, and 

other life circumstances that impact the college experience.

The surge o f nontraditional students returning to college can be attributed to an 

increase in jobs that require not only high skills and experience but also a baccalaureate
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degree (Pelletier, 2010). Producing a workforce that is ready for work has a direct impact 

on society for economic, cultural, and social development by reducing unemployment 

and underemployment (Pelletier, 2010). As such, it is important for colleges and 

universities to understand the perspectives and challenges o f the nontraditional students 

as they face competing priorities between work, family, and academic obligations.

Dill and Henley (1998) conducted a study to examine how traditional students and 

nontraditional students view stress in their lives. The findings o f the study indicated that 

there are significant differences between traditional students and nontraditional students 

in their perceptions o f stressful events. Mental health professionals perceive that 

nontraditional students have more stress because o f the multiple roles required between 

work, family, school, and social responsibilities. In a study conducted by Chartrand 

(1990), a positive relation to personal stress was identified between the nontraditional 

students’ commitment to their role as a student versus their other life roles. Chartrand 

(1992) investigated background, academic, and environmental variables that impact 

nontraditional students’ adjustment to college. The results o f the study suggest that 

“perceived study skills have an important effect on academic adjustment” (p. 200). 

However, family responsibilities “did not meaningfully contribute to perceived 

psychological distress or intentions to continue in school” (p. 200).

This study will explore the relationship o f academic and family stress on 

nontraditional students who use adaptive or maladaptive perfectionism. The Almost 

Perfect Scale-Revised (APS-R) developed in 2001 by Slaney, Rice, Mobley, Trippi, and
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Ashby will be used to assess perfectionism. The scale is correlated with the Hewitt 

Multidimensional Perfectionism Scale (Hewitt et al., 1991) and the Frost 

Multidimensional Perfectionism Scale (Frost, Heimberg, Holt, Mattia, & Neubauer, 

1993), which are established measures o f perfectionism The APS-R has demonstrated 

high internal consistency in a college sample, with Cronbach’s alphas o f .82 for the High 

Standards subscale and .91 for the Discrepancy subscale (Slaney et al., 2001).

Research Questions 

The following research questions regarding perfectionism and academic and 

family stress amongst nontraditional students guide this study:

Question 1: Does the need for perfectionism among nontraditional post-secondary 

students contribute to academic stress?

Null Hypothesis 1: The need for perfectionism has no relationship with academic stress 

among nontraditional post-secondary students.

Question 2 : Is there significance in the relationship between academic stress and 

perfectionism in nontraditional students?

Null Hypothesis 2: There is no significance in the relationship between academic stress 

and perfectionism in nontraditional students.

Question 3: Does the need for perfectionism among nontraditional post-secondary 

students contribute to family stress?

Null Hypothesis 3: The need tor perfectionism has no relationship with family stress 

among nontraditional post-secondary students.
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Question 4 : Is there significance in the relationship between family stress and 

perfectionism in nontraditional students?

Null Hypothesis 4 : There is no significance in the relationship between family stress and 

perfectionism in nontraditional students.

Significance of the Study 

Given the surge o f nontraditional students on college campuses, it is fair to say 

that this population will soon be considered nontraditional no longer but rather the face o f 

the average American college student. Nontraditional students will need more than just 

access to online classes to support their needs and expectations. This study will identify if  

this population has perfectionistic tendencies and if  the characteristic is o f any 

significance to academic or family stress. Second, this study will highlight the need for 

post-secondary administrators to develop adult-oriented programs and services both on 

and off campus to meet the needs o f this demographic. The psychological stress faced by 

the nontraditional student cannot be treated by a college counseling center strictly 

Monday through Friday between the hours o f 9 a.m. and 5 p.m. This study will show the 

need for colleges and universities to partner with providers within the community that 

can service nontraditional students who do not have the ability to be seen on campus 

during certain time periods. Last, this study will provide insight to mental health 

providers who work with students who present with academic or family stress by 

highlighting the need to assess for perfectionism.
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The APS-R is the assessment instrument that will be used to assess perfectionism. 

The instrument’s subscales tap into both adaptive and maladaptive aspects of 

perfectionism and have demonstrated a high internal consistency in a college sample 

(Slaney et al., 2001). Mobley, Slaney, and Rice (2005) conducted a study to demonstrate 

the cross-cultural construct validity o f the APS-R among African Americans. The results 

o f the study supported the use o f the assessment instrument with African-American 

students at predominately White universities. Additionally, the scale has been used 

extensively in international research in countries including China, Japan, and Greece.

Definition o f Terms

The following definitions are provided to ensure uniformity and understanding o f 

these terms throughout the study.

Post-Secondary Educational Institution -  a degree-granting college or university offering 

a minimum o f a bachelor’s degree (Dotzler, 2003)

Nontraditional Student -  a student meeting at least one o f these seven characteristics: 

delayed enrollment into post-secondary education, attends college part-time, works full

time, is financially independent for financial aid purposes, has dependents other than a 

spouse, is a single parent, or does not have a high school diploma (NCES, 2012) 

Perfectionism -  setting unreasonably high standards for one’s own performance (Kearns 

et al., 2008)

Family Stress -- a general feeling o f unhappiness or anxiety as it to relates to the family 

unit when individuals perceive that they cannot adequately cope with the demands being
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made on them or with threats to their well-being (Lazarus, 1966; Ross, Niebling, & 

Heckert, 1999)

Academic Stress -  a general feeling o f unhappiness or anxiety with respect to some 

anticipated or unanticipated frustration associated with academic failure when individuals 

perceive that they cannot adequately cope with the demands being made on them or with 

threats to their well-being (Lazarus, 1966; Ross et al., 1999)

Adaptive Perfectionism -  a feeling characterized by the setting o f high goals and personal 

standards and striving for the rewards associated with achievement while retaining the 

ability to be satisfied with one’s performance (Enns, Cox, & Clara, 2002)

Maladaptive Perfectionism a feeling characterized by the setting o f inflexible and/or 

unattainably high standards, the inability to take pleasure in one’s performance, and 

uncertainty or anxiety about one’s capabilities (Enns et al., 2002)

Stress -  the consequence of the failure o f an organism to respond adequately to mental, 

emotional, or physical demands, whether actual or imagined (Selye, 1982)

Delimitations o f the Study 

This author has identified the following delimitations o f the study. Factors that 

may be related to or influence one’s academic and family stress or level o f perfectionism 

but are not examined in this study include social-economic status, gender, race, and 

intelligence. The 2012 Standardized Data Set published by the Center for Collegiate 

Mental Health (CCMH) does not report on social-economic status and intelligence. 

Gender is not included as a research variable in this study due to the complexity o f the
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questions asked by CCMH. Clients are asked their gender identity, their self-identified 

gender identity, and their sex at birth. Race/ethnicity is not included due to the possible 

numerous responses that could be given as clients are permitted to self-identify their 

race/ethnicity.

Limitations o f the Study

The study is based on data collected by CCMH from 132 American college and 

university counseling centers using information received from 75,364 unique college 

students seeking mental health treatment during the 2012-2013 academic year (CCMH,

2012). CCMH is a national counseling center initiative to standardize the data that is 

gathered in college counseling centers to build a technological research database for 

counseling centers. It is the mission o f the center to connect practice, research, and 

technology to benefit students, mental health providers, administrators, researchers, and 

the public. The decision to use the CCMH database instead o f independently collecting 

data is based on the availability, reliability, and validity o f the data. A full explanation of 

the database is included in chapter 3.

O f the 132 colleges and universities where data was collected, 87 were public 

institutions, 42 were private, and 3 were combined. The campuses were located 

throughout the United States, with 26.5% in the northeast, 25.8% in the midwest, 36.4% 

in the south, and 11.4% in the west. The study participants will be comprised o f only 

those undergraduate students who completed the APS-R during their initial intake along 

with the Counseling Center Assessment o f Psychological Symptoms (CCAPS-62). The
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CCAPS-62 is a multi-dimensional assessment and monitoring instrument that is used at 

counseling centers to assess for psychological symptoms or distress within college 

students (CCMH, 2012).

Finally, this study is limited to identifying if there is a relationship between 

academic and family stress and perfectionism in nontraditional students and if  there is a 

significance in the relationship. The study will not focus on identifying the quality o f this 

relationship or the causation. Chi-square analysis will be used to generate the cross- 

tabulation between perfectionism and academic and family stress and will also test the 

relationship between the two variables. The test o f statistical significance will be set at 

P < 0.05. A Spearman rank correlation will be used to test for the strength of the 

relationship between academic stress and perfectionism in nontraditional students. 

Because o f these limitations and delimitations, the results cannot be generalized to all 

nontraditional students who are pursuing post-secondary education.

Organization o f the Study

Chapter one outlines the rationale for this study, the significance o f researching 

perfectionism among nontraditional students, and the use o f the APS-R. The research 

questions were introduced, the definitions provided, and the limitations o f the study 

discussed. Chapter two consists o f a discussion of the literature review on post-secondary 

education, nontraditional students, academic stress, family stress, and perfectionism. 

Chapter three provides a description o f the method of this study, including hypotheses, 

sample design, instrumentation, data collection procedures, and data analysis.



CHAPTER 2 

REVIEW OF LITERATURE 

This review o f the literature on perfectionism and academic and family stress 

among nontraditional students pursuing post-secondary education is an attempt to reflect 

the present state o f the body o f knov/ledge. The review has five foci: post-secondary 

education, nontraditional students, perfectionism, academic stress, and family stress. 

Each variable is examined separately. The PsycINFO and ERIC databases were used to 

identify research conducted in these five areas.

Post-Secondary Education 

In 2006, a U.S. Department o f Education report entitled A Test o f  Leadership: 

Charting the Future o fU .S  Higher Education predicted that “90% of the fastest growing 

jobs in the new knowledge-driven economy will require some post-secondary education” 

(p 7). Employers are seeking lifelong learners who can think critically and solve 

problems (Ritt, 2008). As a result, there has been an increase in the number o f students 

pursuing post-secondary education. The American Council on Education (ACE) (2015) 

reported that 34 percent o f 25- to 29-year-olds had earned a bachelor’s or higher degree 

in 2013. Understanding the infrastructure o f higher education which the nontraditional 

student must navigate is important for this study, as it provides context to some o f the 

barriers and challenges the nontraditional student may face in gaining admittance to the 

institution as well as in persisting throughout completion of the baccalaureate degree.

13
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History

The structure o f the American higher education system is based on both the 

British undergraduate college and the German research university (Eckel & King, 2004). 

America’s first college, Harvard University, was established in 1636 with the mission “to 

advance learning and to perpetuate it to posterity; dreading to leave an illiterate ministry 

to the churches” (Dotzler, 2003). In the early m id-1800s, a number o f private colleges 

were founded as a result o f Jacksonian Democracy, which created the rise o f a middle 

class that valued education as a means o f social advancement. During the American Civil 

War, the government created the Morrill Land Grant Act o f 1862, which established 

agricultural and mechanical arts (A&M) colleges in each state to serve the war effort as 

well as draw individuals who wanted to pursue professional, technical, and business 

education (Boylan & White, 1994).

The late 1800s and early 1900s saw the establishment o f colleges to serve the 

needs o f liberated women and newly freed slaves. One o f the primary functions o f these 

post-secondary institutions was to provide the substantial compensatory education needed 

to bring a college-level education to students who had been largely denied a secondary 

education (Boylan & White, 1994). The G.I. Bill o f Rights o f 1944 provided all other- 

than-dishonorably discharged veterans o f World War II access to a low-cost or no-cost 

college education (Dotzler, 2003). This led to the demand for local, easily accessible 

post-secondary institutions. Many technical institutes combined with the first junior 

colleges that were established in the early 1900s to form the community colleges o f
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modem America (Boylan & White, 1994). By 1947, veterans accounted for 49% o f all 

college students (Dotzler, 2003).

Structure o f American Post-Secondary Education

The United States post-secondary educational system can be divided into four 

major groups: public two-year community colleges, public four-year colleges and 

universities, private not-for-profit colleges and universities, and for-profit institutions. 

Community colleges award associate degrees upon completion o f a two-year program of 

study in vocational fields. Typically, these courses can be transferred to a four-year 

college or university. Additionally, community colleges provide services to the 

community such as specialized training to large employers, English language instruction 

for immigrants, and recreational courses. In 2001, ACE reported approximately 1,100 

public community colleges in the United States with enrollment o f approximately 6 

million students.

Four-year colleges and universities award a variety o f degrees, including bachelor 

o f science (BS) and bachelor o f arts (BA) degrees at the undergraduate level as well as 

master’s, doctorate, and professional degrees. ACE (2001) reported approximately 650 

public four-year college and universities in the United States with enrollment o f 

approximately 6.2 million students, o f which five million were undergraduates. Private 

not-for-profit colleges and universities enrolled 3.2 million students in 2001, including 

2,3 million undergraduates and more than 700,000 graduate students (ACE, 2001).
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For-profit institutions primarily offer vocational programs that result in 

certificates rather than degrees. O f the more than 2,400 for-profit institutions counted by 

the U.S. Department o f Education, 500 offer two-year associate degrees and 320 offer 

bachelor’s and/or graduate degrees. In total, for-profit institutions enrolled more than 

750,000 students in 2001, all but 50,000 o f whom were at the undergraduate level (ACE, 

2001).

The bachelor’s degree is the most common type o f degree awarded (Eckel & 

King, 2004), as it prepares students for most jobs that require a college degree and for 

graduate study. The undergraduate curriculum typically consists o f general education and 

the major field o f study. General education is purposed to provide students with broad 

knowledge and prepare them to be engaged and informed citizens (Eckel & King, 2004). 

The general education requirement is most commonly delivered using a common core 

curriculum through which all undergraduates take the same courses. General education 

requirements typically constitute between one-quarter and one-half o f a student’s courses, 

depending upon the institution. Students can choose their majors either upon enrolling or 

after completing their second year o f studies, depending upon institutional policy (Eckel 

& King, 2004).

Nontraditional Students 

NCES defines nontraditional students as those meeting at least one o f these seven 

characteristics: delayed enrollment into post-secondary education, attends college part- 

time, works full-time, is financially independent for financial aid purposes, has
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dependents other than a spouse, is a single parent, or does not have a high school 

diploma. Horn (1996) defined the nontraditional student on a continuum based on the 

number o f characteristics present. Students are considered to be “minimally 

nontraditional” if they have only one nontraditional characteristic, “moderately 

nontraditional” if they have two or three, and “highly nontraditional” if  they have four or 

more. According to a 2007 survey conducted by Schreyer Institute for Teaching 

Excellence, nontraditional students are the fastest-growing population in higher 

education, increasing 170% between 1970 and 2000. Nontraditional students have 

multiple life roles such as parent, caregiver to a parent(s), employee or employer, spouse, 

or volunteer. Unlike traditional students, nontraditional students face a different set of 

barriers to higher education and challenges in and out o f the classroom.

Multiple Roles

Fairchild (2003) noted that nontraditional students tend to decide to pursue higher 

education in an effort to obtain new job-related skills or to prepare for a career change. 

They have determined there will be a return on their investment o f time, money, and 

effort. Benshoff and Lewis (1992) found that nontraditional students value opportunities 

to integrate academic learning with life and work experiences.

Because o f their multiple roles and the challenges of balancing work, education, 

and family life, nontraditional students have little time to make connections or build 

relationships on college campuses. Ely (1997) posited that added time loss and stress due 

to commuting make it difficult for nontraditional students to access student services and
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programs. Choy’s (2002) research using the Beginning Postsecondary Students 

Longitudinal Studies, which followed cohorts o f students enrolling in postsecondary 

education for the first time in the school years 1989-1990 and 1995-1996, reported that 

two-thirds o f highly nontraditional students consider themselves primarily employees. 

Nontraditional students who worked but considered themselves primarily students 

sometimes found that working limited their class schedules, the number o f classes they 

could take, their choice o f classes, or their access to the library.

Barriers and Challenges

Nontraditional students are much more likely than traditional students to leave 

postsecondary education without a degree (Choy, 2.002). Choy (2002) reported that 

nontraditional students who had initially planned to earn a bachelor’s degree were less 

likely than their traditional counterparts to be still enrolled at a four-year institution three 

years later. Nontraditional students seeking bachelor’s and associate’s degrees are less 

likely than traditional students to attain their degree goal within five years and are more 

likely to leave postsecondary education. However, the percentages o f nontraditional 

students and traditional students who left but returned later were similar.

Mercer (1993) identified three categories o f barriers o f persistence for 

nontraditional students: situational, dispositional, and institutional. Situational barriers 

include family, employment, and civic and social commitments. Terrell (1990) found that 

nontraditional students with older children are more likely to persist to graduation versus 

nontraditional students with younger children, as those with younger children may feel
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guilty about being unavailable or distracted by school. Finances have been shown to have 

a significant effect on nontraditional students. Traditional students are more likely to 

have financial support from a parent. Thus, basic living needs such as food and rent for a 

nontraditional student will take precedence over education. Household income, the 

number o f dependents in the household, and the financial aid received by the student are 

all variables that determine the persistence rate o f adult students (Camey-Crompton & 

Tan, 2002). As such, employment is critical for most nontraditional students. Chartrand 

(1992) found that hours o f employment have a positive effect on the psychological well

being o f adults. Alternatively, Terrell (1990) found that the cost o f employment reduces 

the spare time o f the nontraditional students, resulting in the nontraditional students’ 

making career compromises for the sake o f both their families and academic work, 

leading to health and financial consequences.

Dispositional barriers include interpersonal relationships. Home (1998) identified 

three dimensions o f role strain among women: (1) role conflict from simultaneous, 

incompatible demands; (2) role overload, or insufficient time to meet all demands; and 

(3) role contagion, or preoccupation with one role while performing another. Camey- 

Crompton and Tan (2002) determined from their study that increases in roles, demands, 

and time conflicts are associated with high stress, anxiety, and depression for adult 

female students. Home (1998) found mothers o f young children experience more role 

conflict and guilt over being unavailable to their children. Additionally, Home (1998) 

found that women with low income report more role conflict than other women. Muench
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(1987) posited that the conflict is not gender-specific since both sexes have difficulties 

juggling the roles o f student, worker, and family member and experience fears and self

doubt (p. 18). However, the author did note that men suffered more from lack o f self- 

confidence, while women experienced more guilt. Role overload seems to be common 

with nontraditional students who are both full-time students and full-time employees 

(Home, 1998), as many full-time students are unable to fully anticipate the effects o f their 

combined role demands. Home (1998) found role contagion to be more common amongst 

nontraditional students who are caregivers because of the guilt associated with the 

demands o f their other roles.

Institutional barriers are those barriers posed by post-secondary institutions that 

either exclude or make it difficult for nontraditional students to enter or navigate through 

higher education. Studies conducted by both Benshoff and Lewis (1992) and Bauer and 

Mott (1990) determined that post-secondary institutions are not structured to 

accommodate the needs o f nontraditional students. Office and class hours may conflict 

with the work and family needs o f the nontraditional student. Affordability o f tuition has 

also been identified as an institutional barrier. Some employers may not provide tuition 

assistance, thus requiring the nontraditional student to assume the entire financial burden. 

The College Board, a student support organization, published tuition fees for 2014-15 at 

state colleges, which are an average o f US $9,139 for state residents and $22,958 for out- 

of-state students. This compares to an average o f $31,231 at private non-profit colleges.
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The Project on Student Loan debt reported in 2012 that 71% o f all students graduating 

from four-year colleges had student loan debt.

Recognizing and understanding the characteristics o f nontraditional students 

allow post-secondary administrators, educators, and counselors to better structure 

curriculums and services to support their needs. The findings from the various studies 

referenced showcase the multiple roles that nontraditional students must manage while 

pursing higher education. These roles may present conflict, resulting in psychological 

stress for the nontraditional students. The research findings are relevant to this study 

because they provide empirical evidence of the lifestyle and challenges o f higher 

education for nontraditional students

Perfectionism

Frost, Marten, Lahart, and Rosenblate (1990) described perfectionists as having 

high personal standards or expectations. Ansbacher and Ansbacher (1956) described 

Adler’s argument that striving for perfectionism is natural and innate. Later, Hamachek 

(1978) proposed that perfectionism could be classified as normal or neurotic. Normal or 

adaptive perfectionists set realistic goals, find satisfaction in their work, and have high 

self-esteem (Zhou, Zhu, Zhang, & Cai, 2013). Neurotic or maladaptive perfectionists set 

unrealistically high standards, tend to be driven by fear o f failure, and have low self

esteem (Zhou et al., 2013). The current research on perfectionism focuses on measuring 

the multiple dimensions o f perfectionism.
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Assessing Perfectionism

Three groups o f researchers have made significant contributions to the 

investigation o f perfectionism. Researchers Frost et al. (1990) developed a 

Multidimensional Perfectionism Scale (MPS-F). The researchers defined six subscales to 

assess for the multidimensional aspects o f perfectionism: concern over mistakes, personal 

standards, parental expectations, parental criticism, doubts about actions, and 

organization. In the study conducted, the researchers found that perfectionists highly 

value their parents’ expectations and evaluations. Additionally, perfectionists have been 

described as overemphasizing order, organization, and neatness (Frost et al., 1990). The 

findings resulting from research performed by Frost et al. (1990) showed that 

perfectionistic individuals experience depression that is focused primarily on issues of 

self-worth and self-criticism (p. 454).

The MPS-F is composed of 35 items covering the six subscales using a five-point 

Likert scale ranging from 1 = agree strongly to 5 = disagree strongly. The authors 

conducted several studies with undergraduate college students to establish support for 

reliability and validity. They reported that the MPS-F related in the expected direction 

with other instruments measuring perfectionism and psychological well-being (Frost et 

al., 1990). The authors reported internal consistency estimates ranging from .78 to .92.

Like Frost et al. (1990), Hewitt et al. (1991) developed a scale also named the 

Multidimensional Perfectionism Scale (MPS-H) and identified three types of 

perfectionism: other-oriented perfectionism, self-oriented perfectionism, and socially
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prescribed perfectionism. Other-oriented perfectionists demand that others meet 

demanding and unrealistic expectations. Self-oriented perfectionists self-impose high 

unrealistic standards and self-criticize. They strive to be flawless. Socially prescribed 

perfectionists believe that others maintain unrealistic expectations but feel they must 

meet the defined standards in order to be accepted (Blatt, 1995).

The Hewitt et al. (1991) MPS-H is a self-reported measurement composed o f 45 

items using a seven-point Likert scale ranging from 1 = strongly disagree to 7 = strongly 

agree. Total scores can range from 15 to 105, with higher scores indicating greater 

perfectionistic tendencies. The MPS-H has been researched using college student samples 

and demonstrated solid internal consistency (a = 82-.87) and solid test-retest reliability 

(a -  .75- .88) over a three-month period (Hewitt & Flett, 2004).

Frost et al. (1990) conducted a study to compare the MPS-F with the MPS-H 

created by Hewitt and Flett (1989). Frost et al. (1990) found that their total score 

correlated with Hewitt and Flett’s (1989) measure o f self-oriented and socially prescribed 

perfectionism. Both scales demonstrated that maladaptive perfectionism is associated 

with high personal standards as well an external etiological source o f perfectionism 

(Ashby, Rice, & Martin, 2006, p. 149).

The third significant measurement o f perfectionism was developed by Slaney et 

al. (2001). The Almost Perfect Scale-Revised (APS-R) is based on the model o f adaptive 

and maladaptive perfectionism in which the authors identified three dimensions of 

perfectionism: high standards, order, and discrepancy. High standards and order are
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considered adaptive, whereas discrepancy is viewed as maladaptive because it reflects the 

degree o f stress experienced when one’s personal performance fails to meet one’s 

perfectionistic expectations (Ashby et al., 2006, p. 149). The APS-R is composed o f 23 

items using a seven-point Likert scale ranging from 1 - : strongly disagree to 7 = strongly 

agree. The APS-R demonstrated high internal consistency in a college sample, with 

Cronbach’s alphas o f .82 for the High Standards subscale and .91 for the Discrepancy 

subscale (Slaney et al., 2001).

The APS-R has been correlated with both versions o f the MPS. Additionally,

Rice, Ashby, and Slaney (2007) conducted a study o f the discriminant, convergent, and 

incremental validity o f the APS-R using the Neuroticism-Extraversion-Openness Five 

Factor Inventory -  Form S to measure the personality domains represented in the Five 

Factor Model o f Personality (FFM), both versions o f the MPS, the Center for 

Epidemiologic Studies Depression Scale -  Short Form, and the Self-Esteem Inventory. 

'Hie study provided additional psychometric support for the subscales o f the APS-R. 

Significant correlations were observed between the APS-R dimensions and the FFM 

dimensions and the discriminant validity o f those relationships (Rice et al., 2007, p. 395).

Rice and Richardson 12014) conducted a study to explore the challenges that 

practitioners have in screening and classifying perfectionists. The researchers tested 

various strategies that targeted broadening the range and skew o f scores on the Standards 

subscale found on the APS-R. The study was conducted using 506 undergraduate 

students. The participants were randomly assigned to complete the APS-R using three
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variations o f instructions. Upon completion o f the APS-R, all participants completed the 

MPS developed by Frost et al. (1990), the Performance Perfectionism Scale, the 

Emotional Regulation Questionnaire, the Perceived Stress Scale, the Center for 

Epidemiologic Studies Depression Scale, and the Mini-International Personality Item 

Pool.

The results from the study supported the need for incorporating adaptive and 

maladaptive criterion indicators in classification models (Rice & Richardson, 2014). By 

using factor mixture modeling, the researchers were able to replicate three classes of 

perfectionism (maladaptive, adaptive, and non-perfectionists) as reported in other studies, 

although the structure and interpretation of those classes were different from those o f past 

research. The results also suggested that maladaptive perfectionists may be more 

adversely affected by their standards and concerns about mistakes than adaptive 

perfectionists (Rice & Richardson, 2014, p. 646).

Psychological Implications o f Perfectionism

While the college experience is viewed as an opportunity for one to grow 

personally and academically, the experience is laced with transitions and adaptations 

involving new social, academic, and financial demands. These demands can contribute to 

the onset o f depression and anxiety-related symptoms (Gall, Evans, & Bellerose, 2000). 

Substantial research has been conducted to understand how perfectionism contributes to 

depression and anxiety-related symptoms.
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Hewitt et al. (2003) introduced the concept o f perfectionistic self-presentation, 

which is defined as “the need to appear perfect to other people and not display or disclose 

imperfections in public” (p. 1,303). Perfectionistic self-presentation has two general 

motivational components involving striving to present one’s perfection or striving to 

avoid revealing any of one’s imperfections. Four independent studies were conducted to 

empirically confirm the nature o f the construct and the association o f the construct with 

psychological distress.

The results o f their study demonstrated that perfectionistic self-presentation facets 

are associated with various forms o f physiological distress. The researchers identified 

correlations with anxiety and depression symptom measures. Lower social forms o f self

esteem, excessive concerns with being evaluated, and high anxiety symptoms are 

associated with perfectionistic self-presentation. The authors suggest that presenting 

oneself as perfect is associated with social forms o f anxiety. If one is not confident about 

his or her ability to present an image o f perfection to others or has low self-esteem, he or 

she is likely to show signs o f anxiety (Hewett et al., 2003).

The Nondisplay and Nondisclosure Imperfection subscales show evidence that 

depression severity extends beyond trait perfectionism, which demonstrates that 

perfectionistic self-presentation is not the same as trait perfection (Hewett et al., 2003). 

The authors stated that the findings were consistent with interpersonal models of 

depression in that social behaviors are elicited that produce depressing feedback for the
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individual (Hewett et al., 2003). The individual may be perceived as being self-centered 

or narcissistic, which results in social avoidance and depression (p. 1,316).

Stoeber, Harris, and Moon (2007) investigated 1,231 undergraduates and 

compared healthy perfectionists’, unhealthy perfectionists’, and non-perfectionists’ 

proneness to shame, guilt, and pride using the APS-R, the Test o f Self-Conscious Affect, 

and the State Shame and Guilt Scale. Shame and guilt are considered painful emotions 

associated with negative evaluation o f self. In contrast, pride is considered a positive 

emotion associated with feelings o f accomplishment and satisfaction; thus it is considered 

a positive evaluation o f self. The researchers hypothesized that if  perfectionists were 

unable to experience pride while being prone to experiencing shame and guilt, 

perfectionism would be deemed a depressing personality trait (Stoeber et al., 2007).

The results found that healthy perfectionists reported more pnde and less shame 

and guilt than unhealthy perfectionists. Additionally, healthy perfectionists experienced 

more pride and less shame and guilt than non-perfectionists. Regarding proneness to 

pride, shame, and guilt, healthy perfectionists showed lower proneness to shame than did 

unhealthy perfectionists and non-perfectionists. However, both healthy and unhealthy 

perfectionists indicated higher proneness to pride and higher proneness to guilt compared 

to non-perfectionists.

Zhou et al. (2013) examined the role o f perceived social support in the 

relationship between perfectionism, depression, and anxiety using cross-sectional data 

from 426 college students. The authors defined social support as “the existence or



28

availability o f people on whom we can rely, people who let us know that they care about, 

value, and love us” (Nicolas, 2009; Zhou et al., 2013, p. 1,143). Perceived support is the 

belief that help is available if needed (Nicolas, 2009; Zhou et al., 2013). Significant 

interaction was noted between students’ perfectionism and perceived social support in 

predicting anxiety. The findings indicated that perceived social support may prevent 

perfectionists from experiencing anxiety and depression (Nicolas, 2009; Zhou et al.,

2013).

Kilbert et al. (2014) examined the relationship among resilience and distress using 

the MPS-H developed by Hewitt et al. (1991). The study involved 413 undergraduate 

psychology students. The results demonstrated that self-oriented and socially prescribed 

perfectionism were associated with greater self-reports o f depression and anxiety (Kilbert 

et al., 2014). While this was expected, the strength o f the relations across perfectionism 

dimensions varied. Socially prescribed perfectionism had stronger relations with both 

depression (r = .35) and anxiety (r = .36) compared with self-oriented perfectionism 

(r -  .09 and r = .20, respectively). These results suggest that socially prescribed 

perfectionism is more detrimental to college students’ stress management and mood 

regulation efforts than is self-oriented perfectionism (Kilbert et al., 2014).

Milyavskaya et al. (2014) conducted a longitudinal study with 240 college 

students investigating the relationship o f self-critical perfectionism and personal standard 

perfectionism over a full calendar year, including holiday breaks. This is the first study to 

explore personal standards perfectionism in time periods during which academic
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achievement is not a primary focus. Participants completed a baseline measurement of 

perfectionism and reported their affect every six weeks over the course o f two semesters, 

winter break, and summer break.

The results o f the study showed that students' affect throughout the year followed 

a cyclical pattern in which it dropped each passing day of the academic semester but 

rebounded during the winter and summer breaks. Self-critical perfectionism was 

consistently related to worsening aspect, regardless o f whether it was reported during the 

academic semester or break, in contrast, personal standards perfectionism was weakly 

associated with a negative affect across all time points. Self-critics seem less able to turn 

off their worries about achievement demands, even during designated breaks. These 

individuals continue to experience increase interpersonal difficulties when many other 

students are able to experience enjoyment and rejuvenation with family and friends.

The results from the study referenced previously conducted by Rice and 

Richardson (2014) demonstrated that maladaptive perfectionists may be more adversely 

affected by their standards and concerns about mistakes than are adaptive perfectionists. 

While both types o f perfectionists are concerned about making mistakes, adaptive 

perfectionists tend to use their concerns to their advantage rather than their disadvantage. 

This is evidenced by their lower levels o f psychological distress (Rice & Richardson, 

2014) Maladaptive perfectionists had very high levels o f stress and depression, whereas 

adaptive perfectionists were the least stressed and depressed group (Rice & Richardson,

2014).



30

Rice, Sauer, Richardson, Roberts, and Garrison (2014) explored how 

perfectionism affected psychological symptoms during the course o f treatment. Using 

105 participants who presented for therapy at a psychological training clinic, the 

researchers examined session-by-session symptom changes using the Short Almost 

Perfect Scale. The results suggested the need to assess for levels o f adaptive and 

maladaptive perfectionism at the onset o f treatment, even if perfectionism is not an 

obvious presenting concern. It is the authors’ opinion that this information may help 

counselors predict what treatment modalities might be beneficial throughout treatment 

(Rice et al., 2014).

Understanding how students with maladaptive perfectionism may present in 

therapy versus those with adaptive perfectionism brings awareness to the clinician on 

additional factors that should be explored during therapy. The findings from the various 

studies referenced demonstrate that perfectionistic individuals experience depression that 

is focused on issues o f self-worth and may experience anxiety due to intense feelings of 

shame and guilt. The studies above are relevant to this study because they provide 

empirical evidence on the psychopathology o f perfectionism and its negative impact on 

college students.

Family Stress/Academic Stress 

The college experience has been known to cause physical and psychological 

distress (Houghton, Wu, Godwin, Neck, & Manz, 2.012, Pritchard, Wilson, & Yamnitz, 

2007). Stress and academic performance are omnipresent issues in college students’ lives
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(Morris, Brooks, & May, 2003) due to the evaluative nature o f post-secondary education. 

Morris et al. (2003) found that adjusting to maintaining a high level o f academic 

achievement and a new social environment and readjusting relationships with family and 

friends are some o f the sources o f possible stress. An extensive review o f the literature on 

nontraditional students found minimal research focused on academic and family stress 

among nontraditional students published between 2000 and 2014.

Research studies have been conducted discussing stress in general or components 

o f stressors affecting college students, including both traditional and nontraditional 

students. Hurst, Baranik, and Daniel (2013) reviewed 40 qualitative studies published 

between 2000 and 2012 that examined major categories o f stressors facing traditional and 

nontraditional college students. The majority o f the studies were coded with themes of 

relationship stressors. Relationship themes appeared 48 times in the articles that were 

reviewed, addressing students’ stressors from their family (38%), romantic (33%), peer 

(28%), and faculty (23%) relationships. Academic themes appeared 30 times in the 

studies reviewed, including stressors pertaining to general academics (40%), exams 

(20%), classes (8%), and studying (8%).

Academic Stress

For the purpose o f this study, academic stress is defined as a general feeling o f 

unhappiness or anxiety with respect to some anticipated or unanticipated frustration 

associated with academic failure. Carveth, Gesse, and Moss (1996) posit that academic 

stressors include the student’s perception o f the extensive knowledge base required and
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the perception o f an inadequate time to develop it. Misra and McKean’s (2000) study 

suggests that anxiety, time management, and leisure activities were all predictors of 

academic stress. In their study, using a multivariate analysis, 593 randomly selected 

fulltime undergraduate college students at a midwestem university were mailed a 

questionnaire, to which 249 students responded. The results demonstrated that a negative 

correlation exists between time management behaviors, leisure satisfaction, and 

perceived academic stress. A positive association was found between anxiety and 

academic stress (Misra & McKean, 2000). A weak cornel ation was found between leisure 

satisfaction and academic stress.

Misra and Castillo (2004) conducted a study to compare academic stressors and 

reactions to stressors between American and international students using Gadzella’s Life 

Stress Inventory. The results o f the study demonstrated that American students reported 

higher levels o f academic stress than international students. Additionally, American 

students reported statistically significant higher levels o f self-imposed stress. Self- 

imposed stress is characteristic o f American culture, which values competition (Misra & 

Castillo, 2004).

Family Stress

For the purpose o f this study, family stress is defined as a general feeling o f 

unhappiness or anxiety as it to relates to the family unit. While many nontraditional 

students seek post-secondary education to increase career opportunities in an effort to 

improve their family lifestyle, family responsibilities were identified by nontraditional
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students as a source o f stress and a reason for withdrawing from school (Mischeler,

1983). However, in a study conducted by Chartrand (1990) to investigate the predictors 

and consequences o f psychological adjustment for nontraditional students, family 

responsibilities did not meaningfully contribute to perceived psychological distress for 

nontraditional students. In 1992, researchers Hybertson, Hulme, Smith, and Holton 

investigated wellness in nontraditional students. Using a survey questionnaire to rate the 

six wellness dimensions, nontraditional students were more than likely than traditional- 

age students to identify environmental influence as important to their health and well

being. Environmental factors were related to support systems and interpersonal 

relationships.

Katz and Nelson (2007) explored the impact o f past family experiences and self- 

criticism on college students. Past family experiences include exposure to alcoholism, 

rejection, divorce, and disengagement. The study included 78 18- to 22-year-old 

undergraduate students and their parents. Self-criticism was measured using the Levels of 

Self-Criticism Scale. Past family stress was assessed by asking students about family 

stressors. Past family unfairness was measured using the Filial Responsibility Scale - 

Adult Form. Additionally, the Rosenberg Self-Esteem Scale was utilized. The study 

revealed that the students’ perception o f family stress, unfairness, and lower self-esteem 

resulted in self-criticism. Parents’ perceptions o f what their student considered unfair 

correlated with high internal self-criticism for the student (Katz & Nelson, 2007).
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Giancola et al. (2009) designed a study to test a comprehensive stress model for 

nontraditional students with consideration to the role strain and conflict they may face. 

The study explored stressors, appraisal styles, coping, satisfaction with life, and general 

wellbeing amongst 159 nontraditional students. Participants in the study reported 

significantly more work stressors as opposed to family or school stressors. The authors 

suggest that work may be a stronger source o f stress due to its integral role in the life of 

an adult student. Nontraditional students may have less control over work than the 

academic and personal aspects o f their lives. Studies conducted by Giancola et al. (2009) 

and by Dyke and Murphy (2006) found that support from a student’s family, friends, and 

work colleagues can alleviate negative consequences o f role strain.

Summary

The review o f the literature associated with academic and family stress among 

nontraditional students with perfectionistic tendencies as measured by the APS-R and 

other related assessment instruments resulted in a dearth o f information. The literature 

review demonstrated that the APS- R is effective in assessing perfectionism in adults. 

Additionally, the review o f the literature showed that academic and family stress are 

stressors for college students in general. However, there is a gap in the research exploring 

the effect, if  any, these stressors have on nontraditional students who may strive for high 

levels o f perfectionism.



CHAPTER 3 

METHODOLOGY 

This chapter will focus on the methodology and procedures o f the study. It is 

organized into six main sections along with a chapter summary. The sections consist of 

statements o f the research hypothesis, a description o f the sample, the research design, 

the instrumentation, the procedures for collecting the data, and the data analysis.

Research Hypothesis 

This study will explore the relationship o f academic and family stress on 

nontraditional students who use adaptive or maladaptive perfectionism. The Almost 

Perfect Scale-Revised (APS-R) developed in 2001 by Slaney et al. will be used to assess 

perfectionism. The study will establish whether there is a relationship or not. If there is a 

relationship, this study will identify if  the relationship is of significance or not. The 

following null hypotheses will be tested in this study:

Null Hypothesis 1: The need for perfectionism has no relationship to academic stress 

among nontraditional post-secondary students.

Null Hypothesis 2 : There is no significance in the relationship between academic stress 

and perfectionism in nontraditional students.

Null Hypothesis 3: The need for perfectionism has no relationship to family stress among 

nontraditional post-secondary students.

35
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Null Hypothesis 4 : There is no significance in the relationship between family stress and 

perfectionism in nontraditional students.

Sample Description

The sample for this study consists o f 540 college students who sought treatment 

across 132 college and university counseling centers in the United States. Data were 

collected as part o f routine clinical practice and contributed to the Center for Collegiate 

Mental Health (CCMH) National Clinical Database by CCMH members during the 

2.012-2013 academic year ending on June 30, 2013. The data were collected to benefit 

the field o f college student mental health. O f the 132 member colleges and universities. 

87 were public institutions, 42 were private, and 3 were combined. The campuses were 

located throughout the United States, with 26.5% in the northeast, 25.8% in the midwest, 

36.4% in the south, and 11.4% in the west (CCMH, 2012).

Research Design

This study will utilize a chi-square test for independence to determine whether 

there is an association between the variables. Family and academic stress data will be 

collected as categorical variables, each with two classes (0 -  no stress/1 = stress). For 

such categorical data, a chi-square will be used to generate the cross-tabulation between 

family and academic stress and to test the relationship between the two variables.

A chi-square compares two sets o f frequencies, the observed frequency (i.e., the 

actual frequency from the data) and the expected frequency (based on probabilistic 

expected values). A chi-square is not influenced by the distribution o f the data; however,
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it does not allow forjudging the quality o f the relationship between the variables or 

controlling for multiple variables. The goal for each research question is to ascertain 

whether there is a relationship or not and not to determine the strength or quality o f this 

relationship. In addition, there is only one independent variable, perfectionism, which 

makes a chi-square test appropriate.

The test o f statistical significance will be set at p < 0.05. The p-value evaluates 

whether the individuals used in the analysis are sampled from a chi-square distribution 

and the sample data support the null hypothesis; it measures how compatible the data are 

with the null hypothesis. A chi-square test statistic less than the expected test statistic at a 

probability level o f 0.05 is an indication that the data is sampled from a chi-square 

distribution, and the null hypothesis should be accepted. However, when the chi-square 

test statistic is greater than the expected test statistic at a probability level o f 0.05, it is 

concluded that the data are not sampled from the chi-square distribution, and the null 

hypothesis should be rejected (Moore, McCabe, & Craig, 2.009).

To test for the strength o f the relationship between academic stress and 

perfectionism in nontraditional students, the Spearman rank correlation will be used. 

Spearman rank correlation is used to test the association between two ranked variables or 

one ranked variable and one measurement variable. The test demonstrates whether the 

two variables covary; whether, as one variable increases, the other variable tends to 

increase or decrease. Spearman rank correlation is not based on the assumption that the 

data is normally distributed. The null hypothesis is that the Spearman correlation
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coefficient, p (“rho”) is 0. A p o f 0 means that the ranks o f one variable do not covary 

with the ranks o f the other variable.

Research Question 1: Does the need for perfectionism among nontraditional post

secondary students contribute to academic stress?

Variables o f Interest:

Independent Variable: Perfectionism 

Dependent Variable: Academic stress 

Objective: To test whether there is a relationship between the need for perfectionism 

among nontraditional post-secondary students and academic stress.

Research Question 2 : Is there significance in the relationship between academic stress 

and perfectionism in nontraditional students?

Objective: To test whether there is significance in the relationship between the need for 

perfectionism among nontraditional post-secondary students and academic stress. 

Research Question 3: Does the need for perfectionism among nontraditional post

secondary students contribute to family stress?

Variables o f Interest:

Independent Variable: Perfectionism 

Dependent Variable: Family stress 

Objective: To test whether there is a relationship between the need for perfectionism 

among nontraditional post-secondary students and family stress.
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Research Question 4 : Is there significance in the relationship between family stress and 

perfectionism in nontraditional students?

Objective: To test whether there is significance in the relationship between the need for 

perfectionism among nontraditional post-secondary students and family stress.

Instrumentation

All instruments used were administered as part o f routine clinical practice and 

contributed to the CCMH National Clinical Database by CCMH members. Demographic 

data will be derived using the Standardized Data Set (SDS). The 2012 SDS represents a 

standardized set o f questions typically asked of students seeking mental health services 

(CCMH, 2012). Age o f the student is the qualifier that will be used to identify 

nontraditional students. Age is reported in years within the SDS.

The Counseling Center Assessment for Psychological Symptoms (CCAPS) will 

be used to select for academic and family stress. The CC APS is a multi-dimensional 

assessment and monitoring instrument that is used at counseling centers to assess for 

psychological symptoms or stress within college students (CCMH, 2012). The 

assessment has a short form comprised o f 32 questions and a long form comprised o f 62 

questions. The long form, CCAPS-62, will be used for this study. CCAPS-62 has eight 

subscales assessing distinct areas o f distress: Depression, Generalized Anxiety, Social 

Anxiety, Academic Distress, Eating Concerns, Family Distress, Hostility, and Substance 

Use. Students respond to questions on the CCAPS based on a five-point Likert scale,



40

ranging from “not at all like me” to “extremely like me” and are instructed to answer 

each question based on the last two weeks (CCMH, 2012).

The CCAPS-62 was created for and normed on college students. Locke et al.

(2011) conducted three studies to investigate the validity and reliability o f the CCAPS. 

The studies supported the use o f the CCAPS-62 as an initial measure o f psychological 

symptoms in college counseling settings. The estimated internal consistencies o f the 

subscales were high, with two subscales at .90 or higher and the remaining six above .80 

(Locke et al., 2011). The authors state, “With its eight subscales, the CCAPS-62 is 

capable o f reliably assessing a broad range o f symptoms and functional domains that are 

salient among college students” (Locke et al., 2.011, p 106). Academic stress will be 

based on the students’ response to question 15 on the CC APS-62 which states, “I feel 

confident I can succeed academically” (CCMH, 2012). Family stress will be based on the 

students’ response to question 1 on the CCAPS-62, which states, “I get sad or angry 

when I think about my family” (CCMH, 2.012).

The Almost Perfect Scale-Revised (APS-R), developed by Slaney et al. (2001), is 

based on the model o f adaptive and maladaptive perfectionism in which the authors 

identified three dimensions o f perfectionism: high standards, order, and discrepancy.

High standards and order are considered adaptive, whereas discrepancy is viewed as 

maladaptive because it reflects the degree o f distress experienced when one’s personal 

performance fails to meet one’s perfectionistic expectations (Ashby et al., 2006, p. 149). 

The APS-R is composed of 23 items using a seven-point Likert scale ranging from
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1 = strongly disagree to 7 = strongly agree. The APS-R demonstrated high internal 

consistency in a college sample, with Cronbach’s alphas o f .82 for the High Standards 

subscale and .91 for the Discrepancy subscale (Slaney et al., 2001).

The APS-R has been correlated with both versions o f the MPS. Additionally, Rice 

et al. (2007) conducted a study o f the discriminant, convergent, and incremental validity 

o f the APS-R using the Neuroticism-Extraversion-Openness Five Factor Inventory -  

Form S to measure the personality domains represented in the Five Factor Model of 

Personality (FFM), both versions o f the MPS, the Center for Epidemiologic Studies 

Depression Scale -  Short Form, and the Self-Esteem Inventory. The study provided 

additional psychometric support for the subscales o f the APS-R. Significant correlations 

were observed between the APS-R dimensions and the FFM dimensions and the 

discriminant validity o f those relationships (Rice et al., 2007, p. 395).

Procedure and Data Analysis

Participants for the study will be selected from the CCMH database based on the 

following criteria: 25 years o f age or older and have completed both the APS-R and the 

CCAPS-62. The data will be given in a single Excel spreadsheet by CCMH. From the 

file, two separate datasets will be extracted, one containing data on family stress and the 

other on academic stress. A chi-square will be used to generate the cross-tabulation 

between perfectionism and academic and family stress and to test the relationship 

between the two variables. A chi-square compares two sets o f frequencies, the observed 

frequency (i.e., the actual frequency from the data) and the expected frequency (based on
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probabilistic expected values). A chi-square is not influenced by the distribution o f the 

data; however, it does not allow forjudging the quality o f the relationship between the 

variables or controlling for multiple variables. The Spearman rank correlation will be 

conducted to test the strength o f the relationship between the need for perfection among 

nontraditional post-secondary students and family and academic stress.



CHAPTER 4 

ANALYSIS OF THE DATA 

This chapter presents the analysis o f the data obtained for the study. The results o f 

the data analysis are presented in two sections: descriptive statistics and inferential 

statistics. The report o f the descriptive statistics includes a discussion of the statistical 

demographics o f the sample. The section on inferential statistics reports relevant analysis 

for each o f the null hypotheses tested. A summary concludes the chapter.

Descriptive Statistics 

The sample for this study consists o f college students who sought treatment across 

132 college and university counseling centers in the United States. Data were collected as 

part o f routine clinical practice and contributed to the Center for Collegiate Mental 

Health (CCMH) National Clinical Database by CCMH members during the 2012-2013 

academic year ending on June 30, 2013. O f the 132 member colleges and universities, 87 

were public institutions, 42 were private, and 3 were combined. The campuses were 

located throughout the United States, with 26.5% in the northeast, 2.5.8% in the midwest, 

36.4% in the south, and 11.4% in the west (CCMH, 2012). O f the 544 total sample 

population, 4 students did not respond to the question regarding academic stress.

Factors such as social- economic status, gender, race, and intelligence are not 

considerations o f the sample population. The 2012 Standardized Data Set published by 

CCMH does not report on social-economic status and intelligence. Gender is not included

43
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as a research variable in this study due to the complexity o f the questions asked by 

CCMH. Clients are asked their gender identity, their self-identified gender identity, and 

their sex at birth. Race/ethnicity is not included due to the possible numerous responses 

that could be given as clients are permitted to self-identify their race/ethnicity.

Academic Stress

The sample for this study consists o f 540 college students who sought treatment 

across 132 college and university counseling centers in the United States. O f the 540 

students, 310 (57%) students were between the ages o f 25 to 29, 111 (21%) students were 

between the ages o f 30 to 34, 54 (10%) were between the ages o f 35 to 39, 31 (6%) were 

between the ages o f 40 to 44, and 34 (6%) were between the ages o f 45 to 59.

The Counseling Center Assessment for Psychological Symptoms (CCAPS) was 

used to select for academic stress. The long form, CCAPS-62, was used for this study. 

CCAPS-62 has eight subscales assessing distinct areas o f distress. The CCAPS-62 uses 

the following questions to address academic stress with a five-point Likert scale, ranging 

from “not at all like me” to “extremely like me:”

• Question 6 : 1 enjoy my classes.

• Question 1 5 :1 am confident I can succeed academically.

• Question 51: I am not able to concentrate as well as usual.

• Question 53: It’s hard to stay motivated for my classes.

•  Question 5 9 :1 am unable to keep up with my school work.
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For the purpose of this study, academic stress is defined as a general feeling o f 

unhappiness or anxiety with respect to some anticipated or unanticipated frustration 

associated with academic failure. Academic stress will be based on the students’ 

responses to question 15 on the CCAPS-62, which states, “I feel confident I can succeed 

academically” (CCMH, 2012). This question was selected from the subscale o f Academic 

Distress as it best meets the definition o f the study. All responses for each question in the 

subscale are included in the results.

The APS-R was administered to assess perfectionism. The instrument’s subscales 

tap into both adaptive and maladaptive aspects o f perfectionism and have demonstrated a 

high internal consistency in a college sample (Slaney et al., 2001). The APS-R is 

composed o f 23 items using a seven-point Likert scale ranging from 1 -  strongly 

disagree to 7 = strongly agree. If a student scores greater than or equal to 43, the 

participant is identified as a maladaptive perfectionist. If the student scores lower than 43, 

the student is considered an adaptive perfectionist.

The APS-R identified 345 (64%) o f the students as having adaptive perfectionism 

and 195 (36%) students as having maladaptive perfectionism. Based on their responses to 

question 15 on the CCAPS-62, which states, “I feel confident I can succeed 

academically,” 39 (7%) students self-reported experiencing no academic stress, and 501 

(93%) nontraditional students self-reported experiencing academic stress. The summary 

of the data is graphically presented in Figures 1 and 2.
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The following questions are addressed on the CCAPS-62 related to academic 

stress using a five-point Likert scale, ranging from “not at all like me” to “extremely like 

me.” The responses o f the participants are displayed in Table 1.

Table 1

Academic Stress Subscale Responses

Question 0 1

Q 6: I enjoy my 306 108

classes. (57%) (20%)

Q 15: I am confident I 268 154

can succeed (50%) (29%)

academically.

Q 51:1 am not able to 401 71

concentrate as well as (74%) (13%)

usual.

Q 53: It’s hard to stay 441 26

motivated for my (82%) (5%)

classes.

Q 59: I am unable to 117 88

keep up with my (22.%) (16%)

school work.

No
2 3 4 5 Respo

nse
67 39 19 0 1

(12%) (7%) (4%) (0%) (0%)

67 32 19 0 0

(12%) (6%) (3%) (0%) (0%)

33 27 8 0 0

(6%) (5%) (2%) (0%) (0%)

16 4 5 0 48

(3%) (.05%) (.05% (0%) (9%)

104 98

)

132 0 1

(19%) (18%) (24%) (0%) (1%)
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Family Stress

The sample in this study consisted o f a total o f 544 nontraditional post-secondary 

students. O f the 544 students, 314 (58%) students were between the ages o f 25 to 29, 111 

(20%) students were between the ages o f 30 to 34, 54 (10%) were between the ages o f 35 

to 39, 31 (6%) were between the ages o f 40 to 44, and 34 (6%) were between the ages o f 

45 to 59. Four students chose not to respond to the question for academic stress but chose 

to respond to the question regarding family stress.

The CCAPS was used to select for family stress. The long form, CCAPS-62, was 

used for this study. CCAPS-62 has eight subscales assessing distinct areas o f distress, the 

CCAPS-62 uses the following questions to address family stress:

• Question 1 :1 get sad or angry when I think o f my family.

• Question 7:1 feel that my family loves me.

• Question 11: My family gets on my nerves.

• Question 21. My family is basically a happy one.

• Question 38: There is a history o f abuse in my family.

• Question 42: 1 wish my family got along better.

For the purpose o f this study, family stress is defined as a general feeling o f unhappiness 

or anxiety as it to relates to the family unit. Family stress will be based on the students’ 

responses to question 1 on the CCAPS-62, which states, “I get sad or angry when I think 

about my family” (CCMH, 2012). This question was selected from the subscale o f



49

Family Distress as it best meets the definition o f the study. All responses for each 

question in the subscale are included in the results.

The APS-R was administered to assess perfectionism. The instrument’s subscales 

tap into both adaptive and maladaptive aspects o f perfectionism and have demonstrated a 

high internal consistency in a college sample (Slaney et al., 2001). The APS-R is 

composed o f 23 items using a seven-point Likert scale ranging from 1 = strongly 

disagree to 7 = strongly agree. If a student scores greater than or equal to 43, the 

participant is identified as a maladaptive perfectionist. If the student scores less than 43, 

the student is considered an adaptive perfectionist.

The APS-R identified 348 (64%) o f the students as having adaptive perfectionism 

and 196 (36%) students as having maladaptive perfectionism. Based on their responses to 

question 1 on the CCAPS-62, which states, “I get sad or angry when I think about my 

family,” 149 (27%) students self-reported experiencing no family stress, and 395 (73%) 

nontraditional students self-reported experiencing family stress. The summary o f the data 

is graphically presented in Figures 3 and 4
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The following questions are addressed on the CCAPS-62 related to family stress 

using a five-point Likert scale, ranging from “not at all like me” to “extremely like me.” 

The responses o f the participants are displayed in Table 2.

Table 2

Family Stress Subscale Responses

Question 0 1 2 3 4 5
No

Respor
se

Q 1: I get sad or angry 149 67 96 114 120 0 0

when I think of my 

family.

(27%) (12%) (18%) (21%) (22%) (0%) (0%)

Q 7:1 feel that my 298 110 57 47 25 0 7

family loves me. (55%) (20%) (10%) (9%) (5%) (0%) (1%)

Q 11: My family gets 157 107 95 101 80 0 4

on my nerves. (29%) (20%) (17%) (18%) (15%) (0%) (1%)

Q 21: My family is 121 94 91 99 135 0 4

basically a happy one. (22%) (17%) (17%) (18%) (24%) (0%) (1%)

Q 38: There is a history 293 73 47 40 38 0 53

o f abuse in my family. (54%) (13%) (9%) (7%) (7%) (0%) (10%)

Q 42: I wish my family 468 42 18 6 4 0 6

got along better. (86%) (8%) (3%) (1%) (1%) (0%) (1%)
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Inferential Statistics

Academic Stress

A chi-square was used to generate the cross-tabulation between perfectionism and 

academic stress to test the relationship between the two variables. The results o f the 

cross-tabulation revealed that there was no relationship between the two variables. O f the 

540 nontraditional students who completed the APS-R and CCAPS-62, only 179 (33%) 

who were identified with maladaptive perfectionism responded that they did not feel 

confident they can succeed academically. The results o f the cross tabulation analysis are 

presented in Table 3.

Table 3

Perfectionism and Academic Stress Cross-Tabulation

Perfectionism
Academic stress Adaptive Maladaptive Total

No 23 16 39
Yes 322 179 501

Total 348 196 540

The null hypothesis stated that the need for perfection has no relationship with 

academic stress among nontraditional post-secondary students. The results o f the analysis 

are presented in Table 4.
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Table 4

Statistics fo r  Academic Stress by Perfectionism

_________ Statistic_____________ DF__________ Value______________ Probability______
Chi-square 1 0.4401 0.5071

The chi-square test for independence revealed there is no relationship between the 

need for perfection among nontraditional post-secondary students and academic stress. 

The probability level is 0.5071, which is greater than the expected test statistic at a 

probability level o f 0.05. As such, the null hypothesis should be accepted.

To test for the strength o f the relationship between academic stress and 

perfectionism in nontraditional students, the Spearman rank correlation was used. The 

results o f the Spearman correlation analysis are presented in Table 5. The Spearman 

correlation coefficient was -0.02 with a P-value of 0.508. Therefore, there is no 

significance relationship between academic stress and perfectionism in nontraditional 

students.

Table 5

Spearman Correlation Coefficients

Spearman Correlation Coefficients, N = 540, Prob > r under HO: Rho = 0
Variable Academic stress Perfectionism

Academic stress 1.0000 -0.02855

Perfectionism -0.02855 
(P = 0.5080)

(P = 0.5080) 
1.00000
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Family Stress

A chi-square was used to generate the cross-tabulation between perfectionism and 

family stress and to test the relationship between the two variables. The results o f the 

cross-tabulation revealed that there is a relationship between the two variables. O f the 

544 students who completed the APS-R and CCAPS-62, 153 (28%) who were identified 

with maladaptive perfectionism responded that they were sad or angry when they thought 

about their families. The results o f the cross-tabulation analysis are presented in Table 6.

Table 6

Perfectionism and Family Stress Cross-Tabulation

Perfectionism
Family stress__________ Adaptive__________ Maladaptive____________ Total

No 106 
Yes 242 

Total 348

43 149 
153 395 
196 544

The null hypothesis stated that the need for perfection has no relationship with

family stress among nontraditional post-secondary students. The results o f the analysis

are presented in Table 7.

Table 7

Statistics fo r  Family Stress by Perfectionism

Statistic DF Value Probability
Chi-square 1 4.5775 0.0324
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The chi-square test for independence revealed that there is a statistical 

relationship between the need for perfection among nontraditional post-secondary 

students and family stress. The probability level is .0324, which is less than the expected 

test statistic at a probability level o f 0.05. As such, the null hypothesis should be rejected, 

and the alternative hypothesis o f a relationship between the two variables should be 

accepted. The strength o f the relationship between the need for perfection among 

nontraditional post-secondary students and family stress was tested with Spearman rank 

correlation, which is presented in Table 8. The Spearman correlation coefficient, 

r = 0.092, which was statistically significant at P = 0.0325, is greater than 0. Even though 

the correlation is low, it is still significant.

Table 8

Spearman Correlation Coefficients

Spearman Correlation Coefficients, N = 544, Prob > r under HO: Rho = 0
Variable Family stress Perfectionism

Family stress 1.0000 0.09173
(P = 0.0324)

Perfectionism 0.09173 1.00000
(P = 0.0324)

Summary

The analysis o f the data collected revealed that there is a relationship with family 

stress among nontraditional post-secondary students but no relationship with academic 

stress. Additionally, the results also revealed a significance in the relationship with family
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stress among nontraditional students. A complete discussion o f these findings, a 

summary, and recommendations for further study will be discussed in chapter five.



CHAPTER 5

SUMMARY, DISCUSSION, AND RECOMMENDATIONS

This chapter provides a summary o f the research, describing the conclusions 

reached, a discussion o f the research, and recommendations for further research and 

practice.

Summary

This study explored the relationship o f academic and family stress in 

nontraditional students who use adaptive or maladaptive perfectionism. Additionally, the 

significance o f the stressors was examined. This study purposed to identify if  

nontraditional students have perfectionistic tendencies and if  the characteristic is o f any 

significance to academic or family stress. Second, this study aim to highlight the need for 

post-secondary administrators to develop adult-oriented programs and services both on 

and off campus to meet the needs o f this demographic.

The Counseling Center Assessment for Psychological Symptoms (CCAPS) was 

used to select for academic and family stress. The CCAPS is a multi-dimensional 

assessment and monitoring instrument that is used at counseling centers to assess for 

psychological symptoms or stress within college students (CCMH, 2012). The Almost 

Perfect Scale-Revised (APS-R) developed in 2001 by Slaney et al. was used to assess 

perfectionism. All instruments used were administered as part o f routine clinical practice 

and contributed to the CCMH National Clinical Database by CCMH members. Four
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research questions were investigated through four null hypothesis. The results and 

conclusions for each hypothesis are discussed below.

Hypothesis 1

Hypothesis 1 sought to test whether there is a relationship between the need for 

perfection among nontraditional post-secondary students and academic stress. A chi- 

square was used to generate the cross-tabulation between perfectionism and academic 

stress to test the relationship between the two variables. The results o f the cross

tabulation revealed that there was no relationship between the two variables. O f the 540 

nontraditional students who completed the APS-R and CCAPS-64, only 179 (33%) who 

were identified with maladaptive perfectionism responded that they did not feel confident 

they can succeed academically.

Hypothesis 2

Hypothesis 2 sought to determine if there was significance in the relationship 

between academic stress and perfectionism in nontraditional students. The strength o f the 

relationship was explored with Spearman rank correlation. The test identified no 

significance in the relationship.

Hypothesis 3

Hypothesis 3 sought to test whether there is a relationship between the need for 

perfection among nontraditional post-secondary students and family stress. A chi-square 

was used to generate the cross-tabulation between perfectionism and family stress and to 

test the relationship between the two variables. The results o f the cross-tabulation
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revealed that there is a relationship between the two variables. O f the 544 students who 

completed the APS-R and CCAPS-62, 153 (28%) who were identified with maladaptive 

perfectionism responded that they were sad or angry when they thought about their 

families.

Hypothesis 4

Hypothesis 4 sought to determine if there was significance in the relationship 

between family stress and perfectionism in nontraditional students. A Spearman 

correlation coefficient was used to determine if  there was significance. The test identified 

some significance in the relationship.

Discussion

In a report produced by Destiny Solutions (2014), by 2020, enrollment for 

nontraditional students is expected to grow by 20 percent. Considering the projected 

increase in enrollment, it is imperative that post-secondary administrators and counselors 

understand the dynamics o f this population in order to attract and retain these students. 

Based on the results o f the study, there are important considerations for counseling 

professionals working with nontraditional students. The implications o f the influences o f 

academic and family stress are discussed.

The need for perfection is related to family stress among nontraditional students. 

While the strength o f this relationship is low based on the Spearman correlation 

coefficient, it is statistically significant. This relationship could have some impact on 

persistence and retention. Mischeler (1983) reported that nontraditional students identify
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family responsibilities as a source of stress and a reason for withdrawing from school. It 

is this writer’s opinion that the roles and responsibilities in which nontraditional students 

must continue to perform within the family structure while pursuing higher education 

have a direct impact on their perceptions o f family stress. Terrell (1990) found that 

nontraditional students with older children are more likely to persist to graduation versus 

nontraditional students with younger children, as those with younger children may feel 

guilty about being unavailable or distracted by school. If the nontraditional student is the 

primary caregiver, it is more likely that the student will withdraw from school. This 

suggests that college and university administrators need to be intentional in developing 

and providing resources for nontraditional students who are primary caregivers.

Regarding academic stress, no relationship was found among nontraditional 

students and perfectionism. However, the results did demonstrate that regardless o f 

whether the nontraditional student presented with adaptive or maladaptive perfectionism, 

academic stress was a concern. Misra and McKean’s (2000) study suggests that anxiety, 

time management, and leisure activities are all predictors o f academic stress. It is this 

writer’s opinion that most students struggle with managing competing priorities and 

deadlines. Thus academic stress will be a concern regardless o f the need for perfection.

Recommendations

The following recommendations are offered for further research and practice in 

the area o f counseling and addressing the need for perfection among nontraditional 

students.
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Research

1. A replication o f this study using traditional students to compare and contrast the 

results would be useful.

2. A replication o f this study examining how academic and family stress is perceived 

by the various age groups amongst nontraditional students using the full CCAPS- 

62 subscales would be beneficial.

3. It would be useful to complete a longitudinal study, following a cohort of 

nontraditional students beginning the first year o f college through graduation to 

assess for perfectionism, academic stress, and family stress at various points 

throughout their college careers.

4. A study using pre- and post-experimental design in which an intervention is 

provided to a randomly selected experimental group with the results o f the APS-R 

compared to a control group should be undertaken to observe the effects the 

intervention may have on nontraditional students.

Practice

1. The results o f the study demonstrated that regardless oflevel o f perfectionism, all 

nontraditional students experienced a significant amount o f academic stress. It is 

recommended that students be offered a grace period of two to three weeks in 

which they have the opportunity to make adjustments to their work and family 

obligations without being penalized for academic performance.
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2. Postsecondary enrollment in distance education courses, particularly those offered 

online, has rapidly increased in recent years (Allen & Seaman, 2013). Given their 

popularity over traditional brick and mortar, it is recommended that more 

institutions offer free massive open online courses (MOOCs) for introductory- 

level courses. The courses should feature the same content and instructors as their 

non-MOOC counterparts so that students have a realistic example o f the 

expectations.

3. For those students who prefer to be on campus, it is recommended that higher 

education institutions allow potential nontraditional students the ability to audit an 

introductory course at a free or significantly reduced rate.

4. Given the limited time nontraditional students have to take advantage o f on- 

carnpus resources such as writing labs and counseling services, it may be useful 

for colleges and universities to establish strategic alliances with organizations and 

providers in the community who offer services at various times and in multiple 

locations for ease o f access.

5. Further, it is recommended that college counseling centers explore the use o f tele

mental health as a method to deliver mental health services.

6. Rice et al. 2014 suggested the need to assess for levels o f adaptive and 

maladaptive perfectionism at the onset o f treatment, even if perfectionism is not 

an obvious presenting concern. In the 2014 Counseling Center Directors Survey 

Report produced by the Association for University and College Counseling
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Center Directors, anxiety continued to be the most predominant and increasing 

concern among college students (47%), followed by depression (40%), 

relationship problems (34%), suicidal ideation (18%), self-injury (12%), and 

alcohol abuse (9%). Therefore, it is recommended that college counselors include 

the APS-R in their initial assessments to assess for perfectionism, as it may help 

counselors predict what treatment modalities might be beneficial throughout 

treatment.

7. This study identified some significance in the relationship o f family stress and 

perfectionism in nontraditional students. It is recommended that administrators o f 

colleges and universities consider on-campus day and after-school care or partner 

with child-care providers within the community that are in close proximity to the 

university.

Conclusion

This chapter discussed the results o f the study with implications for practice and 

recommendations for research and practice. The APS-R and CCAPS-62 were used and 

found to be reliable in assessing perfectionism, academic stress, and family stress for this 

population. The results o f this study revealed some significance in the relationship 

between family stress and perfectionism in nontraditional students. Conversely, the 

results did not show any relationship between academic stress and perfectionism in 

nontraditional students. The researcher suggests that a replication o f the study with
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traditional students be conducted to determine if any similarities exists between the two 

types o f students.
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Perfectionism to Non-Traditional Post-Secondary Students (H1503123), was reviewed on behalf of Mercer 
University's Institutional Review Board for Human Subject Research, and is Exempt from further review at 
this time, in accordance to federal regulations set forth at 4€ CFR 101(b) Category(ies) 4.

Any changes to the approved protocol must be re-submitted for IRB review to insure that risks to the subject 
have not changed.
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Ava Chambliss-Richardson, M.Ed., CIM, CIP 
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The Center for Collegiate Mental Health (CCMH) IbgeiKcr

Data Access Policy

Introduction and Background
Thank you for your in terest in th e  C enter for Collegiate M ental Health (CCMH) data repository. Our 
mission is to  bridge th e  gap betw een  th e  science and practice of college s tuden t m ental health . CCMH is a 
multi-disciplinary, m em ber-driven research  cen te r focused on providing accurate and up-to-date 
inform ation abou t th e  m ental health  of today 's  college studen ts. CCMH leverages m odern technology and 
th e  collaborative efforts of college counseling cen te rs and key partners in business, academ ia, hea lth 
care, and m em ber organizations. Since its conception in 2005, CCMH has becom e a recognized leader in 
college s tu d en t m ental health  research by facilitating th e  pooling of standardized d a ta  from  counseling 
cen te rs and transform ing this data  into clinical tools and empirical knowledge.

CCMH is continually exploring new  ways to  inform practice through research. Examples of our work 
include: m anaging th e  S tandardized Data Set (SDS) for participating counseling cen ters; developing th e  
Counseling Center A ssessm ent of Psychological Sym ptom s (CCAPS) instrum ents; developing th e  CCAPS 
profile and related  reports for clinicians; delivering benchm arking data  back to  counseling cen ters; 
producing an annual report of findings from  curren t data; providing professional developm ent 
opportun ities for counseling cen te r staff; and presenting a t conferences and publishing empirical and 
conceptual articles th a t address im portan t topics for ou r field. Each of th ese  activities is in tended  to  make 
th e  raw  pooled data  accessible and useful to  th e  field of college s tuden t m ental health.

Because w e know th a t many hands m ake light work, CCMH believes in making data  available to  qualified 
researchers afte r we have m e t th e  expectations of ou r stakeholders. This data  sharing policy w as created  
to  provide basic inform ation ab o u t th e  CCMH data  repository along with a tran sp a ren t and organized 
process th rough which qualified researchers can request access to  data. The m ost up-to -da te inform ation 
abou t CCMH is available on our w ebsite a t h ttp ://ccm h .p su .ed u .

Privacy Concerns
CCMH is com m itted  to  protecting  th e  rights and privacy of all entities involved. Our data  contains no 
individual identifiers and our d a ta  sharing policy requires th a t approved researchers agree to  analyze and 
repo rt in aggregate form only.

Data Ownership
Standardized data , gathered  by a counseling center, is ow ned by th a t counseling center. Data subm itted  
to  CCMH is ow ned by CCMH. Upon request by any participating counseling cen ter, CCMH will d ele te  
subm itted  data  up until d a ta  has been d istributed  to  researchers for analysis. At this point, CCMH 
assum es responsibility for d a ta  access and stew ardship  of rem aining data.

Available Data
The CCMH Data Repository includes a variety of standardized data  including: th e  Standardized Data Set 
(SDS), th e  CCAPS-62, th e  CCAPS-34, institutional variables and counseling cen te r variables. CCMH reserves

http://ccmh.psu.edu
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th e  right to  ensure confidentiality by limiting access to  o r modifying data  points. Inform ation on available 
data  se ts  can be found at: h ttp ://c cm h .p su .e d u /d a ta /

Data Access Levels
Due to  th e  num ber of stakeholders involved in th e  larger data-pooling effort, CCMH m aintains a tiered  
system  of data  access to  ensure  th a t our mission and goals are given th e  first priority, followed by 
stakeholders in descending o rder of investm ent. (Each school always has access to  the ir ow n data , stored  
a t the ir institution). See page 2 for access levels

Data Access Levels

Level 1) Access for th e  purpose of m eeting th e  mission, com m itm ents, an d /o r  goals of CCMH.
Examples include, but a re  no t limited to , th e  Annual Report, conference p resen ta tions, rela ted  
publications, research  and developm ent of th e  CCAPS, benchm arking, etc.

L evel2) Staff of m em ber counseling cen te rs an d /o r  sponsoring agencies

L evel3) Independen t Researchers. Examples include: staff a t non-participating counseling centers, 
researchers, foundations, and agencies, (data access fees apply)

Data Access Timing
Given th a t CCMH is continually collecting data, d a ta  will be released in d iscrete tim e periods or waves. 
Aggregate d a ta  will be cleaned and m ade available a t th e  end of a standardized period of tim e (e.g., a 
sem ester or academ ic year) to  simplify requests and d a ta  processing dem ands. In addition, each data  
access level is assigned a tim e-period during which they  may request data.

Level 1) Exclusive access for on e  year following closure of a given d a ta  period.
Level 2) Access begins o n e  year a fte r th e  closure of a given d a ta  period.
Level 3) Access begins tw o years afte r th e  closure of a given data  period.

For example, if data  period X ends on June 30th, 2014:
Level 1 would have exclusive access until July 01, 2015 
Level 2 access would begin on July 01, 2015
Level 3 access would begin on July 01, 2016

CCMH Research Proposals
Access to  CCMH data  begins with com pleting a data  use ag reem en t form  (pg. 4) and a d a ta  access 
application (pg. 5-6). Once a data  request application has been approved, CCMH m ust be consulted if the  
researcher in tends to  change th e  direction or goal of th e  study. The researcher is also required to  report 
to  CCMH upon com pletion of h is/her research.

Review by CCMH Business Team and/or Research team  and/or Advisory Board
CCMH will review and address th e  following within each application:

•  Conflict of In terest
o  If a m em ber of th e  CCMH Business Team or Research Team subm its a proposal, h e /sh e  

shall no t sit in on m eetings w hen th e  proposal is reviewed, 
o  O ther conflicts of in te rest th a t may arise within th e  proposal or as tied  to  th e  com m ittee

•  Is th e  proposal in line with CCMH's mission?
•  Are th e  needs of college s tuden ts or th o se  th a t serve them  a t th e  core of this research?

http://ccmh.psu.edu/data/
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•  Does th e  research develop, em ploy, and p rom ote  "best practices?"
•  Will th e  inform ation be useful to  aid decision-making, planning, policy, clinical practice or 

prevention services?
•  Does th e  research  include collaboration with o th e r staff and d epartm en ts  in o rder to  maximize 

resources and increase efficiency?
•  Timeliness and ability to  allocate necessary cen te r resources.

Institutional Review Board Approval
An IRB determ ination  from  th e  researcher's  institution is required as part of your proposal.

CCMH Rights
CCMH reserves th e  right to  provide or re trac t data  access a t its sole discretion for th e  purposes of 
protecting  th e  center, participating institutions, and all parties involved. CCMH data-sharing decisions are 
final and may no t be appealed .

Data Access Protocol:
Independent Researcher Requesting CCMH Data:

1. R esearchers with appropriate  training com plete and retu rn  a data request application to
ccm h@ psu.edu

■ training in statistical analyses of th e  social sciences is considered appropria te
2. Application is review ed by th e  CCMH Business Team, Research Team, or Advisory Board
3. The researcher will be notified via email w hether th e  request was approved or denied
4. If approved, th e  researcher will arrange paym ent with th e  CCMH Project M anager to  pay th e  

da ta  access fee
(level 3 access)

5. CCMH will d istribu te th e  requested  d a ta se t to  th e  researcher(s) once it has been  prepared

Student-Researcher Requesting CCMH Data:
CCMH m ust verify th a t s tu d en t research  is supervised. S tudents can CC supervisors in emails 
w hen corresponding with CCMH to  indicate th a t the ir research project is supervised. The 
s tu d e n t's  research advisor m ust also sign a sep ara te  copy of th e  Data Use A greem ent form  in 
addition to  th e  s tu d en t signed copy.

Data Access Fees:
Data access fees directly support th e  operations of CCMH which include th e  developm ent and 
m ain tenance of th e  CCAPS instrum ents, clinical reports, and research. Each da tase t d istributed  is 
p repared  by CCMH researchers to  create  a w orkable d a ta se t for use by CCMH m em bership, independen t 
researchers, and institutions. The curren t CCMH data  access fee is $500.00. This fee applies to  those  who 
fall into th e  d a ta  access level 3 category. All data  fees m ust be subm itted  prior to CCMH sending o u t any 
requested  data . For paym ent instructions, p lease con tac t th e  CCMH Project M anager a t ccm h@ psu.edu. 
Checks and credit cards are acceptab le form s of paym ent.

mailto:ccmh@psu.edu
mailto:ccmh@psu.edu
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The Center for Collegiate Mental Health

Data Use Agreement Form

As a  condition of receiving the requested  data from the C enter for Collegiate Mental Health, you ag ree  that:

1) You have read and understand the CCMH data ac ce ss  policy.
2) The purpose of your data request is to conduct research  that will further the understanding of college 

mental health issues
3) You will not share the data with, or provide copies of the data to any other person or organization. 

P lea se  note that each  research assistan t/a ssocia te , graduate student or undergraduate student, 
or other individual working on the research project m ust sign  and subm it a separate Data U se  
A greem ent form.

4) You will return or destroy the data set, and any derivative files, upon request of CCMH.
5) The data  will only be used for the study described in your Data Use A greem ent Form and Data R equest

Application. Any new u se  of the data will require a  new A greem ent and Application.
6) Should the identity of any person or establishm ent be inadvertently discovered, then you agree  that:

1 . No u se  will be m ade of this knowledge
2. The Executive Director of CCMH will be immediately notified via email at ccmh@psu.edu.
3. The information that would identify an individual or establishm ent will be safeguarded or 

destroyed, a s  requested  by CCMH
4. No one else  will be informed of the discovered identity

7) To employ the following guidelines when presenting results and information regarding the sam ple (in 
any form or venue):

1. Magnitude Data (includes all continuous variables): Ensure that no cells/strata with n < 5 are 
produced

2. Frequency data (includes all categorical variables): Ensure that no cells/strata with n < 5 are 
produced

3. It is never adm issible to describe the characteristics of any individual institution, center, or 
participant in any m anner.

4. In the context of null hypothesis statistical testing (NHST), m easu res of effect size (C ohen 's d, 
P earso n 's  r, odds ratios, etc.) m ust always be presented  and d iscu sse d  with the resu lts o f  
the NHST, particularly when the sam ple size being analyzed is large. In the context of 
structural equation modeling or model com parison, the effects of sam ple size on goodness-of- 
fit indices and power to detect differences betw een m odels should be considered and 
discussed.

8) A ggregate statistical sum m aries of the data and ana lyses (frequency tabulations, m agnitude 
tabulations, m eans, variances, correlation coefficients, etc.): T hese  a re  approved under this agreem ent 
and m ay be freely published by the User, subject to the provisions above (see  point 7).

9) To cite CCMH a s  the data  source in any publication or research  based  on th ese  data:
1. In text: The CCMH XXXXX (data set, e.g., CCMH 2010-2011 data) w as collected by the 

C enter for Collegiate Mental Health
2. In references: C enter for Collegiate Mental Health, XXXXX (data set). Produced and 

distributed by the C enter for Collegiate Mental Health
10) To provide an electronic copy of any publication and/or presentation that results from the u se  of this

data  se t to the Executive Director of CCMH at the time of the presentation, the article’s  accep tance for
publication, or approval of the internal docum ent (e.g., dissertation).

mailto:ccmh@psu.edu
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11) To maintain a secure  computing environm ent for storage and u se  of this data se t and any data  se ts  that 
derive from it.

12) To hold harm less and indemnify CCMH and the Pennsylvania S tate  University, its agen ts and 
em ployees for any claims of b reaches of confidentiality or m isuse of data arising out of the research, 
defined a s  failure to abide by any section of this agreem ent or any accidental or intentional violation of 
privacy of any contributor to any CCMH data resource.

Intern

Signature Title

THOMASINA ODOM Savannah College of Art and Design (SCAD)

Name (print) Employer/Institutional Affiliation:
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The Center for Collegiate Mental Health

  _______ Data Request Application_____________________
Date: April 7, 2015

Name of Principal Investigator: Thomasina Odom 

Title of PI: Doctoral Intern 

Institution: Savannah College of Art and Design 

Address: 342 Bull Street Savannah GA 31402 

Telephone: 404-433-3701

E-mail: todom@scad.edu

Name of Supervising Person (if PI is a student): Tamara Knapp -  Grosz, PhD
Title of the Study: An Examination of the Relationship of Academic Stress and Family Stress on Perfectionism in 
Non-Traditional Post-Secondary Students_________________________________________________________
Other names, titles, and affiliations of those involved in the project (please include everyone who will have access to 
the requested data, and have each individual sign a separate data use agreement form): NONE

Data set you are interested in obtaining: 2012 Data Set

Anticipated Start Date of research: April 20,2015 Anticipated End Date: August 31, 2015

Provide Brief Literature Review and research question:

The following research questions regarding perfectionism and academic and family distress 
amongst non-traditional students guide this study: 

Question 1: Does the need for perfectionism among non-traditional post-secondary students 
lead to academic distress? 

Null Hypothesis 1: The desire for perfectionism has no relationship on academic distress 
among non-traditional post-secondary students. 

Question 2: Does the need for perfectionism among non-traditional post-secondary students 
lead to family distress?

Null hypothesis 2: The desire for perfectionism has no relationship with family distress among 
non-traditional post-secondary students ___  ___  ________

mailto:todom@scad.edu
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Literature Review:

This review of th e  literature on perfectionism  and academ ic and family distress am ongst non
traditional studen ts pursuing post-secondary education is an a ttem p t to  reflect th e  present 
s ta te  of the  body of knowledge. The review has five foci: post-secondary education, non
traditional students, perfectionism , academ ic distress, and family distress. Each variable is 
exam ined separately. The PsyclNFO and ERIC databases w ere used to  identify research 
conducted in th ese  five areas.

Post-Secondary Education

In 2006, a U.S. D epartm ent of Education report entitled A Test o f Leadership: Charting the 
Future o f U.S. Higher Education predicted th a t "90% of the  fastest growing jobs in th e  new 
knowledge-driven econom y will require som e post-secondary education" (p. 7). Employers are 
seeking lifelong learners who can think critically and solve problem s (Ritt, 2008). As a result, 
th e re  has been an increase in th e  num ber of students pursuing post-secondary education. The 
American Council on Education (ACE) (2014) repo rted  th a t 34 percent of 25- to  29-year-olds had 
earned  a bachelor's or higher degree in 2013. Understanding th e  infrastructure of higher 
education which the  NTS m ust navigate is im portant for this study, as it provides context to  
som e of the  barriers and challenges th e  NTS may face in gaining adm ittance to  the  institution as 
well as in persisting th roughout com pletion of th e  baccalaureate degree.

Non-Traditional Students

NCES defines non-traditional s tuden ts as those m eeting a t least one of seven characteristics: 
delayed enrollm ent into post-secondary education, a ttends college part-tim e, works full-time, is 
financially independen t for financial aid purposes, has dependen ts o ther than  a spouse, is a 
single parent, or does no t have a high school diploma. Horn (1996) defined the  NTS on a 
continuum  based on th e  num ber of characteristics present. Students are considered to  be 
"minimally non-traditional" if they have only one non traditional characteristic, "m oderately 
non-traditional" if they  have tw o or th ree , and "highly non-traditional" if they  have four or 
m ore. According to  a 2007 survey conducted by Schreyer Institute for Teaching Excellence, NTSs 
are th e  fastest-growing population in higher education, increasing 170% betw een 1970 and 
2000. NTSs have multiple life roles such as parent, caregiver to  a parent(s), em ployee or 
em ployer, spouse, or volunteer. Unlike traditional students, NTSs face a different se t of barriers 
to  higher education and challenges in and ou t of th e  classroom.

P erfection ism

Frost, M arten, Lahart & Rosenblate (1990) described perfectionists as having high personal 
standards or expectations. Adler (1956) argued th a t striving for perfectionism  is natural and 
innate. Later, Hamacheck (1978) proposed th a t perfectionism  could be classified as norm al or
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neurotic. Normal or adaptive perfectionists se t realistic goals, find satisfaction in their work, and 
have high self-esteem  (Zhou, Zhu, Zhang, & Cai, 2013, p. 1,142). Neurotic or m aladaptive 
perfectionists se t unrealistically high standards, ten d  to  be driven by fear of failure, and have 
low self-esteem  (Zhou e t al., 2013). The curren t research on perfectionism  focuses on measuring 
the  multiple dim ensions of perfectionism .

Family Distress/ Academic Distress

The college experience has been known to  cause physical and psychological distress (Pritchard, 
Wilson, & Yamnitz, 2007; Houghton, Wu, Godwin, Neck, & Manz, 2012). Stress and academ ic 
perform ance are  om nipresent issues in college studen ts ' lives (Morris, Brooks, & May, 2003) due 
to  th e  evaluative nature of post-secondary education. Morris, Brooks, & May (2003) found tha t 
adjusting to  m aintaining a high level of academ ic achievem ent and a new social environm ent 
and readjusting relationships with family and friends are som e of th e  sources of possible stress.
A literature review of th e  PsyclNFO database found minimal research focused on academ ic and 
family distress am ong NTSs published betw een  2000 and 2014.

Research studies have been conducted discussing stress in general or com ponents of stressors 
affecting college students, including both traditional and non-traditional students. Hurst, Barnik, 
and Daniel (2013) reviewed 40 qualitative studies published betw een 2000 and 2012 th a t 
exam ined m ajor categories of stressors facing traditional and non-traditional college students. 
The majority of th e  studies w ere coded with them es of relationship stressors. Relationship 
them es appeared  48 tim es in th e  articles th a t w ere reviewed, addressing studen ts ' stressors 
from their family (38%), rom antic (33%), peer (28%), and faculty (23%) relationships (p. 280). 
Academic them es appeared  30 tim es in the  studies reviewed, including stressors pertaining to  
general academ ics (40%), exams (20%), classes (8%), and studying (8%) (p. 281).

Family Distress/ Academic Distress

The college experience has been known to  cause physical and psychological distress (Pritchard, 
Wilson, & Yamnitz, 2007; Houghton, Wu, Godwin, Neck, & Manz, 2012). Stress and academ ic 
perform ance are om nipresent issues in college studen ts ' lives (Morris, Brooks, & May, 2003) due 
to  th e  evaluative nature of post-secondary education. Morris, Brooks, & May (2003) found th a t 
adjusting to  m aintaining a high level of academ ic achievem ent and a new social environm ent 
and readjusting relationships with family and friends are  som e of th e  sources of possible stress.
A literature review of th e  PsyclNFO database found minimal research focused on academ ic and 
family distress am ong NTSs published betw een 2000 and 2014.

Research studies have been conducted discussing stress in general or com ponents of 
stressors affecting college students, including both traditional and non-traditional students.
Hurst, Barnik, and Daniel (2013) reviewed 40 qualitative studies published betw een  2000 and 
2012 th a t exam ined m ajor categories of stressors facing traditional and non-traditional college 
studen ts The majority of th e  studies w ere coded with them es of relationship stressors. 
Relationship th em es appeared  48 tim es in th e  articles th a t  w ere review ed, addressing studen ts '
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stressors from their family (38%), rom antic (33%), peer (28%), and faculty (23%) relationships (p. 
280). Academic them es appeared  30 tim es in the  studies reviewed, including stressors 
pertaining to  general academ ics (40%), exams (20%), classes (8%), and studying (8%) (p. 281).

Summary

The review of th e  literature associated with academ ic and family distress am ongst NTSs with 
perfectionistic tendencies as m easured by th e  APS-R and o ther related  assessm ent instrum ents 
resulted in a dearth  of inform ation. The literature review dem onstra ted  th a t th e  APS-R is 
effective in assessing perfectionism  in adults. Additionally, the  review of the  literature show ed 
th a t academ ic and family distress are  stressors for college students in general. However, th e re  is 
a gap in th e  research exploring th e  effect, if any, these  stressors have on NTSs who may strive 
for high levels of perfectionism.

Please answer the following questions regarding your study:__________________________________________________
1) Describe the type of study you intend to use the data for (dissertation study, article for publication, other).

This study will be used for completion of a dissertation as well as a platform to 
determine what additional infrastructure is needed at SCAD to support non-traditional 
students.

2) Provide a description of the study (including rationale, research question(s), hypotheses, data analyses, etc). 
Please be as specific as possible including exactly which variables you will need and your proposed 
methodology.

This study will explore the relationship of academic and family distress on non-traditional 
students who use adaptive or maladaptive perfectionism. The Almost Perfect Scale Revised 
(APS-R) developed in 2001 by Slaney, Rice, Mobley, Trippi, and Ashby will be used to assess 
perfectionism. Academic distress will be based on the students' response to question 15 on 
the CCAPS-62 which states, "I feel confident I can succeed academically" (CCMH, 2012.) Family 
distress will be based on the students' response to question 1 on the CCAPS-62, which states,
"I get sad or angry when I think about my family." A chi-square will be used to generate the 
cross-tabulation between perfectionism and academic and family distress and to test the 
relationship between the two variables.

Research Question 1: Does the need for perfectionism among non-traditional post-secondary 
students lead to academic distress?

Variables of Interest:
Independent Variable (IV): Perfectionism 
Dependent Variable (DV): Academic distress

Objective: To test whether there is a relationship between the need for perfectionism among 
non-traditional post-secondary students and academic distress.
Research Question 2 : Does the need for perfectionism among non-traditional post-secondary 
students lead to family distress?
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Variables of Interest:
Independent Variable (IV): Perfectionism 
Dependent Variable (DV): Family Distress

Objective: To test whether there is a relationship between the desire for perfectionism and 
family distress among non-traditional post-secondary students.

3) Please describe how this study will contribute to college mental health and why this question is important 
to move the field forward;

Given the surge of non-traditional students (NTS) on college campuses, it is fair to say that this 
population will soon be considered non-traditional no longer but rather the face of the 
average American college student. Non-traditional students will need more than just access to 
online classes to support their needs and expectations. This study will identify if this 
population has perfectionistic tendencies and if the characteristic is of any significance to 
academic or family distress. Second, this study will highlight the need for post-secondary 
administrators to develop adult-oriented programs and services both on and off campus to 
meet the needs of this demographic. The psychological distress faced by the NTS cannot be 
tr e a te d  by a c o lle g e  c o u n se lin g  c e n te r  stric tly  M on d ay  th rou gh  Friday b e tw e e n  th e  h ours o f  9 
AM and 5 PM. This study will show the need for colleges and universities to partner with 
providers within the community that can service NTSs who do not have the ability to be seen 
on campus during certain time periods. Last, this study will provide insight to mental health 
providers who work with students who present with academic or family distress by 
highlighting the need to assess for perfectionism.

4) Other comments:

Name (print) THOMASINA ODOM Date April 7, 2015

Signature Date April 7, 2015

Return this form to;

Ashlev Stauffer. CCMH Proiect Manager: ccmhPpsu.edu 
OR
Ashley Stauffer
Center for Collegiate Mental Health 
307A Cedar Building 
Penn State University
University Park, PA 16802

•’Emailed applications preferred
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Instructions
Almost Perfect Scale-Revised

The following items are designed to measure attitudes people have toward 
themselves, their performance, and toward others. There are no right or wrong 
answers. Please respond to all o f the items. Use your first impression and do not 
spend too much time on individual items in responding.

Respond to each o f the items using the scale below to describe your degree of 
agreement with each item. Fill in the appropriate number circle on the computer 
answer sheet that is provided.

1 2 3 4 5 6 7
Strongly Slightly Slightly Strongly
Disagree Disagree Disagree Neutral Agree Agree Agree

1. I have high standards for my performance at work or at school.

2. I am an orderly person.

3. I often feel frustrated because I can’t meet my goals.

4. Neatness is important to me.

5. If you don’t expect much out o f yourself, you will never succeed.

6. My best just never seems to be good enough for me.

7. I think things should be put away in their place

8. I have high expectations for myself.

9. I rarely live up to my high standards.

10. I like to always be organized and disciplined.

11. Doing my best never seems to be enough.

12. I set very high standards for myself.

13. I am never satisfied with my accomplishments.

14. I expect the best from myself.
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1 2 3 4 5 6
Strongly Slightly Slightly
Disagree Disagree Disagree Neutral Agree Agree

15. I often worry about not measuring up to my own expectations.

16. My performance rarely measures up to my standards.

17. I am not satisfied even when I know I have done my best.

18. I try to do my best at everything I do.

19. I am seldom able to meet my own high standards o f performance.

20. I am hardly ever satisfied with my performance.

21. I hardly ever feel that what I’ve done is good enough.

22. I have a strong need to stri ve for excellence.

23. I often feel disappointment after completing a task because I know I
could have done better.

(Slaney, Rice, Mobley, Trippi, and Ashby, 2001)

Scoring APS-R

Standards = 1, 5, 8, 12, 14, 18, 22,

Order = 2 ,4 ,7 ,1 0 ,

Discrepancy =3, 6, 9, 11, 13, 15,16, 17, 19, 20, 21, 23,

7
Strongly
Agree
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Name:

CCAPS-62

Date:

INSTRUCTIONS: The following statements describe thoughts, feelings, and experiences that people 

may have. Please indicate how well each statement describes you, during the oast too weeks, from 

"not at all like me" (0) to "extremely like me" (4), by marking the correct number. Read each 

statement carefully, select only one answer per statement, and please do not skip any questions.

1. I get sad or angry when I think of my family
2. I am shy around others
3i There are marry things I am afraid of 
4~ My heart races for no good reason
5. I feel out of control when I eat
6. T enjoy my classes
7. I feel that my family loves me 
6. I feel disconnected from myself
9. I don't enjoy being around people as much as ! U3ed to
10. I feel isolated and alone
1 f My family gets on rny nerves 
12 I lose touch with reality "
13i I think about food more than I wouki like to
14 I am anxious that I might have a panic attack while in pt
15. I feel confident that I can succeed academically
16. I become anxious when i have to speak in front of audie
17. I have sleep difficulties 
1S. My thoughts are racing
19. I am satisfied wrth my body shape
20. I feel worthless
21 My famiiy is basically a happy one 
22. I am dissatisfied with my weight 
23 I feel helpless
24. I use drugs more than I should
25. I eat too much
26. i drink alcohol frequently
27. I have spelts of terror or panic
28. I am enthusiastic about life
29. When I drink alcohol I cant remember what happened 
3D. I feel tense
31. When I start eating I can't stop
32. I have difficulty controlling my temper
33. I am easily frightened or startled

Not art ait Extremely
  ..................................   like me
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CCAPS-62

34. I diet frequently

35. I make friends easily

; 36. I sometimes feel like breaking or smashing things
37. I have unwanted thoughts I can't control 

; 38. There is a history of abuse in my family
39, I experience nightmares or flashbacks 

; 40. I feel sad alj the time

\ 41 _ f am concerned that other people do not like me
;-----4.2 , I wish my family got along better-............................. ............
I 43 ! get angry easity

44. t fee! uncomfortable around people I don't know
45. t feel irritable

■ 46. I have thoughts of ending my life
: 47. I fee! setf conscious around others

i 48. I purge to control my weight
' 49. I drink more than i should

50. I enjoy getting drunk
51. I am not able to concentrate as well as usual

52. I am afraid I may lose control and act violently
53. Ifs hard to stay motivated for my classes 

 54, J feet comfortable around other people

 _J5£L. I like myself................................................................  .........
 56.. I have done something liiaveiegretted because ot diinidng
 57~,~ i frequently get into arguments - .............. - ■

58. I find that I cry frequently
59. I am unable to keep up with my scbooiwork
60. t have thoughts of hurting others

 6TrThB"tessrreat;thel)etteTlfee1 aboormysetf-------------  ~

62. I fee! that I have no one who understands me
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CCMH Membership Data 

The Center for Collegiate Mental Health (CCMH) National Clinical Database 

membership during the 2012-2013 academic year ending on June 30, 2013.

Table El

Membership by Institution

Institution Type Number Percentage

Public 87 66%

Private 42 32%

Combine

Table E2

Membership by Region

3 2%

United States Region Number Percentage

Northeast 35 26.5%

Midwest 34 25.8%

South 48 36.4%

Western 15 11.4%

Ages o f nontraditional students who responded to question 15 on the CCAPS-62 which 

states, “I feel confident I can succeed academically” (CCMH, 2012).
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Table E3

Sample Population: Academic Stress

Ages Number Percentage

25-29 310 57%

30-34 111 21%

35-39 54 10%

4<M4 31 6%

45-49 34 6%

Ages of nontraditional students who responded to question 1 on the CCAPS-62, which

states, “I get sad or angry when 1 think about my family.”

Table E4

Sample Population: Family Stress

Ages Number Percentage

25-29 314 58%

30-34 111 20%

35-39 54 10%

40-44 31 6%

45-49 34 6%


